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والطلبة  دراسة مقارنه بين مفهوم الذات لدى طلبة ذوي صعوبات التعلم
  العاديين في محافظة إربد بالأردن

  
   *مأمون غوانمةو  أسامة البطاينه

  
  

6/1/2005 تاريخ قبوله     30/6/2004 تاريخ تسلم البحث

هدفت هذه الدراسة إلى التعرف على مـستوى مفهـوم الـذات لـدى               :ملخص
 الــتعلم والعــاديين فــي المرحلــة الأساســية فــي محافظــة   طلبــة ذوي صــعوبات

إربد بالأردن، ولتحقيق ذلك طـورت أداة لقيـاس مفهـوم الـذات لـدى الطلبـة،                 
ومـن ثـم توزيعهـا علـى عينـة            شـروط الـصدق والثبـات المناسـبة،        اتتوافر فيه 

ــة مـــن  ــة والطالبـــات  ) 202(مكونـ  مـــن 83 مـــن الـــذكور، و 119(مـــن الطلبـ
طالبـا مـن طلبـة ذوي صـعوبات         ) 91( طالبا عاديـا، و    )111(، منهم   )الإناث

ربـد  إم في محافظة    2003/2004التعلم خلال الفصل الثاني للعام الدراسي       
كــشفت نتــائج الدراســة أن مــستوى مفهــوم الــذات لــدى طلبــة ذوي . بــالأردن

صعوبات التعلم كان منخفضا، وبينـت أيـضا النتـائج أن طلبـة ذوي صـعوبات                
سطات أدنى على مقيـاس مفهـوم الـذات وبـشكل دال            التعلم حصلوا على متو   

كـذلك أظهــرت الدراسـة إلــى عـدم وجــود فــروق    . مقارنـة مــع الطلبـة العــاديين  
ــنس        ــتلاف الجـ ــزى لاخـ ــة تعـ ــدى الطلبـ ــذات لـ ــوم الـ ــستوى مفهـ ــي مـ ــة فـ  .دالـ

  ).مفهوم الذات، صعوبات التعلم: الكلمات المفتاحية(

 
من  Learning disabilitiesتعد صعوبات التعلم : الخلفية النظرية

الموضوعات الحديثة التـي شـهدت نمـوا متـسارعا، واهتمامـا متزايـدا              
في مجال التربية الخاصة والإرشاد النفسي، وهي من أكثـر المـشكلات       
التــي تــؤرق التربــويين والمرشــدين وعلمــاء الــنفس والتربيــة الخاصــة     

مـا  وتشير التقديرات والإحصائيات إلى أن      . والآباء في العصر الحالي   
من أفـراد أي مجتمـع يعـانون مـن صـعوبات الـتعلم              %) 10-2(نسبته  

(American Psychiatric Association, 1994; Silver, 1991).  
وتــشير الدراســات الحديثــة إلــى أن الأثــر الــسلبي لــصعوبات الــتعلم لا  
يقتصر على الأداء الأكاديمي داخل المدرسة، و إنمـا يـؤثر فـي شـتى               

  يؤثر في علاقاته مع الآخـرين، وعلاقاتـه داخـل          مناحي حياة الفرد، إذ   
  .(Silver, 1986)  أسرته، وفي تفاعلاته الاجتماعية

 ةات المتحـــدلمـــشتركة لـــصعوبات الـــتعلم فـــي الولاي ـــااللجنـــة  عـــرفتو
ــعوبة ا ــا صـ ــتعلم بأنهـ ــر    "  لـ ــة غيـ ــى مجموعـ مـــصطلح وراثـــي يـــشير إلـ

ــة،لمتجانــــــسة مــــــن الاضــــــطرابات فــــــي النطــــــق، والقــــــراءة، وا     كتابــــ

 

 A Comparative Study of Self-concept among Normal 
Students and Learning Disability Students in Irbid 

Governorate, Jordan 
 

Osamah Bataineh and Mamoun Gawanmeh, Faculty of Education, 
Yarmouk University, Irbid, Jordan. 

 
Abstract: The purpose of this study was to investigate the level of self-
concept of normal students and learning disability students in the 
early elementary stage in Irbid governorate, Jordan. To achieve this 
purpose, a questionnaire was developed which demonstrated adequate 
reliability and validity. A sample of (202) student, (119) male and (83) 
female of normal students and learning disability completed the 
questionnaire in Irbid governorate during the second semester of 
2003-2004. The Results revealed that the level of self-concept among 
students with learning disability was low; it was lower than that of 
normal students. The results also revealed that there were no 
significant differences due to student gender.(Keywords: Self-
councept, Learning disability). 

  
وهـــي اضـــطرابات داخليـــة بالنـــسبة . والمنطـــق أو القـــدرات الحـــسابية

للشخص، ويفترض أنها تنـتج عـن مـرض أو خلـل وظيفـي فـي الجهـاز             
مثـل  ( تعلم ترافـق حـالات أخـرى     ل ـا ةبومـع أن صـع    العصبي المركـزي،    

اعيـــة مالاضـــطرابات الحـــسية، والتخلـــف العقلـــي ،والاضـــطرابات الاجت 
غيـر الملائــم، والعوامـل الوراثيــة،   / يوالعاطفيـة، والتـدريس غيــر الكـاف   

 National Information Center for) ،)والعوامـــل النفـــسية
Children and Youth with Disabilities [NICHCY], 

2003).  
ــم     ــدّدة مـــن أدائهـ ــه هـــؤلاء الأطفـــال صـــعوبات فـــي جوانـــب محـ ويواجـ

 ، بالإضافة إلى الـصعوبات  (Kavale & Forness, 2000)الأكاديمي 
 وكما يظهر العديـد مـنهم مـشكلات سـلوكية أو نقـصاً فـي              . كاديميةالأ

 & Gettinger & Koscik, 2001; Kavale)المهـارات الاجتماعيـة   

Forness, 1996)،   ويتعرضــون للــرفض وعــدم التقبــل مــن نظــرائهم 
 ,Kuhne & Wiener, 2000; Ochoa & Olivarez)العـاديين  

 تـشكيل مفهـوم الـذات        ومثل هذه الأمـور قـد تـؤثر سـلبا فـي            .(1995
  لـــــدى هـــــؤلاء الطلبـــــة الـــــذين يعـــــانون مـــــن صـــــعوبات فـــــي الـــــتعلم  

(Johnson, 1995).  
ــرز   ــد روجـ ــذات عنـ ــوم الـ ــن    Rogersومفهـ ــون مـ ــي يتكـ هـــو تـــصور كلـ

 صإدراكــات الفـــرد عـــن ذاتــه فـــي مفردهـــا، أو فــي علاقاتهـــا بالأشـــخا   
الآخــرين والأشــياء الموجــودة فــي البيئــة أي علاقتهــا بالحيــاة، إضــافة    

  ).1994الشناوي، (لى القيم والأحكام المتصلة بهذه الإدراكات إ

_________________________  
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 أن مفهــوم الــذات يجــسّد خبــرات   (Bracken, 1992)ويــرى بــراكن  
الــشخص وتقييماتــه لتّفاعلاتــه مــع النــاس والبيئــة مــن حولــه، ويــشمل    
أنماط التعزيز التي يحملها الـشخص عـن نفـسه، وتاريخـه مـن النّجـاح         

 فيـرى أن مفهـوم الـذات    (Allodi, 2000)" الـودي  " أمـا  . والفـشل 
 ييــشير إلــى إدراكــات الفــرد ومــشاعره المتعلقــة بهويتــه الخاصــة الت ــ       

  .تميزه عن غيره
 مفهـوم الـذات بأنـه إطـار     (Tam et al., 2003)ويعـرف تـام وزمـلاؤه    

مرجعــي لفكــرة الفــرد عــن نفــسه يتكــون خــلال تفاعــل الفــرد مــع العــالم   
 ,Kim, Kasser, & Lee)وعرفـه كـيم وكاسـير ولـي     . المحـيط بـه  

  .بأنه مجموعة الاعتقادات التي يحملها الأفراد حول أنفسهم (2003
وهنالــك ثلاثـــة مظـــاهر معروفــة لمفهـــوم الـــذات يحملهــا أي فـــرد عـــن    

 : (Lawrence, 1996) نفسه، وهي كما يرى لورنس
وتشير إلى ما عليه الـشّخص فعليـا،         :Self-image  صورة الذات  .1

 الــذات، ويطلــق عليهــا الــذات الحقيقيــة    وهــي أهــم عناصــر مفهــوم  
Real Self.  

وتـشير إلـى الـصورة التـي يـود      : Ideal self مفهوم الـذات المثـالي   .2
 . الشّخص أن يكون عليها

وتــشير إلــى مــشاعر الــشّخص حــول  : Self-esteemتقــدير الــذات  .3
الـذات  (، وما يـودّ أن يكـون   )صورة الذات(الفرق بين ما هو عليه     

  ).المثالية
هوم الذّات بالإضـافة إلـى تقـدير الـذات مـن أكثـر الأمـور التـي                  ويعد مف 

تـــــؤثّر فـــــي إنجـــــاز الطّـــــلاب وتحـــــصيلهم الأكـــــاديمي فـــــي المدرســـــة 
(Grantham, & Ford, 2003). ومــن المعــروف أن مفهــوم الــذات 

الموجب الذي يحمله الفـرد عـن نفـسه لا يـؤثر فـي إنجـازه الأكـاديمي                  
فـي تطـوّر شخـصيته علـى         وبـشكل واضـح      كفحسب، و إنما يؤثر كذل    

 وتؤكــد معظــم الدراســات الحديثــة .(Harter, 1993) المــدى البعيــد
ــتعلم يعــانون مــن مــستوى مــنخفض فــي       ــراد ذوي صــعوبات ال أن الأف

وقـــد بـــين البـــاحثون الـــذين يهتمـــون بدراســـة مفهـــوم . مفهـــوم الـــذات
الــذّات لــدى الأطفــال ذوي صــعوبات الــتعلم أن فــشل هــؤلاء الأطفــال    

 & Gans, Kenny)ؤثّر سـلبا فـي مفهـوم الـذّات لـديهم      الأكـاديمي ي ـ 

Ghany, 2003; Montgomery, 1994) ،  فقد بين إلبوم و فاوجن
(Elbaum & Vaughn, 2003)      أن الخبـرات الـسلبية التـي يمـر بهـا 

ــالأداء      ــة بــ ــة، والمتعلقــ ــي المدرســ ــتعلم فــ ــعوبات الــ ــراد ذوي صــ الأفــ
ــرا     ــد أقـ ــسلبي عنـ ــول الـ ــنخفض، والقبـ ــاديمي المـ ــالأكـ ــذا ةنهم نتيجـ  هـ

  .يؤثر سلبا في مفهوم الذّات لديهم الأداء،
إن وســـم الطفـــل بأنـــه مـــن ذوي صـــعوبات الـــتعلم، ســـوف يـــؤثر فـــي    
ــة ممــا         ــد هــؤلاء الطلب ــوم الــذات عن ــاء والمعلمــين لمفه ــديرات الآب تق
ــأقرانهم العــاديين       ــة ب يجعلهــم يقــدرون أنفــسهم بــشكل مــنخفض مقارن

(Montgomery, 1994) . ــد أدرك ــ" فق ــراً أن الحكــم  " دورابن مبك
 يصدره الأشخاص المقربـون مـن الفـرد يـؤثر بـشكل         يعلى الذات الذ  

مباشـــر فـــي أفعالـــه وتـــصرفاته، وبالتـــالي علـــى مفهـــوم الـــذات لديـــه         
(Pisecco et al., 2001).       ولا شـك أن ذلـك يـؤثر سـلبا فـي طريقـة 

تعامل الكبـار مـع هـذه الفئـة مـن الطلبـة، التـي تتـأثر هـي سـلبيا بـذلك،                 
  .ما يؤثر في توافقها النفسي والاجتماعي والأكاديميم

أن الأطفــال ذوي صــعوبات  (Chapman, 1988)وقــد أكــد شــابمان 
الـــتعلم يـــدركون قـــدراتهم ومهـــاراتهم بـــشكل ســـلبي، وذلـــك بـــسبب        
المستوى المتـدني لأدائهـم علـى هـذه المهـارات والقـدرات واعتقـادهم         

ــي    ــاديمي فـ ــال الأكـ ــي المجـ ــاز فـ ــاح والإنجـ ــيئان  أن النجـ  المـــستقبل شـ
مـــستحيلان بالنـــسبة لهـــم، بالإضـــافة إلـــى الاستـــسلام الـــسريع عنـــدما   

  .يتعرضون للمهمّات الصّعبة
وبالإضافة إلى ذلك يربط المربون والتربويون بين مفهـوم الـذات لـدى      
الطالب وبـين حالتـه التربويـة والأكاديميـة، فهـم يفترضـون أن الأطفـال                

ون مفهومـــاً منخفـــضا للـــذات، ذوي صـــعوبات الـــتعلم عـــادة مـــا يمتلكـــ
 ,Prout)بينمــا يمتلــك الأطفــال الموهوبــون مفهومــاً مرتفعــا للــذات     

Marcal, & Marcal, 1992) ،    ويـرى هيـويس و بيكـر,(Hughes 
& Baker, 1990)    أن مــشاعر مفهــوم الــذات لــدى ذوي صــعوبات

الـــتعلم تكـــون منخفـــضة وضـــعيفة بـــشكل عـــام نتيجـــة لخبـــرة الإذلال ، 
  .شل التي يمرون بها عموماوالرفض، والف

ــوم الــذات المــنخفض عنــد ذوي         ــؤدي إلــى مفه ومــن الأســباب التــي ت
صعوبات التعلم يتمثل في حاجـة هـؤلاء الأفـراد للـدعم الأسـري أكثـر                

لكـن  . من الطّفل الطّبيعي، حتى يتحسن مستوى مفهوم الذات عنـدهم         
ــاً     ومــن أســباب ذلــك  .(Rowley, 1981)هــذا الــدعم لا يتــوفر غالب

ضاً أن الطالــب إذا بــدأ بــشكل فاشــل داخــل قاعــة الــدروس، فــإن        أيــ
المعلّــم يدركــه علــى أنّــه فاشــل فــي كــل شــئ ويعاملــه علــى أنــه فاشــل،  

فغالبـا مـا    ،(Rowley, 1981)وهذا يعزّز مفهوم الذات الـسلبي لديـه   
صــعوبات الــتعلم ويقــدرون مفهــوم ذوي ينظــر المعلمــون إلــى الأطفــال 

مما هـو لـدى الطلبـة العـاديين، ممـا يـؤدي       الذات لديهم على أنه أقل  
إلى سيادة مشاعر التعاسة والـسلبية لـديهم مقارنـة بـأقرانهم العـاديين              

(Bear, Minke & Manning, 2002).  
 ,Kavale & Forness)وفي الـسياق نفـسه يـرى كافـالي و فـورنيس      

 أن ذوي صــعوبات الــتعلم عــادة مــا يحملــون مــشاعر مــسكوت (2000
را كليا منخفضا للـذات، ويعـد تقـدير الـذات الكلـي             عنها تتضمن تقدي  

أهــم مكونــات مفهــوم الــذات، وهــو اكثــر مــن مجــرد إفــصاح مــوجز عــن 
  إدراك الفــــــــــرد لذاتــــــــــه مــــــــــن خــــــــــلال ميــــــــــادين مختلفــــــــــة مــــــــــن  
ــسمية   ــة والجــــــــ ــة والــــــــــسلوكية والأكاديميــــــــ ــاءة الاجتماعيــــــــ   الكفــــــــ

(Bear, Minke & Manning, 2002).  
 ,Clever, Bear & Juvonen)ويــرى كليفيــر وبيــر وجوفــونين  

ــع انتــشار تقــدير الــذا   (1992  الكلــي المــنخفض بــين  ت أن مــن المتوقّ
الطّـــلاب ذوي صـــعوبات الـــتعلم، لأنـــه يـــستند أصـــلا علـــى إدراكهـــم        

، والــسلوكية، الأكاديميــة  لأنفــسهم بــشكل غيــر مناســب فــي المجــالات 
والاجتماعية؛ لأن لهذه المجالات قيمـة عاليـة عنـد الأطفـال كافـة، بمـا         

 ويؤكـــــد كلومـــــوك و كوســـــدين . ي ذلـــــك ذوي صـــــعوبات الـــــتعلم فـــــ
(Kloomok & Cosden, 1994)     أن تقـدير الـذات الكلـي يمكـن أن 

 يقـوم بـه   ييساند ويُقوى بالدعم الاجتماعي الملائـم والمتواصـل الـذ       
  .والأصدقاء، وزُمَلاء الدِّرَاسَةالوالدان، والمعلمون، 
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 يحملــه الطلبــة ذوي يتبــين ممــا ســبق أن مفهــوم الــذات الــسلبي الــذي
ــتعلم عــن أنفــسهم يــؤث    كثيــرا فــي ســلوكهم وتــصرفاتهم،   رصــعوبات ال

 أنّ الأطفــال الــذين (Leung & Lau, 1989)فقــد بــين ليــونج ولــو 
 تجـاه مهـاراتهم الأكاديميـة يظهـرون مـستويات            سـلبياً  يملكون مفهومـاً  

أن الأطفـال الـذين     " ليـونج و لـو    " ويـرى   . أعلى من الـسّلوك الجـانح     
 إلــى الــسلوكات الجانحــة علــى أنهــا  نم مفهــوم ذات ســلبي يلجــأو لــديه

وسائل لتحـسيّن صـورة الـذّات لـديهم، وبـشكل أكثـر تحديـدا، فانهمـا                 
يريان أن انشغال الطلبة بمثل هذه السّلوكات يساعدهم علـى تحقيـق            

وقـد بـين    . التقبل لدى أقرانهم، وهذا يحسّن من صورة الذّات لديهم        
 أن صــعوبات الــتعلم تــؤثّر فــي الــصّحة (Johnson, 1995)جونــسون 

ــى أثرهــا فــي         ــال إضــافة إل ــة للأطف ــشاطات الاجتماعي ــة، وفــي الن العقلي
  .تقديرهم لذاتهم

أجـــرى ســـاراكوجلو ومينـــدين وويلتشيـــسكاي  :الدراســـات الـــسابقة
(Saracoglu, Minden & Wilchesky, 1989) 34( دراسة على (

عاديـا، أشـارت نتائجهـا      طالبـا   ) 31(طالبا من طلبة صعوبات الـتعلم و      
ــتعلم مــستويات أقــل وبــشكل دال فــي       إلــى أن لــدى طلبــة صــعوبات ال
مفهوم الذات والتوافق الأكاديمي مقارنة بالطلبـة العـاديين، وبالإضـافة         
إلــى ذلــك أشــارت النتــائج إلــى وجــود علاقــة دالــة إيجابيــة بــين مفهــوم     

  .Self-efficacyالذات والكفاءة الذاتية 
دراسـة هـدفت    (Priel & Leshem, 1990)م وليـشي  وأجـرى بريـل  

إلى التعرف على الفـروق فـي إدراك مفهـوم الـذات بـين طلبـة صـعوبات                  
طالبـا  ) 44(التعلم والطلبة العاديين، وقـد تكونـت عينـة الدراسـة مـن              

وأشــارت النتــائج إلــى . طالبــا عاديـا ) 36(مـن ذوي صــعوبات الــتعلم و 
نـى فـي مجـال القـدرة        الطلبة ذوي صعوبات التعلم مستوى أد      أن لدى 

وإضـافة إلـى ذلـك أشـارت النتـائج إلـى       . المعرفية مـن الطلبـة العـاديين        
كــان متــشابها  peer acceptanceأن الإدراك الــذاتي لتقبــل الــزملاء  

  .بين المجموعتين
 دراسـة فـي   (Grolnick & Ryan, 1990)وأجـرى جرولنيـك وريـان    

جمــوعتين بهــدف مقارنــة مفهــوم الــذات بــين م New Yorkنيويــورك 
طالبـا لكـل    ) 37( بواقـع ) صعوبات التعلم، وطلبـة عـاديين     (من الطلبة   
وأشــــارت النتــــائج إلــــى أن الطلبــــة ذوي صــــعوبات الــــتعلم . مجموعــــة

ــشكل دال فـــي القـــدرة المعرفيـــة         ــصلوا علـــى متوســـطات أدنـــى وبـ حـ
ــة        ــع بقيــ ــة مــ ــاديمي مقارنــ ــذات الأكــ ــوم الــ ــي مفهــ ــا وفــ ــة ذاتيــ المدركــ

ذا أشارت النتائج إلى عدم وجـود فـروق      وبالإضافة إلى ه  .المجموعات
  .دالة بين المجموعات في مفهوم الذات العام

 دراسة على عينـة  (Raviv & Stone, 1991)وأجرى رافيف وستون 
طالبـا عاديـا   ) 49(طالبا من ذوي صعوبات الـتعلم و  ) 49(مكونة من   

وأشـارت النتـائج أن    . لـديهما  self-imageبهدف مقارنة صـورة الـذات     
ذوي صعوبات التعلم أحرزوا متوسطات أدنى على أربعة أبعـاد      الطلبة  

مـــن أصـــل عـــشرة أبعـــاد علـــى مقيـــاس صـــورة الـــذات مقارنـــة بالطلبـــة 
وأشارت النتائج كذلك إلـى أن الطلبـة الـذين تـم تشخيـصهم              . العاديين

مؤخرا على أنهم من ذوي صعوبات الـتعلم، أحـرزوا متوسـطات أعلـى              
 مــن الطلبــة الــذين شخــصوا   وبــشكل دال علــى مقيــاس صــورة الــذات  

وكــشفت النتــائج إلــى أن آبــاء   . ســابقا علــى أن لــديهم صــعوبات تعلــم  
ــى       ــالهم صــورة أدن ــتعلم أدركــوا أن لــدى أطف ــة ذوي صــعوبات ال الطلب

  .للذات من أقرانهم العاديين
 ,Casey, Levy)جــين -بــروكسوبــراون،  و ليفــيوأجــرى كاســي و

Brown, Brooks-Gunn, 1992)   ــة ــى عين ــة مــن  دراســة عل  مكون
ــة مــن       ) 39( ــائهم، وعينــة مكون ــلاً مــن ذوي صــعوبات القــراءة وآب طف
ــار مفهــوم       ) 28( ــراءة، بهــدف اختب طفــلا لا يعــانون مــن صــعوبات الق

 وقــــد كــــشفت النتــــائج عــــن أن الأطفــــال ذوي.الــــذات لــــدى العينتــــين
صــعوبات الــتعلم قــدروا أن مفهــوم الــذات لــديهم أقــل مــن تقــديرهم         

وبالإضـافة إلـى ذلـك قـدر آبـاء          . ال العـاديين  لمفهوم الذات لـدى الأطف ـ    
الأطفال ذوي صعوبات القراءة مفهوم الذات لـدى أبنـائهم بـشكل أقـل              

  .وبشكل دال من تقديرهم لمفهوم الذات لدى الأطفال الآخرين
 دراسـة  (Jarvis & Justice, 1992)كما أجـرى جـارفيس وجيـستس    

ــة      ــساسية الاجتماعيـ ــة الحـ ــى مقارنـ ــدفت إلـ  Social Sensitivityهـ
ــتعلم      ــعوبات الـ ــة صـ ــين طلبـ ــذات بـ ــوم الـ ــا15(ومفهـ ــة ) طالبـ ، والطلبـ

ــاديين  ــا15(العــ ــذات      ).  طالبــ ــوم الــ ــاد لمفهــ ــة أبعــ ــيم أربعــ ــم تقيــ   وتــ
، Task Orientationوالتوجه نحو المهمـة  ، Motivationالدافعية (

، problem-solving abilityوالقـــــدرة علـــــى حـــــلّ المـــــشكلات    
وقــد أشــارت النتــائج ). Class membershipوالعــضوية فــي الــصف 

إلــى أن مــستويات مفهــوم الــذات علــى الأبعــاد الأربعــة كانــت أقــل عنــد   
  .طلبة صعوبات التعلم مما هي عليه عند الطلبة العاديين

 (Chapman & Boersma, 1992)وفي دراسـة شـابمان وبويرسـما    
ــي  ــت فـ ــي أجريـ ــى   التـ ــدا علـ ــعوبات  ) 78(نيوزيلنـ ــن ذوي صـ ــا مـ طالبـ

ــة   ) 71(الـــتعلم، و ــا مـــن ذوي التحـــصيل المتوســـط، تمـــت مقارنـ طالبـ
وقد بينـت النتـائج أن طلبـة صـعوبات          . مفهوم الذات بين المجموعتين   

الــتعلم حــصلوا علــى متوســطات أدنــى علــى مقيــاس مفهــوم الــذات مــن  
  .ذوي التحصيل المتوسط

 & Coleman, McHam)وميننيــت  وأجــرى كوليمــان ومتــشام  
Minnett, 1992) التعرف علـى الفـروق فـي مفهـوم     دراسة هدفت إلى 

الــذات والــشعور بالوحــدة النفــسية بــين الطلبــة منخفــضي التحـــصيل        
ــن      ــة مـ ــة الدراسـ ــت عينـ ــتعلم، وتكونـ ــعوبات الـ ــة صـ ــلا ) 85(وطلبـ طفـ

ــتعلم     ــذكور، و مــن   54(يعــانون مــن صــعوبات ال ــاث31 مــن ال ، ) الإن
وأشــارت النتــائج إلــى عــدم وجــود فــروق دالــة بــين المجمــوعتين علــى  

  مفهوم الذات، وأن أطفـال صـعوبات الـتعلم كـانوا أكثـر شـعوراً                مقياس
  .بالوحدة مقارنة بالأطفال منخفضي التحصيل

) 50( علــى (Moffatt, 1993)وفــي الدراســة التــي أجراهــا موفــات    
طالبــا نــصفهم مــن طلبــة صــعوبات الــتعلم والنــصف الآخــر مــن الطلبــة    

وأشارت النّتـائج  . العاديين، تم اختبار مفهوم الذات لدى المجموعتين    
ــى فــي مفهــوم         ــائج أدن ــتعلم حــصلوا علــى نت ــة صــعوبات ال ــى أن طلب إل

وبالإضـافة إلـى ذلـك بينـت النتـائج وجـود            . الذات مـن الطلبـة العـاديين      
فــروق دالــة فــي مــستوى مفهــوم الــذات بــين الــذكور والإنــاث ولــصالح   

ــة    . الـــذكور ــة بـــين العمـــر والحالـ ــائج لـــم تظهـــر وجـــود علاقـ لكـــن النتـ
  .ية والاجتماعية وبين مفهوم الذاتالاقتصاد
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 (Coleman & Minnett, 1993)وقــد أجــرى كوليمــان وميننيــت  
دراســة فــي الولايــات المتحــدة كــان مــن ضــمن أهــدافها التعــرف علــى      
الفروق في مفهوم الذات بين الطلبـة العـاديين والطلبـة ذوي صـعوبات              

ا وقـــــد أشـــــارت النّتـــــائج إلــــى أن الطلبـــــة العـــــاديين أحـــــرزو . الــــتعلم 
متوسطات أعلى من الطلبة ذوي صعوبات الـتعلم علـى مقيـاس مفهـوم           

وأن الطلبــــــة ذوي صــــــعوبات الــــــتعلم أحــــــرزوا . الــــــذات الأكــــــاديمي
متوســطات أعلــى وبــشكل دال علــى مقيــاس مفهــوم الــذات الاجتمــاعي   

وأن المعلمـين قـدروا أن إدراك الـذات لـدى           . مقارنة بالطلبة العـاديين   
هــو عليــه عنــد الأطفــال ذوي صــعوبات    الأطفــال العــاديين أعلــى ممــا   

  .التعلم
 دراسـة فـي   (Smith & Nagle, 1995)وقـد أجـرى سـميث وناجـل     

ــة مــن      ــة مكون ــا مــن  ) 59(الولايــات المتحــدة الأمريكيــة علــى عين طالب
ــتعلم و  ــعوبات الــ ــن   ) 57(ذوي صــ ــا، بهــــدف التحقــــق مــ ــا عاديــ طالبــ

نفـسهم  الفرضية التي ترى أنّ الأطفال ذوي صعوبات الـتعلم يـدركون أ     
على أنهم أقل كفاءة من الأطفـال الآخـرين مـن حيـث مـستوى الـذّكاء،           

ــاعي   ــة، والــــسلوك، والتقبــــل الاجتمــ ــارات الأكاديميــ ــارت . والمهــ وأشــ
النتائج إلى عدم صحة الفرضـية الـسابقة إذ لـم يكـن هنالـك فـروق بـين          

  .المجموعتين في إدراكهم لمفهوم ذواتهم
 & Vaughn, Elbaum)وم وهناك دراسة قام بها فاوجن وإلبوم وش

Schumm, 1996)    16( وأجريــت فـي ولايـة ميــامي الأمريكيـة علــى (
ــم، و  ــعوبات تعلـــ ــا مـــــن ذوي صـــ ــا) 27(طالبـــ ذوي التحـــــصيل  طالبـــ

وقـــد . طالبـــا مـــن متوســـطي ومرتفعـــي التحـــصيل) 21(المـــنخفض، و
أظهــرت النتــائج عــدم وجــود فــروق دالــة فــي تقــدير الــذات الكلــي بــين  

ــثلاث، لك  ــات الـ ــتعلم    المجموعـ ــعوبات الـ ــة صـ ــى أن طلبـ ــارت إلـ ــا أشـ نهـ
أحرزوا نتائج أقل وبشكل دال في مفهوم الذات الأكـاديمي مقارنـة مـع              

  .باقي المجموعات
 دراســـة فـــي جزيـــرة رود    (Helms, 1996)وقـــد أجـــرى هـــيلمس    

Rhode Island طالبا مـن طلبـة الـصفوف الرابـع وحتـى      ) 249( على
صعوبات العاطفيــــة طالبــــا مــــن ذوي الــــ) 135(الثــــاني عــــشر، مــــنهم 

Emotional disabilities ــعوبات   ) 114( و ــن ذوي صــ ــا مــ طالبــ
وقد بينت النتائج أن الطلبة العاديين أحرزوا متوسطات أعلـى          . التعلم

وبشكل دال في الإجهاد الأكـاديمي ومفهـوم الـذات الأكـاديمي، مقارنـة            
  .بالطلبة ذوي صعوبات التعلم وذوي الصعوبات العاطفية

 دراســـة حـــول مفهـــوم الـــذات (Seymour, 1998)وأجـــرى ســـيمور 
مجموعــة : لــدى ثــلاث مجموعــات مــن المــراهقين الحــالي والمــستقبلي

ذوي صعوبات التعلم يدرسـون فـي مـدارس خاصـة بهـم، وطلبـة ذوي                
صــــعوبات الــــتعلم يدرســــون فــــي مــــدارس حكوميــــة، وطلبــــة عــــاديين 
 يدرسون في مدارس عامة، وقد أشـارت النتـائج إلـى أن مفهـوم الـذات      

صـــعوبات الـــتعلم الـــذين يدرســـون فـــي  الأكـــاديمي لـــدى الطلبـــة ذوي
مدارس حكومية كان أكثر سلبية من المجموعتين الأخـريين، وكـشفت           
عن وجـود علاقـة دالـة بـين مفهـوم الـذات الحـالي وبـين مفهـوم الـذات                     

وبالإضـافة إلـى ذلـك أظهـرت النتـائج          . المستقبلي لدى الطلبة العاديين   
ين المجموعات في تقـدير الـذات العـام، وفـي           عدم وجود فروق دالة ب    

  .مفهوم الذات في الميادين غير الأكاديمية

أمــــا الدراســــة التــــي أجراهــــا ميلزيــــر وروديتــــي وهوســــير وبيرلمــــان  
(Meltzer, Roditi, Houser & Perlman, 1998)   فــي ولايــة

ــة علــى  Massachusetts ماساشوســيتس ــا مــن  ) 663( الأمريكي طالب
ــتعلم  معلمــاً، فقــد هــدفت إلــى التعــرف علــى    ) 57( وذوي صــعوبات ال

ــة      ــذّات الأكــاديمي لــدى هــؤلاء الطلب . مفهــوم الــذّات العــامّ، ومفهــوم ال
وقد أشارت النتـائج إلـى أن مفهـوم الـذات عنـد الطلبـة ذوي صـعوبات          
التعلم كان أقل وبـشكل دال مـن مفهـوم الـذّات عنـد الطلبـة متوسـطي                   

ذلك أظهرت النتائج وجـود  وعلاوة على   . التحصيل وفي كل المجالات   
فـروق دالــة بــين تّقيــيم الطّــلاب ذوي صــعوبات الــتعلم لمفهــوم ذواتهــم  

لكنهــا أشــارت فــي الوقــت نفــسه إلــى عــدم   . وبــين تقيــيم معلمــيهم لهــم 
وجود فروق دالة بين الجنـسين فـي مفهـوم الـذات الأكـاديمي ومفهـوم                 

  .الذات العام
 ,Hosley, Hopper & Gruber)وقـام هوسـلي وهـوبير وجروبيـر     

) 28(بدراسة حول مفهوم الذات في الولايـات المتحـدة علـى        (1998
إناثـــا ) 16(ذكـــورا و) 11(طالبـــا مـــن ذوي صـــعوبات الـــتعلم، مـــنهم  

وقـد أشـارت النتـائج إلـى أن          .عامـاً ) 14-11(تراوحت أعمـارهم بـين      
العينة أحرزت متوسـطات عاليـة نـسبياً فـي مجـال تقـدير الـذات الكليـة                  

Global Self-worth .    لكنها أحرزت متوسطات أدنـى مـن المجموعـة
ــية     ــاءة الدّراســ ــانوي للكفــ الــــضابطة وبــــشكل دال علــــى المقيــــاس الثــ

وبالإضــافة إلــى ذلــك بينــت النتــائج أن الــذكور   . والتّــصرفات الــسلوكية
 متوســطات أعلــى مــن الإنــاث وبــشكل دال فــي مجــال المهــارة    اأحــرزو

  . مفهوم الذاتفي اختبار الآلية، ومجال القدرة الحركية
 دراســة فــي المملكــة المتحــدة (Crabtree, 2000)وأجــرى كرابتــري 

طلبـة  : هدفت إلى مقارنـة مفهـوم الـذات لـدى ثـلاث عينـات مـن الطلبـة                 
، وطلبـة  )111=ن( صعوبات التعلم يدرسون في مدارس خاصة بهـم      

صــعوبات تعلـــم يدرســـون فـــي مـــدارس عامـــة ويتلقـــون دعمـــا تربويـــا  
ــة ع ــ)69=ن( خاصــا وأظهــرت النتــائج أن  . )334=ن(اديين ، وطلب

طلبــة صــعوبات الــتعلم الــذين يدرســون فــي المــدارس العامــة أظهــروا     
مستويات أدنى في مفهـوم الـذات فيمـا يتعلـق بالقـدرة الثّقافيـة العامّـة                  

  .والقدرة الرياضية مقارنة مع المجموعتين الأخريين
ــوم    ــائج  (Elbaum, 2002)كمــا أجــرى إلب ــيلا لنت ة دراســ) 40( تحل

ــت مفهــوم الــذات لــدى ذوي صــعوبات الــتعلم ، وأشــارت نتــائج         تناول
التحليلات إلى أن ذوي صعوبات التعلم الذين يدرسون فـي المـدارس            
العادية أظهروا نتائج أدنى في مفهوم الذات من الطلبة ذوي صعوبات            

  .، الذين يدرسون في مدارس خاصة بهممالتعل
 (Bear, Minke, & Manning, 2002)وأجرى بير ومينك ومـانينج  

ــائج   ــتعلم، إذ    ) 61(تحلــيلا لنت دراســة أجريــت علــى ذوي صــعوبات ال
أشــارت نتــائج التحليــل إلــى أن طلبــة صــعوبات الــتعلم يــدركون مفهــوم  

  .الذات الأكاديمي لديهم بشكل أكثر سلبية من الطلبة العاديين
ــا بيــريس      ــدا قــام به  بهــدف (Pires, 2003)وأجريــت دراســة فــي كن

لاقـــة بـــين مفهـــوم الـــذات الاجتماعيـــة، والـــشعور بالوحـــدة، اختبـــار الع
طالبا ) 117(طالبا منهم   ) 232(وتقدير الذات لدى عينة مكونة من       

وقد أشارت النتائج إلى عدم وجـود فـروق         . من ذوي صعوبات التعلم   
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دالـــة فـــي مـــستوى تقـــدير الـــذات ومفهـــوم الـــذات الاجتمـــاعي بـــين         
 كشفت عـن وجـود علاقـة دالـة        المجموعتين، وبالإضافة إلى ذلك فإنها    

  . ومفهوم الذات، وتقدير الذات،سلبية بين الشعور بالوحدة
 دراسـة كـان مـن ضـمن أهـدافها      (Mansell, 2004)وأجـرى مانـسيل   

ــة       ــتعلم اللفظيـ ــعوبات الـ ــة ذوي صـ ــدى الطلبـ ــذات لـ ــوم الـ ــة مفهـ مقارنـ
أشــارت النتــائج إلــى أن الطلبــة الــذين لــديهم   وقــد . والطلبــة العــاديين

ت الــتعلم اللفظيــة حــصلوا علــى متوســطات أعلــى وبــشكل دال  صــعوبا
ــذات         ــذات فــي مجــالي الــسعادة والرضــا عــن ال علــى مقيــاس مفهــوم ال

  .مقارنة بالطلبة العاديين
ــة فـــي      ــا تناولـــت متغيـــرات مختلفـ يلاحـــظ مـــن الدراســـات الـــسابقة أنهـ

 المــستوى الدراســي للطالــب والجــنس،  :علاقتهــا بمفهــوم الــذات مثــل 
ى مقارنــة مفهــوم الــذات بــين الطلبــة ذوي صــعوبات    وركــز بعــضها عل ــ

الــتعلم والطلبــة العــاديين، وقــد جــاءت هــذه الدراســات متغــايرة فــي         
أن معظم هذه الدراسات أجريت فـي        وعلاوة على ذلك يظهر   . نتائجها

ــة          ــى طلب ــة عل ــا لإجــراء دراســة مماثل ــا يعطــي دافع ــة، مم ــات أجنبي بيئ
ل هـذه المتغيـرات ومتغيـرات       صعوبات الـتعلم فـي البيئـة الأردنيـة تتنـاو          

 .أخرى، وهو ما حاولت هذه الدراسة القيام به
يعـد المفهـوم الـذي يحملـه الطالـب عـن             :مشكلة الدراسة وأهـدافها   

نفسه من أهم الأمور التي تؤثر في تحصيله الأكاديمي بـشكل خـاص،             
ووضــعه الدراســي بــشكل عــام، ويعــد طلبــة صــعوبات الــتعلم مــن اكثــر  

ــأثرا  ــة تــ ــات الطلبــ ــى     فئــ ــلبيا علــ ــرا ســ ــرك أثــ ــا يتــ ــع، ممــ ــذا الوضــ  بهــ
لـذا جـاءت هـذه      . شخصياتهم وعلى توافقهم وتكيفهم داخل المدرسة     

  :الدراسة لتحقيق الهدفين التاليين
التعرف على مـستوى مفهـوم الـذات لـدى ذوي صـعوبات الـتعلم          •

  .ومقارنته مع مفهوم الذات لدى الطلبة العاديين
 الطلبـة ذوي صـعوبات      الكشف عما إذا كـان مفهـوم الـذات لـدى           •

  .التعلم يختلف باختلاف جنس الطالب أو مستواه الدراسي
  أسئلة الدراسة

ما مستوى مفهوم الـذات لـدى طلبـة صـعوبات الـتعلم فـي محافظـة            .1
  ؟دربإ

هل هنالك فـروق ذات دلالـة إحـصائية فـي مفهـوم الـذات بـين طلبـة                    .2
ــة    ــة الطلبـ ــتلاف فئـ ــية تعـــزى لاخـ ــة الأساسـ ــاديين، ذوي (المرحلـ عـ

، أو الجـــنس ،أو المـــستوى الدراســـي والتفاعـــل    )وبات تعلـــمصـــع
 بينهما؟

تكمن أهمية الدراسة الحالية في سعيها إلـى التعـرف          :أهمية الدراسة 
ــة        ــة هامــة مــن الطلبــة، وهــم طلب علــى مــستوى مفهــوم الــذات لــدى فئ
صــعوبات الــتعلم بهــدف تــدعيم الجوانــب الإيجابيــة فــي مفهــوم الــذات    

انب السلبية في مفهوم الذات، وذلك بهدف       لديهم، والتعرف على الجو   
ــة لتحــسينه،       ــة والإرشــادية فــي محاول ــة والوقائي ــرامج التربوي وضــع الب
ممــا يكــون لــه أثــر أكبــر فــي التوافــق الأكــاديمي والشخــصي لهــؤلاء          

  .الطلبة

  التعريفات الإجرائية

مجموعة الاعتقادات التي يحملها الطلبـة حـول أنفـسهم         : مفهوم الذات 
  . خلال أداء الطالب على أداة الدراسةوالمقاسة من

ــتعلم  ــعوبات الـ ــن      : صـ ــة مـ ــة متباينـ ــى مجموعـ ــشير إلـ ــام يـ ــصطلح عـ مـ
الاضــطرابات التـــي تظهـــر مـــن خـــلال صـــعوبات واضـــحة فـــي اكتـــساب  
قــــــدرات الاســــــتماع واســــــتخدامها، والكــــــلام، والقــــــراءة، والكتابــــــة، 

  .والاستدلال، أو القدرات الرياضية

 هذه الدراسة بعينة الدراسة ومـدى    تتحدد نتائج : محددات الدراسة 
صـعوبات الـتعلم، و بمـدى صـدق الأداة           تمثيلها لمجتمع الطلبة ذوي   

  .المستخدمة فيها وثباتها

تكون مجتمع الدراسة من طلبة المرحلة : مجتمع الدراسة وعينتها
في ) الصف الأول حتى الصف السادس( الأساسية الدنيا جميعهم 

ي الثاني من العام الدراسي ربد في الفصل الدراسإمحافظة 
من ) 202( من في حين تكونت عينة الدراسة). 2003/2004(

من الإناثً، وتم ) 83(من الذكور، و) 119( منهم الطالبة والطالبات،
) 1(والجدول رقم . اختيار مدارسهم بالطريقة القصدية المتيسرة
  .يبين توزيع أفراد عينة الدراسة حسب متغيراتها

يــــع أفــــراد عينــــة الدراســـة حــــسب متغيــــرات الفئــــة  توز: )1(جـــدول  
  والجنس و المستوى الدراسي

 النسبة العدد الفئة المتغير

 58.91 119 ذكر الجنس

 41.09 83 أنثى 

 54.95 111 عاديون فئة الطلبة

 45.05 91 ذوو صعوبات تعلم 

 51.49 104 ثالث-أول المستوى

 48.51  98 سادس-رابع 

 100.0 202 المجموع 

قــام الباحثــان ببنــاء مقيــاس لمفهــوم الــذات يتناســب       : داة الدراســةأ
وعينــة الدراســة بعــد الاطــلاع علــى الأدب النظــري المتعلــق بموضــوع  

ــايي    ــن مقـ ــدد مـ ــى عـ ــة، والاطـــلاع علـ ــي سالدراسـ ــذات وهـ ــوم الـ :  مفهـ
 ن، واسـتبيا (Tam et al., 2003)استبيان مفهوم الذات لتـام وزملائـه   

 هـاريس  -، ومقيـاس بيـرس  (Russell, 1999)مفهـوم الـذات لروسـيل    
-Piers-Harris Children's Self)لمفهــوم الــذات عنــد الأطفــال    

Concept Scale) (Piers, 1994)    ــذات عنــد ــوم ال ــاس مفه ، ومقي
،  ,(Gresham, Elliott & Evans-Fernandez, 1993)الطلبــة 

  ومقيـــــــــــــاس مفهـــــــــــــوم الـــــــــــــذات متعـــــــــــــدد الأبعـــــــــــــاد لبـــــــــــــراكين
(MSCS)  )Bracken, 1992(، ومقيــاس مفهــوم الــذات للمعــوقين 

وقـد تكـون المقيـاس بـصورته        ). 1995(حركيا للمـومني والـصمادي      
  : رئيسيين همانالنهائية من جزئي

 .ويتضمن معلومات عامة عن المستجيب: الجزء الأول
فقـرة  ) 51(يتـضمن فقـرات المقيـاس التـي بلـغ عـددها             : الجزء الثـاني  

  :موزعة إلى خمسة أبعاد هي
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فقرة، وهي ) 11( وبلغ عدد فقراته العائلي الذات مفهوم: أولا
  ).11-1(الفقرات من 

فقرة، وهي ) 11( وبلغ عدد فقراته الاجتماعي الذات مفهوم: ثانيا
  ).22-12( من الفقرات

فقرات وهي ) 6( وبلغ عدد فقراته الجسمي الذاتمفهوم : ثالثا
  ).28-23( من الفقرات

فقرة، وهي ) 11(فقراته  وبلغ عدد الشخصي الذات مفهوم: رابعا
  ).39 -29( من الفقرات

فقرة، وهي ) 12( وبلغ عدد فقراته الأكاديمي الذاتمفهوم : خامسا
  ).51-40(الفقرات من
قــام الباحثــان بحــساب إجــراءات الــصدق لمقيــاس    : صــدق المقيــاس 

ــى      ــم عرضــها عل ــأن ت ــة الخاصــة،    ) 15(الدراســة، ب ــي التربي ــا ف محكم
 معلمي صعوبات الـتعلم، إذ طلـب إلـيهم          والقياس والتقويم، وعدد من   

إبداء الرأي في فقرات المقياس من حيث مدى وضـوح اللغـة، ومـدى            
إضــافة إلــى أيــة تعــديلات يرونهــا   ارتبــاط الفقــرة بالمقيــاس وبالمجــال، 

ــبة ــن     . مناسـ ــر مـ ــه أكثـ ــع عليـ ــا أجمـ ــديل مـ ــم تعـ ــد تـ ــن %) 20(وقـ مـ
  . المحكمين

تـم التأكـد منـه بتوزيعـه        بالنسبة لثبـات المقيـاس فقـد        : ثبات المقياس 
) 35(على عينة استطلاعية من طلبة المرحلة الأساسية، بلغ عـددهم           

، وطلـب  ) إنـاث 12 ذكـور،   23(طالباً وطالبةً من خارج عينة الدراسة       
وبعد ذلك حسب معامـل الاتـساق       . إليهم الاستجابة على فقرات الأداة    

 بلغــت يالــداخلي لاســتجاباتهم باســتخدام معادلــة كرونبــاخ ألفــا الــذ      
. ، وهو معامل ثبات مقبول لأغراض الدراسة الحالية)0.84(قيمته   

 علــى المقيــاس الدرجــة  نعــمأعطيــت الاســتجابة : تــصحيح المقيــاس
، وبنـــــاء علـــــى ذلـــــك تـــــم تقـــــسيم )1( الدرجـــــة لاوالاســـــتجابة ) 2(

  :الاستجابات إلى ثلاث فئات هي
مفهــــوم ذاتٍ مــــنخفض، وهــــي الفئــــة التــــي انحــــصرت متوســــطاتها   .1

  ).1.33–1(حسابية بين ال
ــة التـــي انحـــصرت متوســـطاتها    .2 ــطٍ، و تـــضم الفئـ مفهـــوم ذاتٍ متوسـ

 ).1.66-1.34( الحسابية بين 
ــطاتها      .3 ــصرت متوســ ــي انحــ ــة التــ ــملت الفئــ ــال، وشــ ــوم ذاتٍ عــ مفهــ

 ).2-1.67(الحسابية بين 

  إجراءات الدراسة

قام الباحثان ببناء استبانة الدراسة والتأكد من صدقها وثباتها، ومـن           
ثـم تـم توزيعهــا علـى أفــراد العينـة ، بعــد أن تـم تحديــد الأمـاكن التــي       
يتواجد فيها ذوو صعوبات التعلم والأفراد العاديين في مديرية تربيـة           

ــراد الدراســة الهــدف مــن        إ ــان يوضــحان لأف ــان الباحث ــة، وك ــد الثاني رب
الدراســـة وكيفيـــة الإجابـــة علـــى فقـــرات المقيـــاس، ويقومـــان بتوضـــيح  

تـــي كـــان يـــسأل عنهـــا المـــستجيب، وخاصـــة الطلبـــة  بعـــض الفقـــرات ال
الــصغار، ثــم جمعــت الاســتبانات وفرغــت البيانــات وحللــت باســتخدام     

  .SPSSبرنامج 

  متغيرات الدراسة
 اشتملت الدراسة على ثلاثة متغيرات مستقلة :المتغيرات المستقلة

  :وهي
  ).ذكور، إناث(وله مستويان : الجنس -1
ثالث، -الصفوف من أول: ( وله مستويان: المستوى الدراسي -2

 ).سادس–والصفوف من رابع 
مستوى الطلبة العاديين، ومستوى (وله مستويان : فئة الطلبة -3

 ).الطلبة ذوي صعوبات التعلم

  مفهوم الذات: المتغير التابع

  نتائج الدراسة ومناقشتها
مـــا مـــستوى "للإجابــة عـــن الـــسؤال الأول مـــن أســـئلة الدراســـة وهـــو  

ــع    ــة صـ ــدى طلبـ ــذات لـ ــوم الـ ــة  مفهـ ــي محافظـ ــتعلم فـ ــد؟إوبات الـ ، "ربـ
اســــتخرج الباحثــــان المتوســــطات الحــــسابية والانحرافــــات المعياريــــة  

  ).2(الموضحة في الجدول رقم 
المتوســـــــطات الحــــــسابية والانحرافـــــــات المعياريـــــــة   :)2(جــــــدول  

لاستجابات أفراد العينة علـى فقـرات مقيـاس مفهـوم الـذات لـدى طلبـة              
  صعوبات التعلم مرتبة تنازلياً 

المتوسط  الفقـــــــرة  الرقم لرتبةا
 الحسابي

الانحراف 
 المعياري

 4954..0 1.6524  أنا شخص مهم بالنسبة لعائلتي  1.10
 0.4258 1.6226  .حبّ عائلتيأأنا   2.1
 0.5217 1.6078  .أنا شخص قوي  3.24
 0.3658 1.5849 أنا راض عن مظهري الخارجي  4.29
 0.3257 1.549  أنا محبوب من عائلتي  5.6

 الآخرين يحبون الناس أن أعتقد 6.12
 أن يكونوا معي

1.5472 0.4527 

 0.3257 1.5472  أنا راض عن سلوكي الأخلاقي  7.36
 0.5127 1.5283  عائلتيفي عضو مهم أنا 8.4
 0.4235 1.4875 بعائلتي فخور أنا 9.2

 في المعاملة بيني عائلتي تفرق لا 10.8
 وبين أخوتي

1.4578 0.4157 

 من للنقد أتعرضا  منادراً 11.20
 الآخرين

1.4325 0.4875 

 0.5672 1.4021  الناسمع الجلوس أحب 12.21
 0.3657 1.3801 مناسبا وزنا متلكأ 13.27

 من الناحية اسليم ا جسممتلكأ 14.25
 .الصحية

1.3798 0.4587 

 0.4512 1.3784 .جيدا بجسمي عتنيأ 15.28
 0.3214 1.3641  ومتمهلهادئ شخص أنا 16.35
 0.3587 1.3594 نفسيحترم أ أنا 17.32
 0.3681 1.3454 جذّاب شخص أنا 18.30

 لزملائي داخل بالنسبة مهم أنا 19.44
 الصف

1.3354 0.4125 

 على كل أتغلّب يمكن أن أنا 20.45
 .التّحديات في دراستي

1.3298 0.2354 

 0.345 1.3254  كما هي عليهنفسي احب أنا 21.38
 0.4781 1.3254 .نفسي واثق من أنا 22.31
 0.5147 1.3199 مناسبا طولا متلكأ 23.26
 0.3475 1.3178 سانلال فصيح أنا 24.33
 0.1247 1.3145  وصادقمهذب شخص أنا 25.34
 0.5217 1.3012 سعيد إنسان أنا 26.37

 مع الناس جيّد بشكل نسجمأ 27.14
 الآخرين

1.2984 0.4817 

 التي أعامل الطّريقة راض عن أنا 28.16
 بها الأفراد الآخرين

1.2847 0.3571 

 0.4571 1.2689  أنا شخص مرح وبشوش  29.39
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المتوسط  الفقـــــــرة  الرقم لرتبةا
 الحسابي

الانحراف 
 المعياري

 يفكّرون الآخرينالناس أن  أعتقد 30.17
 بي إيجابيا

1.2678 0.3681 

 0.4681 1.2578  مقبولة في البيتبطريقة أتصرف 31.11
 0.5471 1.2354  الدراسيمستواي راض عن أنا 32.41
 0.3917 1.2345  الناسبين بشهرة أتمتع 33.22

 في التعامل سهولة  الناسيجد 34.18
 معي

1.2339 0.3417 

 0.5471 1.2234  جيدةمواهب أمتلك أنا 35.23

 والتوافق مع بالانسجام شعرأ 36.9
 أعضاء عائلتي

1.2187 0.4812 

 بالمعاملة بيني أقراني يفرق لا 37.15
 .وبين الآخرين

1.2143 0.4111 

 ة دائماً في أيعائلتي تساعدني 38.7
 مشكلة تواجهني

1.2025 0.3147 

 0.5127 1.1985  سعيدةعائلة عضو في أنا 39.3

 التحدث مع في سهولة أجد 40.13
 الأشخاص الغرباء

1.1957 0.4147 

 0.4581 1.1954  بعائلتيعلاقتي رّاض عن أنا 41.5
 0.3258 1.1875  غرفة الصفداخل كثيرا أشارك 42.48
 0.2147 1.1867  ذكيإنسان يأشعر أنن 43.40

على أنا قادر على الحصول   44.50
  علامات جيدة

1.1758 0.6211 

لدي زملاء كثيرون داخل   45.46
  المدرسة

1.1674 0.4758 

يمكن أن أساعد زملائي في   46.43
  .دراستهم

1.1587 0.2147 

 أواظب على دروسي حتى أنجز  47.49
  دراستي بنجاح

1.1547 0.3687 

 بسهولة عندما يسألني بأجي  48.19
  شخص لا أعرفه

1.1475 0.3147 

ع أن أحل كل واجباتي أستطي 49.42
  المدرسية

1.1243 0.4114 

 0.3514 1.1128  استوعب جيدا ما يشرحه المعلم 50.47
 0.2451 1.1124 أحب الذهاب إلى المدرسة 51.51
  0.1748 1.3187 الكلي 

 المتوســط الكلــي لمفهــوم الــذات لــدى   أنيتبــين مــن الجــدول الــسابق  
ف معيـــــاري  ، بـــــانحرا )1.32(الطلبـــــة ذوي صـــــعوبات الـــــتعلم بلـــــغ    

ــالرجو)0.1748( ــا الباحثــان لتــصنيف      ع، وب ــايير التــي اتبعه  إلــى المع
مفهـــوم الـــذات، نجـــد أن مفهـــوم الـــذات لـــدى الطلبـــة ذوي صـــعوبات   
التعلم كان منخفضا، وقد اتفقت هـذه الدراسـة فـي نتيجتهـا مـع نتـائج                 

 ميلزيـر ودراسـة   (Casey et. Al., 1992)وآخـرون   كاسـي دراسـة  
 & Meltzer, Roditi, Houser)رلمــان وروديتــي وهوســير وبي 

Perlman, 1998) .  
ويمكن تفسير هذه النتيجة انطلاقا من التحصيل المنخفض لهذه 

 في الجانب فشلالمتمثل في أن ال، الفئة في المجال الأكاديمي
مفهوم الذات الكلي عند طلبة صعوبات  في سلبيا يؤثرالأكاديمي 

وهذا كله . هم داخل المدرسةوتكيف توافقهم التعلم، ويؤثر أيضا في
كما يتأثر مفهوم الذات . ينعكس سلبيا على مفهوم الذات لديهم

التعلم في  صعوباتطلبة  التي يمر بها  الأخرىالسلبية الخبراتب
زملائهم لهم داخل غرفة الصف، إذ عادة ما  مثل عدم تقبلالمدرسة 

 همينظر إليهم زملاؤهم نظرة سلبية ويحاولون تجنب التعامل مع
وبالإضافة إلى ذلك فأن هذه الفئة .  الأكاديمي المنخفضمأدائهنتيجة 

كثيرا ما تتعرض للنقد اللاذع من الأسرة والمجتمع، اللذين عادة ما 
يحكمان عليهم من خلال التحصيل الأكاديمي، إذ كثيرا ما يوسمون 

بألقاب سيئة، وهذا كله يؤثر سلبا في مفهوم الذات لديهم، ويساهم 
  .ه منخفضافي جعل

أداء طلبة صعوبات التعلم على فقرات مقياس ) 2(يبين الجدول رقم 
مفهوم الذات مرتبة تنازليا حسب المتوسطات الحسابية، ويلاحظ أن 

مهم  شخص أنا"الفقرة التي حصلت على أعلى المتوسطات هي 
 وانحرافها )1.6524(إذ بلغ متوسطها الحسابي " بالنسبة لعائلتي

بلغ إذ " عائلتي أحبّ أنا"، تلتها الفقرة )4954..0( يالمعيار
 ثم ،)0.4258(  بانحراف معياري)1.6226(متوسطها الحسابي 

وحصلت على متوسط حسابي مقداره " قوي شخص أنا"الفقرة 
 راض أنا"وجاءت الفقرة . )0.5217( وانحراف معياري )1.6078(

في المرتبة الرابعة بمتوسط حسابي بلغ " عن مظهري الخارجي
 محبوب أنا" تلتها الفقرة ،)0.3658(  وانحراف معياري)1.5849(

وانحرافها المعياري ) 1.549(وكان متوسطها الحسابي " من عائلتي
)0.3257(.  

 يلاحظ من الفقرات الخمس السابقة أنها تتعلق بعائلة الفرد ذوي 
فمن الطبيعي أن يجد الطالب ذو . صعوبات التعلم أو بشخصيته

نوعا من الحنان من أفراد أسرته، وخاصة أن مثل صعوبات التعلم 
هذا الحنان والعطف يفتقده داخل أسوار المدرسة، مما يجعله 

. يشعر أنه مهم بالنسبة لعائلته مقارنة مع وضعه في المدرسة
بالإضافة إلى ذلك فأن هذا الفرد قد يحاول أن يعوض عن أدائه 

 بأنه جذاب الأكاديمي المنخفض بمحاولة إعطاء فكرة عن نفسه
  . وأنيق، وأنه شخص قوي البنية من الناحية الجسمية

هل هنالك فروق ذات " وللإجابة عن سؤال الدراسة الثاني وهو 
دلالة إحصائية في مفهوم الذات بين طلبة المرحلة الأساسية تعزى 

، أو جنسهم، أو )عاديين، صعوبات تعلم(لاختلاف فئات الطلبة 
 حساب المتوسطات الحسابية ، تم أولا"مستواهم الدراسي

  ).3(فكانت كما في الجدول رقم  والانحرافات المعيارية
المتوســطات الحــسابية والانحرافــات المعياريــة لمفهــوم   : )3(جــدول 

  الذات لدى الطلبة موزعة حسب متغيرات الدراسة
 المستوى الدراسي فئة الطالب الجنس 

 6-4 3-1 صعوبات عادي إناث ذكور 
 98 104 91 111 83 119 العدد

 1.3326 1.4182 1.3187 1.4253 1.3730 1.3758 المتوسط الحسابي
 0.1957 0.1560 0.1748 0.1712 0.1854 0.1791 الانحراف المعياري

ــم   ــدول رقـــ ــات  ) 3(يوضـــــح الجـــ ــسابية والانحرافـــ المتوســـــطات الحـــ
الجـــنس، فئـــة  (المعياريـــة موزعـــة حـــسب متغيـــرات الدراســـة الـــثلاث      

ــة، والمــست  ــروق    )وى الدراســيالطلب ، ويلاحــظ مــن الجــدول وجــود ف
ظاهريــة فــي متوســطات مفهــوم الــذات لــدى طلبــة المرحلــة الأساســية، 

= α(ولمعرفة فيما إذا كانت هـذه الفـروق ذات دلالـة إحـصائية عنـد                
، فقد تم إجراء تحليـل التبـاين الثلاثـي لأثـر متغيـرات الجـنس،                )0.05

ــو    ــى مفهــ ــي علــ ــستوى الدراســ ــة، والمــ ــة الطلبــ ــديهم،  وفئــ ــذات لــ م الــ
  :يوضح نتائج التحليل) 4(والجدول رقم 
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تحليل التباين الثلاثي لأثر متغيرات فئات الطلبة : )4(جدول 
  والجنس والمستوى الدراسي على المقياس الكلي للأداة

مصدر 
 التباين

درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

 قيمة ف
مستوى 
 الدلالة

 0.001 18.4819 0.536293 0.536293 1 فئة الطلبة

 0.113 2.5280 0.073354 0.073354 1 الجنس

المستوى 
 الدراسي

1 0.190220 0.190220 4.1453 0.043 

   0.029017 5.716396 197 الخطأ

    6.607481 201 الكلي

أثـرا لـه دلالـة إحـصائية      أن هنالـك ) 4( يتبين من بيانـات الجـدول رقـم     
ى طلبـــة المرحلـــة الأساســـية تعـــزى  علـــى مـــستوى مفهـــوم الـــذات لـــد 

، حيث بلغـت    )عاديين، طلبة ذوي صعوبات تعلم    (فئة الطلبة    لاختلاف
   وهــــي دالــــة إحــــصائيا عنــــد مــــستوى الدلالــــة  )18.4819(قيمــــة ف 

)α = 0.001( .     ــات ــسابية والانحرافـ ــطات الحـ ــن المتوسـ ــين مـ ويتبـ
ح أن هـذه النتيجـة كانـت لـصال    ) 3(المعيارية الواردة في الجدول رقـم      

ــديهم     ــذات لـ ــوم الـ ــغ متوســـط مفهـ ــاديين، إذ بلـ ــة العـ  )1.4253(الطلبـ
، بينمــا بلــغ المتوســط الحــسابي  )0.1712(بــانحراف معيــاري مقــداره 

 بــــانحراف )1.3187( لمفهــــوم الــــذات لــــدى طلبــــة صــــعوبات الــــتعلم 
ــاري مقــداره   ــة فــي هــذه     . )0.1712(معي وقــد اتفقــت الدراســة الحالي

 ,Saracoglu, Minden & Wilchesky)النتيجة مع نتائج دراسـات  
1989; Raviv & Stone, 1991; Casey et. Al., 1992; Jarvis 
& Justice, 1992; Chapman & Boersma, 1992; Moffatt, 
1993; Coleman & Minnett, 1993; Smith & Nagle, 1995; 

Crabtree, 2000)  إذ أشــــارت نتائجهــــا جميعــــا إلــــى أن الطلبــــة ،
لى متوسطات أعلى وبشكل دال في مفهوم الـذات،         العاديين حصلوا ع  

الدراســـة الحاليـــة  مقارنـــة بالطلبـــة ذوي صـــعوبات الـــتعلم، لكـــن نتـــائج
 ;Crabtree, 2000)اختلفت عن نتائج دراسات أخرى مثـل دراسـات   

Coleman, McHam & Minnett, 1992; Coleman, McHam 
& Minnett, 1992; Vaughn, Elbaum & Schumm, 1996) ، 

لتي أشارت نتائجها إلـى عـدم وجـود فـروق دالـة إحـصائيا فـي مفهـوم             ا
  .الذات بين الطلبة العاديين والطلبة ذوي صعوبات التعلم

ويفــسر الباحثــان هــذه النتيجــة بكــون طلبــة صــعوبات الــتعلم يتــأثرون     
 ســلبيا أكثــر مــن الطلبــة العــاديين نتيجــة أدائهــم الأكــاديمي المــنخفض، 

 غيـــر المناســـب هـــم علـــى إدراكمـــد أصـــلايعت  الأثـــر الـــسلبيالأن هـــذ
، مما يـؤثر سـلبا علـى مفهـوم الـذات         الأكاديمية المجالات في   لأنفسهم

لـــديهم،على النقـــيض مـــن الطلبـــة ذوي التحـــصيل العـــادي أو المرتفـــع 
. الذين قـد يـؤثر تحـصيلهم المرتفـع إيجابيـاً فـي مفهـوم الـذات لـديهم                  

لــب الــذي يمتلــك عــادة مــا يــدرك أن الطاالمعلّــم  نيــضاف إلــى ذلــك أ
خــاص، وفــي الدراســي بــشكل  فــي الوضــع فاشــلصــعوبات تعلــم أنــه  

ــام؛ فقــــد بينــــت الدراســــات     ــة بــــشكل عــ ــاة اليوميــ ــين الحيــ أن المعلمــ
ممـا هـو     أعلـى     العاديين يكـون   الأطفال أن إدراك الذات لدى      يعتقدون

ــد  ــه عنـ ــال عليـ ــتعلم ذوي  الأطفـ ــعوبات الـ  ;Rowley, 1981) صـ
Coleman & Minnett, 1993; Bear, Minke & Manning, 

إن نظــرة المعلــم الــسلبية هــذه إلــى الطلبــة ذوي صــعوبات    و. (2002
المعلـم يكـون     التعلم تـؤثر سـلبا فـي مفهـوم الـذات لـديهم، لاسـيما أن               
الــسلبي  القبـول قـدوة مهمـة عنـد الطالـب فـي المرحلــة الأساسـية وأن       

مفهـوم   يـؤثر هـو الآخـر سـلباً فـي             أقـرانهم  لطلبة صعوبات التعلم عنـد    
  .الذات لديهم

وبالنـــسبة لأثـــر متغيـــر جـــنس الطالـــب فـــي مفهـــوم الـــذات الكلـــي لديـــه 
عـــــدم وجــــــود أثــــــر ذي دلالــــــة  ) 4(فـــــيلاحظ مــــــن الجــــــدول رقــــــم  

إحـــصائية لمتغيـــر الجـــنس فـــي مفهـــوم الـــذات لـــدى طلبـــة المرحلـــة         
وقــــــد اتفقــــــت نتيجــــــة الدراســــــة الحاليــــــة مــــــع نتيجــــــة  . الأساســــــية

  واختلفــت مــع نتيجــة دراســة  ،) (Meltzer, et. al., 1998دراســة
(Moffatt, 1993)  ــة ــي (Hosley, et al.,1998)، ودراسـ  التـ

مفهــــوم  ىمــــستو إلــــى وجــــود فــــروق دالــــة فــــي همــــاأشــــارت نتائج
، وقــــد يعــــود ذلــــك  الــــذات بــــين الــــذكور والإنــــاث ولــــصالح الــــذكور  

إلــــى أن مفهــــوم الــــذات لــــدى الطلبــــة ذوي صــــعوبات الــــتعلم واحــــد  
  . لا يتأثر بجنس الطالب

أمــا المـــستوى الدراســي فـــيلاحظ مــن نتـــائج تحليــل التبـــاين الثلاثـــي     
وجــود أثـــر دال إحـــصائيا للمـــستوى  ) 4( الــواردة فـــي الجـــدول رقـــم 

  الدراســــــي للطالــــــب علــــــى مفهــــــوم الــــــذات لديــــــه، إذ بلغــــــت قيمــــــة
ــد مــستوى     4.1453 =ف ــة إحــصائيا عن . )α=0.043(، وهــي دال

أن ) 3(دول رقـم  ويلاحظ من المتوسـطات الحـسابية الـواردة فـي الج ـ        
هذه النتيجة كانت لـصالح الطلبـة الـصغار، إذ بلـغ المتوسـط الحـسابي                

، )0.1560( المعيــاري ف، والانحــرا)1.4182(لمفهــوم الــذات لــديهم  
 )1.3326(بينمــا بلــغ متوســط مفهــوم الــذات لــدى الطلبــة الأكبــر ســنا 

  .)0.1957(والانحراف المعياري 
تيجــة أن مفهــوم الــذات لــدى    الباحثــان فــي تفــسيرهما لهــذه الن  ىويــر

فمفهـوم الـذات فـي بدايـة        .  وضـوحا مـع تقدمـه فـي العمـر          زدادالفرد ي ـ 
 وبالإضـافة إلـى ذلـك   . المدرسة عادة ما يكون غير واضح لدى الطلبـة    

فأن التأخر الدراسي يبـرز بـشكل أوضـح لـدى الطلبـة مـع تقـدمهم فـي           
العمـــر، وبالتـــالي يكـــون قـــد تـــم وســـمهم بـــأنهم طلبـــة ذوو صـــعوبات  
الــتعلم، ممــا يــؤثر ســـلبا فــي مفهــوم الـــذات لــديهم، وجعــل متوســـط        

يبــدو ) 6-4(مفهــوم الــذات الكلــي لــدى طلبــة المرحلــة الأساســية مــن  
  ).3-1(منخفضا مقارنة مع أقرانهم الأقل سنا 

وللتعرف على الفروق المحتملة فـي مفهـوم الـذات بـين طلبـة المرحلـة                
هم، أو مـــستواهم  الأساســـية تبعـــا لاخـــتلاف فئـــات الطلبـــة، أو جنـــس     

ــساب المتوســـطات        ــد تـــم حـ ــالات المقيـــاس ، فقـ ــي علـــى مجـ الدراسـ
الحـــسابية والانحرافـــات المعياريـــة لمتغيـــرات الدراســـة علـــى مجـــالات   

  :ذلك) 5(المقياس الخمسة، إذ يوضح الجدول رقم 
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  وى التعليمي على مجالات المقياس الخمسةالمتوسطات الحسابية والانحرافات المعيارية لمتغيرات فئات الطلبة والجنس والمست: )5(جدول 
 المجال الخامس المجال الرابع المجال الثالث المجال الثاني المجال الأول المجال 

 ع م ع م ع م ع م ع م  المتغيرات
 الجنس 0.136 1.364 0.090 1.395 0.115 1.367 0.118 1.388 0.108 1.375 ذكر
 0.128 1.389 0.146 1.346 0.094 1.384 0.115 1.356 0.110 1.374 أنثى
 فئة الطلبة 0.096 1.422 0.119 1.386 0.111 1.392 0.115 1.408 0.102 1.400 عادي

 0.148 1.315 0.117 1.360 0.102 1.360 0.108 1.334 0.110 1.354 صعوبات
 المستوى الدراسي 0.106 1.402 0.087 1.389 0.113 1.367 0.130 1.381 0.123 1.378 1-3
4-6 1.371 0.092 1.367 0.102 1.382 0.101 1.359 0.144 1.344 0.151 

بــــالنظر إلــــى نتــــائج المتوســــطات الحــــسابية والانحرافــــات المعياريــــة  
لمتغيرات الدراسة الثلاثة على مجالات مقياس مفهـوم الـذات الخمـسة            

، يتبـين وجـود فـروق ظاهريـة فـي هـذه       )5(الـواردة فـي الجـدول رقـم     
للكـــشف عمـــا إذا كانـــت هـــذه الفـــروق الظاهريـــة ذات  و. المتوســـطات

ــستوى    ــد مـ ــصائية عنـ ــة إحـ ــان   ،)α=0.05(دلالـ ــرى الباحثـ ــد أجـ  فقـ
تحليــل التبــاين الثلاثــي لكــل مجــال مــن مجــالات المقيــاس الخمــسة،         

، 8، 7، 6(فكانــت النتــائج كمــا هــي موضــحة بالجــداول ذوات الأرقــام  
9 ،10.(  

ــدول  ــر   : )6(جـ ــي لأثـ ــاين الثلاثـ ــل التبـ ــة  تحليـ ــات الطلبـ ــرات فئـ متغيـ
والجنس والمستوى الدراسي والتفاعل بينهـا علـى مجـال الأداة الأول            

  )مفهوم الذات العائلي(

 مصدر التباين
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

قيمة 
 ف

مستوى 
 الدلالة

 0.592 0.287 0.003295 0.003295 1  الدراسيالمستوى
 0.002 9.310 0.106639 0.106639 1  الطلبةفئة

 0.811 0.057 0.000654 0.000654 1 الجنس
   0.011454 2.267839 198 الخطأ
    2.376398 201 الكلي

عـدم وجـود فـروق ذات دلالـة إحـصائية           ) 6( يتبين من الجـدول رقـم       
في مفهوم الـذات العـائلي بـين طلبـة المرحلـة الأساسـية الـدنيا، تعـزى                  

لكن الجـدول يظهـر     . دراسي أو جنسهم  إلى اختلاف مستوى الطلبة ال    
 فـــــي )α=0.002 ،9.310= ف( وجـــــود فـــــروق دالـــــة إحـــــصائيا  

ــة، تعــزى لاخــت       ــائلي لــدى الطلب ــذات الع ــتهم مــستوى مفهــوم ال لاف فئ
ــم  ( ــة     ،)عــاديون، صــعوبات تعل ــصالح الطلب  وقــد كانــت هــذه الفــروق ل

ــغ متوســطهم الحــسابي علــى هــذا المجــال       ، )1.400(العــاديين، إذ بل
ــانحراف ــغ  بـ ــاري بلـ ــة ذوي   )0.102( معيـ ــط الطلبـ ــان متوسـ ــا كـ ، بينمـ

  ).0.110(  المعياريف، والانحرا)1.354(صعوبات التعلم 
الأسـر فـي المجتمـع الأردنـي عـادة مـا             ويمكن تفـسير هـذه النتيجـة أن       

تقــدم الــدعم علــى اخــتلاف أنواعــه مــن مــادي وعــاطفي لأبنائهــا تبعــا      
أن للتحــصيل الأكــاديمي  لتحــصيلهم الأكــاديمي فــي المقــام الأول، إذ    

  .قيمة اجتماعية كبيرة داخل الأسرة
وبالنسبة لأثر متغيرات الجنس وفئة الطلبة والمـستوى الدراسـي علـى         

فيوضـحها الجـدول    ) مفهـوم الـذات الاجتمـاعي     (مجال المقياس الثـاني     
  ).7(رقم 

ــدول  ــة     : )7(جـ ــات الطلبـ ــرات فئـ ــر متغيـ ــي لأثـ ــاين الثلاثـ ــل التبـ تحليـ
الدراسي والتفاعل بينها على مجـال الأداة الثـاني         والجنس والمستوى   

  )مفهوم الذات الاجتماعي(

 مصدر التباين
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

قيمة 
 ف

مستوى 
 الدلالة

 0.458 0.552 0.006749 0.006749 1  الدراسيالمستوى
 0.001 23.912 0.292129 0.292129 1  الطلبةفئة

 0.0871 1.4231 0.062059 0.062059 1 الجنس
   0.012216 2.418865 198 الخطأ
    2.766098 201 الكلي

عــدم وجــود فــروق دالــة إحــصائيا عنــد  ) 7(يتــضح مــن الجــدول رقــم 
 فـي مـستوى مفهـوم الـذات لـدى طلبـة المرحلـة        ) 0.05(= مستوى 

الأساسية الدنيا، تعزى لاختلاف جنس الطلبة أو مستواهم الدراسي،         
تشير نتائج هذا الجدول إلى وجـود فـروق ذات دلالـة إحـصائية              بينما  

في مستوى مفهوم الذات لدى طلبة المرحلة الأساسية الـدنيا، تعـزى             
،إذ بلغـت قيمـة ف   )عاديون، ذوي صعوبات تعلم(لاختلاف فئة الطلبة  

 وبـالنظر   ).α=0.001(إحصائيا عند مستوى      وهي دالة  )23.912(
ــوا   ــين أن ) 5(ردة فــي الجــدول رقــم  إلــى المتوســطات الحــسابية ال يتب

هــــذه الفــــروق كانــــت لــــصالح الطلبــــة العــــاديين ، إذ بلــــغ متوســــطهم  
، )0.115 ( بـانحراف معيـاري بلـغ      )1.408(الحسابي على هـذا البعـد       

بينما بلغ المتوسـط الحـسابي لطلبـة صـعوبات الـتعلم علـى هـذا البعـد             
ســــة وقـــد اختلفـــت الدرا  . )0.108(  المعيـــاري ف والانحـــرا )1.334(

 التــي  ،(Pires, 2003)الحاليــة فــي هــذه النتيجــة مــع نتــائج دراســة       
أشارت إلى عدم وجود فروق دالة بين طلبة صـعوبات الـتعلم والطلبـة         

  .العاديين في مفهوم الذات الاجتماعي
إن للبيئــة الاجتماعيــة التــي يعــيش فيهــا الفــرد أثــراً فــي الــصورة التــي      

لــذات الاجتمــاعي عنــد    يكونهــا عــن نفــسه، فعــادة مــا يكــون مفهــوم ا      
 التـــي يــدركهم بهـــا الآخـــرون ، وأن الطلبـــة  ة انعكاســـاً للطريقـــدالأفــرا 

أفـراد مجـتمعهم أكثـر مـن الطلبـة ذوي      بـين   بـشهرة العاديين يتمتعـون    
الطلبـة   صعوبات التعلم، فعلى النقيض من طلبة صـعوبات الـتعلم، فـإن    

 نملوالــذين يتعــا  النــاسالعــاديين يجــدون معاملــة أكثــر إيجابيــة مــن      
 التعامــلالنــاس الآخــرين يحبــون  أناعتقــاداً  معهــم، ممــا يكــون لــديهم 

هــم، أمــا طلبــة صــعوبات الــتعلم فــإن شــعورهم يكــون مغــايرا لــشعور مع
  .من الآخرينالطلبة العاديين نتيجة تعرضهم للنقد 

ــاً        وللتعــرف علــى الفــروق الممكنــة فــي مفهــوم الــذات لــدى الطلبــة تبع
توى الدراســـي علـــى المجـــال الثالـــث  الجـــنس والفئـــة والمـــسفلاخـــتلا
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، فقــد تــم اســتخدام تحليــل التبــاين الثلاثــي   )مفهــوم الــذات الجــسمي (
  ).8(فكانت النتائج كما في الجدول رقم 

ــدول  ــة      :)8(جـ ــات الطلبـ ــرات فئـ ــر متغيـ ــي لأثـ ــاين الثلاثـ ــل التبـ تحليـ
والجنس والمستوى الدراسي والتفاعل بينها على مجـال الأداة الثالـث       

  )ت الجسميمفهوم الذا(

  مصدر التباين
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

 قيمة ف
مستوى 
 الدلالة

 0.354 0.862 0.009727 0.009727 1  الدراسيالمستوى

 0.124 2.380 0.057068 0.057068 1  الطلبةفئة

 0.233 1.425 0.016072 0.016072 1 الجنس

   0.011273 2.232104 198 الخطأ

    2.313032 201  الكلي

عـدم وجـود فـروق دالـة إحـصائيا      ) 8(يتضح مـن نتـائج الجـدول رقـم      
 فــي مفهــوم الــذات الاجتمــاعي لــدى طلبــة المرحلــة   )α=0.05(عنــد 

الأساسية الدنيا، تعزى لاخـتلاف فئـة الطلبـة، أو مـستواهم الدراسـي،              
  . أو جنسهم

ت وللكــشف عــن إمكانيــة وجــود فــروق دالــة إحــصائيا فــي مفهــوم الــذا   
ــل التبـــاين        ــرى تحليـ ــد أجـ ــة، فقـ ــرات الدراسـ ــزى لمتغيـ ــصي تعـ الشخـ

  ).9(فكانت النتائج كما في الجدول الثلاثي على هذا المجال، 
ــدول  ــة     : )9(جـ ــات الطلبـ ــرات فئـ ــر متغيـ ــي لأثـ ــاين الثلاثـ ــل التبـ تحليـ

والجنس والمستوى الدراسي والتفاعل بينها علـى مجـال الأداة الرابـع            
  )مفهوم الذات الشخصي(

  التباينمصدر
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

قيمة 
 ف

مستوى 
 الدلالة

 0.200 1.651 0.022002 0.022002 1  الدراسيالمستوى

 0.079 3.112 0.041471 0.041471 1  الطلبةفئة

 0.005 8.016 0.106808 0.106808 1 الجنس

   0.013323 2.638049 198 الخطأ

    2.820261 201 مجموع التباين

 المتعلقـة ) 9(يتبين من نتائج تحليل التباين الثلاثي في الجـدول رقـم            
، عدم وجود فروق دالـة  )مفهوم الذات الشخصي (بمجال الأداة الرابع    

فــي مفهــوم الــذات الشخــصي لــدى الطلبــة، تعــزى لاخــتلاف مــستواهم   
، بينمــا تبــين وجــود فــرق دالــة  )α=0.200، 1.651=ف(الدراســي 

، 8.016=ف(نفـــــــسه تعــــــزى لاخــــــتلاف الجـــــــنس   علــــــى المجــــــال   
α=0.005(     ــي ــواردة فــ ــسابية الــ ــطات الحــ ــى المتوســ ــالعودة إلــ ، وبــ

ــذكور إذ     ) 5(الجــدول رقــم   ــصالح ال يلاحــظ أن هــذه النتيجــة كانــت ل
ــسابي  ــط الحـــــ ــاء المتوســـــ ــاري  ، )1.395(=جـــــ ــراف المعيـــــ والانحـــــ

 )1.360(، بينمــــــا كــــــان المتوســــــط الحــــــسابي للإنــــــاث )0.090(=
  .)0.146(عياري والانحراف الم

ولتحديد الفروق الممكنة في مفهوم الذات الأكاديمي فقد أجري 
  .)10(تحليل التباين الثلاثي فكانت النتائج كما في الجدول 

 الثلاثـــي لأثـــر متغيـــرات فئـــات الطلبـــة التبـــاين تحليـــل: )10 (جـــدول
 مجــــال الأداة علــــىوالجــــنس والمــــستوى الدراســــي والتفاعــــل بينهــــا 

  )الأكاديميلذات مفهوم ا (الخامس

 مصدر التباين
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

قيمة 
 ف

مستوى 
 الدلالة

 0.016 5.879 0.085752 0.085752 1  الدراسيالمستوى

 0.0001 29.847 0.435332 0.435332 1  الطلبةفئة

 0.270 1.219 0.017783 0.017783 1 الجنس

   0.014585 2.887831 198 الخطأ

    3.556884 201 الكلي

عــدم وجــود فــروق دالــة إحــصائيا فــي ) 10(يتــضح مــن الجــدول رقــم 
مفهــوم الــذات الأكــاديمي لــدى الطلبــة تعــزى لاخــتلاف جــنس الطالــب،  

مفهــــوم الــــذات بينمـــا تبــــين وجـــود فــــروق ذات دلالـــة فــــي مـــستوى     
ــة      ــة الطلب ــة تعــزى لاخــتلاف فئ ، 29.847=ف(الأكــاديمي لــدى الطلب

α=0.0001(، ــاديين ، إذ بلــ ــــ  متوســــــطهم غولــــــصالح الطلبــــــة العــــ
، )0.096(  المعيـاري  فوالانحرا) 1.422(الحسابي على هذا المجال     

 )1.315(بينما بلغ متوسط طلبة صعوبات التعلم علـى المجـال نفـسه             
وقد اتفقت نتيجة الدراسة الحاليـة مـع       . )0.148(والانحراف المعياري 

 ,Priel & Leshem, 1990; Grolnick & Ryan)نتـائج دراسـات   
1990; Coleman & Minnett, 1993; Vaughn, et (al., 1996; 

Bear et al., 2002)  .       أمـا بالنـسبة لمتغيـر المـستوى الدراسـي فقـد
أشـــارت النتـــائج إلـــى وجـــود فـــروق دالـــة فـــي مـــستوى مفهـــوم الـــذات  

، 5.879=ف(الأكاديمي للطلبة، تعزى لاختلاف مـستواهم الدراسـي          
α=0.016(الأصغر سنالح الطلبة  ولصا.  

ويمكـن تفـسير هــذه النتيجـة علـى أســاس أن الطلبـة العـاديين يكونــون       
ــتيعابا ل    ــر اسـ ــي، وأكثـ ــن مـــستواهم الدراسـ ــا عـ ــر رضـ ــا يـــشرحه  أكثـ مـ

حــصول علــى وال واجبــات المدرســيةالحــل وأكثــر قــدرة علــى   ،المعلــم
لكـن طلبـة صـعوبات الـتعلم عـادة       .  في المـواد المختلفـة     علامات جيدة 

معاملــة أكثــر ســلبية ممــا يعامــل بــه  املون مــن معلمــيهم أقــرانهممــا يعــ
الطلبــة العــاديين، ولا شــك أن هــذه النــشاطات تــشكل مفهــوم الــذات        
الأكـــاديمي لـــدى الطلبـــة ، إذ إنهـــا تجعلـــه يبـــدو أكثـــر إيجابيـــة لـــدى   

  .، وأكثر سلبية لدى طلبة صعوبات التعلمنالطلبة العاديي
 ســنا علــى متوســطات أعلــى مــن  أمــا بالنــسبة لحــصول الطلبــة الأصــغر 

الطلبة الأكبر سنا علـى مجـال مفهـوم الـذات الأكـاديمي، فربمـا يتمثـل                 
في أن التـأخر الدراسـي لـدى طلبـة صـعوبات الـتعلم يكـون قـد أصـبح                    
أكثر وضوحا مـع تقـدمهم فـي المـستوى الدراسـي، إذ يـصل معظمهـم          

ت إلى هـذه المرحلـة وقـد وسـم بأنـه متـأخر دراسـيا، وأن مفهـوم الـذا                   
فــي بدايــة المدرســة لا يكــون قــد اتــضحت معالمــه بعــد، ولا يــزال فــي  

  .طور التشكيل
  

  والمراجعالمصادر
ــشناوي، ــات ). 1994. ( محمــد محــروس ال ــلاج الإرشــادنظري  والع

  .والتوزيعدار غريب للطباعة والنشر : القاهرة. النفسي
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والطلبة  دراسة مقارنه بين مفهوم الذات لدى طلبة ذوي صعوبات التعلم
  العاديين في محافظة إربد بالأردن

  
   *مأمون غوانمةو  أسامة البطاينه

  
  

6/1/2005 تاريخ قبوله     30/6/2004 تاريخ تسلم البحث

هدفت هذه الدراسة إلى التعرف على مـستوى مفهـوم الـذات لـدى               :ملخص
 الــتعلم والعــاديين فــي المرحلــة الأساســية فــي محافظــة   طلبــة ذوي صــعوبات

إربد بالأردن، ولتحقيق ذلك طـورت أداة لقيـاس مفهـوم الـذات لـدى الطلبـة،                 
ومـن ثـم توزيعهـا علـى عينـة            شـروط الـصدق والثبـات المناسـبة،        اتتوافر فيه 

ــة مـــن  ــة والطالبـــات  ) 202(مكونـ  مـــن 83 مـــن الـــذكور، و 119(مـــن الطلبـ
طالبـا مـن طلبـة ذوي صـعوبات         ) 91( طالبا عاديـا، و    )111(، منهم   )الإناث

ربـد  إم في محافظة    2003/2004التعلم خلال الفصل الثاني للعام الدراسي       
كــشفت نتــائج الدراســة أن مــستوى مفهــوم الــذات لــدى طلبــة ذوي . بــالأردن

صعوبات التعلم كان منخفضا، وبينـت أيـضا النتـائج أن طلبـة ذوي صـعوبات                
سطات أدنى على مقيـاس مفهـوم الـذات وبـشكل دال            التعلم حصلوا على متو   

كـذلك أظهــرت الدراسـة إلــى عـدم وجــود فــروق    . مقارنـة مــع الطلبـة العــاديين  
ــنس        ــتلاف الجـ ــزى لاخـ ــة تعـ ــدى الطلبـ ــذات لـ ــوم الـ ــستوى مفهـ ــي مـ ــة فـ  .دالـ

  ).مفهوم الذات، صعوبات التعلم: الكلمات المفتاحية(

 
من  Learning disabilitiesتعد صعوبات التعلم : الخلفية النظرية

الموضوعات الحديثة التـي شـهدت نمـوا متـسارعا، واهتمامـا متزايـدا              
في مجال التربية الخاصة والإرشاد النفسي، وهي من أكثـر المـشكلات       
التــي تــؤرق التربــويين والمرشــدين وعلمــاء الــنفس والتربيــة الخاصــة     

مـا  وتشير التقديرات والإحصائيات إلى أن      . والآباء في العصر الحالي   
من أفـراد أي مجتمـع يعـانون مـن صـعوبات الـتعلم              %) 10-2(نسبته  

(American Psychiatric Association, 1994; Silver, 1991).  
وتــشير الدراســات الحديثــة إلــى أن الأثــر الــسلبي لــصعوبات الــتعلم لا  
يقتصر على الأداء الأكاديمي داخل المدرسة، و إنمـا يـؤثر فـي شـتى               

  يؤثر في علاقاته مع الآخـرين، وعلاقاتـه داخـل          مناحي حياة الفرد، إذ   
  .(Silver, 1986)  أسرته، وفي تفاعلاته الاجتماعية

 ةات المتحـــدلمـــشتركة لـــصعوبات الـــتعلم فـــي الولاي ـــااللجنـــة  عـــرفتو
ــعوبة ا ــا صـ ــتعلم بأنهـ ــر    "  لـ ــة غيـ ــى مجموعـ مـــصطلح وراثـــي يـــشير إلـ

ــة،لمتجانــــــسة مــــــن الاضــــــطرابات فــــــي النطــــــق، والقــــــراءة، وا     كتابــــ

 

 A Comparative Study of Self-concept among Normal 
Students and Learning Disability Students in Irbid 

Governorate, Jordan 
 

Osamah Bataineh and Mamoun Gawanmeh, Faculty of Education, 
Yarmouk University, Irbid, Jordan. 

 
Abstract: The purpose of this study was to investigate the level of self-
concept of normal students and learning disability students in the 
early elementary stage in Irbid governorate, Jordan. To achieve this 
purpose, a questionnaire was developed which demonstrated adequate 
reliability and validity. A sample of (202) student, (119) male and (83) 
female of normal students and learning disability completed the 
questionnaire in Irbid governorate during the second semester of 
2003-2004. The Results revealed that the level of self-concept among 
students with learning disability was low; it was lower than that of 
normal students. The results also revealed that there were no 
significant differences due to student gender.(Keywords: Self-
councept, Learning disability). 

  
وهـــي اضـــطرابات داخليـــة بالنـــسبة . والمنطـــق أو القـــدرات الحـــسابية

للشخص، ويفترض أنها تنـتج عـن مـرض أو خلـل وظيفـي فـي الجهـاز             
مثـل  ( تعلم ترافـق حـالات أخـرى     ل ـا ةبومـع أن صـع    العصبي المركـزي،    

اعيـــة مالاضـــطرابات الحـــسية، والتخلـــف العقلـــي ،والاضـــطرابات الاجت 
غيـر الملائــم، والعوامـل الوراثيــة،   / يوالعاطفيـة، والتـدريس غيــر الكـاف   

 National Information Center for) ،)والعوامـــل النفـــسية
Children and Youth with Disabilities [NICHCY], 

2003).  
ــم     ــدّدة مـــن أدائهـ ــه هـــؤلاء الأطفـــال صـــعوبات فـــي جوانـــب محـ ويواجـ

 ، بالإضافة إلى الـصعوبات  (Kavale & Forness, 2000)الأكاديمي 
 وكما يظهر العديـد مـنهم مـشكلات سـلوكية أو نقـصاً فـي              . كاديميةالأ

 & Gettinger & Koscik, 2001; Kavale)المهـارات الاجتماعيـة   

Forness, 1996)،   ويتعرضــون للــرفض وعــدم التقبــل مــن نظــرائهم 
 ,Kuhne & Wiener, 2000; Ochoa & Olivarez)العـاديين  

 تـشكيل مفهـوم الـذات        ومثل هذه الأمـور قـد تـؤثر سـلبا فـي            .(1995
  لـــــدى هـــــؤلاء الطلبـــــة الـــــذين يعـــــانون مـــــن صـــــعوبات فـــــي الـــــتعلم  

(Johnson, 1995).  
ــرز   ــد روجـ ــذات عنـ ــوم الـ ــن    Rogersومفهـ ــون مـ ــي يتكـ هـــو تـــصور كلـ

 صإدراكــات الفـــرد عـــن ذاتــه فـــي مفردهـــا، أو فــي علاقاتهـــا بالأشـــخا   
الآخــرين والأشــياء الموجــودة فــي البيئــة أي علاقتهــا بالحيــاة، إضــافة    

  ).1994الشناوي، (لى القيم والأحكام المتصلة بهذه الإدراكات إ

_________________________  
  .لجامعة اليرموك، اربد، الأردنحقوق الطبع محفوظة © 
 .كلية التربية، جامعة اليرموك، إربد، الأردن *
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 أن مفهــوم الــذات يجــسّد خبــرات   (Bracken, 1992)ويــرى بــراكن  
الــشخص وتقييماتــه لتّفاعلاتــه مــع النــاس والبيئــة مــن حولــه، ويــشمل    
أنماط التعزيز التي يحملها الـشخص عـن نفـسه، وتاريخـه مـن النّجـاح         

 فيـرى أن مفهـوم الـذات    (Allodi, 2000)" الـودي  " أمـا  . والفـشل 
 ييــشير إلــى إدراكــات الفــرد ومــشاعره المتعلقــة بهويتــه الخاصــة الت ــ       

  .تميزه عن غيره
 مفهـوم الـذات بأنـه إطـار     (Tam et al., 2003)ويعـرف تـام وزمـلاؤه    

مرجعــي لفكــرة الفــرد عــن نفــسه يتكــون خــلال تفاعــل الفــرد مــع العــالم   
 ,Kim, Kasser, & Lee)وعرفـه كـيم وكاسـير ولـي     . المحـيط بـه  

  .بأنه مجموعة الاعتقادات التي يحملها الأفراد حول أنفسهم (2003
وهنالــك ثلاثـــة مظـــاهر معروفــة لمفهـــوم الـــذات يحملهــا أي فـــرد عـــن    

 : (Lawrence, 1996) نفسه، وهي كما يرى لورنس
وتشير إلى ما عليه الـشّخص فعليـا،         :Self-image  صورة الذات  .1

 الــذات، ويطلــق عليهــا الــذات الحقيقيــة    وهــي أهــم عناصــر مفهــوم  
Real Self.  

وتـشير إلـى الـصورة التـي يـود      : Ideal self مفهوم الـذات المثـالي   .2
 . الشّخص أن يكون عليها

وتــشير إلــى مــشاعر الــشّخص حــول  : Self-esteemتقــدير الــذات  .3
الـذات  (، وما يـودّ أن يكـون   )صورة الذات(الفرق بين ما هو عليه     

  ).المثالية
هوم الذّات بالإضـافة إلـى تقـدير الـذات مـن أكثـر الأمـور التـي                  ويعد مف 

تـــــؤثّر فـــــي إنجـــــاز الطّـــــلاب وتحـــــصيلهم الأكـــــاديمي فـــــي المدرســـــة 
(Grantham, & Ford, 2003). ومــن المعــروف أن مفهــوم الــذات 

الموجب الذي يحمله الفـرد عـن نفـسه لا يـؤثر فـي إنجـازه الأكـاديمي                  
فـي تطـوّر شخـصيته علـى         وبـشكل واضـح      كفحسب، و إنما يؤثر كذل    

 وتؤكــد معظــم الدراســات الحديثــة .(Harter, 1993) المــدى البعيــد
ــتعلم يعــانون مــن مــستوى مــنخفض فــي       ــراد ذوي صــعوبات ال أن الأف

وقـــد بـــين البـــاحثون الـــذين يهتمـــون بدراســـة مفهـــوم . مفهـــوم الـــذات
الــذّات لــدى الأطفــال ذوي صــعوبات الــتعلم أن فــشل هــؤلاء الأطفــال    

 & Gans, Kenny)ؤثّر سـلبا فـي مفهـوم الـذّات لـديهم      الأكـاديمي ي ـ 

Ghany, 2003; Montgomery, 1994) ،  فقد بين إلبوم و فاوجن
(Elbaum & Vaughn, 2003)      أن الخبـرات الـسلبية التـي يمـر بهـا 

ــالأداء      ــة بــ ــة، والمتعلقــ ــي المدرســ ــتعلم فــ ــعوبات الــ ــراد ذوي صــ الأفــ
ــرا     ــد أقـ ــسلبي عنـ ــول الـ ــنخفض، والقبـ ــاديمي المـ ــالأكـ ــذا ةنهم نتيجـ  هـ

  .يؤثر سلبا في مفهوم الذّات لديهم الأداء،
إن وســـم الطفـــل بأنـــه مـــن ذوي صـــعوبات الـــتعلم، ســـوف يـــؤثر فـــي    
ــة ممــا         ــد هــؤلاء الطلب ــوم الــذات عن ــاء والمعلمــين لمفه ــديرات الآب تق
ــأقرانهم العــاديين       ــة ب يجعلهــم يقــدرون أنفــسهم بــشكل مــنخفض مقارن

(Montgomery, 1994) . ــد أدرك ــ" فق ــراً أن الحكــم  " دورابن مبك
 يصدره الأشخاص المقربـون مـن الفـرد يـؤثر بـشكل         يعلى الذات الذ  

مباشـــر فـــي أفعالـــه وتـــصرفاته، وبالتـــالي علـــى مفهـــوم الـــذات لديـــه         
(Pisecco et al., 2001).       ولا شـك أن ذلـك يـؤثر سـلبا فـي طريقـة 

تعامل الكبـار مـع هـذه الفئـة مـن الطلبـة، التـي تتـأثر هـي سـلبيا بـذلك،                 
  .ما يؤثر في توافقها النفسي والاجتماعي والأكاديميم

أن الأطفــال ذوي صــعوبات  (Chapman, 1988)وقــد أكــد شــابمان 
الـــتعلم يـــدركون قـــدراتهم ومهـــاراتهم بـــشكل ســـلبي، وذلـــك بـــسبب        
المستوى المتـدني لأدائهـم علـى هـذه المهـارات والقـدرات واعتقـادهم         

ــي    ــاديمي فـ ــال الأكـ ــي المجـ ــاز فـ ــاح والإنجـ ــيئان  أن النجـ  المـــستقبل شـ
مـــستحيلان بالنـــسبة لهـــم، بالإضـــافة إلـــى الاستـــسلام الـــسريع عنـــدما   

  .يتعرضون للمهمّات الصّعبة
وبالإضافة إلى ذلك يربط المربون والتربويون بين مفهـوم الـذات لـدى      
الطالب وبـين حالتـه التربويـة والأكاديميـة، فهـم يفترضـون أن الأطفـال                

ون مفهومـــاً منخفـــضا للـــذات، ذوي صـــعوبات الـــتعلم عـــادة مـــا يمتلكـــ
 ,Prout)بينمــا يمتلــك الأطفــال الموهوبــون مفهومــاً مرتفعــا للــذات     

Marcal, & Marcal, 1992) ،    ويـرى هيـويس و بيكـر,(Hughes 
& Baker, 1990)    أن مــشاعر مفهــوم الــذات لــدى ذوي صــعوبات

الـــتعلم تكـــون منخفـــضة وضـــعيفة بـــشكل عـــام نتيجـــة لخبـــرة الإذلال ، 
  .شل التي يمرون بها عموماوالرفض، والف

ــوم الــذات المــنخفض عنــد ذوي         ــؤدي إلــى مفه ومــن الأســباب التــي ت
صعوبات التعلم يتمثل في حاجـة هـؤلاء الأفـراد للـدعم الأسـري أكثـر                

لكـن  . من الطّفل الطّبيعي، حتى يتحسن مستوى مفهوم الذات عنـدهم         
ــاً     ومــن أســباب ذلــك  .(Rowley, 1981)هــذا الــدعم لا يتــوفر غالب

ضاً أن الطالــب إذا بــدأ بــشكل فاشــل داخــل قاعــة الــدروس، فــإن        أيــ
المعلّــم يدركــه علــى أنّــه فاشــل فــي كــل شــئ ويعاملــه علــى أنــه فاشــل،  

فغالبـا مـا    ،(Rowley, 1981)وهذا يعزّز مفهوم الذات الـسلبي لديـه   
صــعوبات الــتعلم ويقــدرون مفهــوم ذوي ينظــر المعلمــون إلــى الأطفــال 

مما هـو لـدى الطلبـة العـاديين، ممـا يـؤدي       الذات لديهم على أنه أقل  
إلى سيادة مشاعر التعاسة والـسلبية لـديهم مقارنـة بـأقرانهم العـاديين              

(Bear, Minke & Manning, 2002).  
 ,Kavale & Forness)وفي الـسياق نفـسه يـرى كافـالي و فـورنيس      

 أن ذوي صــعوبات الــتعلم عــادة مــا يحملــون مــشاعر مــسكوت (2000
را كليا منخفضا للـذات، ويعـد تقـدير الـذات الكلـي             عنها تتضمن تقدي  

أهــم مكونــات مفهــوم الــذات، وهــو اكثــر مــن مجــرد إفــصاح مــوجز عــن 
  إدراك الفــــــــــرد لذاتــــــــــه مــــــــــن خــــــــــلال ميــــــــــادين مختلفــــــــــة مــــــــــن  
ــسمية   ــة والجــــــــ ــة والــــــــــسلوكية والأكاديميــــــــ ــاءة الاجتماعيــــــــ   الكفــــــــ

(Bear, Minke & Manning, 2002).  
 ,Clever, Bear & Juvonen)ويــرى كليفيــر وبيــر وجوفــونين  

ــع انتــشار تقــدير الــذا   (1992  الكلــي المــنخفض بــين  ت أن مــن المتوقّ
الطّـــلاب ذوي صـــعوبات الـــتعلم، لأنـــه يـــستند أصـــلا علـــى إدراكهـــم        

، والــسلوكية، الأكاديميــة  لأنفــسهم بــشكل غيــر مناســب فــي المجــالات 
والاجتماعية؛ لأن لهذه المجالات قيمـة عاليـة عنـد الأطفـال كافـة، بمـا         

 ويؤكـــــد كلومـــــوك و كوســـــدين . ي ذلـــــك ذوي صـــــعوبات الـــــتعلم فـــــ
(Kloomok & Cosden, 1994)     أن تقـدير الـذات الكلـي يمكـن أن 

 يقـوم بـه   ييساند ويُقوى بالدعم الاجتماعي الملائـم والمتواصـل الـذ       
  .والأصدقاء، وزُمَلاء الدِّرَاسَةالوالدان، والمعلمون، 
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 يحملــه الطلبــة ذوي يتبــين ممــا ســبق أن مفهــوم الــذات الــسلبي الــذي
ــتعلم عــن أنفــسهم يــؤث    كثيــرا فــي ســلوكهم وتــصرفاتهم،   رصــعوبات ال

 أنّ الأطفــال الــذين (Leung & Lau, 1989)فقــد بــين ليــونج ولــو 
 تجـاه مهـاراتهم الأكاديميـة يظهـرون مـستويات            سـلبياً  يملكون مفهومـاً  

أن الأطفـال الـذين     " ليـونج و لـو    " ويـرى   . أعلى من الـسّلوك الجـانح     
 إلــى الــسلوكات الجانحــة علــى أنهــا  نم مفهــوم ذات ســلبي يلجــأو لــديه

وسائل لتحـسيّن صـورة الـذّات لـديهم، وبـشكل أكثـر تحديـدا، فانهمـا                 
يريان أن انشغال الطلبة بمثل هذه السّلوكات يساعدهم علـى تحقيـق            

وقـد بـين    . التقبل لدى أقرانهم، وهذا يحسّن من صورة الذّات لديهم        
 أن صــعوبات الــتعلم تــؤثّر فــي الــصّحة (Johnson, 1995)جونــسون 

ــى أثرهــا فــي         ــال إضــافة إل ــة للأطف ــشاطات الاجتماعي ــة، وفــي الن العقلي
  .تقديرهم لذاتهم

أجـــرى ســـاراكوجلو ومينـــدين وويلتشيـــسكاي  :الدراســـات الـــسابقة
(Saracoglu, Minden & Wilchesky, 1989) 34( دراسة على (

عاديـا، أشـارت نتائجهـا      طالبـا   ) 31(طالبا من طلبة صعوبات الـتعلم و      
ــتعلم مــستويات أقــل وبــشكل دال فــي       إلــى أن لــدى طلبــة صــعوبات ال
مفهوم الذات والتوافق الأكاديمي مقارنة بالطلبـة العـاديين، وبالإضـافة         
إلــى ذلــك أشــارت النتــائج إلــى وجــود علاقــة دالــة إيجابيــة بــين مفهــوم     

  .Self-efficacyالذات والكفاءة الذاتية 
دراسـة هـدفت    (Priel & Leshem, 1990)م وليـشي  وأجـرى بريـل  

إلى التعرف على الفـروق فـي إدراك مفهـوم الـذات بـين طلبـة صـعوبات                  
طالبـا  ) 44(التعلم والطلبة العاديين، وقـد تكونـت عينـة الدراسـة مـن              

وأشــارت النتــائج إلــى . طالبــا عاديـا ) 36(مـن ذوي صــعوبات الــتعلم و 
نـى فـي مجـال القـدرة        الطلبة ذوي صعوبات التعلم مستوى أد      أن لدى 

وإضـافة إلـى ذلـك أشـارت النتـائج إلـى       . المعرفية مـن الطلبـة العـاديين        
كــان متــشابها  peer acceptanceأن الإدراك الــذاتي لتقبــل الــزملاء  

  .بين المجموعتين
 دراسـة فـي   (Grolnick & Ryan, 1990)وأجـرى جرولنيـك وريـان    

جمــوعتين بهــدف مقارنــة مفهــوم الــذات بــين م New Yorkنيويــورك 
طالبـا لكـل    ) 37( بواقـع ) صعوبات التعلم، وطلبـة عـاديين     (من الطلبة   
وأشــــارت النتــــائج إلــــى أن الطلبــــة ذوي صــــعوبات الــــتعلم . مجموعــــة

ــشكل دال فـــي القـــدرة المعرفيـــة         ــصلوا علـــى متوســـطات أدنـــى وبـ حـ
ــة        ــع بقيــ ــة مــ ــاديمي مقارنــ ــذات الأكــ ــوم الــ ــي مفهــ ــا وفــ ــة ذاتيــ المدركــ

ذا أشارت النتائج إلى عدم وجـود فـروق      وبالإضافة إلى ه  .المجموعات
  .دالة بين المجموعات في مفهوم الذات العام

 دراسة على عينـة  (Raviv & Stone, 1991)وأجرى رافيف وستون 
طالبـا عاديـا   ) 49(طالبا من ذوي صعوبات الـتعلم و  ) 49(مكونة من   

وأشـارت النتـائج أن    . لـديهما  self-imageبهدف مقارنة صـورة الـذات     
ذوي صعوبات التعلم أحرزوا متوسطات أدنى على أربعة أبعـاد      الطلبة  

مـــن أصـــل عـــشرة أبعـــاد علـــى مقيـــاس صـــورة الـــذات مقارنـــة بالطلبـــة 
وأشارت النتائج كذلك إلـى أن الطلبـة الـذين تـم تشخيـصهم              . العاديين

مؤخرا على أنهم من ذوي صعوبات الـتعلم، أحـرزوا متوسـطات أعلـى              
 مــن الطلبــة الــذين شخــصوا   وبــشكل دال علــى مقيــاس صــورة الــذات  

وكــشفت النتــائج إلــى أن آبــاء   . ســابقا علــى أن لــديهم صــعوبات تعلــم  
ــى       ــالهم صــورة أدن ــتعلم أدركــوا أن لــدى أطف ــة ذوي صــعوبات ال الطلب

  .للذات من أقرانهم العاديين
 ,Casey, Levy)جــين -بــروكسوبــراون،  و ليفــيوأجــرى كاســي و

Brown, Brooks-Gunn, 1992)   ــة ــى عين ــة مــن  دراســة عل  مكون
ــة مــن       ) 39( ــائهم، وعينــة مكون ــلاً مــن ذوي صــعوبات القــراءة وآب طف
ــار مفهــوم       ) 28( ــراءة، بهــدف اختب طفــلا لا يعــانون مــن صــعوبات الق

 وقــــد كــــشفت النتــــائج عــــن أن الأطفــــال ذوي.الــــذات لــــدى العينتــــين
صــعوبات الــتعلم قــدروا أن مفهــوم الــذات لــديهم أقــل مــن تقــديرهم         

وبالإضـافة إلـى ذلـك قـدر آبـاء          . ال العـاديين  لمفهوم الذات لـدى الأطف ـ    
الأطفال ذوي صعوبات القراءة مفهوم الذات لـدى أبنـائهم بـشكل أقـل              

  .وبشكل دال من تقديرهم لمفهوم الذات لدى الأطفال الآخرين
 دراسـة  (Jarvis & Justice, 1992)كما أجـرى جـارفيس وجيـستس    

ــة      ــساسية الاجتماعيـ ــة الحـ ــى مقارنـ ــدفت إلـ  Social Sensitivityهـ
ــتعلم      ــعوبات الـ ــة صـ ــين طلبـ ــذات بـ ــوم الـ ــا15(ومفهـ ــة ) طالبـ ، والطلبـ

ــاديين  ــا15(العــ ــذات      ).  طالبــ ــوم الــ ــاد لمفهــ ــة أبعــ ــيم أربعــ ــم تقيــ   وتــ
، Task Orientationوالتوجه نحو المهمـة  ، Motivationالدافعية (

، problem-solving abilityوالقـــــدرة علـــــى حـــــلّ المـــــشكلات    
وقــد أشــارت النتــائج ). Class membershipوالعــضوية فــي الــصف 

إلــى أن مــستويات مفهــوم الــذات علــى الأبعــاد الأربعــة كانــت أقــل عنــد   
  .طلبة صعوبات التعلم مما هي عليه عند الطلبة العاديين

 (Chapman & Boersma, 1992)وفي دراسـة شـابمان وبويرسـما    
ــي  ــت فـ ــي أجريـ ــى   التـ ــدا علـ ــعوبات  ) 78(نيوزيلنـ ــن ذوي صـ ــا مـ طالبـ

ــة   ) 71(الـــتعلم، و ــا مـــن ذوي التحـــصيل المتوســـط، تمـــت مقارنـ طالبـ
وقد بينـت النتـائج أن طلبـة صـعوبات          . مفهوم الذات بين المجموعتين   

الــتعلم حــصلوا علــى متوســطات أدنــى علــى مقيــاس مفهــوم الــذات مــن  
  .ذوي التحصيل المتوسط

 & Coleman, McHam)وميننيــت  وأجــرى كوليمــان ومتــشام  
Minnett, 1992) التعرف علـى الفـروق فـي مفهـوم     دراسة هدفت إلى 

الــذات والــشعور بالوحــدة النفــسية بــين الطلبــة منخفــضي التحـــصيل        
ــن      ــة مـ ــة الدراسـ ــت عينـ ــتعلم، وتكونـ ــعوبات الـ ــة صـ ــلا ) 85(وطلبـ طفـ

ــتعلم     ــذكور، و مــن   54(يعــانون مــن صــعوبات ال ــاث31 مــن ال ، ) الإن
وأشــارت النتــائج إلــى عــدم وجــود فــروق دالــة بــين المجمــوعتين علــى  

  مفهوم الذات، وأن أطفـال صـعوبات الـتعلم كـانوا أكثـر شـعوراً                مقياس
  .بالوحدة مقارنة بالأطفال منخفضي التحصيل

) 50( علــى (Moffatt, 1993)وفــي الدراســة التــي أجراهــا موفــات    
طالبــا نــصفهم مــن طلبــة صــعوبات الــتعلم والنــصف الآخــر مــن الطلبــة    

وأشارت النّتـائج  . العاديين، تم اختبار مفهوم الذات لدى المجموعتين    
ــى فــي مفهــوم         ــائج أدن ــتعلم حــصلوا علــى نت ــة صــعوبات ال ــى أن طلب إل

وبالإضـافة إلـى ذلـك بينـت النتـائج وجـود            . الذات مـن الطلبـة العـاديين      
فــروق دالــة فــي مــستوى مفهــوم الــذات بــين الــذكور والإنــاث ولــصالح   

ــة    . الـــذكور ــة بـــين العمـــر والحالـ ــائج لـــم تظهـــر وجـــود علاقـ لكـــن النتـ
  .ية والاجتماعية وبين مفهوم الذاتالاقتصاد
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 (Coleman & Minnett, 1993)وقــد أجــرى كوليمــان وميننيــت  
دراســة فــي الولايــات المتحــدة كــان مــن ضــمن أهــدافها التعــرف علــى      
الفروق في مفهوم الذات بين الطلبـة العـاديين والطلبـة ذوي صـعوبات              

ا وقـــــد أشـــــارت النّتـــــائج إلــــى أن الطلبـــــة العـــــاديين أحـــــرزو . الــــتعلم 
متوسطات أعلى من الطلبة ذوي صعوبات الـتعلم علـى مقيـاس مفهـوم           

وأن الطلبــــــة ذوي صــــــعوبات الــــــتعلم أحــــــرزوا . الــــــذات الأكــــــاديمي
متوســطات أعلــى وبــشكل دال علــى مقيــاس مفهــوم الــذات الاجتمــاعي   

وأن المعلمـين قـدروا أن إدراك الـذات لـدى           . مقارنة بالطلبة العـاديين   
هــو عليــه عنــد الأطفــال ذوي صــعوبات    الأطفــال العــاديين أعلــى ممــا   

  .التعلم
 دراسـة فـي   (Smith & Nagle, 1995)وقـد أجـرى سـميث وناجـل     

ــة مــن      ــة مكون ــا مــن  ) 59(الولايــات المتحــدة الأمريكيــة علــى عين طالب
ــتعلم و  ــعوبات الــ ــن   ) 57(ذوي صــ ــا، بهــــدف التحقــــق مــ ــا عاديــ طالبــ

نفـسهم  الفرضية التي ترى أنّ الأطفال ذوي صعوبات الـتعلم يـدركون أ     
على أنهم أقل كفاءة من الأطفـال الآخـرين مـن حيـث مـستوى الـذّكاء،           

ــاعي   ــة، والــــسلوك، والتقبــــل الاجتمــ ــارات الأكاديميــ ــارت . والمهــ وأشــ
النتائج إلى عدم صحة الفرضـية الـسابقة إذ لـم يكـن هنالـك فـروق بـين          

  .المجموعتين في إدراكهم لمفهوم ذواتهم
 & Vaughn, Elbaum)وم وهناك دراسة قام بها فاوجن وإلبوم وش

Schumm, 1996)    16( وأجريــت فـي ولايـة ميــامي الأمريكيـة علــى (
ــم، و  ــعوبات تعلـــ ــا مـــــن ذوي صـــ ــا) 27(طالبـــ ذوي التحـــــصيل  طالبـــ

وقـــد . طالبـــا مـــن متوســـطي ومرتفعـــي التحـــصيل) 21(المـــنخفض، و
أظهــرت النتــائج عــدم وجــود فــروق دالــة فــي تقــدير الــذات الكلــي بــين  

ــثلاث، لك  ــات الـ ــتعلم    المجموعـ ــعوبات الـ ــة صـ ــى أن طلبـ ــارت إلـ ــا أشـ نهـ
أحرزوا نتائج أقل وبشكل دال في مفهوم الذات الأكـاديمي مقارنـة مـع              

  .باقي المجموعات
 دراســـة فـــي جزيـــرة رود    (Helms, 1996)وقـــد أجـــرى هـــيلمس    

Rhode Island طالبا مـن طلبـة الـصفوف الرابـع وحتـى      ) 249( على
صعوبات العاطفيــــة طالبــــا مــــن ذوي الــــ) 135(الثــــاني عــــشر، مــــنهم 

Emotional disabilities ــعوبات   ) 114( و ــن ذوي صــ ــا مــ طالبــ
وقد بينت النتائج أن الطلبة العاديين أحرزوا متوسطات أعلـى          . التعلم

وبشكل دال في الإجهاد الأكـاديمي ومفهـوم الـذات الأكـاديمي، مقارنـة            
  .بالطلبة ذوي صعوبات التعلم وذوي الصعوبات العاطفية

 دراســـة حـــول مفهـــوم الـــذات (Seymour, 1998)وأجـــرى ســـيمور 
مجموعــة : لــدى ثــلاث مجموعــات مــن المــراهقين الحــالي والمــستقبلي

ذوي صعوبات التعلم يدرسـون فـي مـدارس خاصـة بهـم، وطلبـة ذوي                
صــــعوبات الــــتعلم يدرســــون فــــي مــــدارس حكوميــــة، وطلبــــة عــــاديين 
 يدرسون في مدارس عامة، وقد أشـارت النتـائج إلـى أن مفهـوم الـذات      

صـــعوبات الـــتعلم الـــذين يدرســـون فـــي  الأكـــاديمي لـــدى الطلبـــة ذوي
مدارس حكومية كان أكثر سلبية من المجموعتين الأخـريين، وكـشفت           
عن وجـود علاقـة دالـة بـين مفهـوم الـذات الحـالي وبـين مفهـوم الـذات                     

وبالإضـافة إلـى ذلـك أظهـرت النتـائج          . المستقبلي لدى الطلبة العاديين   
ين المجموعات في تقـدير الـذات العـام، وفـي           عدم وجود فروق دالة ب    

  .مفهوم الذات في الميادين غير الأكاديمية

أمــــا الدراســــة التــــي أجراهــــا ميلزيــــر وروديتــــي وهوســــير وبيرلمــــان  
(Meltzer, Roditi, Houser & Perlman, 1998)   فــي ولايــة

ــة علــى  Massachusetts ماساشوســيتس ــا مــن  ) 663( الأمريكي طالب
ــتعلم  معلمــاً، فقــد هــدفت إلــى التعــرف علــى    ) 57( وذوي صــعوبات ال

ــة      ــذّات الأكــاديمي لــدى هــؤلاء الطلب . مفهــوم الــذّات العــامّ، ومفهــوم ال
وقد أشارت النتـائج إلـى أن مفهـوم الـذات عنـد الطلبـة ذوي صـعوبات          
التعلم كان أقل وبـشكل دال مـن مفهـوم الـذّات عنـد الطلبـة متوسـطي                   

ذلك أظهرت النتائج وجـود  وعلاوة على   . التحصيل وفي كل المجالات   
فـروق دالــة بــين تّقيــيم الطّــلاب ذوي صــعوبات الــتعلم لمفهــوم ذواتهــم  

لكنهــا أشــارت فــي الوقــت نفــسه إلــى عــدم   . وبــين تقيــيم معلمــيهم لهــم 
وجود فروق دالة بين الجنـسين فـي مفهـوم الـذات الأكـاديمي ومفهـوم                 

  .الذات العام
 ,Hosley, Hopper & Gruber)وقـام هوسـلي وهـوبير وجروبيـر     

) 28(بدراسة حول مفهوم الذات في الولايـات المتحـدة علـى        (1998
إناثـــا ) 16(ذكـــورا و) 11(طالبـــا مـــن ذوي صـــعوبات الـــتعلم، مـــنهم  

وقـد أشـارت النتـائج إلـى أن          .عامـاً ) 14-11(تراوحت أعمـارهم بـين      
العينة أحرزت متوسـطات عاليـة نـسبياً فـي مجـال تقـدير الـذات الكليـة                  

Global Self-worth .    لكنها أحرزت متوسطات أدنـى مـن المجموعـة
ــية     ــاءة الدّراســ ــانوي للكفــ الــــضابطة وبــــشكل دال علــــى المقيــــاس الثــ

وبالإضــافة إلــى ذلــك بينــت النتــائج أن الــذكور   . والتّــصرفات الــسلوكية
 متوســطات أعلــى مــن الإنــاث وبــشكل دال فــي مجــال المهــارة    اأحــرزو

  . مفهوم الذاتفي اختبار الآلية، ومجال القدرة الحركية
 دراســة فــي المملكــة المتحــدة (Crabtree, 2000)وأجــرى كرابتــري 

طلبـة  : هدفت إلى مقارنـة مفهـوم الـذات لـدى ثـلاث عينـات مـن الطلبـة                 
، وطلبـة  )111=ن( صعوبات التعلم يدرسون في مدارس خاصة بهـم      

صــعوبات تعلـــم يدرســـون فـــي مـــدارس عامـــة ويتلقـــون دعمـــا تربويـــا  
ــة ع ــ)69=ن( خاصــا وأظهــرت النتــائج أن  . )334=ن(اديين ، وطلب

طلبــة صــعوبات الــتعلم الــذين يدرســون فــي المــدارس العامــة أظهــروا     
مستويات أدنى في مفهـوم الـذات فيمـا يتعلـق بالقـدرة الثّقافيـة العامّـة                  

  .والقدرة الرياضية مقارنة مع المجموعتين الأخريين
ــوم    ــائج  (Elbaum, 2002)كمــا أجــرى إلب ــيلا لنت ة دراســ) 40( تحل

ــت مفهــوم الــذات لــدى ذوي صــعوبات الــتعلم ، وأشــارت نتــائج         تناول
التحليلات إلى أن ذوي صعوبات التعلم الذين يدرسون فـي المـدارس            
العادية أظهروا نتائج أدنى في مفهوم الذات من الطلبة ذوي صعوبات            

  .، الذين يدرسون في مدارس خاصة بهممالتعل
 (Bear, Minke, & Manning, 2002)وأجرى بير ومينك ومـانينج  

ــائج   ــتعلم، إذ    ) 61(تحلــيلا لنت دراســة أجريــت علــى ذوي صــعوبات ال
أشــارت نتــائج التحليــل إلــى أن طلبــة صــعوبات الــتعلم يــدركون مفهــوم  

  .الذات الأكاديمي لديهم بشكل أكثر سلبية من الطلبة العاديين
ــا بيــريس      ــدا قــام به  بهــدف (Pires, 2003)وأجريــت دراســة فــي كن

لاقـــة بـــين مفهـــوم الـــذات الاجتماعيـــة، والـــشعور بالوحـــدة، اختبـــار الع
طالبا ) 117(طالبا منهم   ) 232(وتقدير الذات لدى عينة مكونة من       

وقد أشارت النتائج إلى عدم وجـود فـروق         . من ذوي صعوبات التعلم   
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دالـــة فـــي مـــستوى تقـــدير الـــذات ومفهـــوم الـــذات الاجتمـــاعي بـــين         
 كشفت عـن وجـود علاقـة دالـة        المجموعتين، وبالإضافة إلى ذلك فإنها    

  . ومفهوم الذات، وتقدير الذات،سلبية بين الشعور بالوحدة
 دراسـة كـان مـن ضـمن أهـدافها      (Mansell, 2004)وأجـرى مانـسيل   

ــة       ــتعلم اللفظيـ ــعوبات الـ ــة ذوي صـ ــدى الطلبـ ــذات لـ ــوم الـ ــة مفهـ مقارنـ
أشــارت النتــائج إلــى أن الطلبــة الــذين لــديهم   وقــد . والطلبــة العــاديين

ت الــتعلم اللفظيــة حــصلوا علــى متوســطات أعلــى وبــشكل دال  صــعوبا
ــذات         ــذات فــي مجــالي الــسعادة والرضــا عــن ال علــى مقيــاس مفهــوم ال

  .مقارنة بالطلبة العاديين
ــة فـــي      ــا تناولـــت متغيـــرات مختلفـ يلاحـــظ مـــن الدراســـات الـــسابقة أنهـ

 المــستوى الدراســي للطالــب والجــنس،  :علاقتهــا بمفهــوم الــذات مثــل 
ى مقارنــة مفهــوم الــذات بــين الطلبــة ذوي صــعوبات    وركــز بعــضها عل ــ

الــتعلم والطلبــة العــاديين، وقــد جــاءت هــذه الدراســات متغــايرة فــي         
أن معظم هذه الدراسات أجريت فـي        وعلاوة على ذلك يظهر   . نتائجها

ــة          ــى طلب ــة عل ــا لإجــراء دراســة مماثل ــا يعطــي دافع ــة، مم ــات أجنبي بيئ
ل هـذه المتغيـرات ومتغيـرات       صعوبات الـتعلم فـي البيئـة الأردنيـة تتنـاو          

 .أخرى، وهو ما حاولت هذه الدراسة القيام به
يعـد المفهـوم الـذي يحملـه الطالـب عـن             :مشكلة الدراسة وأهـدافها   

نفسه من أهم الأمور التي تؤثر في تحصيله الأكاديمي بـشكل خـاص،             
ووضــعه الدراســي بــشكل عــام، ويعــد طلبــة صــعوبات الــتعلم مــن اكثــر  

ــأثرا  ــة تــ ــات الطلبــ ــى     فئــ ــلبيا علــ ــرا ســ ــرك أثــ ــا يتــ ــع، ممــ ــذا الوضــ  بهــ
لـذا جـاءت هـذه      . شخصياتهم وعلى توافقهم وتكيفهم داخل المدرسة     

  :الدراسة لتحقيق الهدفين التاليين
التعرف على مـستوى مفهـوم الـذات لـدى ذوي صـعوبات الـتعلم          •

  .ومقارنته مع مفهوم الذات لدى الطلبة العاديين
 الطلبـة ذوي صـعوبات      الكشف عما إذا كـان مفهـوم الـذات لـدى           •

  .التعلم يختلف باختلاف جنس الطالب أو مستواه الدراسي
  أسئلة الدراسة

ما مستوى مفهوم الـذات لـدى طلبـة صـعوبات الـتعلم فـي محافظـة            .1
  ؟دربإ

هل هنالك فـروق ذات دلالـة إحـصائية فـي مفهـوم الـذات بـين طلبـة                    .2
ــة    ــة الطلبـ ــتلاف فئـ ــية تعـــزى لاخـ ــة الأساسـ ــاديين، ذوي (المرحلـ عـ

، أو الجـــنس ،أو المـــستوى الدراســـي والتفاعـــل    )وبات تعلـــمصـــع
 بينهما؟

تكمن أهمية الدراسة الحالية في سعيها إلـى التعـرف          :أهمية الدراسة 
ــة        ــة هامــة مــن الطلبــة، وهــم طلب علــى مــستوى مفهــوم الــذات لــدى فئ
صــعوبات الــتعلم بهــدف تــدعيم الجوانــب الإيجابيــة فــي مفهــوم الــذات    

انب السلبية في مفهوم الذات، وذلك بهدف       لديهم، والتعرف على الجو   
ــة لتحــسينه،       ــة والإرشــادية فــي محاول ــة والوقائي ــرامج التربوي وضــع الب
ممــا يكــون لــه أثــر أكبــر فــي التوافــق الأكــاديمي والشخــصي لهــؤلاء          

  .الطلبة

  التعريفات الإجرائية

مجموعة الاعتقادات التي يحملها الطلبـة حـول أنفـسهم         : مفهوم الذات 
  . خلال أداء الطالب على أداة الدراسةوالمقاسة من

ــتعلم  ــعوبات الـ ــن      : صـ ــة مـ ــة متباينـ ــى مجموعـ ــشير إلـ ــام يـ ــصطلح عـ مـ
الاضــطرابات التـــي تظهـــر مـــن خـــلال صـــعوبات واضـــحة فـــي اكتـــساب  
قــــــدرات الاســــــتماع واســــــتخدامها، والكــــــلام، والقــــــراءة، والكتابــــــة، 

  .والاستدلال، أو القدرات الرياضية

 هذه الدراسة بعينة الدراسة ومـدى    تتحدد نتائج : محددات الدراسة 
صـعوبات الـتعلم، و بمـدى صـدق الأداة           تمثيلها لمجتمع الطلبة ذوي   

  .المستخدمة فيها وثباتها

تكون مجتمع الدراسة من طلبة المرحلة : مجتمع الدراسة وعينتها
في ) الصف الأول حتى الصف السادس( الأساسية الدنيا جميعهم 

ي الثاني من العام الدراسي ربد في الفصل الدراسإمحافظة 
من ) 202( من في حين تكونت عينة الدراسة). 2003/2004(

من الإناثً، وتم ) 83(من الذكور، و) 119( منهم الطالبة والطالبات،
) 1(والجدول رقم . اختيار مدارسهم بالطريقة القصدية المتيسرة
  .يبين توزيع أفراد عينة الدراسة حسب متغيراتها

يــــع أفــــراد عينــــة الدراســـة حــــسب متغيــــرات الفئــــة  توز: )1(جـــدول  
  والجنس و المستوى الدراسي

 النسبة العدد الفئة المتغير

 58.91 119 ذكر الجنس

 41.09 83 أنثى 

 54.95 111 عاديون فئة الطلبة

 45.05 91 ذوو صعوبات تعلم 

 51.49 104 ثالث-أول المستوى

 48.51  98 سادس-رابع 

 100.0 202 المجموع 

قــام الباحثــان ببنــاء مقيــاس لمفهــوم الــذات يتناســب       : داة الدراســةأ
وعينــة الدراســة بعــد الاطــلاع علــى الأدب النظــري المتعلــق بموضــوع  

ــايي    ــن مقـ ــدد مـ ــى عـ ــة، والاطـــلاع علـ ــي سالدراسـ ــذات وهـ ــوم الـ :  مفهـ
 ن، واسـتبيا (Tam et al., 2003)استبيان مفهوم الذات لتـام وزملائـه   

 هـاريس  -، ومقيـاس بيـرس  (Russell, 1999)مفهـوم الـذات لروسـيل    
-Piers-Harris Children's Self)لمفهــوم الــذات عنــد الأطفــال    

Concept Scale) (Piers, 1994)    ــذات عنــد ــوم ال ــاس مفه ، ومقي
،  ,(Gresham, Elliott & Evans-Fernandez, 1993)الطلبــة 

  ومقيـــــــــــــاس مفهـــــــــــــوم الـــــــــــــذات متعـــــــــــــدد الأبعـــــــــــــاد لبـــــــــــــراكين
(MSCS)  )Bracken, 1992(، ومقيــاس مفهــوم الــذات للمعــوقين 

وقـد تكـون المقيـاس بـصورته        ). 1995(حركيا للمـومني والـصمادي      
  : رئيسيين همانالنهائية من جزئي

 .ويتضمن معلومات عامة عن المستجيب: الجزء الأول
فقـرة  ) 51(يتـضمن فقـرات المقيـاس التـي بلـغ عـددها             : الجزء الثـاني  

  :موزعة إلى خمسة أبعاد هي
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فقرة، وهي ) 11( وبلغ عدد فقراته العائلي الذات مفهوم: أولا
  ).11-1(الفقرات من 

فقرة، وهي ) 11( وبلغ عدد فقراته الاجتماعي الذات مفهوم: ثانيا
  ).22-12( من الفقرات

فقرات وهي ) 6( وبلغ عدد فقراته الجسمي الذاتمفهوم : ثالثا
  ).28-23( من الفقرات

فقرة، وهي ) 11(فقراته  وبلغ عدد الشخصي الذات مفهوم: رابعا
  ).39 -29( من الفقرات

فقرة، وهي ) 12( وبلغ عدد فقراته الأكاديمي الذاتمفهوم : خامسا
  ).51-40(الفقرات من
قــام الباحثــان بحــساب إجــراءات الــصدق لمقيــاس    : صــدق المقيــاس 

ــى      ــم عرضــها عل ــأن ت ــة الخاصــة،    ) 15(الدراســة، ب ــي التربي ــا ف محكم
 معلمي صعوبات الـتعلم، إذ طلـب إلـيهم          والقياس والتقويم، وعدد من   

إبداء الرأي في فقرات المقياس من حيث مدى وضـوح اللغـة، ومـدى            
إضــافة إلــى أيــة تعــديلات يرونهــا   ارتبــاط الفقــرة بالمقيــاس وبالمجــال، 

ــبة ــن     . مناسـ ــر مـ ــه أكثـ ــع عليـ ــا أجمـ ــديل مـ ــم تعـ ــد تـ ــن %) 20(وقـ مـ
  . المحكمين

تـم التأكـد منـه بتوزيعـه        بالنسبة لثبـات المقيـاس فقـد        : ثبات المقياس 
) 35(على عينة استطلاعية من طلبة المرحلة الأساسية، بلغ عـددهم           

، وطلـب  ) إنـاث 12 ذكـور،   23(طالباً وطالبةً من خارج عينة الدراسة       
وبعد ذلك حسب معامـل الاتـساق       . إليهم الاستجابة على فقرات الأداة    

 بلغــت يالــداخلي لاســتجاباتهم باســتخدام معادلــة كرونبــاخ ألفــا الــذ      
. ، وهو معامل ثبات مقبول لأغراض الدراسة الحالية)0.84(قيمته   

 علــى المقيــاس الدرجــة  نعــمأعطيــت الاســتجابة : تــصحيح المقيــاس
، وبنـــــاء علـــــى ذلـــــك تـــــم تقـــــسيم )1( الدرجـــــة لاوالاســـــتجابة ) 2(

  :الاستجابات إلى ثلاث فئات هي
مفهــــوم ذاتٍ مــــنخفض، وهــــي الفئــــة التــــي انحــــصرت متوســــطاتها   .1

  ).1.33–1(حسابية بين ال
ــة التـــي انحـــصرت متوســـطاتها    .2 ــطٍ، و تـــضم الفئـ مفهـــوم ذاتٍ متوسـ

 ).1.66-1.34( الحسابية بين 
ــطاتها      .3 ــصرت متوســ ــي انحــ ــة التــ ــملت الفئــ ــال، وشــ ــوم ذاتٍ عــ مفهــ

 ).2-1.67(الحسابية بين 

  إجراءات الدراسة

قام الباحثان ببناء استبانة الدراسة والتأكد من صدقها وثباتها، ومـن           
ثـم تـم توزيعهــا علـى أفــراد العينـة ، بعــد أن تـم تحديــد الأمـاكن التــي       
يتواجد فيها ذوو صعوبات التعلم والأفراد العاديين في مديرية تربيـة           

ــراد الدراســة الهــدف مــن        إ ــان يوضــحان لأف ــان الباحث ــة، وك ــد الثاني رب
الدراســـة وكيفيـــة الإجابـــة علـــى فقـــرات المقيـــاس، ويقومـــان بتوضـــيح  

تـــي كـــان يـــسأل عنهـــا المـــستجيب، وخاصـــة الطلبـــة  بعـــض الفقـــرات ال
الــصغار، ثــم جمعــت الاســتبانات وفرغــت البيانــات وحللــت باســتخدام     

  .SPSSبرنامج 

  متغيرات الدراسة
 اشتملت الدراسة على ثلاثة متغيرات مستقلة :المتغيرات المستقلة

  :وهي
  ).ذكور، إناث(وله مستويان : الجنس -1
ثالث، -الصفوف من أول: ( وله مستويان: المستوى الدراسي -2

 ).سادس–والصفوف من رابع 
مستوى الطلبة العاديين، ومستوى (وله مستويان : فئة الطلبة -3

 ).الطلبة ذوي صعوبات التعلم

  مفهوم الذات: المتغير التابع

  نتائج الدراسة ومناقشتها
مـــا مـــستوى "للإجابــة عـــن الـــسؤال الأول مـــن أســـئلة الدراســـة وهـــو  

ــع    ــة صـ ــدى طلبـ ــذات لـ ــوم الـ ــة  مفهـ ــي محافظـ ــتعلم فـ ــد؟إوبات الـ ، "ربـ
اســــتخرج الباحثــــان المتوســــطات الحــــسابية والانحرافــــات المعياريــــة  

  ).2(الموضحة في الجدول رقم 
المتوســـــــطات الحــــــسابية والانحرافـــــــات المعياريـــــــة   :)2(جــــــدول  

لاستجابات أفراد العينة علـى فقـرات مقيـاس مفهـوم الـذات لـدى طلبـة              
  صعوبات التعلم مرتبة تنازلياً 

المتوسط  الفقـــــــرة  الرقم لرتبةا
 الحسابي

الانحراف 
 المعياري

 4954..0 1.6524  أنا شخص مهم بالنسبة لعائلتي  1.10
 0.4258 1.6226  .حبّ عائلتيأأنا   2.1
 0.5217 1.6078  .أنا شخص قوي  3.24
 0.3658 1.5849 أنا راض عن مظهري الخارجي  4.29
 0.3257 1.549  أنا محبوب من عائلتي  5.6

 الآخرين يحبون الناس أن أعتقد 6.12
 أن يكونوا معي

1.5472 0.4527 

 0.3257 1.5472  أنا راض عن سلوكي الأخلاقي  7.36
 0.5127 1.5283  عائلتيفي عضو مهم أنا 8.4
 0.4235 1.4875 بعائلتي فخور أنا 9.2

 في المعاملة بيني عائلتي تفرق لا 10.8
 وبين أخوتي

1.4578 0.4157 

 من للنقد أتعرضا  منادراً 11.20
 الآخرين

1.4325 0.4875 

 0.5672 1.4021  الناسمع الجلوس أحب 12.21
 0.3657 1.3801 مناسبا وزنا متلكأ 13.27

 من الناحية اسليم ا جسممتلكأ 14.25
 .الصحية

1.3798 0.4587 

 0.4512 1.3784 .جيدا بجسمي عتنيأ 15.28
 0.3214 1.3641  ومتمهلهادئ شخص أنا 16.35
 0.3587 1.3594 نفسيحترم أ أنا 17.32
 0.3681 1.3454 جذّاب شخص أنا 18.30

 لزملائي داخل بالنسبة مهم أنا 19.44
 الصف

1.3354 0.4125 

 على كل أتغلّب يمكن أن أنا 20.45
 .التّحديات في دراستي

1.3298 0.2354 

 0.345 1.3254  كما هي عليهنفسي احب أنا 21.38
 0.4781 1.3254 .نفسي واثق من أنا 22.31
 0.5147 1.3199 مناسبا طولا متلكأ 23.26
 0.3475 1.3178 سانلال فصيح أنا 24.33
 0.1247 1.3145  وصادقمهذب شخص أنا 25.34
 0.5217 1.3012 سعيد إنسان أنا 26.37

 مع الناس جيّد بشكل نسجمأ 27.14
 الآخرين

1.2984 0.4817 

 التي أعامل الطّريقة راض عن أنا 28.16
 بها الأفراد الآخرين

1.2847 0.3571 

 0.4571 1.2689  أنا شخص مرح وبشوش  29.39
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المتوسط  الفقـــــــرة  الرقم لرتبةا
 الحسابي

الانحراف 
 المعياري

 يفكّرون الآخرينالناس أن  أعتقد 30.17
 بي إيجابيا

1.2678 0.3681 

 0.4681 1.2578  مقبولة في البيتبطريقة أتصرف 31.11
 0.5471 1.2354  الدراسيمستواي راض عن أنا 32.41
 0.3917 1.2345  الناسبين بشهرة أتمتع 33.22

 في التعامل سهولة  الناسيجد 34.18
 معي

1.2339 0.3417 

 0.5471 1.2234  جيدةمواهب أمتلك أنا 35.23

 والتوافق مع بالانسجام شعرأ 36.9
 أعضاء عائلتي

1.2187 0.4812 

 بالمعاملة بيني أقراني يفرق لا 37.15
 .وبين الآخرين

1.2143 0.4111 

 ة دائماً في أيعائلتي تساعدني 38.7
 مشكلة تواجهني

1.2025 0.3147 

 0.5127 1.1985  سعيدةعائلة عضو في أنا 39.3

 التحدث مع في سهولة أجد 40.13
 الأشخاص الغرباء

1.1957 0.4147 

 0.4581 1.1954  بعائلتيعلاقتي رّاض عن أنا 41.5
 0.3258 1.1875  غرفة الصفداخل كثيرا أشارك 42.48
 0.2147 1.1867  ذكيإنسان يأشعر أنن 43.40

على أنا قادر على الحصول   44.50
  علامات جيدة

1.1758 0.6211 

لدي زملاء كثيرون داخل   45.46
  المدرسة

1.1674 0.4758 

يمكن أن أساعد زملائي في   46.43
  .دراستهم

1.1587 0.2147 

 أواظب على دروسي حتى أنجز  47.49
  دراستي بنجاح

1.1547 0.3687 

 بسهولة عندما يسألني بأجي  48.19
  شخص لا أعرفه

1.1475 0.3147 

ع أن أحل كل واجباتي أستطي 49.42
  المدرسية

1.1243 0.4114 

 0.3514 1.1128  استوعب جيدا ما يشرحه المعلم 50.47
 0.2451 1.1124 أحب الذهاب إلى المدرسة 51.51
  0.1748 1.3187 الكلي 

 المتوســط الكلــي لمفهــوم الــذات لــدى   أنيتبــين مــن الجــدول الــسابق  
ف معيـــــاري  ، بـــــانحرا )1.32(الطلبـــــة ذوي صـــــعوبات الـــــتعلم بلـــــغ    

ــالرجو)0.1748( ــا الباحثــان لتــصنيف      ع، وب ــايير التــي اتبعه  إلــى المع
مفهـــوم الـــذات، نجـــد أن مفهـــوم الـــذات لـــدى الطلبـــة ذوي صـــعوبات   
التعلم كان منخفضا، وقد اتفقت هـذه الدراسـة فـي نتيجتهـا مـع نتـائج                 

 ميلزيـر ودراسـة   (Casey et. Al., 1992)وآخـرون   كاسـي دراسـة  
 & Meltzer, Roditi, Houser)رلمــان وروديتــي وهوســير وبي 

Perlman, 1998) .  
ويمكن تفسير هذه النتيجة انطلاقا من التحصيل المنخفض لهذه 

 في الجانب فشلالمتمثل في أن ال، الفئة في المجال الأكاديمي
مفهوم الذات الكلي عند طلبة صعوبات  في سلبيا يؤثرالأكاديمي 

وهذا كله . هم داخل المدرسةوتكيف توافقهم التعلم، ويؤثر أيضا في
كما يتأثر مفهوم الذات . ينعكس سلبيا على مفهوم الذات لديهم

التعلم في  صعوباتطلبة  التي يمر بها  الأخرىالسلبية الخبراتب
زملائهم لهم داخل غرفة الصف، إذ عادة ما  مثل عدم تقبلالمدرسة 

 همينظر إليهم زملاؤهم نظرة سلبية ويحاولون تجنب التعامل مع
وبالإضافة إلى ذلك فأن هذه الفئة .  الأكاديمي المنخفضمأدائهنتيجة 

كثيرا ما تتعرض للنقد اللاذع من الأسرة والمجتمع، اللذين عادة ما 
يحكمان عليهم من خلال التحصيل الأكاديمي، إذ كثيرا ما يوسمون 

بألقاب سيئة، وهذا كله يؤثر سلبا في مفهوم الذات لديهم، ويساهم 
  .ه منخفضافي جعل

أداء طلبة صعوبات التعلم على فقرات مقياس ) 2(يبين الجدول رقم 
مفهوم الذات مرتبة تنازليا حسب المتوسطات الحسابية، ويلاحظ أن 

مهم  شخص أنا"الفقرة التي حصلت على أعلى المتوسطات هي 
 وانحرافها )1.6524(إذ بلغ متوسطها الحسابي " بالنسبة لعائلتي

بلغ إذ " عائلتي أحبّ أنا"، تلتها الفقرة )4954..0( يالمعيار
 ثم ،)0.4258(  بانحراف معياري)1.6226(متوسطها الحسابي 

وحصلت على متوسط حسابي مقداره " قوي شخص أنا"الفقرة 
 راض أنا"وجاءت الفقرة . )0.5217( وانحراف معياري )1.6078(

في المرتبة الرابعة بمتوسط حسابي بلغ " عن مظهري الخارجي
 محبوب أنا" تلتها الفقرة ،)0.3658(  وانحراف معياري)1.5849(

وانحرافها المعياري ) 1.549(وكان متوسطها الحسابي " من عائلتي
)0.3257(.  

 يلاحظ من الفقرات الخمس السابقة أنها تتعلق بعائلة الفرد ذوي 
فمن الطبيعي أن يجد الطالب ذو . صعوبات التعلم أو بشخصيته

نوعا من الحنان من أفراد أسرته، وخاصة أن مثل صعوبات التعلم 
هذا الحنان والعطف يفتقده داخل أسوار المدرسة، مما يجعله 

. يشعر أنه مهم بالنسبة لعائلته مقارنة مع وضعه في المدرسة
بالإضافة إلى ذلك فأن هذا الفرد قد يحاول أن يعوض عن أدائه 

 بأنه جذاب الأكاديمي المنخفض بمحاولة إعطاء فكرة عن نفسه
  . وأنيق، وأنه شخص قوي البنية من الناحية الجسمية

هل هنالك فروق ذات " وللإجابة عن سؤال الدراسة الثاني وهو 
دلالة إحصائية في مفهوم الذات بين طلبة المرحلة الأساسية تعزى 

، أو جنسهم، أو )عاديين، صعوبات تعلم(لاختلاف فئات الطلبة 
 حساب المتوسطات الحسابية ، تم أولا"مستواهم الدراسي

  ).3(فكانت كما في الجدول رقم  والانحرافات المعيارية
المتوســطات الحــسابية والانحرافــات المعياريــة لمفهــوم   : )3(جــدول 

  الذات لدى الطلبة موزعة حسب متغيرات الدراسة
 المستوى الدراسي فئة الطالب الجنس 

 6-4 3-1 صعوبات عادي إناث ذكور 
 98 104 91 111 83 119 العدد

 1.3326 1.4182 1.3187 1.4253 1.3730 1.3758 المتوسط الحسابي
 0.1957 0.1560 0.1748 0.1712 0.1854 0.1791 الانحراف المعياري

ــم   ــدول رقـــ ــات  ) 3(يوضـــــح الجـــ ــسابية والانحرافـــ المتوســـــطات الحـــ
الجـــنس، فئـــة  (المعياريـــة موزعـــة حـــسب متغيـــرات الدراســـة الـــثلاث      

ــة، والمــست  ــروق    )وى الدراســيالطلب ، ويلاحــظ مــن الجــدول وجــود ف
ظاهريــة فــي متوســطات مفهــوم الــذات لــدى طلبــة المرحلــة الأساســية، 

= α(ولمعرفة فيما إذا كانت هـذه الفـروق ذات دلالـة إحـصائية عنـد                
، فقد تم إجراء تحليـل التبـاين الثلاثـي لأثـر متغيـرات الجـنس،                )0.05

ــو    ــى مفهــ ــي علــ ــستوى الدراســ ــة، والمــ ــة الطلبــ ــديهم،  وفئــ ــذات لــ م الــ
  :يوضح نتائج التحليل) 4(والجدول رقم 
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تحليل التباين الثلاثي لأثر متغيرات فئات الطلبة : )4(جدول 
  والجنس والمستوى الدراسي على المقياس الكلي للأداة

مصدر 
 التباين

درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

 قيمة ف
مستوى 
 الدلالة

 0.001 18.4819 0.536293 0.536293 1 فئة الطلبة

 0.113 2.5280 0.073354 0.073354 1 الجنس

المستوى 
 الدراسي

1 0.190220 0.190220 4.1453 0.043 

   0.029017 5.716396 197 الخطأ

    6.607481 201 الكلي

أثـرا لـه دلالـة إحـصائية      أن هنالـك ) 4( يتبين من بيانـات الجـدول رقـم     
ى طلبـــة المرحلـــة الأساســـية تعـــزى  علـــى مـــستوى مفهـــوم الـــذات لـــد 

، حيث بلغـت    )عاديين، طلبة ذوي صعوبات تعلم    (فئة الطلبة    لاختلاف
   وهــــي دالــــة إحــــصائيا عنــــد مــــستوى الدلالــــة  )18.4819(قيمــــة ف 

)α = 0.001( .     ــات ــسابية والانحرافـ ــطات الحـ ــن المتوسـ ــين مـ ويتبـ
ح أن هـذه النتيجـة كانـت لـصال    ) 3(المعيارية الواردة في الجدول رقـم      

ــديهم     ــذات لـ ــوم الـ ــغ متوســـط مفهـ ــاديين، إذ بلـ ــة العـ  )1.4253(الطلبـ
، بينمــا بلــغ المتوســط الحــسابي  )0.1712(بــانحراف معيــاري مقــداره 

 بــــانحراف )1.3187( لمفهــــوم الــــذات لــــدى طلبــــة صــــعوبات الــــتعلم 
ــاري مقــداره   ــة فــي هــذه     . )0.1712(معي وقــد اتفقــت الدراســة الحالي

 ,Saracoglu, Minden & Wilchesky)النتيجة مع نتائج دراسـات  
1989; Raviv & Stone, 1991; Casey et. Al., 1992; Jarvis 
& Justice, 1992; Chapman & Boersma, 1992; Moffatt, 
1993; Coleman & Minnett, 1993; Smith & Nagle, 1995; 

Crabtree, 2000)  إذ أشــــارت نتائجهــــا جميعــــا إلــــى أن الطلبــــة ،
لى متوسطات أعلى وبشكل دال في مفهوم الـذات،         العاديين حصلوا ع  

الدراســـة الحاليـــة  مقارنـــة بالطلبـــة ذوي صـــعوبات الـــتعلم، لكـــن نتـــائج
 ;Crabtree, 2000)اختلفت عن نتائج دراسات أخرى مثـل دراسـات   

Coleman, McHam & Minnett, 1992; Coleman, McHam 
& Minnett, 1992; Vaughn, Elbaum & Schumm, 1996) ، 

لتي أشارت نتائجها إلـى عـدم وجـود فـروق دالـة إحـصائيا فـي مفهـوم             ا
  .الذات بين الطلبة العاديين والطلبة ذوي صعوبات التعلم

ويفــسر الباحثــان هــذه النتيجــة بكــون طلبــة صــعوبات الــتعلم يتــأثرون     
 ســلبيا أكثــر مــن الطلبــة العــاديين نتيجــة أدائهــم الأكــاديمي المــنخفض، 

 غيـــر المناســـب هـــم علـــى إدراكمـــد أصـــلايعت  الأثـــر الـــسلبيالأن هـــذ
، مما يـؤثر سـلبا علـى مفهـوم الـذات         الأكاديمية المجالات في   لأنفسهم

لـــديهم،على النقـــيض مـــن الطلبـــة ذوي التحـــصيل العـــادي أو المرتفـــع 
. الذين قـد يـؤثر تحـصيلهم المرتفـع إيجابيـاً فـي مفهـوم الـذات لـديهم                  

لــب الــذي يمتلــك عــادة مــا يــدرك أن الطاالمعلّــم  نيــضاف إلــى ذلــك أ
خــاص، وفــي الدراســي بــشكل  فــي الوضــع فاشــلصــعوبات تعلــم أنــه  

ــام؛ فقــــد بينــــت الدراســــات     ــة بــــشكل عــ ــاة اليوميــ ــين الحيــ أن المعلمــ
ممـا هـو     أعلـى     العاديين يكـون   الأطفال أن إدراك الذات لدى      يعتقدون

ــد  ــه عنـ ــال عليـ ــتعلم ذوي  الأطفـ ــعوبات الـ  ;Rowley, 1981) صـ
Coleman & Minnett, 1993; Bear, Minke & Manning, 

إن نظــرة المعلــم الــسلبية هــذه إلــى الطلبــة ذوي صــعوبات    و. (2002
المعلـم يكـون     التعلم تـؤثر سـلبا فـي مفهـوم الـذات لـديهم، لاسـيما أن               
الــسلبي  القبـول قـدوة مهمـة عنـد الطالـب فـي المرحلــة الأساسـية وأن       

مفهـوم   يـؤثر هـو الآخـر سـلباً فـي             أقـرانهم  لطلبة صعوبات التعلم عنـد    
  .الذات لديهم

وبالنـــسبة لأثـــر متغيـــر جـــنس الطالـــب فـــي مفهـــوم الـــذات الكلـــي لديـــه 
عـــــدم وجــــــود أثــــــر ذي دلالــــــة  ) 4(فـــــيلاحظ مــــــن الجــــــدول رقــــــم  

إحـــصائية لمتغيـــر الجـــنس فـــي مفهـــوم الـــذات لـــدى طلبـــة المرحلـــة         
وقــــــد اتفقــــــت نتيجــــــة الدراســــــة الحاليــــــة مــــــع نتيجــــــة  . الأساســــــية

  واختلفــت مــع نتيجــة دراســة  ،) (Meltzer, et. al., 1998دراســة
(Moffatt, 1993)  ــة ــي (Hosley, et al.,1998)، ودراسـ  التـ

مفهــــوم  ىمــــستو إلــــى وجــــود فــــروق دالــــة فــــي همــــاأشــــارت نتائج
، وقــــد يعــــود ذلــــك  الــــذات بــــين الــــذكور والإنــــاث ولــــصالح الــــذكور  

إلــــى أن مفهــــوم الــــذات لــــدى الطلبــــة ذوي صــــعوبات الــــتعلم واحــــد  
  . لا يتأثر بجنس الطالب

أمــا المـــستوى الدراســي فـــيلاحظ مــن نتـــائج تحليــل التبـــاين الثلاثـــي     
وجــود أثـــر دال إحـــصائيا للمـــستوى  ) 4( الــواردة فـــي الجـــدول رقـــم 

  الدراســــــي للطالــــــب علــــــى مفهــــــوم الــــــذات لديــــــه، إذ بلغــــــت قيمــــــة
ــد مــستوى     4.1453 =ف ــة إحــصائيا عن . )α=0.043(، وهــي دال

أن ) 3(دول رقـم  ويلاحظ من المتوسـطات الحـسابية الـواردة فـي الج ـ        
هذه النتيجة كانت لـصالح الطلبـة الـصغار، إذ بلـغ المتوسـط الحـسابي                

، )0.1560( المعيــاري ف، والانحــرا)1.4182(لمفهــوم الــذات لــديهم  
 )1.3326(بينمــا بلــغ متوســط مفهــوم الــذات لــدى الطلبــة الأكبــر ســنا 

  .)0.1957(والانحراف المعياري 
تيجــة أن مفهــوم الــذات لــدى    الباحثــان فــي تفــسيرهما لهــذه الن  ىويــر

فمفهـوم الـذات فـي بدايـة        .  وضـوحا مـع تقدمـه فـي العمـر          زدادالفرد ي ـ 
 وبالإضـافة إلـى ذلـك   . المدرسة عادة ما يكون غير واضح لدى الطلبـة    

فأن التأخر الدراسي يبـرز بـشكل أوضـح لـدى الطلبـة مـع تقـدمهم فـي           
العمـــر، وبالتـــالي يكـــون قـــد تـــم وســـمهم بـــأنهم طلبـــة ذوو صـــعوبات  
الــتعلم، ممــا يــؤثر ســـلبا فــي مفهــوم الـــذات لــديهم، وجعــل متوســـط        

يبــدو ) 6-4(مفهــوم الــذات الكلــي لــدى طلبــة المرحلــة الأساســية مــن  
  ).3-1(منخفضا مقارنة مع أقرانهم الأقل سنا 

وللتعرف على الفروق المحتملة فـي مفهـوم الـذات بـين طلبـة المرحلـة                
هم، أو مـــستواهم  الأساســـية تبعـــا لاخـــتلاف فئـــات الطلبـــة، أو جنـــس     

ــساب المتوســـطات        ــد تـــم حـ ــالات المقيـــاس ، فقـ ــي علـــى مجـ الدراسـ
الحـــسابية والانحرافـــات المعياريـــة لمتغيـــرات الدراســـة علـــى مجـــالات   

  :ذلك) 5(المقياس الخمسة، إذ يوضح الجدول رقم 
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  وى التعليمي على مجالات المقياس الخمسةالمتوسطات الحسابية والانحرافات المعيارية لمتغيرات فئات الطلبة والجنس والمست: )5(جدول 
 المجال الخامس المجال الرابع المجال الثالث المجال الثاني المجال الأول المجال 

 ع م ع م ع م ع م ع م  المتغيرات
 الجنس 0.136 1.364 0.090 1.395 0.115 1.367 0.118 1.388 0.108 1.375 ذكر
 0.128 1.389 0.146 1.346 0.094 1.384 0.115 1.356 0.110 1.374 أنثى
 فئة الطلبة 0.096 1.422 0.119 1.386 0.111 1.392 0.115 1.408 0.102 1.400 عادي

 0.148 1.315 0.117 1.360 0.102 1.360 0.108 1.334 0.110 1.354 صعوبات
 المستوى الدراسي 0.106 1.402 0.087 1.389 0.113 1.367 0.130 1.381 0.123 1.378 1-3
4-6 1.371 0.092 1.367 0.102 1.382 0.101 1.359 0.144 1.344 0.151 

بــــالنظر إلــــى نتــــائج المتوســــطات الحــــسابية والانحرافــــات المعياريــــة  
لمتغيرات الدراسة الثلاثة على مجالات مقياس مفهـوم الـذات الخمـسة            

، يتبـين وجـود فـروق ظاهريـة فـي هـذه       )5(الـواردة فـي الجـدول رقـم     
للكـــشف عمـــا إذا كانـــت هـــذه الفـــروق الظاهريـــة ذات  و. المتوســـطات

ــستوى    ــد مـ ــصائية عنـ ــة إحـ ــان   ،)α=0.05(دلالـ ــرى الباحثـ ــد أجـ  فقـ
تحليــل التبــاين الثلاثــي لكــل مجــال مــن مجــالات المقيــاس الخمــسة،         

، 8، 7، 6(فكانــت النتــائج كمــا هــي موضــحة بالجــداول ذوات الأرقــام  
9 ،10.(  

ــدول  ــر   : )6(جـ ــي لأثـ ــاين الثلاثـ ــل التبـ ــة  تحليـ ــات الطلبـ ــرات فئـ متغيـ
والجنس والمستوى الدراسي والتفاعل بينهـا علـى مجـال الأداة الأول            

  )مفهوم الذات العائلي(

 مصدر التباين
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

قيمة 
 ف

مستوى 
 الدلالة

 0.592 0.287 0.003295 0.003295 1  الدراسيالمستوى
 0.002 9.310 0.106639 0.106639 1  الطلبةفئة

 0.811 0.057 0.000654 0.000654 1 الجنس
   0.011454 2.267839 198 الخطأ
    2.376398 201 الكلي

عـدم وجـود فـروق ذات دلالـة إحـصائية           ) 6( يتبين من الجـدول رقـم       
في مفهوم الـذات العـائلي بـين طلبـة المرحلـة الأساسـية الـدنيا، تعـزى                  

لكن الجـدول يظهـر     . دراسي أو جنسهم  إلى اختلاف مستوى الطلبة ال    
 فـــــي )α=0.002 ،9.310= ف( وجـــــود فـــــروق دالـــــة إحـــــصائيا  

ــة، تعــزى لاخــت       ــائلي لــدى الطلب ــذات الع ــتهم مــستوى مفهــوم ال لاف فئ
ــم  ( ــة     ،)عــاديون، صــعوبات تعل ــصالح الطلب  وقــد كانــت هــذه الفــروق ل

ــغ متوســطهم الحــسابي علــى هــذا المجــال       ، )1.400(العــاديين، إذ بل
ــانحراف ــغ  بـ ــاري بلـ ــة ذوي   )0.102( معيـ ــط الطلبـ ــان متوسـ ــا كـ ، بينمـ

  ).0.110(  المعياريف، والانحرا)1.354(صعوبات التعلم 
الأسـر فـي المجتمـع الأردنـي عـادة مـا             ويمكن تفـسير هـذه النتيجـة أن       

تقــدم الــدعم علــى اخــتلاف أنواعــه مــن مــادي وعــاطفي لأبنائهــا تبعــا      
أن للتحــصيل الأكــاديمي  لتحــصيلهم الأكــاديمي فــي المقــام الأول، إذ    

  .قيمة اجتماعية كبيرة داخل الأسرة
وبالنسبة لأثر متغيرات الجنس وفئة الطلبة والمـستوى الدراسـي علـى         

فيوضـحها الجـدول    ) مفهـوم الـذات الاجتمـاعي     (مجال المقياس الثـاني     
  ).7(رقم 

ــدول  ــة     : )7(جـ ــات الطلبـ ــرات فئـ ــر متغيـ ــي لأثـ ــاين الثلاثـ ــل التبـ تحليـ
الدراسي والتفاعل بينها على مجـال الأداة الثـاني         والجنس والمستوى   

  )مفهوم الذات الاجتماعي(

 مصدر التباين
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

قيمة 
 ف

مستوى 
 الدلالة

 0.458 0.552 0.006749 0.006749 1  الدراسيالمستوى
 0.001 23.912 0.292129 0.292129 1  الطلبةفئة

 0.0871 1.4231 0.062059 0.062059 1 الجنس
   0.012216 2.418865 198 الخطأ
    2.766098 201 الكلي

عــدم وجــود فــروق دالــة إحــصائيا عنــد  ) 7(يتــضح مــن الجــدول رقــم 
 فـي مـستوى مفهـوم الـذات لـدى طلبـة المرحلـة        ) 0.05(= مستوى 

الأساسية الدنيا، تعزى لاختلاف جنس الطلبة أو مستواهم الدراسي،         
تشير نتائج هذا الجدول إلى وجـود فـروق ذات دلالـة إحـصائية              بينما  

في مستوى مفهوم الذات لدى طلبة المرحلة الأساسية الـدنيا، تعـزى             
،إذ بلغـت قيمـة ف   )عاديون، ذوي صعوبات تعلم(لاختلاف فئة الطلبة  

 وبـالنظر   ).α=0.001(إحصائيا عند مستوى      وهي دالة  )23.912(
ــوا   ــين أن ) 5(ردة فــي الجــدول رقــم  إلــى المتوســطات الحــسابية ال يتب

هــــذه الفــــروق كانــــت لــــصالح الطلبــــة العــــاديين ، إذ بلــــغ متوســــطهم  
، )0.115 ( بـانحراف معيـاري بلـغ      )1.408(الحسابي على هـذا البعـد       

بينما بلغ المتوسـط الحـسابي لطلبـة صـعوبات الـتعلم علـى هـذا البعـد             
ســــة وقـــد اختلفـــت الدرا  . )0.108(  المعيـــاري ف والانحـــرا )1.334(

 التــي  ،(Pires, 2003)الحاليــة فــي هــذه النتيجــة مــع نتــائج دراســة       
أشارت إلى عدم وجود فروق دالة بين طلبة صـعوبات الـتعلم والطلبـة         

  .العاديين في مفهوم الذات الاجتماعي
إن للبيئــة الاجتماعيــة التــي يعــيش فيهــا الفــرد أثــراً فــي الــصورة التــي      

لــذات الاجتمــاعي عنــد    يكونهــا عــن نفــسه، فعــادة مــا يكــون مفهــوم ا      
 التـــي يــدركهم بهـــا الآخـــرون ، وأن الطلبـــة  ة انعكاســـاً للطريقـــدالأفــرا 

أفـراد مجـتمعهم أكثـر مـن الطلبـة ذوي      بـين   بـشهرة العاديين يتمتعـون    
الطلبـة   صعوبات التعلم، فعلى النقيض من طلبة صـعوبات الـتعلم، فـإن    

 نملوالــذين يتعــا  النــاسالعــاديين يجــدون معاملــة أكثــر إيجابيــة مــن      
 التعامــلالنــاس الآخــرين يحبــون  أناعتقــاداً  معهــم، ممــا يكــون لــديهم 

هــم، أمــا طلبــة صــعوبات الــتعلم فــإن شــعورهم يكــون مغــايرا لــشعور مع
  .من الآخرينالطلبة العاديين نتيجة تعرضهم للنقد 

ــاً        وللتعــرف علــى الفــروق الممكنــة فــي مفهــوم الــذات لــدى الطلبــة تبع
توى الدراســـي علـــى المجـــال الثالـــث  الجـــنس والفئـــة والمـــسفلاخـــتلا
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، فقــد تــم اســتخدام تحليــل التبــاين الثلاثــي   )مفهــوم الــذات الجــسمي (
  ).8(فكانت النتائج كما في الجدول رقم 

ــدول  ــة      :)8(جـ ــات الطلبـ ــرات فئـ ــر متغيـ ــي لأثـ ــاين الثلاثـ ــل التبـ تحليـ
والجنس والمستوى الدراسي والتفاعل بينها على مجـال الأداة الثالـث       

  )ت الجسميمفهوم الذا(

  مصدر التباين
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

 قيمة ف
مستوى 
 الدلالة

 0.354 0.862 0.009727 0.009727 1  الدراسيالمستوى

 0.124 2.380 0.057068 0.057068 1  الطلبةفئة

 0.233 1.425 0.016072 0.016072 1 الجنس

   0.011273 2.232104 198 الخطأ

    2.313032 201  الكلي

عـدم وجـود فـروق دالـة إحـصائيا      ) 8(يتضح مـن نتـائج الجـدول رقـم      
 فــي مفهــوم الــذات الاجتمــاعي لــدى طلبــة المرحلــة   )α=0.05(عنــد 

الأساسية الدنيا، تعزى لاخـتلاف فئـة الطلبـة، أو مـستواهم الدراسـي،              
  . أو جنسهم

ت وللكــشف عــن إمكانيــة وجــود فــروق دالــة إحــصائيا فــي مفهــوم الــذا   
ــل التبـــاين        ــرى تحليـ ــد أجـ ــة، فقـ ــرات الدراسـ ــزى لمتغيـ ــصي تعـ الشخـ

  ).9(فكانت النتائج كما في الجدول الثلاثي على هذا المجال، 
ــدول  ــة     : )9(جـ ــات الطلبـ ــرات فئـ ــر متغيـ ــي لأثـ ــاين الثلاثـ ــل التبـ تحليـ

والجنس والمستوى الدراسي والتفاعل بينها علـى مجـال الأداة الرابـع            
  )مفهوم الذات الشخصي(

  التباينمصدر
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

قيمة 
 ف

مستوى 
 الدلالة

 0.200 1.651 0.022002 0.022002 1  الدراسيالمستوى

 0.079 3.112 0.041471 0.041471 1  الطلبةفئة

 0.005 8.016 0.106808 0.106808 1 الجنس

   0.013323 2.638049 198 الخطأ

    2.820261 201 مجموع التباين

 المتعلقـة ) 9(يتبين من نتائج تحليل التباين الثلاثي في الجـدول رقـم            
، عدم وجود فروق دالـة  )مفهوم الذات الشخصي (بمجال الأداة الرابع    

فــي مفهــوم الــذات الشخــصي لــدى الطلبــة، تعــزى لاخــتلاف مــستواهم   
، بينمــا تبــين وجــود فــرق دالــة  )α=0.200، 1.651=ف(الدراســي 

، 8.016=ف(نفـــــــسه تعــــــزى لاخــــــتلاف الجـــــــنس   علــــــى المجــــــال   
α=0.005(     ــي ــواردة فــ ــسابية الــ ــطات الحــ ــى المتوســ ــالعودة إلــ ، وبــ

ــذكور إذ     ) 5(الجــدول رقــم   ــصالح ال يلاحــظ أن هــذه النتيجــة كانــت ل
ــسابي  ــط الحـــــ ــاء المتوســـــ ــاري  ، )1.395(=جـــــ ــراف المعيـــــ والانحـــــ

 )1.360(، بينمــــــا كــــــان المتوســــــط الحــــــسابي للإنــــــاث )0.090(=
  .)0.146(عياري والانحراف الم

ولتحديد الفروق الممكنة في مفهوم الذات الأكاديمي فقد أجري 
  .)10(تحليل التباين الثلاثي فكانت النتائج كما في الجدول 

 الثلاثـــي لأثـــر متغيـــرات فئـــات الطلبـــة التبـــاين تحليـــل: )10 (جـــدول
 مجــــال الأداة علــــىوالجــــنس والمــــستوى الدراســــي والتفاعــــل بينهــــا 

  )الأكاديميلذات مفهوم ا (الخامس

 مصدر التباين
درجات 
 الحرية

مجموع 
 المربعات

متوسط 
 المربعات

قيمة 
 ف

مستوى 
 الدلالة

 0.016 5.879 0.085752 0.085752 1  الدراسيالمستوى

 0.0001 29.847 0.435332 0.435332 1  الطلبةفئة

 0.270 1.219 0.017783 0.017783 1 الجنس

   0.014585 2.887831 198 الخطأ

    3.556884 201 الكلي

عــدم وجــود فــروق دالــة إحــصائيا فــي ) 10(يتــضح مــن الجــدول رقــم 
مفهــوم الــذات الأكــاديمي لــدى الطلبــة تعــزى لاخــتلاف جــنس الطالــب،  

مفهــــوم الــــذات بينمـــا تبــــين وجـــود فــــروق ذات دلالـــة فــــي مـــستوى     
ــة      ــة الطلب ــة تعــزى لاخــتلاف فئ ، 29.847=ف(الأكــاديمي لــدى الطلب

α=0.0001(، ــاديين ، إذ بلــ ــــ  متوســــــطهم غولــــــصالح الطلبــــــة العــــ
، )0.096(  المعيـاري  فوالانحرا) 1.422(الحسابي على هذا المجال     

 )1.315(بينما بلغ متوسط طلبة صعوبات التعلم علـى المجـال نفـسه             
وقد اتفقت نتيجة الدراسة الحاليـة مـع       . )0.148(والانحراف المعياري 

 ,Priel & Leshem, 1990; Grolnick & Ryan)نتـائج دراسـات   
1990; Coleman & Minnett, 1993; Vaughn, et (al., 1996; 

Bear et al., 2002)  .       أمـا بالنـسبة لمتغيـر المـستوى الدراسـي فقـد
أشـــارت النتـــائج إلـــى وجـــود فـــروق دالـــة فـــي مـــستوى مفهـــوم الـــذات  

، 5.879=ف(الأكاديمي للطلبة، تعزى لاختلاف مـستواهم الدراسـي          
α=0.016(الأصغر سنالح الطلبة  ولصا.  

ويمكـن تفـسير هــذه النتيجـة علـى أســاس أن الطلبـة العـاديين يكونــون       
ــتيعابا ل    ــر اسـ ــي، وأكثـ ــن مـــستواهم الدراسـ ــا عـ ــر رضـ ــا يـــشرحه  أكثـ مـ

حــصول علــى وال واجبــات المدرســيةالحــل وأكثــر قــدرة علــى   ،المعلــم
لكـن طلبـة صـعوبات الـتعلم عـادة       .  في المـواد المختلفـة     علامات جيدة 

معاملــة أكثــر ســلبية ممــا يعامــل بــه  املون مــن معلمــيهم أقــرانهممــا يعــ
الطلبــة العــاديين، ولا شــك أن هــذه النــشاطات تــشكل مفهــوم الــذات        
الأكـــاديمي لـــدى الطلبـــة ، إذ إنهـــا تجعلـــه يبـــدو أكثـــر إيجابيـــة لـــدى   

  .، وأكثر سلبية لدى طلبة صعوبات التعلمنالطلبة العاديي
 ســنا علــى متوســطات أعلــى مــن  أمــا بالنــسبة لحــصول الطلبــة الأصــغر 

الطلبة الأكبر سنا علـى مجـال مفهـوم الـذات الأكـاديمي، فربمـا يتمثـل                 
في أن التـأخر الدراسـي لـدى طلبـة صـعوبات الـتعلم يكـون قـد أصـبح                    
أكثر وضوحا مـع تقـدمهم فـي المـستوى الدراسـي، إذ يـصل معظمهـم          

ت إلى هـذه المرحلـة وقـد وسـم بأنـه متـأخر دراسـيا، وأن مفهـوم الـذا                   
فــي بدايــة المدرســة لا يكــون قــد اتــضحت معالمــه بعــد، ولا يــزال فــي  

  .طور التشكيل
  

  والمراجعالمصادر
ــشناوي، ــات ). 1994. ( محمــد محــروس ال ــلاج الإرشــادنظري  والع

  .والتوزيعدار غريب للطباعة والنشر : القاهرة. النفسي
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Abstract: As more and more institutions of higher education 
plan to integrate web-based instruction into their settings, a 
need exists to understand and predict learners' attitudes 
toward this new form of learning. By being able to predict 
learners' attitudes, instructors and decision-makers can 
improve and enhance students' learning experience. The 
purpose of this study was to determine the extent to which age, 
gender, prior experience with the Internet, and frequency of 
accessing the web-based course could predict learners' 
attitudes toward web-based instruction. The study surveyed 
440 students who were enrolled in the web-based course 
"Accounting Principles (1)" offered by the Department of 
Accounting at the Hashemite University. Students were taught 
in a flexible (mixed) mode of instruction. Data about the four 
possible predictors and the dependent variable, learners' 
attitudes toward web-based instruction, was collected. 
Multiple regression analysis using the stepwise approach was 
utilized to analyze the data. The findings of the study indicated 
that learners' prior experience with the Internet and their 
frequency of accessing the web-based course may act as 
predictors of their attitudes toward web-based instruction. 
More precisely, the study showed that approximately 11% of 
learners' attitudes was accounted for by its linear relationship 
with both learners' prior experience with the Internet and their 
frequency of accessing the web-based course. This study has 
identified important predictors that may prove to valuable to 
future researchers and instructors who are involved in the 
future of web-based instruction. (Keywords: Web-based 
instruction; Electronic learning; Online instruction; Internet-
based instruction) 

 
  بعض المتغيرات التي تتنبأ باتجاهات الطلبــة

  نحـو التعليم المبني على شبكة المعلومات
  ، كلية الاقتصاد، الجامعة الهاشمية، الزرقاء، الاردنحسام الخداش
  ، كلية التربية، الجامعة الهاشمية، الزرقاء، الاردنامجد ابو لوم

  

ى لإدخـــال التعلـــيم مـــع زيـــادة عـــدد مؤســـسات التعلـــيم العـــالي التـــي تـــسع : ملخـــص
بوساطة شبكة المعلومات ضمن سياساتها التعليمية تظهـر الحاجـه إلـى دراسـة وفهـم           

إن . العوامل المؤثرة على اتجاهات الطلبة نحو إستخدام هـذه التكنولوجيـا الحديثـة           
لمثل هذه الدراسات الاثر على متخذي القرارات وأعـضاء هيئـة التـدريس بمـا يخـدم             

ايــة مــن هــذه الدراســة هــو تحديــد إلــى أي مــدى تــؤثر عوامــل    إن الغ. هــذه التجربــة
العمــر، والجــنس ، والخبــرة الــسابقه فــي إســتخدام شــبكة المعلومــات وعــدد مــرات          
الــدخول لموقــع المــادة التعليميــة الإلكترونــي علــى اتجاهــات المتعلمــين نحــو التعلــيم    

ىء محاسـبة   طالباً ممن سجلوا مادة مباد440الإلكتروني، لقد شملت هذه الدراسة  
وقـــد تـــم تـــدريس هـــؤلاء الطلبـــة بإســـتخدام اســـلوب . فـــي الجامعـــة الهاشـــمية ) 1(

ــات         ــم جمــع البيان ــي ، وت ــيم الإلكترون ــدي والتعل ــيم التقلي ــين التعل ــيم المخــتلط ب التعل
اللازمة حول متغيرات الدراسـة واسـتخدم اسـلوب تحليـل الإنحـدار المتـدرج لتحليـل          

ان لقد جاءت نتـائج الدراسـة لتظهـر    . ات الدراسةت وكذلك لإختبار فرضي   هذه البيانا 
خبــرة الطالــب الــسابقة فــي اســتخدام شــبكة المعلومــات وعــدد مــرات دخولــه للموقــع     
الإلكتروني يمكن إستخدامها كمتغيرات للتنبؤ بإتجاه الطلبة نحو التعلـيم الإلكترونـي،    

علـــيم مـــن التغيـــر فـــي إتجاهـــات الطلبـــة نحـــو الت% 11حيـــث اشـــارت النتـــائج إلـــى أن
الإلكتروني يعود إلى عاملي الخبرة السابقة في إستخدام الـشبكة وعـدد مـرات دخـول        
الطالب للموقع الإلكتروني، وأن معرفة هذه العوامـل يخـدم البـاحثين والمدرسـين فـي               

التعلــيم المبنــي علــى شــبكة المعلومــات، التعلــيم   : الكلمــات المفتاحيــة( .هــذا المجــال
  )نتالالكتروني، التعليم بالإنتر

  
  

Introduction: Within the past few years, colleges and 
universities have introduced and incorporated a number 
of e-learning technologies to face the increasing number 
of students and to enhance student-learning experiences. 
Symonds (2003) noted that undergraduate enrolment in 
the US is up 8% since 1999, yet there are widespread 
instances of reductions in government spending. 
Although tuition fees have risen steadily as a response 
to this situation, a long-term solution is still needed to 
be sought. It appears that significantly different 
organizational forms are needed to accommodate the 
joint pressures of growing demand, rising tuition, and 
limited public funding within the university system.  
*  Faculty of Economics, the Hashemite University, Zarqa, 

Jordan. 
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A review of the evolution of online and distance 
education in higher education might indicate how 
traditional universities’ organizational structures will 
witness changes in the future in response to these  
environmental pressures. These changes indicate a 
major, underlying shift in the way in which university 
education will be conducted in the future and provide 
additional evidence of the effectiveness of online 
instruction. Unfortunately, this is the case in many 
countries over the world, including Jordan. 
The increase in the number of students in Jordanian 
public universities from 30,000 students in 1985 to 
more than 120,000 students in 2003 has been coupled 
with an increase in the government spending for those 
universities of no more than 50% (Burke and Al-
Waked, 1997). It is obvious that universities are facing 
raised ground and in some cases decreased government 
funding. Besides, moving toward online education 
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usually leads to an enhancement in learners' 
experiences. Therefore, the need to move to online 
instruction has inevitably become crucial in the 
Jordanian system for higher education. 
To ensure a proper integration and implementation of 
online instruction, a deep analysis of the new learning 
environment has to exist. According to Shih (2000), it is 
always important to understand how a new form of 
learning can affect the learning process, especially when 
it is used by different types of learners. Furthermore, it 
is of an importance to identify the learning factors that 
influence the success of learners in the new form of 
learning (Shih, 2000). For this purpose, this study 
proposes an e-learning model, measures learners' 
attitudes toward that model, and tests four possible 
factors (age, gender, prior experience with the Internet, 
and frequency of accessing the web-based course) that 
could be used to predict learners' attitudes toward the 
proposed model. According to Dutton, Dutton, and 
Perry (2002), older students prefer online or web-based 
courses. Therefore, age was included in the study. 
Gender was investigated because Marcinkiewicz's 
(1993) review of research suggests that gender 
differences are related to attitudes and that females have 
more negative attitudes toward computers and view 
them as less useful. As for prior experience, research 
has documented the relationship between experience 
and user acceptance of technology in general (Koohang, 
1989). In fact, Busch (1995) concluded that “the most 
important predictor of computer attitudes is previous 
computer experience” (p. 154). Wegner, Holloway, and 
Garton (1999) find that students who perceive that the 
Internet-based course is information-rich and adequate 
to the instructional task at hand make greater use of the 
learning environment. And since students who access 
the Internet-based course more frequently may make 
greater use of the learning environment, their attitudes 
toward the online course may differ from those who 
access the course less frequently. Therefore, frequency 
of accessing the web-based course was included in the 
study as a possible predictor. Consequently, an in-depth 
investigation of these predictors may affect the 
effectiveness of online instruction, and the results of 
such investigation can form a basis on which education 
policy-makers can advise.  
Statement of the Problem: As mentioned earlier, the 
rapid increase in the number of students, coupled with a 
decreased government funding, has created a 
challenging problem for educational institutions around 
the world, including Jordan. In an attempt to solve this 
problem, these institutions started to explore new ways 
for the delivery of instruction.  
According to Rosenberg (2000), web-based instruction 
has the potential of allowing students to access up-to-
date information anywhere anytime, promoting active 
and independent learning, and supporting 
communication between experts and novices. Besides, 
an estimated 80% of the cost of facilities, faculty and 
administrators could be eliminated by offering web-

based courses (Leonard, 1997). Therefore, many 
educational institutions, including the Hashemite 
University, have already initiated the process of 
integrating web-based instruction into its settings. 
However, in order for this process to be successful, a 
continuing body of research that analyzes the different 
aspects of this new form of instruction has to exist. This 
study sheds light on the aspect of learners' attitudes 
toward web-based instruction. More specifically, the 
study attempts to determine the extent to which age, 
gender, prior experience with the Internet, and 
frequency of accessing the web-based course could 
predict learners’ attitudes toward web-based instruction.   
Objectives of the Study: The main objective of the 
study was to determine the extent to which age, gender, 
prior experience with the Internet, and frequency of 
accessing the web-based course could predict learners' 
attitudes toward web-based instruction. 
Importance of the Study: This study came to test four 
possible factors that can be helpful in predicting 
learners' attitudes toward web-based instruction. The 
results of the study contribute substantially, we believe, 
to integrating web-based instruction into the settings of 
educational institutions in Jordan. More specifically, 
administrators and decision-makers will find this study 
of a value in determining some factors that can affect 
the attitudes of learners participating in web-based 
instruction toward this newly implemented form of 
instruction in Jordan. 
In addition, the information provided by this study may 
encourage students and faculty members who have not 
experienced web-based instruction to participate in web-
based courses. 
Delimitations and Limitations: The delimitations and 
limitations of this study included the following: 
1. The target population of the study was limited to 

students enrolled in the "Accounting Principles (1)" 
course offered by the Department of Accounting at 
the Hashemite University in the first semester of 
the academic year 2003-2004. 

2. This study was delimited to the use of a survey 
instrument as the primary method of gathering data. 

3. The design of this study was survey research.   
Definition of Terms 
The following defined terms are required for the 
purpose of this study: 
Attitude: is a learned predisposition to respond in a 
consistent manner to a given object or situation 
(Fishbein and Ajzen, 1975). 
Web-based instruction: is a method of providing a 
learning environment that is mediated and supported by 
the attributes and resources of the Internet. It is an 
increasingly popular method for delivering university 
courses (Brooks, Nolan, and Gallagher, 2001). 
Literature Review: E-learning literature mainly 
concentrates on the benefits of using online instruction, 
and many previous studies addressed e-learning 
outcomes along with student satisfaction perceptions 
using instructors’ self-report surveys (Arbaugh and 
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Duray, 2002).  Studies have also used instructor surveys 
to generate findings on online learning methods 
(Perreault, Waldman, Alexander, and Zhao, 2002; 
Vrasidas, 2002; Lynch and Murranka, 2002; Drago, 
Peltier, and Sorensen, 2002).  For example, McDonald 
(2002) emphasized that there are many benefits to using 
online distance learning environments: online education 
is available "anyplace, anytime” for global communities 
of learners based on shared interests. She claimed that 
"online education with its group-based instruction and 
Computer Mediated Communication (CMC) provides 
an opportunity for new development and understanding 
in teaching and learning” (p.11). McDonald also 
concluded that CMC encourages collaborative learning 
by not providing cues regarding appearance, race, 
gender, education, or social status bestowing a sort of 
anonymity to participants.  
A study conducted by Devlin and James (2003) in 
Australia concluded that the impact of multimedia and 
educational technology could provide some indication 
of improved student learning. Investigating the impact 
of randomly generated open access tests, Thelwell 
(2000) found evidence of improved student motivation 
and modified student study behavior through increased 
revision.  
In view of the previously-mentioned studies, we can 
conclude that the use of online instruction has many 
promising benefits for education. However, we may 
wonder whether achieving such benefits is in someway 
linked with students’ demographic variables (e.g. age, 
gender, etc.) or experiences with the Internet. 
Many studies investigated the relationship between 
students’ attitudes toward using online instruction and 
some demographic variables like age, gender, number 
of times logged into web-based courses and users’ 
experience in using the Internet. Age and gender 
differences have been reported in the literature as 
affecting perceptions in general (Hackett, Mirvis, and 
Sales, 1991). Consequently, gender was included as a 
matter of understanding if differences of perceptions 
toward using online instruction occurred between male 
and female respondents. Experience with the Internet 
was included because research has documented the 
relationship between experience and user acceptance of 
technology in general. The more experience a user has 
with technology the more he or she tends to accept it 
(Koohang, 1989). Therefore, user’s acceptance may in 
turn promote learning. The number of times logged into 
web-based courses is also expected to affect user’s 
acceptance of technology (Yang and Chai, 2000). 
Jiang and Shrader (2001) conducted an exploratory 
study to investigate several factors that might contribute 
to students’ academic achievement and satisfaction with 
an online environment provided by Western Governors 
University. These factors are pre-assessment results, 
interaction with the mentor, number of online courses 
taken and demographic profile (e.g., age, gender, 
current position, etc.). Participants in this study were 
120 students enrolled in a Master’s program. They 

learned via direct interaction with online course 
materials and with the mentor using e-mail, listservs and 
threaded discussions. The researchers developed a 
questionnaire to reveal students’ perceptions of the 
program and used the results of pre-assessment and raw 
count of students’ messages. Using correlation analysis 
and multiple regression analysis, the researchers found 
that students’ overall satisfaction was high, with a mean 
score of 3.18 on the four-point rating scale. They felt 
most satisfied with the flexibility of time and place 
provided by the online course. They also found that the 
demographic variables did not bear any significant 
relationship with satisfaction and academic progress. 
Another interesting result of Jiang and Shrader's study 
was that the more the students communicated with the 
web-based course, the more motivated they were and 
the more academic help they obtained from their web-
based course. Consequently, these students progressed 
faster and were more satisfied with online learning.  
Similar results were found by a study conducted by 
Koohang and Durante in 2003. Their study tested 
learners’ perceptions toward Web-based distance 
learning and gave attention to the variables of age, 
gender, and experience with the Internet to find whether 
these variables are significant factors in learners’ 
perceptions toward Web-based learning. They found 
that age and gender were not significant factors, but 
there was a significant difference among the levels of 
learners’ experience with the Internet and their 
perceptions toward the Web-based learning activities.  
Emphasizing the same results he and his partner found 
before, Koohang (2004) conducted another study that 
investigated users’ perceptions toward e-learning. In 
addition to the variables of age, gender and prior 
experience with the Internet, his study gave attention to 
the amount of time the e-learner spent on the e-learning 
courseware to do his/her assignments. Although the 
study found no significant difference for age and 
gender, it indicated that learners' prior experience with 
the Internet and the amount of time learners spent on e-
learning activities were significant factors. In other 
words, Koohang's study showed that students with more 
prior experience with the Internet had significantly 
higher positive perceptions toward e-learning. Likewise, 
students who spent more time on e-learning to complete 
their assignments indicated significantly higher positive 
perceptions toward the e-learning usability.  
As for the frequency of accessing the web-based course, 
it is found that students with better attendance (number 
of times logged into the site) and reading depth (number 
of time browsing the material) in courses had better 
achievement (Lin and Chen, 2000). However, the study 
of Yang and Chai (2000) showed no obvious effect on 
achievement from students' learning activities such as 
times of log in or participation in discussions. Instead, 
the study showed that the only noticeable effect of these 
learning activities was on whether students felt e-
learning was helpful. 
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In summary, we can say that the use of web-based 
instruction has many promising benefits for education. 
Analyzing and understanding learners' attitudes toward 
web-based instruction is helpful in the proper 
implementation and design of web-based courses. In the 
literature, it has been shown that it is of an importance 
to identify factors that influence learners' success in 
web-based instruction. Studies have examined a number 
of these factors, like prior experience with the Internet, 
interaction with mentor, number of online courses 
taken, frequency of accessing the web-based course, and 
several demographic variables. However, there is a 
great need to test some of these factors in the Jordanian 
environment for web-based instruction. Therefore, this 
study came to test four possible factors that can be 
helpful in predicting learners' attitudes toward web-
based instruction. We believe that the results of the 
study will contribute substantially to integrating web-
based instruction into the settings of educational 
institutions in Jordan.  
Methodology 
The Web-based Course 
The web-based course that was the concern of this study 
was the Accounting Principles (1) course offered by the 
Department of Accounting at the Hashemite University 
in the first semester of the academic year 2003-2004. 
The Hashemite University is considered one of 
Jordanian’s largest providers of higher-level education. 
Until the end of the Academic year 2002-2003, it is the 
only public university accredited for online teaching by 
the Ministry of Higher Education and Research in 
Jordan. Many other universities are moving toward 
getting such a credit. Although it's newly established, 
the Hashemite University was the first university in 
Jordan that started the process of planning and 
integrating e-learning into its courses.  
All six sections of the Accounting principles (1) course 
were taught in a flexible (mixed) mode by two 
instructors who completed a workshop on developing 
web-based courses during the summer of the year 2003. 
The two instructors worked together on developing a 
web-based version of the Accounting Principles (1) 
course using Blackboard Learning and Community 
Portal SystemTM, an authoring environment, which 
utilizes asynchronous (Bulletin, e-mail) and 
synchronous (Chat) communication tools.  
Face-to-face lectures of three class hours per week were 
supplemented by a variety of web-based materials 
including an extensive collection of interactive, 
collaborative practice materials, an extensive set of 
PowerPoint slides available as a supplement to the 
textbook, and extensive files of repeatable practice 
quizzes. Online communication was set up to support 
the assessments: These consisted of a portfolio, which 
followed the development process of the web-based 
materials and led to the web-based course as a final 
product. As part of the development cycle, students 
were asked to get feedback from fellow students or 
external sources by using e-mail and chat rooms. The 

chat rooms were also available for other forms of 
discussion e.g. for advice and help.  
The Instrument: The main goal of this study was to 
test four possible predictors of learners' attitudes toward 
web-based instruction. To achieve this goal, an 
instrument was designed to collect information about 
the four possible predictors (age, gender, prior 
experience in using the Internet, and frequency of 
accessing the web-based course) and the predicted or 
dependent variable (learners' attitudes toward web-
based instruction). 
Section one of the instrument was designed to gather 
information regarding gender, age, prior experience 
with the Internet, and frequency of accessing the web-
based course. See Table 1. 
Table 1: Section (1) of the Instrument 
  
SECTION (1): 
Please respond to the following items by circling the appropriate 
number 
1. Gender?  
 (1) Male (2) Female 
2. Age?  
 (1) Less than 20 years (2) From 20 to 22 years 
 (3) From 23 to 25 years (4) Greater than 25 years 
3. Prior experience with the Internet?  
 (1) From 1 to 2 years (2) From 3 to 5 years (3) Over 5 

years 
4. Frequency of accessing the Web-based course?  
 (1) Never (2) Seldom  (3) Once a week 
 (4) Once every two days (5) Once a day  (6) More than once a day 
  

Section two, the attitudes scale, was built to measure 
learners' attitudes toward web-based instruction in light 
of their experience with the web-based course. Students 
were asked to rate their agreement with eleven items on 
a Likert-type scale ranging from 1 (strongly disagree) to 
5 (strongly agree). The statements for the items were 
worded positively so that a higher score indicates more 
favorable attitudes toward web-based instruction. A list 
of these items is shown in Table 2. 
Table 2: Section (2) of the Instrument 
  
SECTION (2): The Attitudes Scale 
Using the following scale, please indicate your agreement with each 
of the items that follow by circling the number that best indicate your 
attitude toward web-based instruction. 
Scale: 
5=Strongly Agree, 4=Agree, 3=Not Sure, 2=Disagree, 1=Strongly 
Disagree 
1. Encourages me to learn more 5 4 3    2    1 
2. Improves my discussion skills. 5 4 3    2    1 
3. Makes me feel more involved in the 

class. 
5 4 3    2    1 

4. Makes me realize the importance of 
the studying materials. 

5 4 3    2    1 

5. Encourages me to take courses taught 
in a similar way.  

5 4 3    2    1 

6. Makes me feel more prepared for the 
examinations. 

5 4 3    2    1 

7. Stimulates my interest in what I 
learn. 

5 4 3    2    1 

8. Encourages me to ask more 
questions. 

5 4 3    2    1 

9. Provides me with a new positive 
learning experience. 

5 4 3    2    1 

10. Enhances my ability to understand 
& evaluate viewpoints. 

5 4 3    2    1 

11. Makes me feel more responsible for 
studying. 

5 4 3   2    1 
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The instrument underwent two phases of validity 
verification. The first phase involved sending all survey 
items to a panel of four instructional technologists from 
four Jordanian universities to rate each item for clarity 
and usefulness in measuring learners' attitudes toward 
web-based instruction. Members of the panel were 
asked to make appropriate changes to the survey items. 
After making necessary changes, the survey was ready 
for the second phase of validity verification.  Three 
weeks prior to the end of the first semester of the 
academic year 2003-2004, the second phase began by 
administering the survey to a randomly selected sample 
of 25 students who were enrolled in the "Accounting 
Principles (1)" web-based course. These students, who 
were later excluded from the sample of the study, were 
asked to rate the survey items for clarity of expression. 
Based on students' responses and comments, a final 
version of the survey was prepared. 
Two weeks prior to the end of the first semester of the 
academic year 2003-2004, the internal consistency of 
the instrument was determined using 40 subjects (21 
males and 19 females) who were taking the "Accounting 
Principles (1)" web-based course. The sample used to 
determine the internal consistency was independent of 
the sample of respondents used in the study itself. The 
calculated coefficient alpha reliability for the attitudes 
scale was .87, which suggests that this instrument is 
suitable to measure learners’ attitudes toward the web-
based course. 
Subjects and Procedure: The population of this study 
consisted of all the undergraduate students who enrolled 
in the web-based course "Accounting Principles (1)" 
during the first semester of the academic year 2003-
2004. The sample of the study was the whole 
population, which was 510 students. Among these, 65 
students were excluded because they were used in 
establishing the validity and reliability for the 
instrument, and another 5 students were excluded 
because their responses were not consistent. A 
description of the rest of the students (440) regarding 
gender, age, prior experience with the Internet, and 
frequency of accessing the web-based course is 
presented in table 3. 
Of the 440 students who participated in the study, 225 
were males (51.1 percent of total sample) and 215 (48.9 
percent of total sample) were females. Initially, students' 
ages varied in four categories: 319 students (72.5 
percent) who were less than 20; 111 students (25.2 
percent) who were between the ages of 20-22; 8 
students (1.8 percent) who were between the ages of 23-
25; and only 2 students (0.5 percent) who were over 25. 
To get more stable results, the last three categories of 
age have been merged into one category that contained 
121 students (27.5 percent) who were 20 years of age 
and older. Students' prior experience with the Internet 
varied in three categories: 256 students (58.2 percent) 
with 1-2 years of experience; 127 students (28.9 
percent) with 3-5 years of experience; and 57 students 
(13 percent) with over 5 years of experience. Finally, 

students' frequency of accessing the web-based course 
varied in six categories: 1 student (0.2 percent) who 
never accessed the web-based course; 31 students (7.1 
percent) who were rarely accessing the course; 82 
students (18.6 percent) who were accessing the course 
once a week; 186 students (42.3 percent) who were 
accessing the course once every two days; 121 students 
(27.5 percent) who were accessing the course once a 
day; and 19 students (4.3 percent) who were accessing 
the course more than once a day. Similar to what we did 
to the age categories, the first two categories of 
frequency of accessing the web-based course ("Never" 
and "Seldom") have been merged into one category that 
included 32 students (7.3 percent) who rarely or never 
accessed the web-based course, see Table 3. 
Table 3: Frequency and Percentage of Students by 
Levels of Independent Variables (Possible Predictors)  
Independent 
Variable (IV) 

Levels of IV N Percentage 

Gender    
 Male 225 51.1 
 Female 215 48.9 
 Total 440 100 
Age    
 Less than 20 

years 
319 72.5 

 20 years and 
above 

121 27.5 

 Total 440 100 
Prior Experience with the Internet 
 From 1 to 2 

years 
256 58.2 

 From 3 to 5 
years 

127 28.9 

 Over 5 years 57 13.0 
 Total 440 100 
Frequency of Accessing the Web-based Course 
 Seldom or 

Never 
32 7.3 

 Once a week 82 18.6 
 Once every two 

days 
186 42.3 

 Once a day 121 27.5 
 More than once 

a day 
19 4.3 

 Total 440 100 
To gather information regarding the predicted variable 
and its possible predictors, the previously-mentioned 
instrument was handed to students during the last week 
of the semester.  
Research Question: The central problem was the 
prediction of learners’ attitudes toward web-based 
instruction. A distinguished feature of this study was the 
combining of multiple variables as possible predictors 
of learners’ attitudes toward web-based instruction. The 
research question for this study was the following: 
Can age, gender, prior experience with the Internet, and 
frequency of accessing the web-based course predict 
learners’ attitudes toward web-based instruction? 
Data Analysis: For the purpose of predicting learners' 
attitudes toward web-based instruction from the four 
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possible predictors (age, gender, prior experience with 
the Internet, and frequency of accessing the web-based 
course), multiple regression analysis was used to 
analyze the data using the stepwise approach. The 
stepwise approach was utilized to determine what 
proportion of the learners' attitudes variance was 
accounted for by the significant predictor(s). 
Descriptive analyses were also used to provide 
information regarding means and standard deviations of 
different variables. The SPSS statistical package was 
utilized to compute all statistics reported in the 
following section.  
Results and Discussion 
Descriptive Analysis: Table 4 shows the descriptive 
analysis for the eleven items of the attitudes scale. As 
mentioned before, these items measure the predicted 
(dependent) variable, learners' attitudes toward web-
based instruction. The data shown in table 4 revealed an 
overall mean score of 4.02; indicating high learners' 
attitudes toward web-based instruction.   

Table 4: Means and Standard Deviations for Items of 
the Attitudes Scale 
 N Mean     SD    
Item #1 Encourages me to 
learn more 

440 4.09 1.175 

Item #2 Improves my 
discussion skills 

440  4.09 1.175 

Item #3 Makes me feel more 
involved with the class 

440 4.38 1.124 

Item #4 Makes me realize the 
importance of the studying 
materials 

440 3.75 1.161 

Item #5 Encourages me to 
take courses taught in a 
similar way            

440 3.99 1.138 

Item #6 Makes me feel more 
prepared for the examinations 

440 3.47 1.213 

Item #7 Stimulates my 
interest in what I learn 

440 3.58 1.397 

Item #8 Encourages me to 
ask more questions 

440 4.16 1.267 

Item #9 Provides me with a 
new positive learning 
experience 

440 4.59 1.095 

Item #10 Enhances my ability 
to understand & evaluate 
viewpoints 

440 3.87 1.153 

Item #11 Makes me feel 
more responsible for studying 

440 4.21 1.104 

Average                                      440         4.02        1.062 
 As shown in Table 4, items 1, 2, 3, 8, 9 and 11 were 
perceived by students as the most advantageous items 
for using web-based instruction. Based on the same 
table, it is interesting to notice that all items have mean 
points above 3.47, which gives a positive indicator 
about learners' satisfaction with web-based instruction. 
Table 5 displays the means and standard deviations of 
learners' attitudes at different levels of the independent 
variables. Based on the table, males and females tend to 
have the same level of attitudes toward web-based 
instruction.  
The two categories of age seem to have close levels of 
attitudes toward web-based instruction. Regarding prior 

experience with the Internet, we can notice that as we 
move from a category with less experience to a category 
with higher experience, attitudes toward web-based 
instruction tend to increase accordingly. The same can 
be said about the categories of the frequency of 
accessing the web-based course variable. 
Table 5: Means and Standard Deviations of Learners' 
Attitudes by Levels of Independent Variables (Possible 
Predictors)  
Independent Variable 
(IV) 

Levels of IV N Mean SD 

Gender     
 Male 225 4.02 1.054 
 Female 215 4.01 1.071 
 Total 440 4.02 1.062 
Age     
 Less than 20 

years 
319 4.03 1.063 

 20 years and 
above 

121 3.99 1.061 

 Total 440 4.02 1.062 
Prior Experience with the Internet 
 From 1 to 2 

years 
256 3.93 1.059 

 From 3 to 5 
years 

127 4.07 1.065 

 Over 5 years 57 4.31 1.072 
 Total 440 4.02 1.062 
Frequency of Accessing the Web-based Course 
 Seldom or 

Never 
32 3.11 1.061 

 Once a week 82 3.77 1.075 
 Once every 

two days 
186 4.13 1.056 

 Once a day 121 4.23 1.062 
 More than 

once a day 
19 4.33 1.072 

 Total 440 4.02 1.062 
Correlation Analysis: Correlation coefficients were 
computed among the five variables used in the study. 
Using Bonferroni approach to control for Type I error 
across the 10 correlations, a p-value of less than .005 
(.05/10=.005) was required for significance. The results 
of the correlational analyses are presented in table 6. 
The first row lists the correlation coefficients between 
the possible predictors and the predicted (dependent) 
variable, learners' attitudes toward web-based 
instruction. It is interesting to note that the correlations 
between each of gender, and age, and the predicted 
variable are negative, relatively small, and statistically 
not significant. However, the correlations between the 
other two predictors (prior experience with the Internet 
and frequency of accessing the web-based course) and 
the predicted variable are positive, relatively close to 
medium, and statistically significant. In fact, the 
strongest correlation existed between frequency of 
accessing the web-based course and the predicted 
variable (r=.279). The second strongest correlation was 
between the predicted variable and prior experience 
with the Internet (r=.223). Among the predicted 
variables, the table reveals a positive, close to medium, 
and statistically significant correlation, r(438)=.214, 
p<.001, between gender and prior experience with the 
Internet. The correlation between prior experience with 
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the Internet and frequency of accessing the web-based 
course is not significant, r(438)=.108, p=.063. Similarly, 
the rest of the correlations among predictors have 
proved to be non-significant. 

Table 6: Correlations among the Five Variables Used in 
the Study 
Variables 1 2 3 4 5 
1. Learners' Attitudes 

toward Web-based 
Instruction 

1.000 -.006 -.055 .223* .279* 

2. Gender  1.000 .139 .214* .074 
3. Age   1.000 .059 -.084 
4. Prior Experience with 

the Internet  
   1.000 .108 

5. Frequency of Accessing 
the Web-based Course 

    1.000 

* p<.005  
Multiple Regression Analysis—Stepwise Approach 
Table 7 shows the results of the stepwise regression 
analysis using four variables as predictors. Step one of 
the analysis revealed that prior experience with the 
Internet is a significant predictor of learners' attitudes 
toward web-based instruction, R2=.05, adjusted 
R2=.048, F(1,438)=23.01, p<.001. This result is 
supported by the close to moderate correlation between 
the two variables (r=.223). Approximately 5% of the 
variance of the learners' attitudes variable was 
accounted for by its linear relationship with learners' 
prior experience with the Internet. 
Step two of the stepwise regression analysis indicated 
that the frequency of accessing the web-based course 
variable did add significantly to the prediction of 
learners' attitudes toward web-based instruction R2 
change=.066, F(1,437)=32.359, p<.001.  

Table 7: Results of Stepwise Regression Analysis 
Using Four Variables as Predictors 

Step Variable R R 
Square 

Adjusted 
R Square 

R 
Square 
Change 

F 
Change 

Sig. F 
Change 

1 Prior 
Experience 

.223 .050 .048 .050 23.011 .001 

2 Prior 
Experience 
& 
Frequency 
of Access 

.340 .115 .111 .066 32.359 .001 

        

Variable  Weight (B) T P-value 
(intercept) 2.85 30.62 0.001  
Prior Experience 0.06 2.83 0.001  
Frequency of Access 0.21 14.03 0.001  
The same step also showed that the linear combination 
of the two variables (prior experience with the Internet 
and frequency of accessing the web-based course) was 
significantly related to the learners' attitudes variable, 
R2=.115, adjusted R2=.111, F(2,437)=28.509, p<.001. 
This means that almost 11% of the variance of the 
learners' attitudes variable was accounted for by its 
linear relationship with both learners' prior experience 
with the Internet and their frequency of accessing the 
web-based course. And since the correlation between 
prior experience with the Internet and frequency of 
accessing the web-based course is not significant, 
r(438)=.108, p=.063, the frequency of accessing the 

web-based course variable accounts for almost 6% 
(11%-5%) of the variance of the learners' attitudes 
variable.  
As explained above, the previous stepwise multiple 
regression procedure resulted in a mathematical model 
that explained 11% of the variance of learners' attitudes 
toward web-based instruction. The prediction equation 
for this model is as follows: 

Attitudes =  2.85 + 0.06 (Prior Experience) + 0.21 
(Frequency of Access) 

Note that the relationship between attitudes and prior 
experience runs in a positive direction, meaning that 
learners with more prior experience with the Internet are 
more likely to have higher attitudes toward web-based 
instruction. In this study, students with over 5 years of 
experience with the Internet, although constituting 13% 
of the sample, had the highest level of attitudes toward 
web-based instruction. A similar relationship exists 
between attitudes and frequency of access. Learners 
who access the web-based course more frequently are 
more likely to have higher attitudes toward web-based 
instruction. In our study, students who reported that they 
were accessing the web-based course more than once a 
day had the highest level of attitudes toward web-based 
instruction. The lowest level of attitudes existed among 
students who never accessed the web-based course. 
In summary, the above equation suggests that from 
learners' perception, promoting web-based instruction 
can be achieved through: 
1. Increasing learners' prior experience with the Internet. 

This can be done by having students take prerequisite 
introductory courses that focus on Internet basic 
skills, like navigating the Internet, searching the 
Internet for specific information, using email to 
exchange information, downloading information from 
the Internet, and designing web pages. Although this 
study did not examine the type of prior experience 
with the Internet, we believe that it is worthy of 
investigation and is recommended for future study. 

2. Increasing learners' frequency of accessing the web-
based course. This can be done by increasing students' 
interaction with the web-based course through, for 
example, online discussion-boards, online quizzes and 
tests, online assignments, email and messages, online 
announcements, online projects, and others.    

Conclusion: As more and more institutions of higher 
education plan to integrate web-based instruction into 
their settings, it is imperative to understand and predict 
learners' attitudes toward this new form of learning. By 
being able to predict learners' attitudes, instructors and 
decision-makers can improve and enhance students' 
learning experience. 
The purpose of this study was to determine the extent to 
which age, gender, prior experience with the Internet, 
and frequency of accessing the web-based course could 
predict learners’ attitudes toward web-based instruction.  
The findings of this study revealed that age and gender 
have no significant relationships with students’ attitudes 
toward web-based instruction. In this regard, the study 
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goes in line with the findings of other studies (Jiang & 
Shrader, 2001; Koohand & Durante, 2003; Koohang, 
2004).  
Emphasizing the results of the work done by Koohang 
(2004), this study showed that learners' prior experience 
with the Internet and their frequency of accessing the 
web-based course may act as predictors of their attitudes 
toward web-based instruction. More precisely, the study 
showed that approximately 11% of the variance of 
learners' attitudes was accounted for by its linear 
relationship with both learners' prior experience with the 
Internet and their frequency of accessing the web-based 
course. 
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Abstract: The purpose of this study is to investigate the 
effect of computer games as an instructional tool on 
third grade students’ acquisition of higher order 
thinking skills.  Three instructional computer games that 
cover the content of three lessons in Arabic, 
Mathematics and Science textbooks were used.  Thirty-
two students served as the experimental group and were 
taught via computer games, and 31 students served as 
the control group and were taught the same content 
without using computer games.  Subjects were all 
chosen from a public school in Irbid in the northern 
part of Jordan. The target higher order thinking skills 
were analysis, synthesis, and evaluation, assessed by an 
achievement test designed for this purpose. The results 
of the study revealed significant differences among 
students in the acquisition of the three levels of higher 
order thinking skills in favor of the experimental group, 
indicating a significant effect of computer games on 
acquiring higher order thinking skills. (keywords: 
Computer assisted instruction, computer games, 
thinking skills). 
 

 
أثر استخدام ألعاب الحاسوب كونها وسيلة تعليمية في اكتساب طلبة 

  الصف الثالث الأساسي لمهارات التفكير العليا
  

  .كلية التربية، جامعة اليرموك، اربد، الأردن، العبادي حامد
  

هــدفت هــذه الدراســة إلـى الكــشف عــن أثــر العـاب الحاســوب كونهــا وســيلة   : ملخـص 
ــة الــصف    ــة فــي اكتــساب طلب ــم     تعليمي ــا،  وت ــات التفكيــر العلي  الثالــث الأساســي لعملي

اســتخدام ثــلاث العــاب تعليميــة تغطــي محتــوى ثلاثــة دروس مــن كتــب اللغــة العربيــة     
 32وقــد تكونــت عينــة الدراســة مــن   . والرياضــيات والعلــوم للــصف الثالــث الأساســي  

ونهـا  طالباً مثلوا العينة التجريبية التي درست المحتوى باستخدام العـاب الحاسـوب ك     
 طالبـا درسـوا المحتـوى نفـسه باسـتخدام الوسـائل الاعتياديـة،               31وسيلة تعليمية، و  

وقــد تــم اختيــار أفــراد الدراســة جمــيعهم مــن إحــدى المــدارس الحكوميــة فــي مدينــة    
ــي الأردن  ــد فـ ــل والتركيـــب       .إربـ ــارات التحليـ ــر العليـــا بمهـ ــارات التفكيـ وتحـــددت مهـ

حصيلي صـمم لهـذا الغـرض، وقـد أظهـرت       والتقويم، وتم تقييمها باستخدام اختبار ت     
ــة الدراســة فــي اكتــساب         ــة إحــصائياً بــين أفــراد عين نتــائج الدراســة وجــود فــروق دال
مهــارات التفكيــر العليــا وعلــى مــستويات التفكيــر الثلاثــة ولــصالح أفــراد المجموعــة          

التعلـــيم بالحاســـوب، ألعـــاب الحاســـوب، مهـــارات : الكلمـــات المفتاحيـــة (.التجريبيـــة
  ).التفكير

  
Playing games is one of the most common activities 
used in elementary schools.  They play an important 
role in the psychological, social and intellectual 
development of children.  Playing is a voluntary activity 
that is intrinsically motivating. Therefore, teachers use it 
as one technique that increases activity and makes 
learning a pleasant experience, affording joy, fun and 
humor (Rieber, 1996). Indubitably, these attributes 
closely match those of modern educational theories 
(Behavioral theory and Cognitive theory) where 
learning should be a self-motivating and rewarding 
activity. 
Because of the development in utilizing computers in all 
aspects of life, the nature of games children play has 
changed dramatically.  Playing games has switched 
from traditional instructional practices to a technology-
based learning environment. This transition has 
attracted a great deal of interest especially after the 
widespread of computers (Bright & Harvey, 1984).  
Computers have spread through schools, homes and  
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society.  They have taken over children’s minds and the 
way they view the world.  Studies revealed that the most 
popular home activity preschool children enjoy is 
playing computer games (Mumtaz, 2001).  It has been 
argued that the computer age has replaced book-based 
learning and a recent survey found that 15-year-old boys 
spent less than two hours a week reading books for 
pleasure, compared with 11 hours a week watching 
television and nine hours playing computer games 
(Kerawalla & Crook, 2002). 
Studies all over the world confirm that games are the 
most common application of computers especially 
among children. A study in the UK carried out by 
Livingstone and Bovill (1999) examined computer use 
both at home and at school for children aged 6-17 years 
and found out that most home computer activity (77%) 
centers on games.  Worldwide, another piece of research 
conducted by Setzer & Duckett (1994) revealed that 
over 10.5 Billion US Dollars were spent worldwide on 
electronic games for home use in 1993. 
Because of the popularity of electronic games, educators 
began considering their applications to classrooms. 
Educators discovered that electronic games can fit into 
the educational environment in a variety of ways, 
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ranging from creating total-learning systems to serving 
as components in more traditional learning environment 
(Al Mubireek, 2003). 
Many people consider games just as a means of 
entertainment and not as part of the educational 
software, thus having little connection with the schools’ 
agendas.  Some researchers went on to say that the 
prolonged and excessive use of electronic games 
contribute to an obsessive, addictive behavior, 
dehumanization of the player, desensitizing of feelings, 
health problems and development of anti-social 
behavior as well as other disorders (Setzer & Duckett, 
1994). Most researchers, however, confirm that the 
advantages of computer games overweight their 
disadvantages.  According to Tzeng (1999), children 
may obtain many benefits when playing games.  Games 
typically elicit complete mental involvement from 
participants, have concrete goals and rules that help 
focus attention and direct action, require a high degree 
of player interaction, provide immediate feedback, 
incorporate variable levels of challenge to keep players 
involved as their skills increase, enhance recall and 
transfer of knowledge, and evoke mental imagery that 
facilitates the retention of educational materials 
embedded in the game (Quinn, 1997).  Klein and 
Frettag (1991) noted that the essential elements of 
computer games such as 3D sound, graphics, and story 
telling, provide a powerful sense of interactivity and 
control, while immersing the user with the information 
or content of the game. 
Researchers in technology-based learning environment 
have found that playing computer games contributes to 
the enhancement of thinking skills. Games could 
significantly facilitate children's cognitive processes 
such as making inferences and logical thinking skills. 
The researchers assert that incorporating games into an 
instructional design improves students` skills in 
practical reasoning, making inferences and engaging in 
inductive reasoning (Pillay, Brownlee, and Wills, 1999). 
Moreover, computer games enhance higher order 
thinking skills through the combination of visual and 
interactive learning experience that includes sounds, 
pleasant signs, applause, and other forms (Pogrow, 
1994; Arnas, 2002).  They often include problems that 
develop critical thinking defined as the analysis and 
evaluation of information in order to determine logical 
steps that lead to concrete conclusions (Doolittle, 1995). 
Visualisation, which is an important element of 
computer games, is a key cognitive strategy that plays 
an important role in discovery and problem solving 
(Betz, 1995-1996).  In addition, many of the problems 
presented in games require students to form mental 
representations and manipulations of objects or 
elements (Amory, Naicker, Uincent, and Adams, 1999).  
Studies of expert and novice computer games players 
(Pillay et al, 1999) suggest that in moving from a novice 
to an expert player, cognitive processes may be 
enhanced.  The studies revelead that expert players 
highly organised knowledge structures.  Since the 

recreational computer games players would need a 
highly organised knowledge structure in their internal 
representations, these would help them efficiently 
deploy knowledge and make meaningful inferences 
when confronted with situations.   These studies suggest 
that experts have efficient cuing and linking 
mechanisms in their knowledge stuctures.  Playing 
recreational computer games involves encoding explicit 
information presented in the game and consructing 
internal representation.  Initially, novice players would 
be reliant on surface features in their knowledge 
construction that, over time, would presumably become 
organized knowledge structures when prompted with 
certain games situations. 
It is undeniable that playing games requires skills 
children need in order to simultaneously and selectively 
attend to a number of different pieces of information 
displayed on the screen (Fromme, 2003).  Often this 
takes place under specific time constrains that restrict 
the extent of exploration one can afford (Amory, et al, 
1999).  In addition, when a student plays recreational 
games, it is necessary for him to use a mixture of his 
own idea and technical concepts in the simulation which 
makes him navigate through the given information and 
make connections between information from different 
scenes.  Such a process requires maintaining temporal 
information in memory as one moves between screens 
(Gokhale,2002).  
Playing computer games requires many skills such as 
processing information explicitly in graphics in addition 
to skills of processing complex mental representations 
such as those found in most problem-solving tasks.  
Studies conducted by Pillay, Brownlee, and Wills 
(1999) indicated that while playing computer games, 
players practiced complex cognitive processes such as 
interpreting explicit and implicit information, inductive 
reasoning, metacognitive analysis, and problem solving.  
All of these cognitive processes suggest that playing 
computer games can benefit the development of 
thinking skills  that could not necessarily be encouraged 
easily through other media.  The British 
Communications and Technology Agency 
(BECTA,2001) funded a pilot study in computer games 
in education.  One of the conclusions of the study was 
that students can receive immediate feedback on their 
actions and decisions as well as invite exploration and 
experimentation through games. 
The need to prepare students for the Information Age is 
a recurring theme in the Educational Reform 
Movement.  The arrival of the Information Age has 
made the acquisition of higher-order thinking skills 
among learners crucial, and developing these skills has 
become a national goal in many countries.  Many 
researchers (e.g, Pogrow, 1994; Scott, Cole, Engel, 
1992) argue that for students to be competitive in years 
to come, teachers need to be able to provide them with 
cognitive strategies that will enable them to think 
critically, make decisions, and solve problems.   
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Educators believe that knowledge of the basics is no 
longer sufficient in the ever-changing society; therefore, 
thinking skills have become at the top of their agendas.  
Harris (1999) states that generations of the information 
age must learn not only how to access information, but 
more importantly how to manage, analyze, critique, 
cross-reference, and transform it into usable knowledge.  
These high level skills of thinking are best acquired 
when learners construct knowledge rather than passively 
ingest information (Hopson, 1998) 
The above review of literature suggests that computer 
games can play an effective role in enhancing thinking 
skills if incorporated into the instructional practices.  
Not only can computer games enhance basic skills of 
thinking, but also they can enhance higher order levels 
of thinking, which this study examines. 
Through reviewing the literature, the researcher has not 
encountered any empirical study addressing this issue in 
the Jordanian setup in spite of the ongoing efforts that 
the Jordanian government has put to utilize computer in 
education and, in spite of the educational policies in 
Jordan that tend to make the development of higher 
order thinking skills among its main priorities. 
Higher-order thinking essentially means thinking that 
takes place in the higher-levels of the hierarchy of 
cognitive processing. Bloom’s Taxonomy is the most 
widely accepted hierarchical arrangement of this sort in 
education and it can be viewed as a continuum of 
thinking skills starting with knowledge-level thinking 
and moving eventually to an evaluation-level of 
thinking. 
Research Question: This study addressed the following 
research question: 
Does using computer games as an instuctional tool 
contribute to the development of higher order thinking 
skills among third grade students in Jordan? 
Significance of the study: This study will enrich the 
limited research on the use of computer in the 
elementary stage in general and the use of computer 
games in particular to enhance the development of the 
students’ higher order thinking skills. What makes this 
study more important is the popularity of computer 
games among children  and the high probability of 
utilizing them for the benefit of school-age children.  It 
will ultimately provide data that may be used to make 
the use of computers in the elementary school more 
effective.  The results of the study will also be useful for 
educators who are formulating technology plans in 
Jordan and in other Arab countries as well.  
Operational Definitions of Terms: In this study, key 
terms are defined as follows: 
Higher order thinking skills: They are the cognitive 
skills that allow student to answer questions that require 
him/her to function at the levels of Analysis, Synthesis, 
and Evaluation according to Bloom’s Taxonomy of the 
cognitive domain.  The questions were derived from the 
content of three lessons in the third grade’ textbooks of 
math, science, and Arabic language in Jordan. 

Analysis:  It is the ability of the third grade student to 
answer questions in math, science, and Arabic, and to 
break down a whole object or idea into its component 
parts. 
Synthesis:  It is the third grade students’ ability to 
answer questions in math, science, and Arabic language 
that require him/ her to combine component parts or 
ideas to create a whole or a solution.  
Evaluation: A third grade student’s ability to answer 
questions that require him/her to make quantitative and 
qualitative judgments in math, science, and Arabic. 
Instructional Computer Games:  Three instructional 
computer games were used in this study chosen from a 
group called "School of Digital Heroes".  The games 
were presented to students in Arabic and covered a 
content of three lessons in the Arabic Language, 
Mathematics, and science textbooks of the third grade in 
Jordan. 
Methods 
Subjects: A school was randomly chosen out of four 
schools in Irbid in north Jordan that have computer labs 
and more than one section of the third grade.  Two 
sections consisting of 63 students were randomly 
chosen from that school; one of the selected sections 
which consisted of 32 students was assigned to the 
experimental group, and the other section that consisted 
of 31 students was assigned to the control group. 
Materials: The following materials were used in the 
study:  
Instructional computer games: Twelve instructional 
games representing the Arabic language, mathematics, 
and science were selected.  All the games were given to 
a jury of six experts in the field of Elementary 
Education and Educational Psychology at the college of 
Education at Yarmouk University.  The experts were 
asked to choose three games, one in each subject, they 
thought they were the most appropriate for the sample 
of the study.  Most experts (80%) chose three 
instructional games from a group Called “School of 
Digital Heroes”; these games were part of an electronic 
textbook designed by an educational technology 
company in Jordan. 
The three games were designed in the Arabic language 
and were part of electronic textbooks of three subjects; 
namely the Arabic Language, Science, and 
Mathematics.   The textbooks were designed in a way so 
that most of their activities can be used as Instructional 
games.  Games in these textbooks were used as a tool to 
facilitate learning and make it more enjoyable.  This 
may enable students to play and learn simultaneously, 
as instructional games may help them learn through 
creating situations in which learning is associated with 
fun, excitement and suspense.  The games used are the 
following: 
A. Digital gate: This game represents the content of 

the math lesson (The multiplication).  The games 
used to encourage mathematical and strategic 
thinking.  At the beginning the student has to select 
a number from one to ten.  After selecting the 
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number, the student is given a math problem.  Each 
problem has three answers; only one of them is 
correct.  Every time the student chooses the correct 
answer, it will help the children in the game move a 
step toward the digital gate and players will get 
reinforcement in the form of music, cheering 
sounds, and clapping.  If a wrong answer is given, 
the digital gate shut down; going through the gate is 
forbidden, and the student has to start the game 
again. 

B. Digital monsters: this game covers the content of 
the science lesson (Space Invasion).  In this game 
the student is asked to help digital kids in their fight 
with monsters.  The student has to think of different 
ways to provide help.  Answering questions given 
to him about the content of the lesson is the most 
effective way to kill the monster.  Each time a 
student gives a correct answer, one of the monsters 
is killed.  The student is allowed to give the wrong 
answer three times, after that he starts the game 
from the lowest level.  After finishing the game the 
student gets reinforcement and saves the world 
from the monsters. 

C. Hunting Pokemons:  This game covers an Arabic 
lesson (Cooperation) from the Arabic Language 
textbook.  In this game, a player walks through a 
maze to reach and hunt a Pokemon at the end of the 
maze.  Player students have to think of ways to hunt 
Pokemons and all the ways require an 
understanding of the content of the lessons.  A 
student moves one step forward if he gives a correct 
answer.  If he gives a wrong answer, he has to start 
over the games and meets new questions.  When he 
answers all the questions, the student reaches the 
end of the maze and catches the Pokemon. 

Higher Order Thinking Skills Test: An achievement 
test was constructed to measure higher order thinking 
skills. The test that covered the content in the 
instuctional games was derived from science, Math, and 
Arabic textbooks.  From each subject a lesson was 
coverd.  The lessons were “cooperation” from the 
Arabic Language textbook, “multiplication” from the 
Math textbook, and “Space Invasion” from the science 
textbook The achievement test consisted of thirty-
multiple choice items, each item has three alternatives.  
Each correct answer was given one point, while the 
incorrect answer was given zero. The thirty items were 
distributed equally on the three levels of higher order 
thinking ( analysis, senthysis, and evaluation). 
In the first draft, the achievement test contained 45 
items; it was given to a jury of 12 experts in the field of 
Elementary Education and Educational Psychology.  
The experts were asked to determine to which level of 
thinking each item belongs and the appropriateness of 
each item to the cognitive level of the students.  After 
making the modifications and changes they requested, 
the researcher kept 30 items that constitute the final 
version of the test.  The items that were kept are the 
items that 80% of the experts agreed on.  Here is an 

example on each level of thinking from the three lessons 
which were translated from Arabic to English: 
Analysis level: 
- The similarity between the actual moon and the 

artificial moon is: 
A. Both of them are lighting. 
D. Both them rotate around the earth. 
E. No human beings live in both. 
Synthesis level: 
A family has four children all of them are in schools; 
each child needs 12 JDs each year to buy textbooks; 
how many JDs do children need to buy in three years? 
A. 84 
B. 96 
C. 144 
Evaluation Level: What would happen to the Arab 
countries if they united and became one state? 
A. Their problems would increase. 
B. They would become more powerful. 
C. They would become weak. 
To determine the test reliability, the researcher used 
Kudar Richardson 20 formula, which revealed a 
reliability coefficient of 0.72.  
Procedures: Two graduate students from the college of 
education at Yarmouk University helped the researcher 
in training the experimental group to gain the basic 
skills in using the computer, in particular the skills of 
using the mouse, which is the main skill students need 
to play computer games.  The subjects were trained for 
a week (an hour a day) working with Microsoft Paint 
and playing Solitaire.  The students in the experimental 
group were taught the three lessons by their teacher 
using instructional computer games in the computer lab, 
simultaneously with their peers in the control group, 
who studied the same content in their classroom using 
the traditional method of teaching which is the method 
of teaching that students used to.  Each lesson was 
taught in one day.  After studying the content, both 
groups took the post-test.  
Results and Discussion: To answer the research 
question, the researcher calculated the means and 
standard deviations of students’ performance on the 
higher order thinking skills test and presented them in 
Table (1) 
Table (1): Means and standard deviations of the 
subjects’ performance on the post test 

Groups 
Experimental Control Level of thinking 

Mean SD N Mean SD N 
Analysis 8.8125 .8206 32 7.9032 .7463 31 
Synthesis 8.6563 .7453 32 7.2903 .9379 31 
Evaluation 7.5000 .7184 32 6.8065 .7033 31 

Table (1) shows differences in the achievement 
between the control and the experimental groups. To 
determine the significance of these differences and since 
the study is qusi-experimental, multivariate analysis of 
co-variance (Mancova) was conducted and the results 
are represented in Table (2) 
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Table (2): Multivariate analysis of covariance 
(Mancova) of students’ performance on the posttest 

Effect Multi variate 
Test  Value F Hypothe-

sis df Error df Sig. Eta 
Squared

PANALYSI Wilks' Lambda 0.55 14.97 3 56 0.00 44.5% 

PSYNTHES Wilks' Lambda 0.74 6.67 3 56 0.00 26.3% 

PEVALUAT Wilks' Lambda 0.76 5.93 3 56 0.00 24.1% 

GROUP Hotelling's Trace 1.78 33.26 3 56 0.00 64.0% 

Table (2) shows that there is a significant difference 
between the two groups in their performance at different 
levels of higher order thinking skills.  To determine 
which levels of thinking, the difference Analysis of 
covariance was conducted.  The results are presented in 
Table (3). 
Table (3):Analysis of covariance (Ancova) for students’ 
performance on the three levels of thinking skills 

Effect Dependent 
Variable 

Type III Sum of 
Squares df Mean 

Square F Sig. Eta 
Squared

Pre-
ANALYSI ANALYSIS 14.566 1 14.566 45.385 0.000 43.9% 
Pre- 
SYNTHES SYNTHESIS 7.081 1 7.081 16.884 0.000 22.5% 
Pre-
EVALUAT EVALUATION 6.322 1 6.322 17.905 0.000 23.6% 

ANALYSIS 12.081 1 12.081 37.642 0.000 39.4% 
SYNTHESIS 30.333 1 30.333 72.325 0.000 55.5% 

GROUPS 

EVALUATION 7.457 1 7.457 21.119 0.000 26.7% 
ANALYSIS 18.614 58 0.321       
SYNTHESIS 24.325 58 0.419       

Error 

EVALUATION 20.478 58 0.353       
ANALYSIS 50.603 62         
SYNTHESIS 72.984 62         

Total 

EVALUATION 38.413 62         
Table (3) shows significant differences between the 
experimental group and the control group on all three 
levels of thinking skills, in favor of the experimental 
group (see Table 1). 
This result suggests that using computer games in the 
classroom can enhance the levels of thinking skills. The 
result can be attributed to many factors.  One of the 
main factors is the fact that playing games requires 
students to involve mentally in the game.  This 
involvement happened through manipulating objects 
and making inferences and decisions.  More than that, 
the game itself represents an interactive learning 
experience, and incorporating computer games in 
teaching practices can make learning more entertaining 
and more fun.  These results, also, support the ideas of 
Klein and Frettag (1991) who argued that the fantasy 
fulfillment elements of computer games allow players to 
become more excited and more adventurous and 
controlling their experience.  This kind of experience 
allows students make extra effort more than the effort 
they make in the traditional learning situation.  
Computer games can also provide students with more 
challenges that entertain and engage the mind 
differently than the ones provided in books and other 
traditional media.  The challenge may be how to solve 
puzzles or how to get the next level of a game. These 
activities required students to make an analysis and 
evaluation in order to determine logical steps.  
Incorporating computer games in the classroom 

instruction represents a new strategy of teaching, a 
strategy that is close to real and favorable life 
experience.  
In early grades of elementary schools most teachers tend 
to use the traditional methods of teaching.  This 
environment, where teachers dispense information, has 
greatly inhibited students` opportunities to think.  In 
addition, most curriculum in early grades focuses on 
memorizing information rather than analyzing, 
synthesizing, and evaluating information. This 
environment caused difficulty in solving problems that 
require higher order thinking skills among students.  All 
the activities that students get involved in will make 
students active learners and give them a chance to make 
decisions and take the responsibilities for these 
decisions. 
The rationale for using games is that they help create a 
classroom atmosphere in which students at various 
levels of ability can collaborate in order to promote 
interest, motivation, enhancement of critical thinking 
and decision-making skills, and retention of information 
(BECTA, 2001).  Computer games give enough 
freedom to students to search, discover, and learn to use 
self-activity (Alfaqih, 1995) 
There are many elements in computer games that can 
make games an effective teaching strategy and enhance 
thinking skills.  One of the main elements that helped 
the experimental group to perform higher than the 
control group is the adequate pay off they received 
when they accomplished a difficult task successfully.  
The rewards that students got came in different forms 
like sounds, pleasant signs, applause, and other forms.  
This element, as mentioned by Aranas (2002), can make 
learning experience have a tremendous effect on 
students` performance and improve their higher order 
thinking skills.  Besides, incorporating computer games 
into teaching practices can make learning experience 
more interactive, provide higher levels of activity, and 
provide visual and audio themes and effects.  Amory, 
Naicker, Vincent, and Adams (1999) suggested that a 
combination of these elements could make classroom 
learning exciting and fun. 
Conclusion and recommendations: The results of the 
study revealed that using computer games as an 
instructional tool can contribute significantly to the 
enhancement of all levels of higher order thinking skills: 
analysis, synthesis, and evaluation.  The results 
indicated that when students enjoy and love what they 
are doing, both their focus and attention to their tasks 
will increases, which eventually affects their thinking 
skills positively.  
Since elementary schools in Jordan are highly equipped 
with computers, teachers are recommended to take 
advantage of this instructional tool to make their 
methods of teaching more effective.  The focus of 
utilizing computers in Jordan is still limited to help 
students in acquiring basic computer skills.  The need 
for teachers to be well-trained in incorporating 
computer games in their instructional practices seems to 
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be important in order to have them contribute to 
achieving the national goal in Jordan, namely preparing 
a new generation with high levels of thinking skills.  
The results of the study should encourage education 
decision makers in Jordan to put forward national plans 
to train teachers to be highly qualified in utilizing 
computers in all aspects of students’ learning and 
integrate computer games into all subjects. 
Since the relevant research indicated that using 
instructional games is the most effective strategy in 
elementary schools and the results of the present study 
support this idea, teachers in elementary classrooms are 
advised to activate this strategy and use computers 
effectively in designing and representing these games.  
Finally, since the Arabic literature lacks the research in 
computer games and its utilization in all aspects of the 
children’s development, the researcher recommends 
conducting other studies examining using computer 
games in developing other skills among learners and in 
teaching different subjects in different levels. 
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Abstract: The purpose of this study was to investigate the 
effect of using Arabic in EFL classes. To achieve this purpose, 
the researchers distributed a questionnaire about the use of 
Arabic in EFL classes to the teachers and students of 
ordinary-level English at Rawdet Al-Ma'aref School in 
Amman, Jordan.  The results of the study showed that 100% of 
the students and 90% of the teachers felt that Arabic should be 
used in their EFL classes. The respondents emphasized the 
fact that cultural and religious concepts should be taught by 
referring to Arabic in EFL classes. A noticeable percentage 
(85%) of students and (75%) of teachers agreed that Arabic 
should necessarily be used to introduce grammatical rules. 
The findings of the study should be taken into consideration by 
teachers of English as a foreign language as well as textbooks 
writers and curricula designers.(Keywords: EFL, Arabic, 
English, Classes) 

 
 استعمال اللغة العربية في تدريس اللغة الانجليزية لغة أجنبية

  
  .كلية التربية، جامعة اليرموك، اربد، الأردن، خلف المخزومي

  .جامعة النجاح، نابلس، فلسطين، أحمد عوض أمين       
  

سـة الـى تقـصي أثـر اسـتعمال اللغـة العربيـة فـي تـدريس                هـذه الـدرا   هـدفت   : ملخص
 تحتــوي  اســتبانهولتحقيــق هــذا الهــدف وزّع الباحثــان .  لغــة أجنبيــةاللغــة الانجليزيــة

ســتراتيجيات اســتعمال اللغــة  الأم فــي تــدريس اللغــة الأجنبيــة علــى طلبــة    اعلــى أبــرز
نـــت هـــذه  بيّ،الأردن– عـــارف فـــي عمـــانهـــا فـــي مدرســـة المومعلمياللغـــة الانجليزيـــة 

ــة جمــيع   ــة  همالدراســة أن الطلب  بوجــوب  شــعروامــن المعلمــين %) 90( ونــسبة عالي
استخدام اللغة العربية في حصص اللغة الانجليزيـة مؤكـدين أثـر اسـتخدام اللغـة الأم                 

مــن % 75مــن الطلبــة و % 85ن نــسبة وأ ،فــي توضــيح المفــاهيم الثقافيــة والدينيــة 
 لتوضـيح  الإنجليزيـة وا بضرورة استخدام اللغة العربية في حصص اللغـة     المعلمين قال 

 وقد أوصى الباحثان بضرورة أخذ نتائج الدرا    . هذه اللغة المفاهيم الصعبة  وقواعد     
 وفــي تــصميم المنــاهج  ،لغــة أجنبيــة ســة بعــين الاعتبــار فــي تــدريس اللغــة الانجليزيــة  

ــ: مفتاحيـــة الكلمـــات ال (.والكتـــب المدرســـية ــة  العربيـ ة، تـــدريس ، الانجليزيـــة ، لغـ
  )أجنبية

  
Introduction: Where there was once a consensus on 
the "right" way to teach foreign languages, many 
teachers now share the belief that a single right way 
does not exist. It is certainly true that no comparative 
study has consistently demonstrated the superiority of 
one method over another for all teachers, all students 
and all settings (Gina, 1994). Originators of most of the 
methods aim to enable students to communicate using 
the target language. However, many methodologists 
emphasize the importance of the first language (L1) in 
understanding the second language (L2) (Lado,1964and 
1978; Khalil,1985; Hamdallah,1990; Tushyeh,1988; 
Kharma,1987; William,1999; Alexander,1994; 
Asher,1982; Mahmoud,1997; Mukattash,1986; and 
Bawcom,2002, among others). 

A contrastive analysis (CA) between the students' 
native language and the target language   will reveal the 
area where a teacher should expect the most 
interference. CA is a comparison of two languages for 
the purpose of predicting errors made by the learners of 
a target language and designing teaching materials that 
will take account of the anticipated errors. 
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CA has application in predicting and diagnosing a 
proportion of the errors made by L2 learners with a 
common L1 and in the design of testing instruments for 
such learners. 

There seems then to be three things that CA can 
predict: it can predict what aspects will cause problems; 
it can predict difficulty; and it can predict errors. 

As far as course design is concerned, CA also 
carries suggestions about selecting target language 
items (what to teach) and grading these items (when to 
teach). The learner, for example, must be allowed and 
encouraged to transfer his suitable L1 knowledge to L 2 
usage. This means that those L 2 structures that match 
L1 structures must constitute part of the materials. 

Lado (1964) stated that a student who learns a 
foreign language will find some of its features quite 
easy and others extremely difficult. The features that 
are similar to his native language will be simple for him 
while those which are different will be difficult. Lado 
added that since it is a universal principle of education 
that learning should proceed from the simple to the 
difficult, simple elements of L2 should be taught first. 

Native language translation is used to make the 
meaning of the dialogue between the teacher and the 
students clear. The teacher also uses mother tongue in 
class when necessary. As the course proceeds, the 
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teacher uses the native language less and less (Lozanov, 
1982). 

Students' security is initially enhanced by using 
their native language.  Native language equivalents to 
the target language words are given to make their 
meanings clear and to help students to combine target 
language words in different ways to create new 
sentences (McLaughlin, 2003). In later steps, the target 
language is used interestingly. The native language can 
also be used to give instructions, especially at the 
beginning level of proficiency during the feedback 
sessions. More important, the knowledge students 
already possess of their native language can be 
exploited by the teacher of the target language (Gattego, 
1972). The teacher assumes that he/she can build upon 
this existing knowledge to introduce the new sounds in 
the target language (McLaughlin, 2003). 

Arabic-speaking students in the first and second 
secondary classes leave school with poor performance 
in spoken as well as written English. This was sounded 
at the 1995 summer course held jointly by the 
Palestinian Ministry of Education and Higher Education 
and Harvard Graduate School of Education. Lecturers 
and participants agreed that Arabic-speaking Palestinian 
learners of English should have adequate knowledge of 
the relationship between their native language and 
English in order to understand it very well and to 
overcome the errors that they make in writing and 
speaking it (Mahmoud, 1997). 

Among a considerable number of professionals in 
the field of second language acquisition (SLA), there 
appears to be an increasing support that the use of the 
first language (L1) has a necessary and facilitating role 
in the classroom of English as a second/foreign 
language (ESL/EFL). The exploration of the problems 
in teaching and learning English together with their 
causes will surely help teachers and learners of English. 
Corder (1967:167), for instance, noted that "A learner's 
errors are significant in that they provide the researcher 
with evidence of how language is learned or acquired 
and what strategies or procedures the learners are 
employing in the discovery of the language." 

In the process of learning a language, learners 
make errors many of which are predictable. These 
errors provide useful insight in understanding the 
complex process of second language acquisition. As 
confirmed by Corder (1967), Nemser (1971), Selinker 
(1969 and 1972), a lot of useful things can be learned 
from the students' errors; they supply learners and 
teachers with important data in the construction of a 
theory of language acquisition. 

Thompson-Panos and Thomas-Ruzic (1983) stated 
that a better and more comprehensive understanding of 
the language background of Arab learners can help 
specialists in better addressing the special needs of the 
learners through supplying them with extra appropriate 
exercises, drills and questions. 

Taylor (1975) described a model of second 
language learning which considered both processes of 

developing learning strategies, such as simplification 
and overgeneralization of target language rules and 
language negative transfer, as two manifestations of the 
same psychological processes; that is, learners rely on 
prior learning and knowledge to simplify and facilitate 
new learning. 

A second language can be learned appropriately 
through raising awareness to the similarities and 
differences between L1 and L2. Besides, using L1 in L2 
classes has made learning L2 appear to be less of a 
threat to its learners. The use of L1 in L2 classes 
encourages students to learn more about L2. 
Additionally, the learning of L1 may result in 
increasing receptivity to the learning of L2 (William, 
1999). 

In a provocative article, Auerbach (1993) gives a 
socio-political rationale for the use of L1 in ESL 
classrooms. In her article, she emphasizes the role of 
the ideological origins and thus she recommends 
starting the L2 classes with some of L1 which has the 
power to enrich the learners' sense of security and the 
validation of lived experiences.  

A learner of L2 might feel that his /her identity 
threatened if he/she is encouraged to ignore his/her 
native language (Hopkins, 1988). Both Atkinson (1987) 
and Auerbach (1993) provide learners a well as teachers 
of L2 with appropriate situations for the use of L1 in L2 
classes. Both emphasize the strong recommendation of 
using L1 in L2 classes when dealing with presentation 
of rules governing grammar, phonology, morphology 
and spelling. Likewise, they also recommend referring 
to L1 when dealing with cross-cultural issues. 
According to Terence Doyle (1997), sometimes, up to 
90% of ESL class time may be dedicated to the use of 
L1.  
Purpose of the study: The ultimate aim of this study is 
to find out if using L1 (Arabic) in L2 (English) classes 
would facilitate or hinder the teaching-learning process 
from teachers' and students' perspectives. In compliance 
with this purpose, the study seeks to answer the 
following questions: 
1. How important is using Arabic in English classes for 

facilitating learning from students' perspectives? 
2. How important is using Arabic in English classes for 

facilitating teaching from teachers' perspectives?  
3. In what areas can using Arabic in English classes 

facilitate the teaching –learning process? 
Subjects of the Study: The subjects of the study were 
600 male students and 30 teachers of English at Rawdit 
Al-Ma'aarif School in Amman. Their grades ranged 
between the 5th and the 12th (Tawjihi) grades. 
Instrument of the Study: A questionnaire was used for 
data collection. Students and teachers were asked to 
answer the questionnaire which contained questions 
about the effect of using Arabic in the English classes. 
The questionnaire consisted of seven questions: the first 
was a "Yes/No" question which asked the subjects of 
the study if they thought Arabic should be used in their 
EFL classes. The second question asked how much they 
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thought Arabic should be used in their EFL classes. The 
third question asked about the purposes of using Arabic 
in EFL classes. The fourth question asked about the 
percentage of time Arabic should be used in EFL 
classes. The fifth question asked how often they thought 
Arabic should be used in their EFL classes. The sixth 
question asked if using Arabic in EFL classes would 
help teachers to teach better and students to learn better. 
The seventh question was directed to the teachers, and 
it asked them to list the areas in which they thought 
Arabic should be used in EFL classes. The complete 
questionnaire is shown under "Results of the Study" 
below.  
Validity of the Questionnaire: To ensure that the 
content of the questionnaire is valid, it was handed to a 
jury of five professional faculty members and school 
teachers majoring in teaching English as a foreign 
language. The members of the jury were asked to 
evaluate the appropriateness of the questionnaire to the 
whole purpose of the study. Consequently, they sent 
letters in which they ensured the validity of the 
questionnaire and recommended some modifications 
which were taken into consideration.  
Results of the Study: The purpose of this study was to 
find out if the use of Arabic in English classes would 
facilitate the teaching-learning process from the 
teachers' and the students' perspectives. Following is the 
questionnaire with a table showing the subjects' 
responses to each of its questions:  
1. In your opinion, do you think that Arabic should 

be used in the EFL classes? 
Table 1: Subjects' Perspectives of  Using Arabic in 
EFL Classes 

Response Students Teachers 
Yes 100% 90% 
No 0% 10% 

2. How   much do you think Arabic should be used in 
the EFL classes? 

Table 2: Subjects' Perspectives of the Amount of Time 
of Using Arabic in EFL Classes 

Response Students Teachers 
Not at all 0% 0% 
A little 35% 50% 

Sometimes 50% 40% 
A lot 15% 10% 

3. For what purpose do you think it is appropriate to 
use Arabic in the EFL classes? 

Table 3: Subjects' Perspectives of the Purposes of 
Using Arabic in EFL Classes  

Item Students Teachers 
To explain difficult cultural and religious  
concepts 90% 80% 

To introduce new material, especially 
grammatical rules 85% 75% 

To summarize material already covered 4% 3% 
To Test 10% 0% 
To joke around with students 15% 10% 
To help students feel more comfortable and 
confident 13% 6% 

To check for comprehension 30% 11% 
To carry out small group work 3% 2% 
To explain the relationship between English 
and Arabic N/A 3% 

To define new vocabulary items 22% 13% 

4. What percentage of time do you think Arabic 
should be used in the EFL classes? 

Table 4: Subjects' Perspectives of  the Percentage of the 
Time of Using Arabic in EFL Classes 

Percentage of Time Students Teachers 
0% 0% 0% 
10% 25% 35% 
20% 18% 15% 
30% 20% 35% 
40% 11% 10% 
50% 8% 6% 
60% 4% 5% 
70% 3% 4% 
80% 2% 0% 
90% 1% 0% 

5. How often do you think Arabic should be used in 
the EFL classes? 

Table 5: Subjects' Perspectives of   the Frequency of 
Using Arabic in EFL Classes  

Response Teachers Students 
Never 0% 0% 

Very rarely 0% 0% 
Sometimes 55% 35% 

Fairly Frequently 45% 65% 
6. Do you think that using Arabic in your EFL 

classes helps teachers to teach and students to learn 
English better? 

Table 6: Subjects' Perspectives if Using Arabic in EFL 
Classes Helps Teachers and Students 

Response Teachers Students 
Not at All 0% 0% 
Somehow 10% 15% 
A Little 25% 20% 

Fairly Much 30% 25% 
Very Much 35% 40% 

7. In which areas do you think Arabic should be used 
in EFL classes? (For Teachers Only: List as many 
areas as you want) 

_____________________________________________
_____________________________________________
_____________________________________________
_____________________________________________
_____________________________________________
_____________________________________________
_____________________________. 

In response to this question, teachers listed the 
following areas in which Arabic can be used in EFL 
classes: 
1. Eliciting language, especially when dealing with 

abstract nouns that are difficult to be illustrated by 
pictures or by using sentences. Sometimes teachers 
are not good at drawing or acting, thus the use of 
Arabic becomes necessary 

2. Checking and assessing listening or reading 
comprehension. 

3. Giving complex instructions to students of basic 
levels. 

4. Co-operating in groups: Learners compare, analyze 
and correct answers to questions, exercises, drills 
and other English activities. In this respect, Arabic 
plays the role of intrinsic motivation that is based 
on the needs and desires of students.  

5. Explaining classroom techniques at basic levels. 
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6. Using translation to highlight recently taught 
language items. 

7. Checking for tenses: This is very useful in 
composition and oral activities; if students say or 
write something in English that does not make 
sense, the teacher helps them to translate it into 
Arabic to realize their errors. 

8. Testing: Translation items can be useful in testing 
mastery of forms and meaning. 

9. Developing circumlocutory strategies: When 
students do not know how to say or write 
something in English, the teacher may ask them to 
think of different ways to say something in Arabic, 
which may be easier to translate. 

10. Presentation of rules governing grammar, 
phonology, morphology, and spelling. This area is 
rich in aspects that include similarities between 
English and Arabic. 

11.  Discussing cross cultural issues.  
Discussion: The results of this study showed that all 
students and 90% of their teachers felt that Arabic 
should be used in their EFL classes. Most of them 
emphasized the fact that difficult concepts, especially 
cultural and religious concepts, should be taught in EFL 
classes by referring to Arabic. Almost a similar 
percentage of weak students like to have Arabic in their 
grammar lessons because they felt that Arabic 
facilitated their learning of English. In almost all the 
cases of using Arabic in EFL classes, students 
responded notably higher than teachers on almost all the 
items listed in the questionnaire. 

The findings of the study showed that in EFL 
classes, Arabic should be used to some degree. The 
respondents among the students felt that there are clear 
cases where Arabic facilitated their comprehension of 
what was happening in the classroom. 

Almost 70% of the students preferred the use of 
Arabic in their EFL classes sometimes or often. This 
percentage was almost similar to Doyle's (1997), but 
higher than William's (1999). Most of the teachers 
agreed that using Arabic whenever necessary or 
convenient helped them establish a rapport with their 
students.  

All teachers without exception emphasized the use 
of Arabic when students were exposed to socio-cultural 
English texts or issues. This finding is closely related to 
William's (1999). The researchers consider the lack of 
using Arabic in certain religious, cultural or political 
issues and abstract nouns as an overlooking of students' 
identity, and this in turn will increase  their hatred to the 
foreign language. 
Conclusion and Recommendations: There is a lot of 
harmony between this study and other studies which 
emphasize the importance of L1 and its great effect in 
understanding L2. (Lado, 1964; Khalil, 1985; 
Hamdallah, 1990; Tushyeh, 1988; Kharma, 1987; 
Kharma and Hajjaj, 1989; Khangi, 2002; Mukattash, 
1986; Cambridge and Merseyside (1998); Mahmoud, 
1997 and 2003, among others).  

To those who oppose the researchers' point of view 
by saying that EFL classes are the only limited vehicle 
through which students can practice their English with 
their teachers, the researchers can say that there are 
other media via which students can use English: Radio, 
TV and Computer. This does not mean that the 
researchers are not aware of the fact that English should 
be looked upon as the vehicle of communication in the 
classroom, but wise, limited and directed using of 
Arabic in EFL classes can be useful to both teachers 
and students. Based on the results of this study, the 
researchers reaffirm the importance of the following 
points: 
1. In EFL classes, there is a need to explain the main 

differences and similarities between English and 
Arabic. These similarities and differences help 
both teachers and students to get deeper 
understanding of the target language. 

2. The designers of the English textbooks should 
provide students with material that covers 
exercises that demand translation from English 
into Arabic and vice versa. 

3. In English classes there is a need to refer to Arabic 
so as to compare and contrast some religious and 
cultural concepts. 

References: 
Alexander, B. (1994)."Teaching Cultural Literacy to 

Foreign Language Teaching." English Teaching 
Forum 32(1): 24-27. 

Asher J. (1982). Learning Another Language Through 
Actions: the Complete Teacher's Guidebook, 2nd 
ed. Las Gatos, Calif.: Sky Osks Production Inc.   

Atkinson, D. (1987). "The Mother Tongue in 
Classroom: a Neglected Resource?" ELT Journal, 
41(4): 241-247.  

Auerbach, E. (1993). "Re-examining English Only in 
ESL Classroom." TESOL Quarterly 27(12) 9-32. 

Bawcom, L. (2002). "Using the Mother Tongue." 
English Teaching Forum 11(1): 3-6. 

Brown, P. and Steven, D. Levinson (1987). Politeness: 
Some Universals in Language Usage. Studies in 
International Sociolinguistics. Cambridge: 
Cambridge University Press.  

Cambridge, J. and Merseyside, W. (1998). Information 
Loss in Interpreted Medical Interviews: Issues in 
Public Service Interpreting.  

 http://www.umist.ac.uk/ctis/events/  
Corder, S.P. (1967). "The significance of Learners' 

Errors." IRAL 5: 161-170. 
Doyle, T (1997). "The L1's Role in ESL Instruction". 

Papers Presented at TESOL 1996 in Orland, FL. 
Gattegne, G. (1972). Teaching Foreign Languages in 

Schools: The Silent Way, 2nd ed. New York 
Educational Solutions, Inc. 

Gina, D. (1994). "Eight approaches to language 
teaching." ERIC. Clearing House on Languages 
and Linguistics. 

Hajjaj, A. (1996). Translation I. Al-Quds Open 
University Pub., Um- Summaq, Amman, Jordan. 



Al-Makhzoomi  and Mahmoud 

153  

Hamdallah, R. (1990). "Syntactic Errors in Written 
English: Study of Errors Made by Arab Students of 
English". PhD Dissertation Abstract, University of 
Lancaster.UK. 

Hopkins, S. (1988). "Use of mother tongue in teaching 
English as a second language to adults. Language 
Issues 2(2): 18-24. 

Khalil, A. (1985). "Interlingual and intralingual errors 
in Arab freshman English composition." Bethlehem 
University Journal 4: 8-25. 

Khanji, R. (2002). "To Find a Professional Interpreter." 
VOICES, Journal of the English Club, University of 
Petra, Amman-Jordan. 

Kharma, Nayef (1987). "Arab Students' Problems with 
the English Relative Clauses." IRAL, 25(3): 257-
266. 

Kharma, Nayef and Hajjaj, Ali (1989). Errors in 
English Among Arab learners: Analysis and 
Remedy. Longman, UK. 

Kharma, Nayef (1997). Translation II, Al-Quds Open 
University, Pub. Um-Summaq, Amman, Jordan. 

Lado, R. (1964). Linguistics Across Cultures, Ann 
Arbor, the University of Michigan.  

Lozanov, G. (1982). "Suggestology and Suggestopedia" 
in Innovative Approaches to Language Teaching. 
Ed. Robert W. Bair, Roley Mass, Newbury House 
Publishers, Inc. 

Mahmoud, A. (1997). The Errors of Arabic-Speaking 
Palestinians in Forming the English Relative 
Clauses. Unpublished M.A. Thesis. An-Najah 
National University. Nablus, Palestine. 

Mahmoud, A. (2003)." The Relative Effect of a 
Pragmatic Approach on Improving the 
Comprehension and Translation Skills of the 
Advanced –Level-program students in Amman 
private schools." An Unpublished PhD 
Dissertation, Amman, Jordan.  

McLaughlin, S. (2003). "Using Mother Tongue for 
Creating Better Students." Educational Vision. 10: 
1-2. 

Nemser, W. "Approximative System at Foreign 
Language Learners." In Richards, J.C. (Ed.) (1971). 
Error Analysis, Perspectives on Second Language 
Acquisition. London: Longman: 55-63. 

Sapir, E. (1966). Culture, Language and Personality. 
University of California at Barkely. 

Selinker, Larry (1969). "Language Transfer". General 
Linguistics, 9: 67-92. 

Selinker, Larry. (1972). "Interlanguage". IRAL, 10(3): 
209-231. 

Taylor, B. (1975). "The Use of Overgeneralization and 
Transfer Learning Strategies by Elementary and 
Intermediate Students of ESL". Language 
Learning, 25: 73-107. 

Thompson-Panos Karyn and Maria Thomas-Ruzic. 
(1983). "The Least you Should Know about Arabic 
Implications for the ESL Writing Instructor". 
TESOL Quarterly. 17(4): 609-633. 

Tushyeh, Hanna Y. (1988). "Towards a New 
Characterization of Language Transfer: a Paper 
Presented at Yarmouk University sixth linguistic 
conference, Irbid, Jordan.  

William, C. (1999)." The Use of L1 in L2 Classes". 
English Teaching Forum, 37(2): 6-13. 

Wolfson, N. "The social dynamics of native and 
nonnative variation in completing behavior." In 
M.R. Eistenstein (ed.) (1989b). The Dynamic 
Interlanguage: Empirical Studies in Speech 
Variation. New York: Plenum. 



Jordan Journal of Educational Sciences Vol. 1, No. 2, pp 155-165 

155 

An Analysis of Learners' Attitudes toward Online Interaction in a 
Web-based Course 

 
 

Amjad Abuloum* and Husam Al-Khadash** 
  

Received Date:Dece. 12, 2003            Accepted Date: May. 25, 2005 
 
Abstract: The purpose of this study was to measure learners’ 
attitudes toward online interaction in a Web-based course. By 
measuring learners’ attitudes, the study attempts to find 
whether online interaction promotes learning among learners. 
In view of that, the study focuses on the variables of gender, 
age, Grade-Point Average (GPA), years of experience with the 
Internet, and frequency of accessing the Web-based course. 
The study surveyed 440 students who were enrolled in an 
accounting Web-based course offered by the Department of 
Accounting at the Hashemite University. Students were taught 
in a flexible mode of instruction. A Likert-type instrument was 
designed to collect information about learner’s attitudes 
toward online interaction in the Web-based course. In 
addition to descriptive analyses, a five-way ANOVA was 
conducted to answer the research questions in this study. The 
findings of the study indicated that overall students positively 
perceived that online interaction in the Web-based course 
promoted learning. Gender, age, GPA, and years of 
experience with the Internet were not significant factors. 
However, there were significant differences among levels of 
learners’ frequency of accessing the Web-based course in 
regard to their attitudes toward online interaction. In general, 
learners who had accessed the Web-based course more 
frequently indicated significantly higher positive attitudes 
toward online interaction. In light of these findings, this study 
recommends that students enrolled in Web-based courses need 
to be encouraged to engage in all means of online interaction 
available in these courses in order to promote their 
learning.(Keywords: Web-based instruction; Electronic 
learning; Online interaction; Internet-based instruction; 
Internet ) 

 
تحليل إتجاهات المتعلمين نحو التفاعل الإلكتروني في 

  مساق مبني على الإنترنـت
  

  .، كلية العلوم التربوية، الجامعة الهاشمية، الزرقاء، الأردنامجد ابو لوم
  .، الأردنالزرقاء، الهاشميةالجامعة ، الاقتصادكلية ، حسام الدين الخداش

  

الطلبـة نحـو التفاعـل الإلكترونـي فـي          هدفت هذه الدراسة إلـى قيـاس إتجاهـات          : ملخص
مساق مبني على الإنترنت ، وبالتالي فقد سعت هذه الدراسـة إلـى تحديـد مـا إذا كـان        

ومـــا إذا كـــان لعوامـــل الجـــنس والعمـــر . التفاعـــل الإلكترونـــي يعـــززتعلم هـــؤلاء الطلبـــة
 والمعدل التراكمي وسنوات الخبرة السابقة فـي اسـتخدام الإنترنـت ومـدى التـردد علـى              

شـملت   .الموقع الإلكتروني للمساق الأثر في إتجاهـات الطلبـة نحـو التفاعـل الإلكترونـي         
 طالباً ممن سجلوا مساق مبـادىء محاسـبة والـذي طـور الكترونيـاً      440هـذه الدراسة  

لقد عرض هـذا المـساق مـن قبـل قـسم المحاسـبة فـي الجامعـة               . وطرح عبـر الانترنت    
علــيم المخــتلط والــذي يجمــع التعلــيم التقليــدي  الهاشــمية ودرس بإســتخدام أســلوب الت

وتم إعداد اسـتبانة مطـورة بإسـتخدام مقيـاس ليكـرت لجمـع              . والتعليم الالكتروني معاً    
البيانات اللازمة حـول اتجاهات الطلبة نحو التفاعل الإلكتروني، وتم استخدام التحليــل             

 .ابة على أسئلة الدراسـة الوصفـي وتحليل التباين الخماسي لتحليل هذه البيانات وللاج    
. جــاءت نتــائج الدراســة لتظهــر أن الطلبــة اعتقــدوا أن التفاعــل الإلكترونــي عــزز تعلمهــم

ــسابقة فــي          ــرة ال ــي وســنوات الخب ــدل التراكم ــل الجــنس والعمــر والمع ــيس لعوام وأن ل
وأظهــرت . إســتخدام الانترنــت اثـــراً ملحوظــاً علــى اتجاهــاتهم نحــو التفاعــل الإلكترونــي  

يضاً وجود فروق دالة احصائياً بين مستويات مدى تردد الطلبـة علـى الموقـع               النتائج أ 
وبشكل عام فإن الطلبة الـذين     . الإلكتروني بالنسبة لاتجاهاتهم نحو التفاعل الإلكتروني     

ترددوا على موقع المـساق بـشكل أكبـر هـم الـذين أبـدوا اتجاهـات ايجابيـة أكبـر نحـو                        
تــائج توصــي الدراســة بــضرورة تــشجيع الطلبــة فــي ضــوء هــذه الن. التفاعــل الإلكترونــي

المسجلين في المساقات المبنية علـى الإنترنـت علـى الإنخـراط فـي كـل وسـائل التفاعـل             
التعلـيم  : الكلمـات المفتاحيـة    (.الإلكتروني المتاحة في هذه المساقات لتعزيز تعلمهـم       

  .)المبني على شبكة المعلومات، التعليم الالكتروني، التعليم بالإنترنت
  

Introduction : Over the last decade, online instruction 
has become an integral part of the education agenda 
around the world. It uses the Internet and other 
information technologies to create educational 
experiences for learners (Horton, 2001). The importance 
of online instruction in education, especially higher 
education, springs from the fact that it offers a flexible 
educational environment, where instruction can happen 
anytime, anywhere, and increasingly, on-demand. 
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Several studies indicated that students taking 
online courses have similar test scores as students 
participating in traditional courses. For instance, studies 
conducted by Capper & Fletcher (1996), Moore & 
Thompson (1997), Morrissey (1998), Bradford (1999), 
Paskey (2001), Parker & Gemino (2001), Benbunan-
Fich, Hiltz, & Turoff (2001), Tacker (2001), and Lynch 
(2002) to compare the effectiveness of online courses to 
that of face-to-face traditional courses led to the 
conclusion that online education is as effective as 
traditional classroom education.  

Another study conducted by Navarro & Shoemaker 
(2000) concluded that online learners learn as well as or 
sometimes better than traditional learners, regardless of 
gender, ethnicity and academic background. Moreover, 
Hartman, Dziuban, & Moska (2000) found that in an 
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Asynchronous Learning Network (ALN) course there 
were lower withdrawal rates and higher success rates. 
Therefore, online instruction can be seen as a means of 
improving productivity, efficiency and interaction 
(Weller, 2002). Online interaction was the concern of 
the current study. 

Online interaction among learners, between the 
learners and the instructors, and between the learners 
and the course content in Web-based classrooms differs 
substantially from that in traditional classrooms 
(Thurmond, 2003). Moore and Kearsely (1996) 
discussed three types of interaction which exist in Web-
based courses: learner-content interaction, learner-
instructor interaction, and learner-learner interaction. 
Much of the learner-content interaction happens through 
using a hypermedia text. Accessing content, displayed 
on Web-pages designed by the instructor, links 
embedded in these content Web-pages, and other Web-
sites discovered by learners are considered part of 
learning (Thurmond, 2003). Learner-content interaction 
also happens through simulations, problem solving, 
testing, and experiential tasks. Learner-learner and 
learner-instructor interactions can be created through 
email, threaded discussions, chat, and conferencing 
(Marks, 1998). 

In Web-based courses, online interaction is 
important to the learning process. According to Driscoll 
(1998), online interaction helps learners to develop 
application, analysis, synthesis, and evaluation skills. It 
also promotes diverse viewpoints and alternative ways 
of looking at problems (Driscoll, 1998). A major 
challenge for researchers and instructors is, therefore, to 
investigate online interaction and examine its 
effectiveness in promoting learning.    

The purpose of this study was to measure learners’ 
attitudes toward online interaction in a Web-based 
course. By measuring learners’ attitudes, the study made 
an effort to find whether online interaction promotes 
learning among learners. In view of that, the study 
focused on the variables of gender, age, Grade-Point 
Average (GPA), years of experience with the Internet, 
and frequency of accessing the Web-based course to test 
whether these variables are significant factors in 
learners’ attitudes toward online interaction. 
Statement of the Problem: Because instructional 
delivery on the Internet in higher education in Jordan is 
such a new application, there is a dearth of existing 
body of research. There is a need for basic research in 
the delivery of web-based courses at the university level 
in Jordan.  

Many educators believe that interaction is an 
essential component of the learning process. Jaffe 
(1997) stated that learning is essentially a social process 
that requires interaction for the purpose of expression, 
validation, and the development of the self as a 
knowledgeable learner. Accordingly, a reasonable task 
is to examine online interaction that occurs in web-
based courses. A logical place to start is to survey the 
pioneering institutions in Jordan that have developed 

and delivered web-based courses to learn from their 
experiences and identify their concerns. The Hashemite 
University has been among the first institutions in 
Jordan that integrated web-based instruction into its 
educational settings. Therefore, this study came to 
explore learners' attitudes toward online interaction in a 
web-based course offered at the Hashemite University. 
For a better understanding, the study examined learners' 
attitudes as reflected by gender, age, GPA, years of 
experience with the Internet, and frequency of accessing 
the Web-based course. 
Research Questions: This study was designed in an 
attempt to answer the following questions: 
1. What are the attitudes of learners toward online 

interaction in a Web-based course? 
2. Are there any statistically significant differences at 

(α=0.05) in learners' attitudes toward online 
interaction in a Web-based course that are due to 
gender, age, Grade-Point Average (GPA), years of 
experience with the Internet, and frequency of 
accessing the Web-based course? 

Importance of the Study: The findings of this study 
should help administrators and faculty in Jordanian 
institutions address implementation issues related to 
web-based delivery. The study provides valuable 
information for administrators on how to enhance the 
delivery of instruction in web-based courses. Faculty 
will also gain insights into how online interaction can be 
used with face-to-face instruction. 

The study is evidence of how learners in a web-
based course view online interaction and whether their 
gender, age, GPA, years of experience with the Internet, 
and frequency of accessing the Web-based course play a 
role in how they view that interaction. 
Limitations and Delimitations: The limitations and 
delimitations of this study included the following: 
1. The target population of the study was limited to 

students enrolled in the "Accounting Principles 
(1)" offered by the Department of Accounting at 
the Hashemite University in the second semester of 
the academic year 2003-2004. 

2. The design of this study was survey research. 
3. This study was delimited to the use of a survey 

instrument as the primary method of gathering 
data.   

Definition of Terms: For the purpose of this study, the 
following defined terms are required: 

Attitude: a learned predisposition to respond in a 
consistent manner to a given object or situation 
(Fishbein & Ajzen, 1975). 

Web-based courses: courses that are mediated and 
supported by the attributes and resources of the 
Internet (Brooks, Nolan, & Gallagher, 2001). 

Online interaction: electronic communication in web-
based courses (Berge, 1999). 

Review of Literature: Online interaction can be 
addressed through effective communication and 
discussion. These can be made available through two 
modes: synchronous and asynchronous. According to 
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Steiner (1995), synchronous instruction is when learners 
and instructors participate in instruction simultaneously 
and in "real-time." Common synchronous methods 
include chat sessions and video and audio conferencing. 
In addition to offering immediate communication, 
synchronous methods have the advantages of providing 
a greater sense of presence and generating spontaneity 
(Inglis, Ling, & Joosten, 1999). However, synchronous 
methods can be difficult to implement, as they may 
require more sophisticated end-user equipment and a 
high-speed Internet connection. Moreover, instructors 
may find it challenging to schedule convenient times for 
all learners to participate, due to work and/or family 
commitments, or learners may be in different time 
zones.  

Asynchronous does not require simultaneous 
participation. Chute et al. (1999) defined asynchronous 
as "interaction between two or more people that is time-
delayed, that is, separated by minutes, hours, or even 
days" (p. 219). Examples of asynchronous methods 
include e-mail and discussion forums. These methods 
are easy to implement and learners can practice at any 
time convenient for them. Discussion forums are often 
incorporated into a course to ensure learner participation 
(O'Reilly & Newton, 2001) and interaction.  

Herring (1996) offered three main research issues 
that are considered the main distinctive characteristics 
of online communication or interaction: (1) lack of 
social cues which refers to anonymity created by less 
obvious social characteristics such as occupation, 
educational level, gender and race, (2) generation of 
social norms of interaction which refers to rules of 
behaviors created by members of an online community, 
and (3) unique conversational patterns similar to oral 
communications in many aspects although it uses 
written format (i.e., concise use of words, simplifying 
sentences, and emotional expressions). While Ong 
(1982) suggests that oral communication is different 
from written format, Condon & Cech (1996) conclude 
that computer-based synchronous communication does 
show similar language patterns of oral communication. 
However, all of the three distinctive characteristics of 
online communication can either promote or discourage 
collaboration, depending on contexts (Spears & Lea, 
1992).  

In the literature, some researchers showed evidence 
of the effectiveness of online interaction within Web-
based courses (COX, 2004). For example, McDonald 
(2002) emphasized that online education with its group-
based instruction and Computer Communication 
provides an opportunity for new development and 
understanding in teaching and learning. A study 
completed by Devlin and James (2003) in Australia 
concluded that the impact of multimedia and 
educational technology could provide some indication 
of improved student learning and interaction skills. 

Some other researchers already have begun to look 
into various types and methods of Internet-based 
communication tools such as e-mail, chatting, 

discussion boards and other methods over the past 
decade (O'Reilly & Newton, 2001). It has been 
suggested that these Internet-based communication 
methods afford and limit people’s behaviors in many 
different ways compared to traditional types of 
communication (e.g., face to face interaction). As 
mentioned previously, learner-content interaction 
promotes critical thinking and reasoning skills, and 
learner-learner and learner-instructor interactions bring 
about a shared learning environment (Sringam & Greer, 
2002). In general, learner-instructor and learner-learner 
interactions have been found to be particularly useful 
for forming friendships, offering advice, empathy and 
encouragement to continue studying in the learning 
environment, overcoming isolation and engaging in 
mutual support with peers (O'Reilly & Newton, 2001).   

In light of what's mentioned, online interaction 
available in Web-based courses has many benefits for 
education. It promotes critical thinking, reasoning skills, 
diverse viewpoints, and alternative ways of looking at 
problems. It is also useful for forming friendships, 
offering advice, empathy and encouragement to 
continue studying in the learning environment, 
overcoming isolation, and engaging in mutual support 
with peers. However, we may wonder whether 
achieving a satisfactory level of online interaction is 
linked to any of the learner's characteristics or 
experience in using the Internet.  

Many studies (Jiang & Shrader, 2001; Koohang, 
2004; Koohang & Durante, 2003; Lucy, 1993; Meisel & 
Marks, 1999; Naert, 1997) investigated the relationships 
between learners' perceptions toward using online 
instruction and variables like gender, age, Grade-Point 
Average (GPA), users’ experience in using the Internet, 
and frequency of accessing the Web-based course. But, 
to the best of the researchers' knowledge, there is a 
dearth of research available on the relationship between 
learners' attitudes toward online interaction and such 
variables. This is the main reason for conducting this 
study. 

However, gender differences have been reported in 
the literature as affecting perceptions in general 
(Hackett, Mirvis, & Sales, 1991). Consequently, gender 
was included as a matter of understanding if differences 
of perceptions toward online instruction and online 
interaction occurred between male and female 
respondents. Experience with the Internet was included 
because research has documented the relationship 
between experience and user acceptance of technology 
in general (Koohang, 1989). The more experience a user 
has with technology, the more he or she tends to accept 
it. Therefore, a user’s acceptance may in turn promote 
learning.  

According to Lucy (1993), some significant 
relationships exist between learners' attitudes towards 
computers, computer experience, and computer 
communication. She concluded that positive attitudes 
towards computers could be predicted by learners' 
amount of prior experience with computers and that 
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male learners were more likely to have positive opinions 
of computers than their female counterparts. A similar 
result was found by another study done in 1997 by 
Naert. In the same trend, a number of other studies did 
not find any relationship between gender and learners' 
attitudes toward computers (Meisel & Marks, 1999; 
Koohang & Durante, 2003; Koohang, 2004). 
Methodology 
Population and Sample: The population of this study 
was all the undergraduate students enrolled in the 
Accounting Web-based during the second semester of 
the academic year 2003-2004. The entire population, 
which consisted of 500 students, was selected as a 
sample for the study. Among these, 60 students were 
excluded because they were used in establishing the 
validity and reliability of the instrument. The rest of 
students (440) made the actual sample for the study. A 
description of the sample at the different levels of the 
independent variables is displayed in Table 1.  

 
Table 1: Frequency and Percentage of Students by 
Levels of the Independent Variables (N=440) 

Independent Variable (IV) Levels of IV N Percentage 
Gender 
 Male 225 51.1 
 Female 215 48.9 
 Total 440 100 
Age   
 Less than 20 years 319 72.5 
 20 years and above 121 27.5 
 Total 440 100 
Years of Experience with the Internet 
 Less than 2 years 256 58.2 
 From 2 to 4 years 127 28.9 
 Greater than 4 years 57 13.0 
 Total 440 100 
Grade-Point Average (GPA) 
 Less than 2.5 93 21.1 
 From 2.5 to 2.99 139 31.6 
 3 or above 208 47.3 
 Total 440 100 
Frequency of Accessing the Web-based Course 
 Seldom or Never 50 11.4 
 Once every two weeks 56 12.7 
 Once a week 93 21.1 
 Once every two days 116 26.4 
 More than once a day 125 28.4 
 Total 440 100 

Of the 440 students who make up the sample of the 
study, 225 were males (51.1 percent of the total sample) 
and 215 (48.9 percent of the total sample) were females. 
Initially, students' ages varied in four categories: 319 
students (72.5 percent) who were less than 20; 111 
students (25.2 percent) who were between the ages of 
20-22; 8 students (1.8 percent) who were between the 
ages of 23-25; and only 2 students (0.5 percent) who 
were over 25. To get more stable results, the last three 
categories of age were merged into one category that 
contained 121 students (27.5 percent) who were 20 
years of age and older. Students' years of experience 
with the Internet varied in three categories: 256 students 
(58.2 percent) with 1-2 years of experience; 127 
students (28.9 percent) with 3-4 years of experience; 
and 57 students (13 percent) with over 4 years of 

experience. As for students' GPA, it initially varied in 5 
categories: 15 students (3.4 percent) whose GPAs were 
less than 2.00; 78 students (17.7 percent) whose GPAs 
were between 2.00 and 2.49; 139 students (31.6 percent) 
whose GPAs were between 2.50 and 2.99; 196 students 
(44.6 percent) whose GPAs were between 3.00 and 
3.69; and 12 students (2.7 percent) whose GPAs were 
between 3.70 and 4.00. To get more stable results, the 
first two categories were merged into one category that 
contained 93 students (21.1 percent) whose GPAs were 
less than 2.50. Similarly, the last two categories were 
merged into one category that included 208 students 
(47.3 percent) whose GPAs were 3.00 or above.  

Finally, students' frequency of accessing the web-
based course varied in six categories: 16 students (3.6 
percent) who never accessed the web-based course; 34 
students (7.7 percent) who were rarely accessing the 
course; 56 students (12.7 percent) who were accessing 
the course once every two weeks; 93 students (21.1 
percent) who were accessing the course once a week; 
116 students (26.4 percent) who were accessing the 
course once every two days; and 125 students (28.4 
percent) who were accessing the course more than once 
a day. Similar to what we did to the age categories, the 
first two categories of the frequency of accessing the 
web-based course ("Never" and "Seldom") have been 
merged into one category that included 50 students 
(11.4 percent) who rarely or never accessed the web-
based course, see Table 1. 
The Web-based Course: The present study took place 
in a Jordanian university that has sought to incorporate 
Web-based learning into its conventional face-to-face 
instruction. The project started back to the summer of 
the year 2003 by an intensive, well prepared workshop 
on developing Web-based courses. Around 25 highly-
motivated instructors from different departments were 
selected to be trained on various techniques and 
methods used in designing Web-based courses. The 
short-term objective of the workshop was to prepare 
courses that can be taught in a flexible (mixed) mode, 
which consists of both classroom face-to-face 
instructions and completely online instructions. Courses 
designed in this mode move a significant portion of the 
learning activities from the classroom to the Web. The 
instructor and the learners have the advantages of real-
time exchange in scheduled classes but have the benefit 
of continuing the discussion and assignments in the 
spaces between meetings. The workshop resulted in a 
number of Web-based courses that formed the core of a 
promising electronic learning project at the Hashemite 
University. Equipped with these courses, most of the 
instructors who successfully finished the workshop were 
well-trained and eager to go through a new experience 
of teaching.  

The Web-based course that was selected for this 
study was the Accounting Principles (1) course, which 
was offered by the Department of Accounting at the 
Hashemite University in the second semester of the 
academic year 2003-2004. All sections of the course 
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were taught in the flexible mode by two instructors who 
participated in the above-mentioned workshop. 
Blackboard Learning and Community Portal SystemTM, 
an authoring environment that utilizes asynchronous 
(Bulletin, e-mail and discussion boards) and 
synchronous (Chat) communication tools, were used to 
deliver the Web-based course. Face-to-face lectures of 
three-class hours per week were supplemented by a 
variety of Web-based materials including an extensive 
collection of interactive, collaborative practice 
materials, an extensive set of PowerPoint slides 
available as a supplement to the textbook, and extensive 
files of repeatable practice quizzes. As part of the 
assessment, students were required to log into 
Blackboard and complete weekly assignments that were 
designed to foster students' relationship with the e-
course. Daily participation in electronic discussion 
forums and chat rooms was also required from students. 
The Instrument: An instrument was designed to collect 
information regarding the independent variables (age, 
gender, GPA, years of experience with the Internet, and 
frequency of accessing the Web-based course) and the 
dependent variable (learners' attitudes toward online 
interaction in the Web-based course). The survey, 
displayed in Appendix A, consisted of two sections. The 
first section "General Information" was designed to 
gather information about the five independent variables. 
Based on attitude questionnaires used in other studies 
(Basile & D'Aquila, 2002; Marcheggiani, Davis, & 
Sander, 1999; Williams & Pury, 2002; Koohang & 
Durante, 2003; Koohang, 2004), the second section 
"Attitudes toward Online Interaction in the Course" was 
developed to measure learners' attitudes toward online 
interaction in the Accounting Web-based course using 
twelve items that cover three main areas of online 
interaction: (1) Learner-to-instructor interaction, (2) 
Learner-to-learner interaction, and (3) Learner-to-
content interaction. Since the concern of this study was 
the overall online interaction, items of this section were 
listed without explicit specification for the areas they 
cover. On a Likert-type scale ranging from 1 (strongly 
disagree) to 5 (strongly agree), students were asked to 
rate their agreement with the items, which were worded 
positively. A higher score on these items indicates more 
favorable attitudes toward online interaction in the 
Web-based course. For a list of these items, please see 
Appendix A. 

The instrument went through two stages of validity 
verification. In the first stage, the survey items were 
submitted to a panel of four instructional technologists 
from four Jordanian universities. The panel's task was to 
rate each item for clarity and usefulness in measuring 
learners' attitudes toward online interaction in the web-
based course. Based on the panel's recommendations 
and suggestions, necessary changes were made to the 
survey. The second stage began three weeks prior to the 
end of the semester during which the study was 
conducted. The survey was administered to a randomly 
selected sample of 20 students who were enrolled in the 

web-based course. These students, who were later 
excluded from the sample used in the study, were asked 
to rate the survey items for clarity of expression. Based 
on students' feedback, a final version of the survey was 
prepared.   

The internal consistency of the instrument was 
determined two weeks prior to the end of the semester 
using a sample of 40 students (22 females and 18 males) 
who were studying in the "Accounting Principles (1)" 
web-based course. This sample of students was also 
excluded from the sample used in the study itself. The 
calculated coefficient alpha reliability for the attitudes 
scale (section two) was .85. This figure suggests that the 
instrument is suitable to measure learners' attitudes 
toward online interaction in the web-based course. 

In order to collect data on the variables under 
study, the instrument was handed to students during the 
last week of the semester.  
Data Analysis: To answer the research questions, the 
following statistical analyses were utilized: 
• Descriptive analysis to compute frequencies, 

means, percentages, and standard deviations for 
variables and items of the attitudes scale. 

• Five-way Analysis of Variance (with no 
interaction) to determine whether there are any 
statistically significant differences in attitudes 
toward online interaction due to gender, age, GPA, 
years of experience with the Internet, and 
frequency of accessing the Web-based course. 
Using data collected by the instrument, the 

researchers employed the SPSS statistical package to 
carry out the above analyses. 
Results of the Study 
Descriptive Analysis: Table 2 shows the means and 
standard deviations of learners' attitudes toward online 
interaction at the different levels of the five independent 
variables (gender, age, Grade-Point Average (GPA), 
years of experience with the Internet, and frequency of 
accessing the Web-based course). According to the 
table, males and females have close mean values of 
attitudes (3.86, 3.90, respectively). Similarly, the two 
categories (levels) of age seem to show close mean 
values of attitudes. As for the categories of years of 
experience with the Internet, one can notice that there is 
a relatively slight increase in the mean values of 
attitudes as we move from a category with a less 
number of years of experience toward a category with a 
higher number of years of experience. As for the three 
categories of GPA, the table shows that the "From 2.5 to 
2.99" category has a lower mean value of attitudes than 
the other two categories that relatively seem to have 
close mean values. In regard to the frequency of 
accessing the Web-based course, one can notice that as 
we move from a category with a less frequency of 
access into a category with a higher frequency of access, 
the mean values of learners' attitudes toward online 
interaction tend to increase accordingly.  
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Table 2: Means and Standard Deviations of Learners' 
Attitudes by Levels of Independent Variables (N=440)  
Independent Variable (IV) Levels 
of IV 

N Mean SD 

Gender 
 Male 225 3.86 .790 
 Female 215 3.90 .767 
 Total 440 3.88 .779 
Age 
 Less than 20 

years 
319 3.89 .765 

 20 years and 
above 

121 3.84 .816 

 Total 440 3.88 .779 
Years of Experience with the Internet 
 Less than 2 

years 
256 3.86 .772 

 From 2 to 4 
years 

127 3.90 .793 

 Greater than 4 
years 

57 3.94 .781 

 Total 440 3.88 .779 
Grade-Point Average (GPA) 
 Less than 2.5 93 3.92 .778 
 From 2.5 to 2.99 139 3.81 .773 
 3 or above 208 3.90 .784 
 Total 440 3.88 .779 
Frequency of Accessing the Web-based Course 
 Seldom or Never 50 3.12 .726 
 Once every two 

weeks 
56 3.86 .892 

 Once a week 93 3.86 .852 
 Once every two 

days 
116 4.02 .717 

 More than once 
a day 

125 4.07 .754 

 Total 440 3.88 .779 

 
  

Results Related to Research Question (1) 
To answer the first research question regarding 

attitudes toward online interaction, learners in the Web-
based course were asked to rate their response to twelve 
items. Table 3 displays the mean values and standard 
deviations for the twelve items of the attitudes scale. It 
is interesting to notice that all items had mean values 
greater than 3.70, indicating that overall learners tended 
to agree with all items. While items 3 and 11 had the 
highest mean values (4.08 and 4.06, respectively), items 
8 and 7 had the lowest means (3.71 and 3.75, 
respectively). The rest of the items had mean values 
between 3.78 and 3.98. As shown in the table, the total 
mean score for all items was 3.88, indicating favorable 
attitudes toward online interaction in the Web-based 
course. 

Frequencies and percentages of learners in the 
Web-based course reporting their responses to the 
twelve items of the attitudes toward online interaction 
are reported in Table 4. Eighty-four percent of learners 
strongly agreed or agreed that "they were able to direct 
their questions and concerns to the instructor online and 
at any convenient time." Around eighty-five percent of 
learners strongly agreed or agreed that "online 

interaction with the instructor helped them to ask 
questions they might not have asked otherwise." 

Table 3: Means and Standard Deviations for the 
Attitudes Items (N=440) 
 Item N Mean SD 
1. I usually receive online feedback 

from the instructor about questions 
and concerns I post online. 

440 3.84 .791 

2. I can direct my questions and 
concerns to the instructor online at 
any convenient time. 

440 3.98 .760 

3. Online interaction with the 
instructor helped me to ask 

440 4.08 .783 

 questions I might not have asked 
otherwise. 

   

4. Through online interaction with 
other students, I can share ideas 
and concerns regarding this 
course. 

440 3.90 .795 

5. Online interaction with others 
encourages me to learn more. 

440 3.93 .753 

6. Online interaction with students 
and instructor helped me to learn 
the course material. 

440 3.83 .771 

7. My interaction with the online 
course material helped me to 
understand what I learn. 

440 3.75 .789 

8. Online interaction with students 
and instructor stimulates me to 
think about the course material in 
new ways. 

440 3.71 .731 

9. Through online interaction with 
students and instructor, I can 

440 3.85 .775 

 get help on topics that need more 
explanation to understand. 

   

10. I feel the online interaction that 
takes place in this course will be 
reflected positively on my final 
grade in the course. 

440 3.82 .826 

11. I feel the online interaction in this 
course will make a new 
experience for me that I have not 
gone through before. 

440 4.06 .705 

12. I think my online interaction in 
this course has been more than any 
other face-to-face interactions I've 
had in other courses 

440 3.78 .865 

 Average 440 3.88 .779 
5=Strongly Agree, 4=Agree, 3=Neither Agree nor Disagree, 
2=Disagree, 1=Strongly Disagree 

 

Table 4: Frequencies and Percentages of Learners' 
Attitudes 
 SA A N D SD 
 f % f % f % f % f % 
Item#1 108 24.5 216 49.1 95 21.6 21 4.8 0 0 
Item#2 123 28.0 246 55.9 50 11.4 20 4.5 1 .2 
Item#3 157 35.7 219 49.8 50 11.4 12 2.7 2 .5 
Item#4 116 26.4 240 54.5 70 15.9 13 3.0 1 .2 
Item#5 108 24.5 254 57.7 70 15.9 8 1.8 0 0 
Item#6 96 21.8 241 54.8 87 19.8 16 3.6 0 0 
Item#7 95 21.6 243 55.2 66 15.0 36 8.2 0 0 
Item#8 82 18.6 263 59.8 76 17.3 19 4.3 0 0 
Item#9 105 23.9 248 56.4 64 14.5 23 5.2 0 0 
Item#10 123 28.0 227 51.6 16 13.9 29 6.6 0 0 
Item#11 142 32.3 235 53.4 51 11.6 12 2.7 0 0 
Item#12 114 25.9 200 45.5 73 16.6 50 11.4 3 .7 
SA=Strongly Agree, A=Agree, N=Neither Agree nor Disagree, 
D=Disagree, SD=Strongly Disagree 
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It is worth to mention that eighty-two percent of 
learners strongly agreed or agreed that "online 
interaction with others encouraged them to learn more." 
Similarly, eighty percent of learners strongly agreed or 
agreed that "through online interaction with students 
and instructor, they were able to get help on topics that 
needed more explanation to understand." Around 
eighty-five percent of the learners strongly agreed or 
agreed that "online interaction with the instructor helped 
them to ask questions they might not have asked 
otherwise." Eighty-four percent of the learners strongly 
agreed or agreed that "they were able to direct their 
questions and concerns to the instructor online and at 
any convenient time." Eighty-one percent of learners 
strongly agreed or agreed that "through online 
interaction with other students, they were able to share 
ideas and concerns regarding this course." 

It is important to state that around eighty percent of 
the learners strongly agreed or agreed that "they felt the 
online interaction that took place in the course was 
going to be reflected on their final grades in the course." 
A close percentage of the learners (78%) strongly 
agreed or agreed that "online interaction with students 
and instructor stimulated them to think about the course 
material in new ways." A large percentage of the 
learners (around 86%) strongly agreed or agreed on the 
statement "I feel the online interaction in this course 
will make a new experience for me that I have not gone 
through before." 

As for strong disagreement among learners, one 
can notice from Table 4 that relatively zero or close to 
zero percentages of learners strongly disagreed with all 
items. Percentages of disagreement among learners on 
the different items of the attitudes scale varied between 
two to eleven. In fact, the largest percentage of 
disagreement among the learners (11%) was with the 
item "I think my online interaction in this course has 
been more than any other face-to-face interactions I 
have had in other courses." Percentages of the learners 
who neither agreed nor disagreed with the different 
items of the attitudes scale varied between eleven and 
twenty-two. 
Results Related to Research Question (2) 

 To answer the second research question regarding 
whether there are any significant differences in learners' 
attitudes toward online interaction that are due to 
gender, age, GPA, years of experience with the Internet, 
and frequency of accessing the Web-based course, a 
five-way analysis of variance (with no interaction) was 
conducted. In this analysis, the dependent variable was 
learners' attitudes toward online interaction. Gender, 
age, GPA, years of experience with the Internet, and 
frequency of accessing the Web-based course were used 
as independent variables. Each of gender and age had 
two categories (levels). GPA and years of experience 
with the Internet had the same number of categories (3 
categories). The frequency of accessing the Web-based 
course had five categories. The results of the 2x2x3x3x5 
ANOVA (with no interaction) are displayed in Table 5. 

Inspection of Table 5 indicates that only one 
independent variable, frequency of accessing the Web-
based course, contains a significant difference in 
learners' attitudes toward online interaction, F(4,435)= 
59.737, p<.001. None of the rest of the independent 
variables (gender, age, GPA, and years of experience 
with the Internet) has proved to contain any significant 
differences in learners' attitudes (at .05 level of 
significance). 

 

Table 5: Five-Way ANOVA of Learners' Attitudes (No 
Interaction) 
Source of Variation SS df MS F Sig. F 
Gender .029 1 .029 .011 .916 
Age .303 1 .303 2.035 .154 
Grade-Point Average 
(GPA) 

.460 2 .230 1.543 .215 

Yrs of Experience with 
the Internet 

.804 2 .402 2.694 .069 

Frequency of Accessing 
the Course 

35.642 4 8.910 59.737 .000* 

Explained 37.239 10 3.724 24.966 .000 
Residual 63.990 429 .149   
Total 101.229 439    
*Significant at .001 level of significance 

Because a significant difference was found in the 
five-way ANOVA, follow-up tests were conducted to 
evaluate pairwise differences among the means of the 
five categories (or levels) of the frequency of accessing 
the Web-based course variable. Since the test of 
homogeneity of variances was significant, F(4,435)= 
8.101, p<.001, homogenous variances were not assumed 
and post hoc comparisons were conducted using the 
Dunnett's C tests, a test that does not assume equal 
variances. The results of these tests, as well as the mean 
differences between learners' attitudes toward online 
interaction for the five categories, are reported in Table 
6. 

Table 6: Mean Differences between Learners' Attitudes 
among Categories  (Levels) of Frequency of Accessing 
the Web-based Course (I-J) 
Category SN TW OW TD OD 

(I) (J) 
Seldom or Never (SN) ---     
Once every two weeks (TW) .74* ---    
Once a week (OW) .74* 0 ---   
Once every two days (TD) .90* .16* .16* ---  
More than once a day (OD) .95* .21* .21* .05 --- 
*The mean difference is significant at the .05 level. 

Based on the data presented in Table 6, one can say 
that there were no significant differences in the means 
between TW and OW, and between TD and OD. 
However, there were significant differences in the 
means between SN and each of TW, OW, TD, and OD. 
Moreover, there were significant differences in the 
means between TW and each of TD and OD. Almost 
the same differences in the means were found between 
OW and each of TD and OD. 
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Discussion and Conclusions 
In spite of current researchers' interest in the study 

of online interaction in Web-based courses, there is a 
dearth of research available on the relationship between 
learners' attitudes toward online interaction and learners' 
demographic variables (such as gender, age, GPA, etc.). 
This study sought to measure learners’ attitudes toward 
online interaction in a Web-based course. By measuring 
learners’ perceptions, the study attempted to find 
whether online interaction promotes learning among 
learners. The study also gave attention to the variables 
of gender, age, Grade-Point Average (GPA), years of 
experience with the Internet, and frequency of accessing 
the Web-based course to test whether these variables are 
significant factors in learners’ attitudes toward online 
interaction in the Web-based course. 

The descriptive results of this study indicated that 
overall learners positively perceived that online 
interaction in the Web-based course promoted learning 
among them. This valuable finding, which aligns with 
what Berge (1999) and Jaffe (1997) found, was 
exemplified by the result that above seventy-seven 
percent of the learners strongly agreed or agreed on the 
following points:  
• Online interaction with others encouraged learners to 

learn more.  
• Learners were able to direct their questions and 

concerns to the instructor online and at any 
convenient time. 

• Through online interaction with students and 
instructor, learners were able to get help on topics that 
needed more explanation to understand. 

• Online interaction with the instructor helped learners 
to ask questions they might not have asked otherwise. 

• Through online interaction with other students, 
learners were able to share ideas and concerns 
regarding the course. 

• Learners felt that online interaction in the course was 
going to be reflected on their final grades in the 
course. 

• Online interaction with students and instructor 
stimulated learners to think about the course material 
in new ways. 

Based on this finding, one can conclude that in 
order to promote learning in a Web-based course, 
students need to be encouraged to participate in online 
activities that enable interaction to occur. For example, 
students can participate in discussion boards, email, 
asynchronous conferencing, chatting, and listservs. 

Another finding of the study was that gender, age, 
GPA, and years of experience with the Internet were 
insignificant factors in learners’ attitudes toward online 
interaction in the Web-based course. Except for the 
years of experience with the Internet, this finding goes 
along with the findings of a number of relatively recent 
studies (Meisel & Marks, 1999; Koohang & Durante, 
2003; Koohang, 2004). However, in regard to gender 
and years of experience with the Internet, this finding 

does not agree with the findings of Lucy's (1993) study 
perhaps because of the differences in the instruments 
employed in measuring attitudes. Based on this finding, 
the following conclusions can be drawn: 
• Males and females in the web-based course equally 

perceived that online interaction promoted learning. 
This implies that the "Accounting Principles (1)" 
web-based course implemented by the Department 
of Accounting at the Hashemite University did not 
reflect any gender bias. Therefore, the structure of 
this course can be helpful in designing similar web-
based courses. 

• Learners of different ages equally perceived that 
online interaction promoted learning. However, 
since around seventy-two percent of the learners 
who participated in this study were less than 20 
years of age, the influence of age might not have 
been tested adequately. Therefore, further 
examination of this variable is needed and is 
recommended for future studies. 

• Learners with different GPAs equally perceived that 
online interaction promoted learning. Knowing that 
almost one half of the learners in this study had 
GPAs less than 3.00, it is of an interest for 
administrators and policy-makers to realize that 
online interaction in the web-based course promoted 
the learning of learners regardless of their GPAs. 

• Learners with different numbers of years of 
experience with the Internet equally perceived that 
online interaction promoted learning. Surprisingly, 
this conclusion did not meet the authors' expectation. 
One reason for such a result could be that around 
fifty-eight percent of learners participating in this 
course had less than two years of experience with 
the Internet. Therefore, to study the influence of 
such a variable more adequately, we believe that 
further examination is needed. 

This study also found that learners’ frequency of 
accessing the Web-based course was a significant factor 
in learners’ attitudes toward online interaction. In other 
words, depending on their categories of accessing the 
web-based course, learners differently perceived that 
online interaction promoted learning. To better 
understand the influence of these categories, post hoc 
comparisons were conducted. The results of these 
comparisons helped in forming the following 
conclusions: 
• Compared to learners in the other categories, 

learners who "seldom" or "never" accessed the web-
based course had the lowest level of attitudes toward 
online interaction. A possible reason for this could 
be that these learners did not benefit much from 
online interaction. However, since learners in this 
category made for around eleven percent of the 
whole sample, it is important to realize that the 
success of a web-based course may depend upon 
increased frequency of accessing that course. 
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• Learners who used to access the web-based course 
once every two weeks and those who used to access 
the course once a week equally perceived that online 
interaction promoted learning. One reason for such a 
result could be that discussion forums were due 
every two weeks. Therefore, it is likely that this gave 
some learners the chance to wait until the second 
week of each forum to access the course. It should 
be mentioned that learners in both categories had 
higher positive attitudes than those of the learners in 
the previous "Seldom or Never" category. 

• Learners who used to access the web-based course 
once every two days and those who used to access 
the course more than once a day equally perceived 
that online interaction promoted learning. One 
possible reason for such a result could be that the 
class used to meet face-to-face every Sunday, 
Tuesday, and Thursday. Therefore, it is possible that 
some learners preferred to access the course on the 
day when they had no class. However, learners in 
both categories had the highest positive attitudes 
among all categories. 

In general, learners who had accessed the Web-
based course more frequently indicated significantly 
higher positive attitudes toward online interaction. 
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Appendix A 
The Survey Instrument 

In this survey, there are two sections: (1) General Information; and (2) Attitudes toward Online Interaction in the 
Course. 
SECTION (1): General Information 
Please respond to the following items by circling the appropriate number: 
1. Your gender:  
 (1) Male (2) Female 
2. Your age: 
 (1) Less than 20 years (2) From 20 to 22 years 
 (3) From 23 to 25 years (4) Greater than 25 years 
 
3. Your Grade-Point Average (GPA):  
 (1) Less than 2.00 (2) From 2.00 to 2.49 
 (3) From 2.50 to 2.99 (4) From 3.00 to 3.69 
 (5) From 3.70 to 4.00 
 
4. Your years of experience with the Internet:  
 (1) Less than 2 years (2) From 2 to 4 years   
 (3) Greater than 4 years  
 
5. How frequently you accessed the web-based course:  
 (1) Never (2) Seldom 
 (3) Once every two weeks (4) Once a week 
 (5) Once every two days (6) More than once a day 
 
SECTION (2): Attitudes toward Online Interaction in the Course 
Using the following scale, please indicate your agreement with each of the items that follow by circling the number that 
best describes your belief about online interaction in the Accounting Web-based course: 
Scale:  
5=Strongly Agree, 4=Agree, 3=Neither Agree nor Disagree, 2=Disagree, 1=Strongly Disagree 

 
1. I usually receive online feedback from the instructor about 5 4 3 2 1 
 questions and concerns I post online.  
2. I can direct my questions and concerns to the instructor 5 4 3 2 1 
 online at any convenient time.  
3. Online interaction with the instructor helped me to ask 5 4 3 2 1 
 questions I might not have asked otherwise. 
4. Through online interaction with other students, I can share 5 4 3 2 1 
 ideas and concerns regarding this course. 
5. Online interaction with others encourages me to learn more. 5 4 3 2 1  
6. Online interaction with students and instructor helped me 5 4 3 2 1 
 to learn the course material.  
7. My interaction with the online course material helped me 5 4 3 2 1 
 to understand what I learn. 
8. Online interaction with students and instructor stimulates me 5 4 3 2 1 
 to think about the course material in new ways. 
9. Through online interaction with students and instructor, I can 5 4 3 2 1 
 get help on topics that need more explanation to understand. 
10. I feel the online interaction that takes place in this course will 5 4 3 2 1 
 be reflected positively on my final grade in the course. 
11. I feel the online interaction in this course will make a new 5 4 3 2 1  
 experience for me that I have not gone through before. 
12. I think my online interaction in this course has been more than 5 4 3 2 1 
 any other face-to-face interactions I have had in other courses.     
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Abstract: Identifying Pre-service teachers' Information and 
Communication Technology (ICT) skills and the degree to 
which they apply these skills in their teaching is a vital issue 
both to inform future planning and to implement new ICT in 
educational systems in Jordan and worldwide. This study 
investigates ICT skills of student-teachers at Yarmouk 
University in Jordan and their degree of ICT use in practice 
schools during the first semester of 2003/2004 academic year. 
Data were obtained via questionnaires with a random sample 
of the (90) student-teachers and interviews with a random 
sample of (40) student-teachers. In addition, interviews with 
all teacher trainers (22) at Yarmouk University were 
conducted to further triangulate findings from student-
teachers' questionnaires and interviews. Regarding ICT skills 
the results showed that student-teachers possessed low to 
moderate ICT skill levels. With regard to the degree of ICT 
use at practice schools, results from the questionnaires 
showed congruency between student-teachers' ICT skills level 
and the degree to which they apply these skills. However, 
results from the interviews indicated lack of ICT skills used by 
student-teachers during their teaching practice. Lack of 
adequate training at the university, lack of access to ICT 
resources, teacher-trainers' inability to model the use of ICT 
in their teaching and inability to incorporate ICT in teaching 
were among the factors that affected student-teachers' ICT use 
at practice schools.(Keywords: Information and 
Communications Technolog Skills, Teacher Education).         
 

 
مدى امتلاك طلبة التربية العملية في جامعة اليرموك لمهارات 

تكنولوجيا المعلومات والاتصالات ودرجة ممارستهم لها خلال فترة 
 التطبيق العملي الخاصة ببرنامج إعدادهم معلمين قبل الخدمة

  

  .كلية التربية، جامعة اليرموك، عايد الهرش وطارق جوارنة
  

ك طلبــة التربيــة العمليــة لمهــارات تكنولوجيــا المعلومــات    إن الكــشف عــن مــدى امــتلا  : ملخــص
والاتصالات ودرجة ممارستهم لها فـي المـدارس المتعاونـة قبـل الخدمـة أمـر ضـروري مـن أجـل                     
التخطيط المدروس لعمليات إدخـال تكنولوجيـا المعلومـات والاتـصالات إلـى الـنظم التربويـة فـي                  

الدراسة إلى الكـشف عـن مـدى امـتلاك طلبـة      لذلك هدفت هذه    . الأردن وعلى المستوى العالمي   
التربيــــة العمليــــة فــــي جامعــــة اليرمــــوك لمهــــارات تكنولوجيــــا المعلومــــات والاتــــصالات ودرجــــة 

في أثناء التطبيق العملـي فـي المـدارس المتعاونـة وذلـك خـلال الفـصل الأول مـن          ممارستهم لها
ناها الباحثـان وتـم تطبيقهـا       تم جمع البيانات بوساطة استبانة ب      . 2003/2004العام الدراسي   

كمــا تــم إجــراء . طالبــا وطالبــة) 90(علـى عينــة عــشوائية مــن طلبــة التربيــة العمليــة تكونــت مــن  
وأجريــت مقــابلات مــع كــل  .   طالبــا وطالبــة 40مقــابلات مــع عينــة عــشوائية أخــرى تكونــت مــن    

تـائج الدراسـة   أظهـرت ن .   مـشرفا 22مشرفي التربية العملية في جامعة اليرموك والبالغ عـددهم   
المنبثقــة عــن الاســتبانة أن مــدى امــتلاك طلبــة التربيــة العمليــة لمهــارات تكنولوجيــا المعلومــات      
والاتصالات تراوح بين ضـعيف ومتوسـط، وفيمـا يتعلـق بمـدى اسـتخدامهم لهـذه المهـارات فـي              

درجـة  التطبيق فقد دلت النتائج على أن هناك انسجاما بين مدى امتلاكهم لهذه المهارات وبـين     
ودلت النتائج التي تم الحصول عليها من خلال المقـابلات     . استخدامهم لها في مدارس التطبيق    

أن هنــــاك قــــصورا كبيــــرا فيمــــا يتعلــــق بمــــدى اســــتخدامهم لمهــــارات تكنولوجيــــا المعلومــــات   
وكـــان نقـــص التـــدريب المناســـب فـــي الجامعـــة، . والاتـــصالات فـــي أثنـــاء فتـــرة التطبيـــق العملـــي

لــى مــصادر تكنولوجيــا المعلومــات والاتــصالات، وعــدم اســتخدام مــشرفي        وصــعوبة الوصــول إ 
التربية العملية لهذه المهارات في التدريس و عدم قدرة طلبة التربية العملية أنفسهم على دمـج               
 هذه المهارات أثناء التطبيق، من أبرز العوامل التي أثرت في درجة اسـتخدامهم لهـذه المهـارات            

  .)داد المعلمين، مهارات تكنولوجيا والاتصالات اع:الكلمات المفتاحية(
  

Introduction: 
The use of ICT has caused substantial changes for 
teaching and learning. It is bringing about opportunities 
for educators as it can provide powerful support for 
educational innovations. Nonetheless, getting to grips 
with ICT skills and its related applications in real 
teaching-learning situations creates formidable 
challenges for teachers and teacher educators. They 
need not only to learn the skills of using ICT, but also to 
learn how to design innovative instruction through an 
integration of ICT with curriculum and teaching 
experiences at schools. Reasonably, for undergraduate 
students who are prospective school teachers, they 
should be well prepared to use ICT in education. 
 
 
 
*  Faculty of Education, Yarmouk University, Irbid, Jordan. 
© 2005 by Yarmouk University, Irbid, Jordan. 

 
Studies conducted in the field of pre-service teacher 
education unveiled numerous weaknesses on the part of 
teachers graduating from teacher education programs at 
universities with regard to the knowledge of the ways of 
ICT use in their professional practice (Gibson, 2002; 
Cuckle et al, 2000; Murphy and Greenwood, 1998). 
Student-teachers who are being prepared to enter the 
teaching profession, upon fulfilling the requirements of 
the teacher preparation program at Yarmouk University, 
are required to possess basic computer skills as well as 
how to apply these skills in various teaching-learning 
situations. They need to see the importance of planning, 
designing and implementing computer-based 
instructions in their classroom when they finally 
become teachers. The Jordanian Ministry of Education 
(MOE) stipulates teachers are required to have 
considerable knowledge and teaching ability in a full 
range of ICT skills within their specialist subjects; they 



Jordan Journal of Educational Sciences 

168 

should be able to demonstrate understanding and 
classroom use of ICT and need to experience its use in 
school (MOE, 1988; MOE, 2003). These MOE 
stipulations have been recently accentuated in all the 
documents presented to Jordan-UK ICT in education 
conference (MOE, 2004).  
In considering these requirements, it was decided to 
assess student-teachers' ICT skills and the degree to 
which student-teachers use these skills in their teaching 
practice at school. In addition, this study will attempt to 
identify factors that inhibit the use of ICT at schools and 
the university. To the best of the researchers' 
knowledge, there is no prior study that investigated 
student-teachers' ICT skills and the degree to which they 
apply these skills in their teaching in Jordan. Therefore, 
this research will contribute to the body of the literature 
in Jordan and other countries with regard to the use of 
ICT in education. It will also assist MOE and the 
teacher education institutions to make informed 
decisions regarding the use of ICT in education. More 
effective use and improved outcomes are dependent on 
an increased understanding of the training needs that 
contribute to student-teachers’ development. It is timely, 
therefore, to examine student-teachers’ current stage of 
development and the needs which they themselves 
express in relation to moving forward with ICT.  
Objectives of the Study: The researchers attempted to 
accomplish the following objectives:  
1- Assess student-teachers' ICT level of competence. 
2- Assess student-teachers' degree of ICT use during 

their teaching practise at school. 
3- Identify factors that student-teachers and their 

trainers believe to be the greatest barriers to 
implementing ICT in the Jordanian schools.  

Related Literature: Information and Communications 
Technologies (ICT) has great potential to aid teachers to 
adapt to their new role as the facilitators of the learning 
process (Al-Far, 2003; Altawalbeh, 2003; Dede, 1997). 
For instance, teachers’ inquiry can be facilitated with 
the help of computers as it provides access to vast 
amounts of information. Through the use of E-mail, user 
groups, and other online forms student-teachers will 
have the opportunity to communicate and share their 
experiences with a much wider range of colleagues and 
experts in their fields of specialisms. The World Wide 
Web can facilitate teachers’ access to digital libraries 
and vast amounts of information in printed, visual and 
video form. Video conferencing offer the teachers the 
opportunity to observe other teachers in different 
countries as they implement similar curriculum areas 
and learn from their expertise (Gibson, 2002).  
Nonetheless, the use of ICT cannot be fully effective 
unless teachers receive adequate training and support 
(Al-Far, 2002; Salameh & AbuRaya, 2002; Altawalbeh, 
2003; Resta, et al, 2002 ). Their skills and competencies 
should be continuously updated to keep current with the 
most recent innovations in this area so they can transfer 
these competencies to students (Resta, et al, 2002 ; 
Reid, 2000). To enable teachers to make full use of ICT, 

pre-and in-service teacher training institutions should 
undertake a more active role with regard to teacher 
education and training that goes beyond the 
development of basic ICT literacy skills to 
educationally oriented training on ICT. This entails that 
teacher educators and trainers should model the 
appropriate use of ICT in the delivery of the curriculum 
of teacher education and training programmes inasmuch 
as teachers are required to incorporate ICT into their 
own teaching at schools. Matthew et al (2002) examined 
the benefits of one-on-one coaching for teacher 
educators by technology coaches as they worked 
together to learn to use technology. Results from the 
study indicated that coaches as well as teacher educators 
benefited from the relationship and both groups 
increased their technology competency. 
The identification of teachers’ information technology 
skills is a prerequisite for developing the existing pre-
service teacher education program and designing future 
professional development training for in-service 
teachers. 
Studies conducted in the field of pre-service teacher 
education unveiled numerous weaknesses on the part of 
teachers graduating from teacher education programs at 
universities with regard to the knowledge of the ways of 
ICT use in their professional practice (Gibson, 2002; 
Cuckle et al, 2000; Murphy and Greenwood, 1998). 
Watson (1997) investigated pre-service teachers' views 
on their information technology education. The results 
indicated that many student-teachers were inadequately 
prepared for teaching ICT in schools and had low self-
ratings of competency and negative feelings about it. 
Cuckle et al (2000) surveyed the years' cohort of 427 
student-teachers in 63 partnership secondary schools in 
the UK by means of two self-rating checklist 
questionnaires.  The results showed that much of the 
student-teachers' ICT experience had been gained 
during their undergraduate studies or at home. They also 
had considerable enthusiasm for learning more ICT 
skills and using them in their future careers as teachers. 
The researchers also found that students were not 
always able to transfer their  ICT skills to use in the 
classroom.  
Collaboration between schools and universities is a 
crucial factor for successful implementation of pre-
service teacher education programmes (Resta et al, 
2002). Such collaboration provides an opportunity to 
pre-service teachers to interconnect theory with 
practice. Asan (2002) examined benefits of a 
collaborative work between the Faculty of Education at 
Karadeniz Technical University and basic education 
schools in Turkey. Pre-service teachers were assigned to 
complete a computer project, which was intended for 
use to support classroom lessons. As a result of this 
collaborative work, pre-service teachers and classroom 
teachers practiced the development of instructional 
materials and the integrating of technology in subject 
content areas. In addition, they became more 
comfortable with the technology and developed greater 
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proficiency in their computer use. In line with this 
argument, McDougall and Squires (1997) suggested that 
teachers learning alongside students might provide a 
fruitful means of teachers’ professional development, 
within a framework of curricular changes and 
integration of IT into and across existing curricula. 
Student-teachers who are being prepared to become 
teachers should realise the efficacy and see benefits of 
ICT with regard to the enhancement of 
teaching/learning situations. Russell et al (2000) 
reviewed results from an Australian study, which was 
conducted to establish baseline information about 
teachers’ experience and skills in information 
technology. Results from the study revealed that 
although there is a general agreement among teachers 
regarding the importance of ICT for their students and 
for their own professional development, significant 
areas of deficit were identified. Teachers saw 
themselves as competent with basic computer skills, but 
were less confident with activities requiring advanced 
use of computers. In addition, teachers reported low 
levels of confidence in their knowledge of information 
technology developments.  
Computer literacy is an important key factor that can 
assist student-teachers to utilise the course activities 
successfully during pre-service teacher education 
programmes. In line with this argument, Resta et al 
(2002) contend that for education to reap the full 
benefits of ICTs in learning, it is essential that pre-
service and in-service teachers have basic ICT skills and 
competencies. Baki (2000) analysed an undergraduate 
course related to a teacher education programme. The 
researcher gathered data through questionnaires and 
students’ writings about the course activities. Findings 
indicated that students who felt prepared, made the link 
between computer-based mathematical activities and 
school mathematics, and had more experience of using 
instructional software during the course than others. 
Similarly, a low level of competence among pre-service 
teachers in Canada was identified in a study  conducted 
to assess prospective student-teachers' performance 
regarding the use of the Internet in teaching (Hewitt et 
al, 2002). The results indicated that pre-service teachers 
had little previous experience facilitating student-led 
investigations, and often attempted to direct student 
research.  Prospective English teachers held optimistic 
views regarding ICT use in education. However, they 
expressed frustration due to the lack of opportunity to 
make full use of it (Goodwyn, et al, 1997).   
Lack of ICT related facilities and opportunities that 
allow student-teachers to make full use of ICT can have 
serious negative consequences on their competencies. 
Murphy and Greenwood (1998) identified three main 
obstacles that limited the successful implementation of 
pre-service teacher education programmes – student 
access to computers, the ICT policy adopted by initial 
teacher training providers and the lack of 
encouragement for students to use ICT in teaching 
practice.  

The learning environment in which ICT is used requires 
certain facilities and resources that should be made 
available for effective delivery of teacher education 
programmes. Facilities include basic infrastructure such 
as electrical wiring, Internet access, lighting, air-
conditioning, and space, in addition to various types of 
technological devices from computers with peripherals, 
video equipment, and specialised tools like digital 
microscopes. Further resources including various types 
of software as well as traditional tools like books, 
videotapes, and audiotapes, should be made available 
for student-teachers (Resta et al, 2002; Gibson, 2002).  
ICT is an ever changing area that requires continuous 
updating of related equipment and tools in addition to 
continuous updating of teachers’ ICT-related skills. 
Methodology: This study utilised two types of data 
collection instruments, questionnaires and interviews. 
Questionnaires: In this study the researchers surveyed 
the semester cohort of 237 students participating in the 
practicum teaching programme at Yarmouk University. 
A random sample of 90 (38%) student-teachers was 
given a self–rating questionnaire containing two 
checklists towards the end of their teaching experience 
in schools during the academic year 2003-2004. All 
subject specialties (i.e Maths, Science, English, Arabic, 
Islamic Education, Social Studies and class teachers 
(covering all subject areas) were covered. Student-
teachers were asked about the following :- 
1. Gender 
2. Subject specialty. 
3. Type of school (i.e. private or public). 
4. Self- assessment of overall competence and in a 

range of ICT applications (e.g. word processing, 
databases, spreadsheets, CD-ROMs, the Internet, 
etc). 

5. The degree of use of ICT during their teaching 
practice at schools. 

Two open-ended questions were placed at the end of the 
questionnaire requiring student-teachers to indicate any 
ICT related skill/skills they possessed that was/were not 
included in the checklist and to provide their personal 
opinion regarding motivation and enthusiasm to use ICT 
related skills in teaching. 
The questionnaire used in this study was developed by 
the researchers based on their experience in the field of 
ICT in education. A panel of experts was used to 
establish content validity for the instrument. Members 
of the panel were selected because of their experience in 
ICT in education, expertise in instrument development, 
expertise in the use of statistics, and expertise in 
translating the English language into the Arabic 
language and vice versa. The panel examined all 
statements for appropriate language and word usage and 
made suggestions about item terminology to enhance 
clarity and brevity. To ensure the internal consistency 
for the questionnaire, the Cronbach’s Alpha coefficient 
formula was used, and the coefficient was found to be 
0.90. To analyse the data gathered from student-
teachers, mean scores and standard deviations were 
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computed for responses to each item on the 
questionnaire. The survey took the form of a self-rating 
questionnaire with tick boxes requiring a response on a 
scale from 1-3 for both the level of competence and the 
degree of ICT use in schools. Such a self-rating scale is 
widely used in evaluative studies throughout the social 
sciences. 
Interviews:- 
The data gathered through the survey questionnaire 
were complemented   by means of follow-up semi-
structured interviews with student-teachers. A random 
sample of 40 student-teachers was drawn from across 
the various subject specialisms.  
Following student interviews, all teacher trainers were 
interviewed to further explore issues highlighted by 
students and to triangulate the findings of the 
questionnaire and student-teachers' interviews.  
Data Analysis 
The responses which required a tick response were 
coded numerically and entered on an SPSS database. 
The t-test was used to determine statistically significant 
differences attributed to 'gender', 'speciality' and 'type of 
school' variables on the responses of the participants. 
For qualitative data analysis there was no single ideal 
approach to analysing qualitative data, (McMillan and 
Schaumacher, 1997) so the researchers contrived to find 
a suitable pattern for the analysis within the general 
framework of approaches suggested in the research 
books and guided by the research objectives of the 
present study. With regard to the semi-structured 
interviews they were first tape recorded and then 
transcribed for analysis. The reliability of transcripts 
was examined by the interviewees themselves who 
ascertained that they were consistent with their views. 
None of the interviewees reported inconsistency 
between his views and the content of the transcript. The 
initial analysis of the interview data suggested several 
categories which were used as basis for the 
interpretation of the data. In addition, it was possible to 
provide frequencies and percentages for many of the 
issues in the identified categories (Patton, 2002 and 
Cohen et al, 2000). 
Results 
With regard to student-teachers' level of competence in 
ICT, the group of respondents was segmented into three 
categories: low, moderate and high. Student-teachers 
who possessed a low level of competence in ICT were 
those whose average mean of responses on ICT skills is 
less than 1.5. When the average mean of responses of 
the participants fell between 1.5 and 2.5, student-
teachers were considered as having moderate ability 
with regard to ICT skills. Student-teachers were 
considered as having a high level of competence where 
those whose average mean of their responses was more 
than 2.5.  
The results indicated that the average mean of responses 
did not fall in the high level of competence category for 
all the ICT skills in the questionnaire. Table (1) lists the 
ICT skills where student-teachers felt they possessed 

moderate ability in terms of the means and standard 
deviations. 
Table 1: Means and standard deviations of the ICT 
skills which student-teachers felt they moderately 
possessed ranked in a descending order  

No. Item (ICT Skills) Ability Level 
  M SD 
1 Use of various computer software 

programs 
2.00 0.64 

2 Loading software programs into 
computers 

1.64 0.68 

3 Proper use of ICT related terminology 
in teaching subject specialty 

1.68 0.67 

5 Knowledge of ICT use in the 
development of the local society 

1.76 0.64 

6 Knowledge of computers and their 
peripheral devices ( printer, scanner, 
…) 

1.92 0.74 

11 Use of word processing software 2.00 0.70 
12 Use of computers to create data bases 1.79 0.71 
14 Use of E-Mail 1.96 0.86 
15 Use of the Internet as a teaching 

learning resource 
2.07 0.70 

16 Use of computers to create electronic 
slides 

2.01 0.79 

17 Use of computers to promote 
professional productivity 

1.76 0.71 

18 Use of the Internet to promote 
professional productivity 

2.09 0.76 

19 Utilization of audio and video 
conferencing to promote professional 
productivity 

1.56 0.66 

20 Use of computers to enhance teaching-
learning process 

1.90 0.70 

21 Use of computer peripheral devices 
(scanners, printers, data shows, etc.) to 
enhance teaching learning process 

2.07 0.78 

22 Utilization of electronic audio and 
video conferencing to enhance teaching 
learning process 

1.71 0.62 

23 Proper use of ICT related devices and 
programs in various teaching learning 
situations   

1.91 0.65 

24 Adherence to the legal standards 
pertaining to the use of ICT (especially 
the Internet) in teaching  

1.80 0.72 

25 Use of ICT to promote the idea of life 
long learning 

2.14 0.74 

26 Evaluation of instructional software 
programs 

1.66 0.69 

27 Implementing instructional activities 
derived from research and studies 
found on the Internet 

1.71 0.69 

28 Use of ICT related resources to 
reinforce instructional activities 
delivered to large groups 

1.96 0.72 
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No. Item (ICT Skills) Ability Level 
  M SD 
29 Use of ICT related resources to 

reinforce instructional activities 
delivered to small groups 

1.79 0.69 

30 Use of ICT related resources to assess 
students' academic achievement 

1.81 0.73 

31 Prior planning for ICT use in various 
teaching learning situations 

2.07 0.73 

 
Student-teachers possessed a low level of ability in the 
ICT competences shown in (Table 2). 
Table 2: Means and standard deviations of the ICT 
skills which student-teachers felt they possessed to a 
low degree ranked in a descending order. 

No item Ability level 
  Mean S.D. 
4 Knowledge of the use of ICT for 

teaching practical activities 
1.49 0.60 

7 Making simple connections and 
installing computers and their peripheral 
devices  

1.47 0.66 

8 Use of scanners to make presentations 1.39 0.53 
9 Use of digital cameras to make 

presentations 
1.20 0.43 

10 Use of ICT to assess student academic 
achievement 

1.43 0.56 

13 Use of computers to make spread sheets 1.49 0.66 
17 Use of computers to promote 

professional productivity 
1.46 0.60 

To determine if the independent variables affected the 
participants' responses, the t-test was conducted at the 
0.05 level of significance to identify if any statistically 
significant differences existed between male and female 
respondents. The results showed no effect that could be 
attributed to the independent variables of gender, 
specialty and school type, as shown in Table (3) below. 
Table (3): table description table description table 
description table description table description table 
description table description table description table 
description. 

  N Mean SD t df Sig. 
(2-tailed)

GENDER Male 20 1.69 0.38 -1.332 88 0.186 
 Female 70 1.81 0.34    
SPECIALTY Class teacher 31 1.75 0.38 -0.577 88 0.566 
 Field teacher 59 1.80 0.3426    
SCHOOL  Public 78 1.76 0.33 -1.294 88 0.199 
TYPE Private 12 1.90 0.45    

With regard to student-teachers' ICT use during 
placement the participants' responses were categorized 
into three categories: high degree, moderate degree, and 
low degree of use. This categorization was based on the 
average mean of responses on each ICT competency in 
the questionnaire. Where the average of responses fell 
below 1.5, student-teachers were considered low users 
of ICT skills, whereas with the average mean of 
responses between 1.5 and 2.5, the student-teachers 
were considered moderate users of ICT competency in 
their practice. Where the average mean of responses is 
greater than 2.5, student-teachers were considered high 
users of ICT skills in their teaching practice. The results 

indicated that student-teachers did not integrate any of 
the ICT skills listed to a high degree. However, they 
moderately used the ICT competencies shown in (Table 
4) below. 
Table 4:  Means and standard deviations of the ICT 
skills which student-teachers moderately used during 
their teaching practice ranked in a descending order. 

No Item (ICT Skills) Degree of use 
  M SD 

1 Use of various computer software 
programs 

1.82 0.68 

2 Loading software programs into 
computers 

1.57 0.65 

3 Proper use of ICT related 
terminology in teaching subject 
specialty 

1.52 0.64 

5 Knowledge of ICT use in the 
development of the local society 

1.62 0.59 

6 Knowledge of computers and their 
peripheral devices ( printer, 
scanner, …) 

1.77 0.74 

11 Use of word processing software 1.79 0.68 
12 Use of computers to create data 

bases 
1.58 0.70 

14 Use of E-Mail 1.78 0.83 
15 Use of the Internet as a teaching 

learning resource 
1.96 0.75 

16 Use of computers to create 
electronic slides 

1.71 0.75 

18 Use of the Internet to promote 
professional productivity 

1.88 0.78 

20 Use of computers to enhance 
teaching-learning process 

1.58 0.64 

21 Use of computer peripheral devices 
(scanners, printers, data shows, etc.) 
to enhance teaching learning 
process 

1.90 0.77 

22 Utilization of electronic audio and 
video conferencing to enhance 
teaching learning process 

1.54 0.64 

23 Proper use of ICT related devices 
and programs in various teaching 
learning situations   

1.56 0.60 

24 Adherence to the legal standards 
pertaining to the use of ICT 
(especially the Internet) in teaching  

1.68 0.75 

25 Use of ICT to promote the idea of 
life long learning 

1.87 0.72 

26 Evaluation of instructional software 
programs 

1.57 0.65 

28 Use of ICT related resources to 
reinforce instructional activities 
delivered to large groups 

1.59 0.69 

29 Use of ICT related resources to 
reinforce instructional activities 
delivered to small groups 

1.59 0.63 

30 Use of ICT related resources to 
assess students' academic 
achievement 

1.59 0.65 

31 Prior planning for ICT use in 
various teaching learning situations  

1.80 0.75 

Means of responses also indicated that student-teachers 
applied the ICT competencies shown in Table (5) during 
their teaching practice to a low degree. 
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Table 5: Means and standard deviation of the ICT skills 
which student-teachers use to a low degree during their 
teaching practice ranked in a descending order.  

No item Degree of use 
  M SD 

4 Knowledge of the use of ICT for 
teaching practical activities 

1.39 0.53 

7 Making simple connections and 
installing computers and their peripheral 
devices  

1.33 0.56 

8 Use of scanners to make presentations 1.29 0.50 
9 Use of digital cameras to make 

presentations 
1.14 0.38 

10 Use of ICT to assess student academic 
achievement 

1.37 0.55 

13 Use of computers to make spread sheets 1.37 0.61 
19 Utilization of audio and video 

conferencing to promote professional 
productivity 

1.40 0.58 

27 Implementing instructional activities 
derived from research and studies found 
on the Internet 

1.49 0.66 

The t-test was performed to identify any significant 
statistical differences which can be attributed to the 
variables of gender, specialism and type of school. 
Results from the analysis (Table 6) showed that student-
teachers’ specialism and school type affected their 
responses regarding the degree of the use of ICT skills 
during teaching practice in favour of private schools and 
field teachers, respectively. 
Table 6: Results of the t-test relating to the effect of the 
independent variables  in the study regarding student-
teachers’ ICT use in practice schools 

  N Mean SD t df Sig. 
(2-tailed)

GENDER Male 20 1.47 0.38 -1.959 88 0.053 
 Female 70 1.63 0.32    
SPECIALTY Class teacher 31 1.48 0.35 -2.343 88 0.021 
 Field teacher 59 1.66 0.32    
SCHOOL  Public 78 1.56 0.31 -2.477 88 0.015 
TYPE Private 12 1.81 0.42    
Interviews Results  
Student-teachers were asked whether they owned a 
personal computer (PC) at home. The majority of 
student-teachers reported that they did not own one. 
Word processing was the predominant use made of ICT 
by student-teachers who reported owning a PC. All of 
the interviews indicated positive attitudes towards 
computers and were ardently in support of their 
inclusion in education provided that they are properly 
used in various teaching/learning situations. They also 
expressed their enjoyment and excitement when using 
computers. Some of the views expressed by the 
interviewees were that the computer is: 
1- very useful (95%); 
2- beneficial and interesting (95%); 
3- very useful if we knew how to use it (87.5%); 
4- a teaching/learning tool which is very useful 

(77.5%); 
5- an indispensable tool which is necessary in 

contemporary life (62.5%); and 
6- a very useful tool for social interaction and 

exchange of information among human beings 
(52.5%). 

In line with their views and positive attitudes towards 
computers, student-teachers indicated that they had 
gained at least one benefit from using computers. The 

most common benefits reported by student-teachers are 
shown in Table (7) in terms of frequency and 
percentage. 
Table 7: Student-teachers' perceived personal ICT 
benefits 
Rank Benefit Frequency percentage 
1 Storing information 29 73 
2 Searching for information 

using various search 
engines 

26 65 

3 Use of email 24 60 
All student-teachers indicated that they had undertaken 
at least one module related to ICT during their pre-
service preparation. However, 11 students (just over a 
quarter of the interviewees) believed that the 
module/modules they had undertaken incorporated 
activities related to real and authentic applications of 
ICT in instruction. In other words, most interviewees 
believed that the ICT-related modules they had studied 
at the university were not conducive as for equipping 
them with how to harness ICT in teaching and learning 
in schools. Student-teacher trainers conduct weekly 
training workshops and seminars covering main aspects 
of the teaching/learning situation at the university twice 
a week. Student-teacher trainers in these training 
workshops and seminars should model good practice so 
that student-teachers are able to experience the ways in 
which ICT can be effectively incorporated into teaching 
and learning. However, results from the interviews 
showed a different picture from the results revealed in 
the questionnaire. Only 6 student-teachers reported that 
their teacher-trainers had incorporated ICT related 
applications in the training workshops and seminars. 
The main applications used as reported by the 
interviewees are shown in Table (8) ranked according to 
frequency and percentage. 
 Table 8: The main ICT skills used during workshops 
and seminars related to teaching practicum 
Rank ICT related applications frequency percentage 
1 Word processing 6 100 
2 Presentation software 

(Power Point) 
5 83 

3 Search engines (Yahoo, 
Google, etc.) 

2 33 

The majority of the interviewees who reported lack of 
ICT use during workshops and seminars conducted by 
teacher trainers indicated the factors that precluded the 
use of ICT, as shown in Table (9) according to 
frequency and percentage. 
Table 9: Factors which inhibited ICT use during 
workshops and seminars related to teaching practicum 

Percentage Frequency Reason Rank 
70 28 Ineffective ICT related 

module undertaken at the 
university 

1 

53 21 Unavailability of virtual 
learning environments to 
practice use of ICT related 
skills in teaching.   

2 

33 13 Teacher educator did not 
model the use of ICT in 
workshops and seminars. 

3  

Surprisingly, the interviewees neither undertook any 
training session related to the use of ICT in education 
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inside or outside the university during the four-year 
period of teacher preparation, nor did they use any ICT 
related applications during their teaching practice in 
schools. The interviewees were asked to provide reasons 
for not being able to implement ICT-related applications 
in their teaching in schools. Table (10) shows the main 
factors which inhibited the use of ICT in schools, as 
perceived by student-teachers. 
Table 10: Factors that inhibited student-teachers ICT 
use at practice schools 

Percentage Frequency Factors inhibiting ICT use Rank 
100 40  Inability to incorporate ICT into 

teaching and learning  
1 

100 40  Inadequate training at the university 2 
90 36  Lack of computer availability at schools 3 
75 30  Lack of help and support from ICT 

specialist teachers at schools 
4 

All interviewees felt that they needed to develop their 
ICT skills and competencies. The kinds of knowledge 
training sessions and expertise which they considered 
important and likely to promote long-term development 
in their teaching and learning in the future are shown in 
Table (11). 
Table 11: Knowledge, training sessions and expertise 
needed to develop student-teachers' ICT competencies 

Knowledge, training sessions and 
expertise needed

Frequency Percentage

International computer driving licence 
(ICDL)  

38 95 

Training sessions in keyboarding  35 88 
Relating ICT-related modules taught at the 
university to ICT subject speciality. 

29 73 

Teacher educators should model the use of 
ICT in implementing workshops and 
training session. 

24 60 

Methods for designing instructional 
software programmes to use in teaching   

20 50 

How to utilize internet in teaching and 
learning 

27 66 

Results from Teacher Trainers' Interviews 
The majority of the teacher trainers (n=16) reported that 
they have PCs at home. Amongst those teacher trainers 
who did use computers at home, the predominant 
applications were using the Internet search engines 
(Yahoo, Google, Altavista, etc),  searching for 
information for purposes of scientific research, using E-
mail for information exchange, using word-processing 
for typing examination questions, spreadsheets and 
statistical packages (SPSS and SAS).  
Teacher trainers were asked about their opinions and 
attitudes towards computers, which was an attempt to 
ascertain their general attitudes towards computers.  
Similar to the results obtained from student-teachers, all 
teacher trainers were found to have a favourable view of 
computers. Some of their comments which ascertain 
these positive views are computers are: 
1- a very advanced technology that is very useful; 
2- an efficient teaching-learning tools; and 
3- illiteracy does not mean the inability of a person to 

read and write but rather the person's inability to 
deal with computers. 

In line with their positive views and attitudes towards 
computers, teacher trainers indicated that they have 
gained at least one benefit from using computers.  
The most common benefits reported by teacher trainers 
are shown in Table (12). 
Table 12: student-teachers' trainers perceived personal 
ICT benefits 

Rank Benefit Frequency Percentage 
1 Information gathering 

(using the internet search 
engines) 

15 68 

2 Use of E-mail. 16 72 
3 Word processing 22 100 
4 Use of CD-ROMs 5 23 

Almost half of the teacher trainers (n=10) undertook a 
training session related to computer use inside or 
outside the university. The training sessions focused on 
areas like Windows, Microsoft Office applications 
(Excel, Word Processing, Access, and Power Point), the 
Internet, and E-mail. Such responses suggest that the 
trainers had not been trained on the utilization of ICT 
skills in education. The teacher trainers' responses 
allowed a judgement to be made of the level of their 
competence in ICT and allowed comparison with how 
much they used ICT in the delivery of workshops and 
seminars for student-teachers at the university. The low 
level of competence in ICT among teacher trainers was 
reflected on their delivery of student teachers' training 
workshops and seminars. It was evident from their 
responses that the majority of the teacher trainers did 
not model the use of ICT during the weekly seminars 
and workshops which were conducted to support the 
student-teachers' ability to use ICT in instruction. 
Among the 22 teacher trainers interviewed only 4 
(18.18%) utilized ICT-related applications. The ICT 
areas applied during training seminars and workshops 
for student-teachers by those who reported using them 
included the use of presentation software (PowerPoint), 
the Internet search engines (Google, Yahoo, etc.) for 
gathering information, CD-ROMs, and word processing. 
The teacher trainers were asked to provide the factors 
which precluded their use of ICT in training seminars 
and workshops for student-teachers. Table (13) shows 
the inhibiting factors for the use of ICT by teacher 
trainers during training sessions at the university in 
terms of frequency and percentage.  
Table 13: Factors inhibiting ICT use during workshops 
and seminars  as perceived by teacher trainers 

Percentage Frequency Factors inhibiting ICT use Rank 
86 19 Inability to incorporate ICT into 

teaching and learning  
1 

77 17 Large number of students in each 
group to accommodate them in 
the computer lab 

2 

77 17 Inability to design instructional 
software programmes 

3 

68 15 Inadequate computers with regard 
to hardware and software 

4 

59 13 Lack of computers availability at 
university. 

5 

34 7 Inavailability of virtual learning 
environment labs at the university 
to allow student-teachers to 
integrate ICT into various 
teaching learning situations.  

7 
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Although all the interviewees strongly supported the 
introduction of ICT in education, they were cautious 
about this issue. They reported that the Jordanian MOE 
and Yarmouk University should have trained teachers 
and teacher trainers prior to the introduction of the 
instructional media into schools.  
The kinds of knowledge, training sessions and expertise 
which the teacher trainers considered important and 
likely to enable them to model the appropriate use of 
ICT in the delivery of training sessions and seminars for 
student-teachers are shown in Table (14). 
Table 14: Knowledge, training sessions and expertise 
needed to develop teacher trainers competency in ICT 
use. 

Knowledge, training sessions and expertise Frequency Percentage 
International computer driving licence (ICDL)  20 91 
Methods for designing instructional software 
programmes to use in teaching   

17 77 

How to utilize the Internet in teaching and learning. 14 64 

Discussion 
The results of the study showed that student-teachers 
possessed varying ICT related ability levels ranging 
from low to moderate ability. Results from the 
interviews showed that many of the ICT-related skills 
some student-teachers' possessed had been gained at 
home. According to the results from the questionnaire, 
the level of student-teachers’ competence in ICT ranged 
between low and medium. Despite possessing some 
basic ICT skills, none of them used these skills for 
coursework and preparing classroom materials in 
schools. Nonetheless, during workshops and seminars at 
the university, few students reported using some ICT 
related activities such as word processing, power point 
for designing instructional software programs and 
internet use for gathering information.  Mellar and 
Jackson (1994) and Cuckle et al (2000) reported similar 
results. They found that there was little use of IT 
amongst Post Graduate Certificate in Education PGCE 
students except in word processing, databases, desktop 
publishing, spreadsheets and graphics. There was not 
much difference in computer use in both home and 
school settings by student-teachers who possessed a PC 
at home with almost complete lack of ICT use in 
schools by all of them. The ICT related modules at the 
university as well as the workshops and seminars related 
to the practical teaching experience provided student-
teachers with low to moderate ability level to use ICT, 
but did not provide them with the ongoing support 
needed to adapt the skills learned to their classroom 
teaching. Additionally, both workshops and taught 
modules may have focused on teaching the technical 
skills, but did not show student-teachers how to 
integrate ICT into their specific subject area. In order 
for ICT to reach its full potential, ICT taught modules 
and workshops should focus on the practical use of 
these skills in classroom teaching. Teacher educators 
and cooperating teachers should model good practice so 
that student-teachers are able to experience the ways in 
which ICT can be effectively incorporated into teaching. 
However, the results from the present study showed that 

the situation was problematic because schools and the 
university did not have the adequate infrastructure to 
support good practice and thus cooperating teachers at 
schools and teacher trainers at the university were 
severely limited by what they could do. If they are to 
assist student-teachers, cooperating teachers and teacher 
trainers need to be professionally developed to raise 
their level of competence in ICT skills and its proper 
applications in teaching.   
Examining individual students’ questionnaires did not 
reveal a different picture with regard to student-teachers' 
level of competence in ICT and the degree to which 
they utilized ICT in their teaching at school. It was 
disappointing to see that many student-teachers from all 
subject specialties neither gained a considerable ICT 
skill nor properly practiced using ICT for teaching their 
subject matter at schools.  Although there were students 
who possessed basic ICT skills and were enthusiastic, 
they did not use ICT in the classroom as much as they 
might have done (for instance, those who possessed 
basic ICT skills in word processing, power point, data 
base and used them for their own study could have used 
these applications in their teaching at school). 
Obviously, those student-teachers were unable to relate 
the basic ICT skills they possessed to their teaching 
tasks. Few teacher trainers modelled the use of ICT in 
the delivery of training workshops and seminars in 
addition to the separation in the delivery of the taught 
modules related to basic ICT skills and those modules 
relating these skills to teaching practice. These factors 
greatly influenced student-teachers’ ability to relate 
theory to practice and reflected on their performance at 
schools. It was satisfying, though, to see that student-
teachers were enthusiastic and willing to increase their 
knowledge and use of ICT with students. They also 
possessed positive attitudes towards the introduction of 
computers into schools. 
Results from both the students' questionnaires and 
interviews showed that subject specialty did not affect 
student-teachers' level of competence. Student-teachers 
from across the subject specialties were exposed to the 
same ICT experience during their preparation as 
teachers. They also practice their teaching under similar 
school settings, which had probably led to the lack of 
differences in student-teachers' ICT skills. Different 
results were obtained by Simmons (1994) and Cuckle et 
al (2000) who found that the most influential factor 
affecting whether student-teachers used ICT in 
classroom teaching was their subject specialty. In 
Jordan, computer use in schools is subject area specific. 
The results from this study indicated that the practical 
teaching experience did not provide student-teachers 
with specific models for instructional use in those 
subject areas (Wetzel and Chisholm, 1996; Matthew et 
al, 2002).  
The most influential factors which inhibited ICT uptake 
by student-teachers were there inability to incorporate 
ICT into teaching and learning; inadequate training at 
the university; inavailability of computers at schools; 
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and lack of help and support from ICT specialists at 
schools. Rosen and Weil (1995), Winnans and Brown 
(1992), Williams et al (2000), and Hadley and 
Sheingold (1993) had similar results. They identified a 
number of factors affecting teachers' use of ICT 
including lack of teaching experience with ICT, on-site 
support for teachers using technology, and ICT 
specialists to teach students computer skills. Regarding 
teacher educators' reluctance to incorporate ICT into 
their teaching, Matthew et al (2002) identified a variety 
of reasons including lack of access to appropriate 
hardware and software, limited technology skills; lack 
of knowledge of how to integrate it into their teaching; 
and lack of teaching support.  The results from teacher 
trainers' interviews were much in sync with these 
factors. 
Student-teachers' gender, specialty, and school type 
seem to play no role in their level of competence in ICT. 
Similar to this result, several studies suggested that 
there was no gender-related impact regarding ICT 
(Murphy and Greenwood, 1998; Koustourakis et al, 
2000). In contrast, several studies indicated that there 
were differences regarding ICT ascribed to pre-service 
teachers' gender. Summers (1990), Marshall (1997) and, 
Watson (1997) found that male pre-service teachers 
believed that they knew more about ICT, showed more 
positive attitudes, and had greater confidence in their 
abilities than their female counterparts. However, in the 
present study, the independent variables of specialty and 
school type affected the participants' responses 
regarding the degree of ICT use at schools. The student-
teachers who were being prepared to teach one school-
subject (viz., field teachers) appeared to have used ICT 
skills during their teaching practice more than student-
teachers who were being prepared to be class teachers. 
In addition, student-teachers who practiced teaching at 
private schools incorporated more ICT into their 
teaching than student-teachers who practiced their 
teaching at public schools. A possible explanation for 
this result could be that privately-run schools are better 
equipped with ICT related facilities which encourage 
more student-teachers to incorporate ICT into their 
teaching. 
Results from the interviews showed a somewhat 
different picture from that obtained through the 
questionnaire with regard to student-teachers’ ICT use 
at schools and the effect of the variables of gender, 
school type, and specialty. None of the respondents 
indicated any sort of ICT use at schools. Moreover, 
these variables mentioned affected neither the student-
teachers' ability level nor their degree of ICT use at 
practice schools. From the participants' responses to the 
interview, inadequate training at the university, lack of 
access to ICT resources, and inability to incorporate 
ICT in teaching were among the most influential factors 
which inhibited ICT uptake by student-teachers. These 
factors affected student-teachers' performance 
regardless of their gender, specialty, or the type of 
practice schools. These results are consistent with those 

obtained by Murphy and Greenwood, 1998 and Simson 
et al, 1999.   
 The presence of such inhibiting factors resulted in the 
majority of student-teachers’ becoming less confident 
when they entered into school on practice. When they 
finally become teachers, they may not make use of their 
skills, their enthusiasm and positive attitudes may fade 
away, and the situation may continue with the next 
generation of pupils and student-teachers. It is doubtful 
that such cycle will be broken if this situation persists 
since student-teachers will be able to qualify as teachers 
in Jordan without having to demonstrate their level of 
ICT use upon entry into the teaching profession after 
graduating from the university. Schools and training 
institutions in partnership need to take a proactive role 
in promoting ICT in order for ICT training during initial 
teacher training to be really effective. Resta et al (2002, 
p. 13) argued that 

teacher education institutions may either assume 
a leadership role in the transformation of 
education or be left behind in the swirl of rapid 
technological change. Teacher education 
institutions and programmes must provide the 
leadership for pre-service and in-service teachers 
and model the new pedagogies and tools for 
learning. They must also provide leadership in 
determining how the new technologies can best 
be used in the context of the culture, needs, and 
economic conditions within their country. 

Conclusion and Recommendations 
Most student-teachers possess limited knowledge of the 
ways ICT can be used in their teaching practice at 
schools. Few student-teachers have any instruction in 
the proper use of ICT in the classroom indicating that 
transferring these skills from teacher preparation to 
classroom practice has been limited. Little use of ICT at 
schools and the university settings seems to be related to 
the inability to incorporate ICT into teaching and 
learning, inadequate training at the university, 
inavailability of computers (both at schools and the 
university), and lack of help and support from ICT 
specialists at schools. 
Teacher educators at the university are not prepared to 
integrate ICT into their courses and, consequently, are 
not able to model the appropriate use of ICT in the 
delivery of workshops and seminars they conduct for 
student-teachers. The inhibitors resulting in this 
inability on the part of teacher educators appear to be 
similar to those encountered by student-teachers, which 
both need to be tackled in partnerships between schools 
and the university.  
Teacher educators as well as school teachers should be 
prepared through intensive professional development 
training sessions so that they are able to model the 
appropriate use of ICT in their teaching and assist their 
student-teachers to imitate them.  
Although this study has unveiled many weaknesses on 
the part of student-teachers and teacher trainers, better 
insights into the reluctance to use ICT and deeper 
understanding of their training needs are urgently 
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needed. ICT specialists and serving school teachers 
appear to be unable to assist student-teachers to 
incorporate ICT into their teaching. It is necessary to 
identify their training needs to provide them with 
suitable professional development activities so that they 
are able to aid student-teachers. 
The separation in the delivery of ICT-related courses 
from the real world context proved to be ineffective in 
preparing student-teachers to use computers in their 
teaching. Thus, for those courses to be effective, 
student-teachers need to learn how to integrate their 
knowledge of ICT into their courses in all subject areas 
and be able to apply them in a real world context. A 
possible approach to relate ICT courses to real world 
situations is through designing a virtual school-based 
experience and including it as a component in the pre-
service teacher education programme. Gibson (2002) 
designed a virtual field trip to schools through the use of 
WebCT software and interactive multimedia 
combinations of video, text, sound, and computer 
graphics to allow her students to experience teachers 
demonstrating their practice in a social studies course. 
This approach may help student-teachers to observe real 
classes and learn from others through electronic means 
prior to their entry into teaching practice.  
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Abstract: As more and more institutions of higher education 
plan to integrate web-based instruction into their settings, a 
need exists to understand and predict learners' attitudes 
toward this new form of learning. By being able to predict 
learners' attitudes, instructors and decision-makers can 
improve and enhance students' learning experience. The 
purpose of this study was to determine the extent to which age, 
gender, prior experience with the Internet, and frequency of 
accessing the web-based course could predict learners' 
attitudes toward web-based instruction. The study surveyed 
440 students who were enrolled in the web-based course 
"Accounting Principles (1)" offered by the Department of 
Accounting at the Hashemite University. Students were taught 
in a flexible (mixed) mode of instruction. Data about the four 
possible predictors and the dependent variable, learners' 
attitudes toward web-based instruction, was collected. 
Multiple regression analysis using the stepwise approach was 
utilized to analyze the data. The findings of the study indicated 
that learners' prior experience with the Internet and their 
frequency of accessing the web-based course may act as 
predictors of their attitudes toward web-based instruction. 
More precisely, the study showed that approximately 11% of 
learners' attitudes was accounted for by its linear relationship 
with both learners' prior experience with the Internet and their 
frequency of accessing the web-based course. This study has 
identified important predictors that may prove to valuable to 
future researchers and instructors who are involved in the 
future of web-based instruction. (Keywords: Web-based 
instruction; Electronic learning; Online instruction; Internet-
based instruction) 

 
  بعض المتغيرات التي تتنبأ باتجاهات الطلبــة

  نحـو التعليم المبني على شبكة المعلومات
  ، كلية الاقتصاد، الجامعة الهاشمية، الزرقاء، الاردنحسام الخداش
  ، كلية التربية، الجامعة الهاشمية، الزرقاء، الاردنامجد ابو لوم

  

ى لإدخـــال التعلـــيم مـــع زيـــادة عـــدد مؤســـسات التعلـــيم العـــالي التـــي تـــسع : ملخـــص
بوساطة شبكة المعلومات ضمن سياساتها التعليمية تظهـر الحاجـه إلـى دراسـة وفهـم           

إن . العوامل المؤثرة على اتجاهات الطلبة نحو إستخدام هـذه التكنولوجيـا الحديثـة           
لمثل هذه الدراسات الاثر على متخذي القرارات وأعـضاء هيئـة التـدريس بمـا يخـدم             

ايــة مــن هــذه الدراســة هــو تحديــد إلــى أي مــدى تــؤثر عوامــل    إن الغ. هــذه التجربــة
العمــر، والجــنس ، والخبــرة الــسابقه فــي إســتخدام شــبكة المعلومــات وعــدد مــرات          
الــدخول لموقــع المــادة التعليميــة الإلكترونــي علــى اتجاهــات المتعلمــين نحــو التعلــيم    

ىء محاسـبة   طالباً ممن سجلوا مادة مباد440الإلكتروني، لقد شملت هذه الدراسة  
وقـــد تـــم تـــدريس هـــؤلاء الطلبـــة بإســـتخدام اســـلوب . فـــي الجامعـــة الهاشـــمية ) 1(

ــات         ــم جمــع البيان ــي ، وت ــيم الإلكترون ــدي والتعل ــيم التقلي ــين التعل ــيم المخــتلط ب التعل
اللازمة حول متغيرات الدراسـة واسـتخدم اسـلوب تحليـل الإنحـدار المتـدرج لتحليـل          

ان لقد جاءت نتـائج الدراسـة لتظهـر    . ات الدراسةت وكذلك لإختبار فرضي   هذه البيانا 
خبــرة الطالــب الــسابقة فــي اســتخدام شــبكة المعلومــات وعــدد مــرات دخولــه للموقــع     
الإلكتروني يمكن إستخدامها كمتغيرات للتنبؤ بإتجاه الطلبة نحو التعلـيم الإلكترونـي،    

علـــيم مـــن التغيـــر فـــي إتجاهـــات الطلبـــة نحـــو الت% 11حيـــث اشـــارت النتـــائج إلـــى أن
الإلكتروني يعود إلى عاملي الخبرة السابقة في إستخدام الـشبكة وعـدد مـرات دخـول        
الطالب للموقع الإلكتروني، وأن معرفة هذه العوامـل يخـدم البـاحثين والمدرسـين فـي               

التعلــيم المبنــي علــى شــبكة المعلومــات، التعلــيم   : الكلمــات المفتاحيــة( .هــذا المجــال
  )نتالالكتروني، التعليم بالإنتر

  
  

Introduction: Within the past few years, colleges and 
universities have introduced and incorporated a number 
of e-learning technologies to face the increasing number 
of students and to enhance student-learning experiences. 
Symonds (2003) noted that undergraduate enrolment in 
the US is up 8% since 1999, yet there are widespread 
instances of reductions in government spending. 
Although tuition fees have risen steadily as a response 
to this situation, a long-term solution is still needed to 
be sought. It appears that significantly different 
organizational forms are needed to accommodate the 
joint pressures of growing demand, rising tuition, and 
limited public funding within the university system.  
*  Faculty of Economics, the Hashemite University, Zarqa, 

Jordan. 
** Faculty of Educational Sciences, the Hashemite University, 
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A review of the evolution of online and distance 
education in higher education might indicate how 
traditional universities’ organizational structures will 
witness changes in the future in response to these  
environmental pressures. These changes indicate a 
major, underlying shift in the way in which university 
education will be conducted in the future and provide 
additional evidence of the effectiveness of online 
instruction. Unfortunately, this is the case in many 
countries over the world, including Jordan. 
The increase in the number of students in Jordanian 
public universities from 30,000 students in 1985 to 
more than 120,000 students in 2003 has been coupled 
with an increase in the government spending for those 
universities of no more than 50% (Burke and Al-
Waked, 1997). It is obvious that universities are facing 
raised ground and in some cases decreased government 
funding. Besides, moving toward online education 
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usually leads to an enhancement in learners' 
experiences. Therefore, the need to move to online 
instruction has inevitably become crucial in the 
Jordanian system for higher education. 
To ensure a proper integration and implementation of 
online instruction, a deep analysis of the new learning 
environment has to exist. According to Shih (2000), it is 
always important to understand how a new form of 
learning can affect the learning process, especially when 
it is used by different types of learners. Furthermore, it 
is of an importance to identify the learning factors that 
influence the success of learners in the new form of 
learning (Shih, 2000). For this purpose, this study 
proposes an e-learning model, measures learners' 
attitudes toward that model, and tests four possible 
factors (age, gender, prior experience with the Internet, 
and frequency of accessing the web-based course) that 
could be used to predict learners' attitudes toward the 
proposed model. According to Dutton, Dutton, and 
Perry (2002), older students prefer online or web-based 
courses. Therefore, age was included in the study. 
Gender was investigated because Marcinkiewicz's 
(1993) review of research suggests that gender 
differences are related to attitudes and that females have 
more negative attitudes toward computers and view 
them as less useful. As for prior experience, research 
has documented the relationship between experience 
and user acceptance of technology in general (Koohang, 
1989). In fact, Busch (1995) concluded that “the most 
important predictor of computer attitudes is previous 
computer experience” (p. 154). Wegner, Holloway, and 
Garton (1999) find that students who perceive that the 
Internet-based course is information-rich and adequate 
to the instructional task at hand make greater use of the 
learning environment. And since students who access 
the Internet-based course more frequently may make 
greater use of the learning environment, their attitudes 
toward the online course may differ from those who 
access the course less frequently. Therefore, frequency 
of accessing the web-based course was included in the 
study as a possible predictor. Consequently, an in-depth 
investigation of these predictors may affect the 
effectiveness of online instruction, and the results of 
such investigation can form a basis on which education 
policy-makers can advise.  
Statement of the Problem: As mentioned earlier, the 
rapid increase in the number of students, coupled with a 
decreased government funding, has created a 
challenging problem for educational institutions around 
the world, including Jordan. In an attempt to solve this 
problem, these institutions started to explore new ways 
for the delivery of instruction.  
According to Rosenberg (2000), web-based instruction 
has the potential of allowing students to access up-to-
date information anywhere anytime, promoting active 
and independent learning, and supporting 
communication between experts and novices. Besides, 
an estimated 80% of the cost of facilities, faculty and 
administrators could be eliminated by offering web-

based courses (Leonard, 1997). Therefore, many 
educational institutions, including the Hashemite 
University, have already initiated the process of 
integrating web-based instruction into its settings. 
However, in order for this process to be successful, a 
continuing body of research that analyzes the different 
aspects of this new form of instruction has to exist. This 
study sheds light on the aspect of learners' attitudes 
toward web-based instruction. More specifically, the 
study attempts to determine the extent to which age, 
gender, prior experience with the Internet, and 
frequency of accessing the web-based course could 
predict learners’ attitudes toward web-based instruction.   
Objectives of the Study: The main objective of the 
study was to determine the extent to which age, gender, 
prior experience with the Internet, and frequency of 
accessing the web-based course could predict learners' 
attitudes toward web-based instruction. 
Importance of the Study: This study came to test four 
possible factors that can be helpful in predicting 
learners' attitudes toward web-based instruction. The 
results of the study contribute substantially, we believe, 
to integrating web-based instruction into the settings of 
educational institutions in Jordan. More specifically, 
administrators and decision-makers will find this study 
of a value in determining some factors that can affect 
the attitudes of learners participating in web-based 
instruction toward this newly implemented form of 
instruction in Jordan. 
In addition, the information provided by this study may 
encourage students and faculty members who have not 
experienced web-based instruction to participate in web-
based courses. 
Delimitations and Limitations: The delimitations and 
limitations of this study included the following: 
1. The target population of the study was limited to 

students enrolled in the "Accounting Principles (1)" 
course offered by the Department of Accounting at 
the Hashemite University in the first semester of 
the academic year 2003-2004. 

2. This study was delimited to the use of a survey 
instrument as the primary method of gathering data. 

3. The design of this study was survey research.   
Definition of Terms 
The following defined terms are required for the 
purpose of this study: 
Attitude: is a learned predisposition to respond in a 
consistent manner to a given object or situation 
(Fishbein and Ajzen, 1975). 
Web-based instruction: is a method of providing a 
learning environment that is mediated and supported by 
the attributes and resources of the Internet. It is an 
increasingly popular method for delivering university 
courses (Brooks, Nolan, and Gallagher, 2001). 
Literature Review: E-learning literature mainly 
concentrates on the benefits of using online instruction, 
and many previous studies addressed e-learning 
outcomes along with student satisfaction perceptions 
using instructors’ self-report surveys (Arbaugh and 
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Duray, 2002).  Studies have also used instructor surveys 
to generate findings on online learning methods 
(Perreault, Waldman, Alexander, and Zhao, 2002; 
Vrasidas, 2002; Lynch and Murranka, 2002; Drago, 
Peltier, and Sorensen, 2002).  For example, McDonald 
(2002) emphasized that there are many benefits to using 
online distance learning environments: online education 
is available "anyplace, anytime” for global communities 
of learners based on shared interests. She claimed that 
"online education with its group-based instruction and 
Computer Mediated Communication (CMC) provides 
an opportunity for new development and understanding 
in teaching and learning” (p.11). McDonald also 
concluded that CMC encourages collaborative learning 
by not providing cues regarding appearance, race, 
gender, education, or social status bestowing a sort of 
anonymity to participants.  
A study conducted by Devlin and James (2003) in 
Australia concluded that the impact of multimedia and 
educational technology could provide some indication 
of improved student learning. Investigating the impact 
of randomly generated open access tests, Thelwell 
(2000) found evidence of improved student motivation 
and modified student study behavior through increased 
revision.  
In view of the previously-mentioned studies, we can 
conclude that the use of online instruction has many 
promising benefits for education. However, we may 
wonder whether achieving such benefits is in someway 
linked with students’ demographic variables (e.g. age, 
gender, etc.) or experiences with the Internet. 
Many studies investigated the relationship between 
students’ attitudes toward using online instruction and 
some demographic variables like age, gender, number 
of times logged into web-based courses and users’ 
experience in using the Internet. Age and gender 
differences have been reported in the literature as 
affecting perceptions in general (Hackett, Mirvis, and 
Sales, 1991). Consequently, gender was included as a 
matter of understanding if differences of perceptions 
toward using online instruction occurred between male 
and female respondents. Experience with the Internet 
was included because research has documented the 
relationship between experience and user acceptance of 
technology in general. The more experience a user has 
with technology the more he or she tends to accept it 
(Koohang, 1989). Therefore, user’s acceptance may in 
turn promote learning. The number of times logged into 
web-based courses is also expected to affect user’s 
acceptance of technology (Yang and Chai, 2000). 
Jiang and Shrader (2001) conducted an exploratory 
study to investigate several factors that might contribute 
to students’ academic achievement and satisfaction with 
an online environment provided by Western Governors 
University. These factors are pre-assessment results, 
interaction with the mentor, number of online courses 
taken and demographic profile (e.g., age, gender, 
current position, etc.). Participants in this study were 
120 students enrolled in a Master’s program. They 

learned via direct interaction with online course 
materials and with the mentor using e-mail, listservs and 
threaded discussions. The researchers developed a 
questionnaire to reveal students’ perceptions of the 
program and used the results of pre-assessment and raw 
count of students’ messages. Using correlation analysis 
and multiple regression analysis, the researchers found 
that students’ overall satisfaction was high, with a mean 
score of 3.18 on the four-point rating scale. They felt 
most satisfied with the flexibility of time and place 
provided by the online course. They also found that the 
demographic variables did not bear any significant 
relationship with satisfaction and academic progress. 
Another interesting result of Jiang and Shrader's study 
was that the more the students communicated with the 
web-based course, the more motivated they were and 
the more academic help they obtained from their web-
based course. Consequently, these students progressed 
faster and were more satisfied with online learning.  
Similar results were found by a study conducted by 
Koohang and Durante in 2003. Their study tested 
learners’ perceptions toward Web-based distance 
learning and gave attention to the variables of age, 
gender, and experience with the Internet to find whether 
these variables are significant factors in learners’ 
perceptions toward Web-based learning. They found 
that age and gender were not significant factors, but 
there was a significant difference among the levels of 
learners’ experience with the Internet and their 
perceptions toward the Web-based learning activities.  
Emphasizing the same results he and his partner found 
before, Koohang (2004) conducted another study that 
investigated users’ perceptions toward e-learning. In 
addition to the variables of age, gender and prior 
experience with the Internet, his study gave attention to 
the amount of time the e-learner spent on the e-learning 
courseware to do his/her assignments. Although the 
study found no significant difference for age and 
gender, it indicated that learners' prior experience with 
the Internet and the amount of time learners spent on e-
learning activities were significant factors. In other 
words, Koohang's study showed that students with more 
prior experience with the Internet had significantly 
higher positive perceptions toward e-learning. Likewise, 
students who spent more time on e-learning to complete 
their assignments indicated significantly higher positive 
perceptions toward the e-learning usability.  
As for the frequency of accessing the web-based course, 
it is found that students with better attendance (number 
of times logged into the site) and reading depth (number 
of time browsing the material) in courses had better 
achievement (Lin and Chen, 2000). However, the study 
of Yang and Chai (2000) showed no obvious effect on 
achievement from students' learning activities such as 
times of log in or participation in discussions. Instead, 
the study showed that the only noticeable effect of these 
learning activities was on whether students felt e-
learning was helpful. 
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In summary, we can say that the use of web-based 
instruction has many promising benefits for education. 
Analyzing and understanding learners' attitudes toward 
web-based instruction is helpful in the proper 
implementation and design of web-based courses. In the 
literature, it has been shown that it is of an importance 
to identify factors that influence learners' success in 
web-based instruction. Studies have examined a number 
of these factors, like prior experience with the Internet, 
interaction with mentor, number of online courses 
taken, frequency of accessing the web-based course, and 
several demographic variables. However, there is a 
great need to test some of these factors in the Jordanian 
environment for web-based instruction. Therefore, this 
study came to test four possible factors that can be 
helpful in predicting learners' attitudes toward web-
based instruction. We believe that the results of the 
study will contribute substantially to integrating web-
based instruction into the settings of educational 
institutions in Jordan.  
Methodology 
The Web-based Course 
The web-based course that was the concern of this study 
was the Accounting Principles (1) course offered by the 
Department of Accounting at the Hashemite University 
in the first semester of the academic year 2003-2004. 
The Hashemite University is considered one of 
Jordanian’s largest providers of higher-level education. 
Until the end of the Academic year 2002-2003, it is the 
only public university accredited for online teaching by 
the Ministry of Higher Education and Research in 
Jordan. Many other universities are moving toward 
getting such a credit. Although it's newly established, 
the Hashemite University was the first university in 
Jordan that started the process of planning and 
integrating e-learning into its courses.  
All six sections of the Accounting principles (1) course 
were taught in a flexible (mixed) mode by two 
instructors who completed a workshop on developing 
web-based courses during the summer of the year 2003. 
The two instructors worked together on developing a 
web-based version of the Accounting Principles (1) 
course using Blackboard Learning and Community 
Portal SystemTM, an authoring environment, which 
utilizes asynchronous (Bulletin, e-mail) and 
synchronous (Chat) communication tools.  
Face-to-face lectures of three class hours per week were 
supplemented by a variety of web-based materials 
including an extensive collection of interactive, 
collaborative practice materials, an extensive set of 
PowerPoint slides available as a supplement to the 
textbook, and extensive files of repeatable practice 
quizzes. Online communication was set up to support 
the assessments: These consisted of a portfolio, which 
followed the development process of the web-based 
materials and led to the web-based course as a final 
product. As part of the development cycle, students 
were asked to get feedback from fellow students or 
external sources by using e-mail and chat rooms. The 

chat rooms were also available for other forms of 
discussion e.g. for advice and help.  
The Instrument: The main goal of this study was to 
test four possible predictors of learners' attitudes toward 
web-based instruction. To achieve this goal, an 
instrument was designed to collect information about 
the four possible predictors (age, gender, prior 
experience in using the Internet, and frequency of 
accessing the web-based course) and the predicted or 
dependent variable (learners' attitudes toward web-
based instruction). 
Section one of the instrument was designed to gather 
information regarding gender, age, prior experience 
with the Internet, and frequency of accessing the web-
based course. See Table 1. 
Table 1: Section (1) of the Instrument 
  
SECTION (1): 
Please respond to the following items by circling the appropriate 
number 
1. Gender?  
 (1) Male (2) Female 
2. Age?  
 (1) Less than 20 years (2) From 20 to 22 years 
 (3) From 23 to 25 years (4) Greater than 25 years 
3. Prior experience with the Internet?  
 (1) From 1 to 2 years (2) From 3 to 5 years (3) Over 5 

years 
4. Frequency of accessing the Web-based course?  
 (1) Never (2) Seldom  (3) Once a week 
 (4) Once every two days (5) Once a day  (6) More than once a day 
  

Section two, the attitudes scale, was built to measure 
learners' attitudes toward web-based instruction in light 
of their experience with the web-based course. Students 
were asked to rate their agreement with eleven items on 
a Likert-type scale ranging from 1 (strongly disagree) to 
5 (strongly agree). The statements for the items were 
worded positively so that a higher score indicates more 
favorable attitudes toward web-based instruction. A list 
of these items is shown in Table 2. 
Table 2: Section (2) of the Instrument 
  
SECTION (2): The Attitudes Scale 
Using the following scale, please indicate your agreement with each 
of the items that follow by circling the number that best indicate your 
attitude toward web-based instruction. 
Scale: 
5=Strongly Agree, 4=Agree, 3=Not Sure, 2=Disagree, 1=Strongly 
Disagree 
1. Encourages me to learn more 5 4 3    2    1 
2. Improves my discussion skills. 5 4 3    2    1 
3. Makes me feel more involved in the 

class. 
5 4 3    2    1 

4. Makes me realize the importance of 
the studying materials. 

5 4 3    2    1 

5. Encourages me to take courses taught 
in a similar way.  

5 4 3    2    1 

6. Makes me feel more prepared for the 
examinations. 

5 4 3    2    1 

7. Stimulates my interest in what I 
learn. 

5 4 3    2    1 

8. Encourages me to ask more 
questions. 

5 4 3    2    1 

9. Provides me with a new positive 
learning experience. 

5 4 3    2    1 

10. Enhances my ability to understand 
& evaluate viewpoints. 

5 4 3    2    1 

11. Makes me feel more responsible for 
studying. 

5 4 3   2    1 



Al-Khadash and Abuloum 

139  

The instrument underwent two phases of validity 
verification. The first phase involved sending all survey 
items to a panel of four instructional technologists from 
four Jordanian universities to rate each item for clarity 
and usefulness in measuring learners' attitudes toward 
web-based instruction. Members of the panel were 
asked to make appropriate changes to the survey items. 
After making necessary changes, the survey was ready 
for the second phase of validity verification.  Three 
weeks prior to the end of the first semester of the 
academic year 2003-2004, the second phase began by 
administering the survey to a randomly selected sample 
of 25 students who were enrolled in the "Accounting 
Principles (1)" web-based course. These students, who 
were later excluded from the sample of the study, were 
asked to rate the survey items for clarity of expression. 
Based on students' responses and comments, a final 
version of the survey was prepared. 
Two weeks prior to the end of the first semester of the 
academic year 2003-2004, the internal consistency of 
the instrument was determined using 40 subjects (21 
males and 19 females) who were taking the "Accounting 
Principles (1)" web-based course. The sample used to 
determine the internal consistency was independent of 
the sample of respondents used in the study itself. The 
calculated coefficient alpha reliability for the attitudes 
scale was .87, which suggests that this instrument is 
suitable to measure learners’ attitudes toward the web-
based course. 
Subjects and Procedure: The population of this study 
consisted of all the undergraduate students who enrolled 
in the web-based course "Accounting Principles (1)" 
during the first semester of the academic year 2003-
2004. The sample of the study was the whole 
population, which was 510 students. Among these, 65 
students were excluded because they were used in 
establishing the validity and reliability for the 
instrument, and another 5 students were excluded 
because their responses were not consistent. A 
description of the rest of the students (440) regarding 
gender, age, prior experience with the Internet, and 
frequency of accessing the web-based course is 
presented in table 3. 
Of the 440 students who participated in the study, 225 
were males (51.1 percent of total sample) and 215 (48.9 
percent of total sample) were females. Initially, students' 
ages varied in four categories: 319 students (72.5 
percent) who were less than 20; 111 students (25.2 
percent) who were between the ages of 20-22; 8 
students (1.8 percent) who were between the ages of 23-
25; and only 2 students (0.5 percent) who were over 25. 
To get more stable results, the last three categories of 
age have been merged into one category that contained 
121 students (27.5 percent) who were 20 years of age 
and older. Students' prior experience with the Internet 
varied in three categories: 256 students (58.2 percent) 
with 1-2 years of experience; 127 students (28.9 
percent) with 3-5 years of experience; and 57 students 
(13 percent) with over 5 years of experience. Finally, 

students' frequency of accessing the web-based course 
varied in six categories: 1 student (0.2 percent) who 
never accessed the web-based course; 31 students (7.1 
percent) who were rarely accessing the course; 82 
students (18.6 percent) who were accessing the course 
once a week; 186 students (42.3 percent) who were 
accessing the course once every two days; 121 students 
(27.5 percent) who were accessing the course once a 
day; and 19 students (4.3 percent) who were accessing 
the course more than once a day. Similar to what we did 
to the age categories, the first two categories of 
frequency of accessing the web-based course ("Never" 
and "Seldom") have been merged into one category that 
included 32 students (7.3 percent) who rarely or never 
accessed the web-based course, see Table 3. 
Table 3: Frequency and Percentage of Students by 
Levels of Independent Variables (Possible Predictors)  
Independent 
Variable (IV) 

Levels of IV N Percentage 

Gender    
 Male 225 51.1 
 Female 215 48.9 
 Total 440 100 
Age    
 Less than 20 

years 
319 72.5 

 20 years and 
above 

121 27.5 

 Total 440 100 
Prior Experience with the Internet 
 From 1 to 2 

years 
256 58.2 

 From 3 to 5 
years 

127 28.9 

 Over 5 years 57 13.0 
 Total 440 100 
Frequency of Accessing the Web-based Course 
 Seldom or 

Never 
32 7.3 

 Once a week 82 18.6 
 Once every two 

days 
186 42.3 

 Once a day 121 27.5 
 More than once 

a day 
19 4.3 

 Total 440 100 
To gather information regarding the predicted variable 
and its possible predictors, the previously-mentioned 
instrument was handed to students during the last week 
of the semester.  
Research Question: The central problem was the 
prediction of learners’ attitudes toward web-based 
instruction. A distinguished feature of this study was the 
combining of multiple variables as possible predictors 
of learners’ attitudes toward web-based instruction. The 
research question for this study was the following: 
Can age, gender, prior experience with the Internet, and 
frequency of accessing the web-based course predict 
learners’ attitudes toward web-based instruction? 
Data Analysis: For the purpose of predicting learners' 
attitudes toward web-based instruction from the four 
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possible predictors (age, gender, prior experience with 
the Internet, and frequency of accessing the web-based 
course), multiple regression analysis was used to 
analyze the data using the stepwise approach. The 
stepwise approach was utilized to determine what 
proportion of the learners' attitudes variance was 
accounted for by the significant predictor(s). 
Descriptive analyses were also used to provide 
information regarding means and standard deviations of 
different variables. The SPSS statistical package was 
utilized to compute all statistics reported in the 
following section.  
Results and Discussion 
Descriptive Analysis: Table 4 shows the descriptive 
analysis for the eleven items of the attitudes scale. As 
mentioned before, these items measure the predicted 
(dependent) variable, learners' attitudes toward web-
based instruction. The data shown in table 4 revealed an 
overall mean score of 4.02; indicating high learners' 
attitudes toward web-based instruction.   

Table 4: Means and Standard Deviations for Items of 
the Attitudes Scale 
 N Mean     SD    
Item #1 Encourages me to 
learn more 

440 4.09 1.175 

Item #2 Improves my 
discussion skills 

440  4.09 1.175 

Item #3 Makes me feel more 
involved with the class 

440 4.38 1.124 

Item #4 Makes me realize the 
importance of the studying 
materials 

440 3.75 1.161 

Item #5 Encourages me to 
take courses taught in a 
similar way            

440 3.99 1.138 

Item #6 Makes me feel more 
prepared for the examinations 

440 3.47 1.213 

Item #7 Stimulates my 
interest in what I learn 

440 3.58 1.397 

Item #8 Encourages me to 
ask more questions 

440 4.16 1.267 

Item #9 Provides me with a 
new positive learning 
experience 

440 4.59 1.095 

Item #10 Enhances my ability 
to understand & evaluate 
viewpoints 

440 3.87 1.153 

Item #11 Makes me feel 
more responsible for studying 

440 4.21 1.104 

Average                                      440         4.02        1.062 
 As shown in Table 4, items 1, 2, 3, 8, 9 and 11 were 
perceived by students as the most advantageous items 
for using web-based instruction. Based on the same 
table, it is interesting to notice that all items have mean 
points above 3.47, which gives a positive indicator 
about learners' satisfaction with web-based instruction. 
Table 5 displays the means and standard deviations of 
learners' attitudes at different levels of the independent 
variables. Based on the table, males and females tend to 
have the same level of attitudes toward web-based 
instruction.  
The two categories of age seem to have close levels of 
attitudes toward web-based instruction. Regarding prior 

experience with the Internet, we can notice that as we 
move from a category with less experience to a category 
with higher experience, attitudes toward web-based 
instruction tend to increase accordingly. The same can 
be said about the categories of the frequency of 
accessing the web-based course variable. 
Table 5: Means and Standard Deviations of Learners' 
Attitudes by Levels of Independent Variables (Possible 
Predictors)  
Independent Variable 
(IV) 

Levels of IV N Mean SD 

Gender     
 Male 225 4.02 1.054 
 Female 215 4.01 1.071 
 Total 440 4.02 1.062 
Age     
 Less than 20 

years 
319 4.03 1.063 

 20 years and 
above 

121 3.99 1.061 

 Total 440 4.02 1.062 
Prior Experience with the Internet 
 From 1 to 2 

years 
256 3.93 1.059 

 From 3 to 5 
years 

127 4.07 1.065 

 Over 5 years 57 4.31 1.072 
 Total 440 4.02 1.062 
Frequency of Accessing the Web-based Course 
 Seldom or 

Never 
32 3.11 1.061 

 Once a week 82 3.77 1.075 
 Once every 

two days 
186 4.13 1.056 

 Once a day 121 4.23 1.062 
 More than 

once a day 
19 4.33 1.072 

 Total 440 4.02 1.062 
Correlation Analysis: Correlation coefficients were 
computed among the five variables used in the study. 
Using Bonferroni approach to control for Type I error 
across the 10 correlations, a p-value of less than .005 
(.05/10=.005) was required for significance. The results 
of the correlational analyses are presented in table 6. 
The first row lists the correlation coefficients between 
the possible predictors and the predicted (dependent) 
variable, learners' attitudes toward web-based 
instruction. It is interesting to note that the correlations 
between each of gender, and age, and the predicted 
variable are negative, relatively small, and statistically 
not significant. However, the correlations between the 
other two predictors (prior experience with the Internet 
and frequency of accessing the web-based course) and 
the predicted variable are positive, relatively close to 
medium, and statistically significant. In fact, the 
strongest correlation existed between frequency of 
accessing the web-based course and the predicted 
variable (r=.279). The second strongest correlation was 
between the predicted variable and prior experience 
with the Internet (r=.223). Among the predicted 
variables, the table reveals a positive, close to medium, 
and statistically significant correlation, r(438)=.214, 
p<.001, between gender and prior experience with the 
Internet. The correlation between prior experience with 
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the Internet and frequency of accessing the web-based 
course is not significant, r(438)=.108, p=.063. Similarly, 
the rest of the correlations among predictors have 
proved to be non-significant. 

Table 6: Correlations among the Five Variables Used in 
the Study 
Variables 1 2 3 4 5 
1. Learners' Attitudes 

toward Web-based 
Instruction 

1.000 -.006 -.055 .223* .279* 

2. Gender  1.000 .139 .214* .074 
3. Age   1.000 .059 -.084 
4. Prior Experience with 

the Internet  
   1.000 .108 

5. Frequency of Accessing 
the Web-based Course 

    1.000 

* p<.005  
Multiple Regression Analysis—Stepwise Approach 
Table 7 shows the results of the stepwise regression 
analysis using four variables as predictors. Step one of 
the analysis revealed that prior experience with the 
Internet is a significant predictor of learners' attitudes 
toward web-based instruction, R2=.05, adjusted 
R2=.048, F(1,438)=23.01, p<.001. This result is 
supported by the close to moderate correlation between 
the two variables (r=.223). Approximately 5% of the 
variance of the learners' attitudes variable was 
accounted for by its linear relationship with learners' 
prior experience with the Internet. 
Step two of the stepwise regression analysis indicated 
that the frequency of accessing the web-based course 
variable did add significantly to the prediction of 
learners' attitudes toward web-based instruction R2 
change=.066, F(1,437)=32.359, p<.001.  

Table 7: Results of Stepwise Regression Analysis 
Using Four Variables as Predictors 

Step Variable R R 
Square 

Adjusted 
R Square 

R 
Square 
Change 

F 
Change 

Sig. F 
Change 

1 Prior 
Experience 

.223 .050 .048 .050 23.011 .001 

2 Prior 
Experience 
& 
Frequency 
of Access 

.340 .115 .111 .066 32.359 .001 

        

Variable  Weight (B) T P-value 
(intercept) 2.85 30.62 0.001  
Prior Experience 0.06 2.83 0.001  
Frequency of Access 0.21 14.03 0.001  
The same step also showed that the linear combination 
of the two variables (prior experience with the Internet 
and frequency of accessing the web-based course) was 
significantly related to the learners' attitudes variable, 
R2=.115, adjusted R2=.111, F(2,437)=28.509, p<.001. 
This means that almost 11% of the variance of the 
learners' attitudes variable was accounted for by its 
linear relationship with both learners' prior experience 
with the Internet and their frequency of accessing the 
web-based course. And since the correlation between 
prior experience with the Internet and frequency of 
accessing the web-based course is not significant, 
r(438)=.108, p=.063, the frequency of accessing the 

web-based course variable accounts for almost 6% 
(11%-5%) of the variance of the learners' attitudes 
variable.  
As explained above, the previous stepwise multiple 
regression procedure resulted in a mathematical model 
that explained 11% of the variance of learners' attitudes 
toward web-based instruction. The prediction equation 
for this model is as follows: 

Attitudes =  2.85 + 0.06 (Prior Experience) + 0.21 
(Frequency of Access) 

Note that the relationship between attitudes and prior 
experience runs in a positive direction, meaning that 
learners with more prior experience with the Internet are 
more likely to have higher attitudes toward web-based 
instruction. In this study, students with over 5 years of 
experience with the Internet, although constituting 13% 
of the sample, had the highest level of attitudes toward 
web-based instruction. A similar relationship exists 
between attitudes and frequency of access. Learners 
who access the web-based course more frequently are 
more likely to have higher attitudes toward web-based 
instruction. In our study, students who reported that they 
were accessing the web-based course more than once a 
day had the highest level of attitudes toward web-based 
instruction. The lowest level of attitudes existed among 
students who never accessed the web-based course. 
In summary, the above equation suggests that from 
learners' perception, promoting web-based instruction 
can be achieved through: 
1. Increasing learners' prior experience with the Internet. 

This can be done by having students take prerequisite 
introductory courses that focus on Internet basic 
skills, like navigating the Internet, searching the 
Internet for specific information, using email to 
exchange information, downloading information from 
the Internet, and designing web pages. Although this 
study did not examine the type of prior experience 
with the Internet, we believe that it is worthy of 
investigation and is recommended for future study. 

2. Increasing learners' frequency of accessing the web-
based course. This can be done by increasing students' 
interaction with the web-based course through, for 
example, online discussion-boards, online quizzes and 
tests, online assignments, email and messages, online 
announcements, online projects, and others.    

Conclusion: As more and more institutions of higher 
education plan to integrate web-based instruction into 
their settings, it is imperative to understand and predict 
learners' attitudes toward this new form of learning. By 
being able to predict learners' attitudes, instructors and 
decision-makers can improve and enhance students' 
learning experience. 
The purpose of this study was to determine the extent to 
which age, gender, prior experience with the Internet, 
and frequency of accessing the web-based course could 
predict learners’ attitudes toward web-based instruction.  
The findings of this study revealed that age and gender 
have no significant relationships with students’ attitudes 
toward web-based instruction. In this regard, the study 
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goes in line with the findings of other studies (Jiang & 
Shrader, 2001; Koohand & Durante, 2003; Koohang, 
2004).  
Emphasizing the results of the work done by Koohang 
(2004), this study showed that learners' prior experience 
with the Internet and their frequency of accessing the 
web-based course may act as predictors of their attitudes 
toward web-based instruction. More precisely, the study 
showed that approximately 11% of the variance of 
learners' attitudes was accounted for by its linear 
relationship with both learners' prior experience with the 
Internet and their frequency of accessing the web-based 
course. 
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Abstract: The purpose of this study is to investigate the 
effect of computer games as an instructional tool on 
third grade students’ acquisition of higher order 
thinking skills.  Three instructional computer games that 
cover the content of three lessons in Arabic, 
Mathematics and Science textbooks were used.  Thirty-
two students served as the experimental group and were 
taught via computer games, and 31 students served as 
the control group and were taught the same content 
without using computer games.  Subjects were all 
chosen from a public school in Irbid in the northern 
part of Jordan. The target higher order thinking skills 
were analysis, synthesis, and evaluation, assessed by an 
achievement test designed for this purpose. The results 
of the study revealed significant differences among 
students in the acquisition of the three levels of higher 
order thinking skills in favor of the experimental group, 
indicating a significant effect of computer games on 
acquiring higher order thinking skills. (keywords: 
Computer assisted instruction, computer games, 
thinking skills). 
 

 
أثر استخدام ألعاب الحاسوب كونها وسيلة تعليمية في اكتساب طلبة 

  الصف الثالث الأساسي لمهارات التفكير العليا
  

  .كلية التربية، جامعة اليرموك، اربد، الأردن، العبادي حامد
  

هــدفت هــذه الدراســة إلـى الكــشف عــن أثــر العـاب الحاســوب كونهــا وســيلة   : ملخـص 
ــة الــصف    ــة فــي اكتــساب طلب ــم     تعليمي ــا،  وت ــات التفكيــر العلي  الثالــث الأساســي لعملي

اســتخدام ثــلاث العــاب تعليميــة تغطــي محتــوى ثلاثــة دروس مــن كتــب اللغــة العربيــة     
 32وقــد تكونــت عينــة الدراســة مــن   . والرياضــيات والعلــوم للــصف الثالــث الأساســي  

ونهـا  طالباً مثلوا العينة التجريبية التي درست المحتوى باستخدام العـاب الحاسـوب ك     
 طالبـا درسـوا المحتـوى نفـسه باسـتخدام الوسـائل الاعتياديـة،               31وسيلة تعليمية، و  

وقــد تــم اختيــار أفــراد الدراســة جمــيعهم مــن إحــدى المــدارس الحكوميــة فــي مدينــة    
ــي الأردن  ــد فـ ــل والتركيـــب       .إربـ ــارات التحليـ ــر العليـــا بمهـ ــارات التفكيـ وتحـــددت مهـ

حصيلي صـمم لهـذا الغـرض، وقـد أظهـرت       والتقويم، وتم تقييمها باستخدام اختبار ت     
ــة الدراســة فــي اكتــساب         ــة إحــصائياً بــين أفــراد عين نتــائج الدراســة وجــود فــروق دال
مهــارات التفكيــر العليــا وعلــى مــستويات التفكيــر الثلاثــة ولــصالح أفــراد المجموعــة          

التعلـــيم بالحاســـوب، ألعـــاب الحاســـوب، مهـــارات : الكلمـــات المفتاحيـــة (.التجريبيـــة
  ).التفكير

  
Playing games is one of the most common activities 
used in elementary schools.  They play an important 
role in the psychological, social and intellectual 
development of children.  Playing is a voluntary activity 
that is intrinsically motivating. Therefore, teachers use it 
as one technique that increases activity and makes 
learning a pleasant experience, affording joy, fun and 
humor (Rieber, 1996). Indubitably, these attributes 
closely match those of modern educational theories 
(Behavioral theory and Cognitive theory) where 
learning should be a self-motivating and rewarding 
activity. 
Because of the development in utilizing computers in all 
aspects of life, the nature of games children play has 
changed dramatically.  Playing games has switched 
from traditional instructional practices to a technology-
based learning environment. This transition has 
attracted a great deal of interest especially after the 
widespread of computers (Bright & Harvey, 1984).  
Computers have spread through schools, homes and  
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society.  They have taken over children’s minds and the 
way they view the world.  Studies revealed that the most 
popular home activity preschool children enjoy is 
playing computer games (Mumtaz, 2001).  It has been 
argued that the computer age has replaced book-based 
learning and a recent survey found that 15-year-old boys 
spent less than two hours a week reading books for 
pleasure, compared with 11 hours a week watching 
television and nine hours playing computer games 
(Kerawalla & Crook, 2002). 
Studies all over the world confirm that games are the 
most common application of computers especially 
among children. A study in the UK carried out by 
Livingstone and Bovill (1999) examined computer use 
both at home and at school for children aged 6-17 years 
and found out that most home computer activity (77%) 
centers on games.  Worldwide, another piece of research 
conducted by Setzer & Duckett (1994) revealed that 
over 10.5 Billion US Dollars were spent worldwide on 
electronic games for home use in 1993. 
Because of the popularity of electronic games, educators 
began considering their applications to classrooms. 
Educators discovered that electronic games can fit into 
the educational environment in a variety of ways, 
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ranging from creating total-learning systems to serving 
as components in more traditional learning environment 
(Al Mubireek, 2003). 
Many people consider games just as a means of 
entertainment and not as part of the educational 
software, thus having little connection with the schools’ 
agendas.  Some researchers went on to say that the 
prolonged and excessive use of electronic games 
contribute to an obsessive, addictive behavior, 
dehumanization of the player, desensitizing of feelings, 
health problems and development of anti-social 
behavior as well as other disorders (Setzer & Duckett, 
1994). Most researchers, however, confirm that the 
advantages of computer games overweight their 
disadvantages.  According to Tzeng (1999), children 
may obtain many benefits when playing games.  Games 
typically elicit complete mental involvement from 
participants, have concrete goals and rules that help 
focus attention and direct action, require a high degree 
of player interaction, provide immediate feedback, 
incorporate variable levels of challenge to keep players 
involved as their skills increase, enhance recall and 
transfer of knowledge, and evoke mental imagery that 
facilitates the retention of educational materials 
embedded in the game (Quinn, 1997).  Klein and 
Frettag (1991) noted that the essential elements of 
computer games such as 3D sound, graphics, and story 
telling, provide a powerful sense of interactivity and 
control, while immersing the user with the information 
or content of the game. 
Researchers in technology-based learning environment 
have found that playing computer games contributes to 
the enhancement of thinking skills. Games could 
significantly facilitate children's cognitive processes 
such as making inferences and logical thinking skills. 
The researchers assert that incorporating games into an 
instructional design improves students` skills in 
practical reasoning, making inferences and engaging in 
inductive reasoning (Pillay, Brownlee, and Wills, 1999). 
Moreover, computer games enhance higher order 
thinking skills through the combination of visual and 
interactive learning experience that includes sounds, 
pleasant signs, applause, and other forms (Pogrow, 
1994; Arnas, 2002).  They often include problems that 
develop critical thinking defined as the analysis and 
evaluation of information in order to determine logical 
steps that lead to concrete conclusions (Doolittle, 1995). 
Visualisation, which is an important element of 
computer games, is a key cognitive strategy that plays 
an important role in discovery and problem solving 
(Betz, 1995-1996).  In addition, many of the problems 
presented in games require students to form mental 
representations and manipulations of objects or 
elements (Amory, Naicker, Uincent, and Adams, 1999).  
Studies of expert and novice computer games players 
(Pillay et al, 1999) suggest that in moving from a novice 
to an expert player, cognitive processes may be 
enhanced.  The studies revelead that expert players 
highly organised knowledge structures.  Since the 

recreational computer games players would need a 
highly organised knowledge structure in their internal 
representations, these would help them efficiently 
deploy knowledge and make meaningful inferences 
when confronted with situations.   These studies suggest 
that experts have efficient cuing and linking 
mechanisms in their knowledge stuctures.  Playing 
recreational computer games involves encoding explicit 
information presented in the game and consructing 
internal representation.  Initially, novice players would 
be reliant on surface features in their knowledge 
construction that, over time, would presumably become 
organized knowledge structures when prompted with 
certain games situations. 
It is undeniable that playing games requires skills 
children need in order to simultaneously and selectively 
attend to a number of different pieces of information 
displayed on the screen (Fromme, 2003).  Often this 
takes place under specific time constrains that restrict 
the extent of exploration one can afford (Amory, et al, 
1999).  In addition, when a student plays recreational 
games, it is necessary for him to use a mixture of his 
own idea and technical concepts in the simulation which 
makes him navigate through the given information and 
make connections between information from different 
scenes.  Such a process requires maintaining temporal 
information in memory as one moves between screens 
(Gokhale,2002).  
Playing computer games requires many skills such as 
processing information explicitly in graphics in addition 
to skills of processing complex mental representations 
such as those found in most problem-solving tasks.  
Studies conducted by Pillay, Brownlee, and Wills 
(1999) indicated that while playing computer games, 
players practiced complex cognitive processes such as 
interpreting explicit and implicit information, inductive 
reasoning, metacognitive analysis, and problem solving.  
All of these cognitive processes suggest that playing 
computer games can benefit the development of 
thinking skills  that could not necessarily be encouraged 
easily through other media.  The British 
Communications and Technology Agency 
(BECTA,2001) funded a pilot study in computer games 
in education.  One of the conclusions of the study was 
that students can receive immediate feedback on their 
actions and decisions as well as invite exploration and 
experimentation through games. 
The need to prepare students for the Information Age is 
a recurring theme in the Educational Reform 
Movement.  The arrival of the Information Age has 
made the acquisition of higher-order thinking skills 
among learners crucial, and developing these skills has 
become a national goal in many countries.  Many 
researchers (e.g, Pogrow, 1994; Scott, Cole, Engel, 
1992) argue that for students to be competitive in years 
to come, teachers need to be able to provide them with 
cognitive strategies that will enable them to think 
critically, make decisions, and solve problems.   
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Educators believe that knowledge of the basics is no 
longer sufficient in the ever-changing society; therefore, 
thinking skills have become at the top of their agendas.  
Harris (1999) states that generations of the information 
age must learn not only how to access information, but 
more importantly how to manage, analyze, critique, 
cross-reference, and transform it into usable knowledge.  
These high level skills of thinking are best acquired 
when learners construct knowledge rather than passively 
ingest information (Hopson, 1998) 
The above review of literature suggests that computer 
games can play an effective role in enhancing thinking 
skills if incorporated into the instructional practices.  
Not only can computer games enhance basic skills of 
thinking, but also they can enhance higher order levels 
of thinking, which this study examines. 
Through reviewing the literature, the researcher has not 
encountered any empirical study addressing this issue in 
the Jordanian setup in spite of the ongoing efforts that 
the Jordanian government has put to utilize computer in 
education and, in spite of the educational policies in 
Jordan that tend to make the development of higher 
order thinking skills among its main priorities. 
Higher-order thinking essentially means thinking that 
takes place in the higher-levels of the hierarchy of 
cognitive processing. Bloom’s Taxonomy is the most 
widely accepted hierarchical arrangement of this sort in 
education and it can be viewed as a continuum of 
thinking skills starting with knowledge-level thinking 
and moving eventually to an evaluation-level of 
thinking. 
Research Question: This study addressed the following 
research question: 
Does using computer games as an instuctional tool 
contribute to the development of higher order thinking 
skills among third grade students in Jordan? 
Significance of the study: This study will enrich the 
limited research on the use of computer in the 
elementary stage in general and the use of computer 
games in particular to enhance the development of the 
students’ higher order thinking skills. What makes this 
study more important is the popularity of computer 
games among children  and the high probability of 
utilizing them for the benefit of school-age children.  It 
will ultimately provide data that may be used to make 
the use of computers in the elementary school more 
effective.  The results of the study will also be useful for 
educators who are formulating technology plans in 
Jordan and in other Arab countries as well.  
Operational Definitions of Terms: In this study, key 
terms are defined as follows: 
Higher order thinking skills: They are the cognitive 
skills that allow student to answer questions that require 
him/her to function at the levels of Analysis, Synthesis, 
and Evaluation according to Bloom’s Taxonomy of the 
cognitive domain.  The questions were derived from the 
content of three lessons in the third grade’ textbooks of 
math, science, and Arabic language in Jordan. 

Analysis:  It is the ability of the third grade student to 
answer questions in math, science, and Arabic, and to 
break down a whole object or idea into its component 
parts. 
Synthesis:  It is the third grade students’ ability to 
answer questions in math, science, and Arabic language 
that require him/ her to combine component parts or 
ideas to create a whole or a solution.  
Evaluation: A third grade student’s ability to answer 
questions that require him/her to make quantitative and 
qualitative judgments in math, science, and Arabic. 
Instructional Computer Games:  Three instructional 
computer games were used in this study chosen from a 
group called "School of Digital Heroes".  The games 
were presented to students in Arabic and covered a 
content of three lessons in the Arabic Language, 
Mathematics, and science textbooks of the third grade in 
Jordan. 
Methods 
Subjects: A school was randomly chosen out of four 
schools in Irbid in north Jordan that have computer labs 
and more than one section of the third grade.  Two 
sections consisting of 63 students were randomly 
chosen from that school; one of the selected sections 
which consisted of 32 students was assigned to the 
experimental group, and the other section that consisted 
of 31 students was assigned to the control group. 
Materials: The following materials were used in the 
study:  
Instructional computer games: Twelve instructional 
games representing the Arabic language, mathematics, 
and science were selected.  All the games were given to 
a jury of six experts in the field of Elementary 
Education and Educational Psychology at the college of 
Education at Yarmouk University.  The experts were 
asked to choose three games, one in each subject, they 
thought they were the most appropriate for the sample 
of the study.  Most experts (80%) chose three 
instructional games from a group Called “School of 
Digital Heroes”; these games were part of an electronic 
textbook designed by an educational technology 
company in Jordan. 
The three games were designed in the Arabic language 
and were part of electronic textbooks of three subjects; 
namely the Arabic Language, Science, and 
Mathematics.   The textbooks were designed in a way so 
that most of their activities can be used as Instructional 
games.  Games in these textbooks were used as a tool to 
facilitate learning and make it more enjoyable.  This 
may enable students to play and learn simultaneously, 
as instructional games may help them learn through 
creating situations in which learning is associated with 
fun, excitement and suspense.  The games used are the 
following: 
A. Digital gate: This game represents the content of 

the math lesson (The multiplication).  The games 
used to encourage mathematical and strategic 
thinking.  At the beginning the student has to select 
a number from one to ten.  After selecting the 
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number, the student is given a math problem.  Each 
problem has three answers; only one of them is 
correct.  Every time the student chooses the correct 
answer, it will help the children in the game move a 
step toward the digital gate and players will get 
reinforcement in the form of music, cheering 
sounds, and clapping.  If a wrong answer is given, 
the digital gate shut down; going through the gate is 
forbidden, and the student has to start the game 
again. 

B. Digital monsters: this game covers the content of 
the science lesson (Space Invasion).  In this game 
the student is asked to help digital kids in their fight 
with monsters.  The student has to think of different 
ways to provide help.  Answering questions given 
to him about the content of the lesson is the most 
effective way to kill the monster.  Each time a 
student gives a correct answer, one of the monsters 
is killed.  The student is allowed to give the wrong 
answer three times, after that he starts the game 
from the lowest level.  After finishing the game the 
student gets reinforcement and saves the world 
from the monsters. 

C. Hunting Pokemons:  This game covers an Arabic 
lesson (Cooperation) from the Arabic Language 
textbook.  In this game, a player walks through a 
maze to reach and hunt a Pokemon at the end of the 
maze.  Player students have to think of ways to hunt 
Pokemons and all the ways require an 
understanding of the content of the lessons.  A 
student moves one step forward if he gives a correct 
answer.  If he gives a wrong answer, he has to start 
over the games and meets new questions.  When he 
answers all the questions, the student reaches the 
end of the maze and catches the Pokemon. 

Higher Order Thinking Skills Test: An achievement 
test was constructed to measure higher order thinking 
skills. The test that covered the content in the 
instuctional games was derived from science, Math, and 
Arabic textbooks.  From each subject a lesson was 
coverd.  The lessons were “cooperation” from the 
Arabic Language textbook, “multiplication” from the 
Math textbook, and “Space Invasion” from the science 
textbook The achievement test consisted of thirty-
multiple choice items, each item has three alternatives.  
Each correct answer was given one point, while the 
incorrect answer was given zero. The thirty items were 
distributed equally on the three levels of higher order 
thinking ( analysis, senthysis, and evaluation). 
In the first draft, the achievement test contained 45 
items; it was given to a jury of 12 experts in the field of 
Elementary Education and Educational Psychology.  
The experts were asked to determine to which level of 
thinking each item belongs and the appropriateness of 
each item to the cognitive level of the students.  After 
making the modifications and changes they requested, 
the researcher kept 30 items that constitute the final 
version of the test.  The items that were kept are the 
items that 80% of the experts agreed on.  Here is an 

example on each level of thinking from the three lessons 
which were translated from Arabic to English: 
Analysis level: 
- The similarity between the actual moon and the 

artificial moon is: 
A. Both of them are lighting. 
D. Both them rotate around the earth. 
E. No human beings live in both. 
Synthesis level: 
A family has four children all of them are in schools; 
each child needs 12 JDs each year to buy textbooks; 
how many JDs do children need to buy in three years? 
A. 84 
B. 96 
C. 144 
Evaluation Level: What would happen to the Arab 
countries if they united and became one state? 
A. Their problems would increase. 
B. They would become more powerful. 
C. They would become weak. 
To determine the test reliability, the researcher used 
Kudar Richardson 20 formula, which revealed a 
reliability coefficient of 0.72.  
Procedures: Two graduate students from the college of 
education at Yarmouk University helped the researcher 
in training the experimental group to gain the basic 
skills in using the computer, in particular the skills of 
using the mouse, which is the main skill students need 
to play computer games.  The subjects were trained for 
a week (an hour a day) working with Microsoft Paint 
and playing Solitaire.  The students in the experimental 
group were taught the three lessons by their teacher 
using instructional computer games in the computer lab, 
simultaneously with their peers in the control group, 
who studied the same content in their classroom using 
the traditional method of teaching which is the method 
of teaching that students used to.  Each lesson was 
taught in one day.  After studying the content, both 
groups took the post-test.  
Results and Discussion: To answer the research 
question, the researcher calculated the means and 
standard deviations of students’ performance on the 
higher order thinking skills test and presented them in 
Table (1) 
Table (1): Means and standard deviations of the 
subjects’ performance on the post test 

Groups 
Experimental Control Level of thinking 

Mean SD N Mean SD N 
Analysis 8.8125 .8206 32 7.9032 .7463 31 
Synthesis 8.6563 .7453 32 7.2903 .9379 31 
Evaluation 7.5000 .7184 32 6.8065 .7033 31 

Table (1) shows differences in the achievement 
between the control and the experimental groups. To 
determine the significance of these differences and since 
the study is qusi-experimental, multivariate analysis of 
co-variance (Mancova) was conducted and the results 
are represented in Table (2) 



Al Abbadi 

147  

Table (2): Multivariate analysis of covariance 
(Mancova) of students’ performance on the posttest 

Effect Multi variate 
Test  Value F Hypothe-

sis df Error df Sig. Eta 
Squared

PANALYSI Wilks' Lambda 0.55 14.97 3 56 0.00 44.5% 

PSYNTHES Wilks' Lambda 0.74 6.67 3 56 0.00 26.3% 

PEVALUAT Wilks' Lambda 0.76 5.93 3 56 0.00 24.1% 

GROUP Hotelling's Trace 1.78 33.26 3 56 0.00 64.0% 

Table (2) shows that there is a significant difference 
between the two groups in their performance at different 
levels of higher order thinking skills.  To determine 
which levels of thinking, the difference Analysis of 
covariance was conducted.  The results are presented in 
Table (3). 
Table (3):Analysis of covariance (Ancova) for students’ 
performance on the three levels of thinking skills 

Effect Dependent 
Variable 

Type III Sum of 
Squares df Mean 

Square F Sig. Eta 
Squared

Pre-
ANALYSI ANALYSIS 14.566 1 14.566 45.385 0.000 43.9% 
Pre- 
SYNTHES SYNTHESIS 7.081 1 7.081 16.884 0.000 22.5% 
Pre-
EVALUAT EVALUATION 6.322 1 6.322 17.905 0.000 23.6% 

ANALYSIS 12.081 1 12.081 37.642 0.000 39.4% 
SYNTHESIS 30.333 1 30.333 72.325 0.000 55.5% 

GROUPS 

EVALUATION 7.457 1 7.457 21.119 0.000 26.7% 
ANALYSIS 18.614 58 0.321       
SYNTHESIS 24.325 58 0.419       

Error 

EVALUATION 20.478 58 0.353       
ANALYSIS 50.603 62         
SYNTHESIS 72.984 62         

Total 

EVALUATION 38.413 62         
Table (3) shows significant differences between the 
experimental group and the control group on all three 
levels of thinking skills, in favor of the experimental 
group (see Table 1). 
This result suggests that using computer games in the 
classroom can enhance the levels of thinking skills. The 
result can be attributed to many factors.  One of the 
main factors is the fact that playing games requires 
students to involve mentally in the game.  This 
involvement happened through manipulating objects 
and making inferences and decisions.  More than that, 
the game itself represents an interactive learning 
experience, and incorporating computer games in 
teaching practices can make learning more entertaining 
and more fun.  These results, also, support the ideas of 
Klein and Frettag (1991) who argued that the fantasy 
fulfillment elements of computer games allow players to 
become more excited and more adventurous and 
controlling their experience.  This kind of experience 
allows students make extra effort more than the effort 
they make in the traditional learning situation.  
Computer games can also provide students with more 
challenges that entertain and engage the mind 
differently than the ones provided in books and other 
traditional media.  The challenge may be how to solve 
puzzles or how to get the next level of a game. These 
activities required students to make an analysis and 
evaluation in order to determine logical steps.  
Incorporating computer games in the classroom 

instruction represents a new strategy of teaching, a 
strategy that is close to real and favorable life 
experience.  
In early grades of elementary schools most teachers tend 
to use the traditional methods of teaching.  This 
environment, where teachers dispense information, has 
greatly inhibited students` opportunities to think.  In 
addition, most curriculum in early grades focuses on 
memorizing information rather than analyzing, 
synthesizing, and evaluating information. This 
environment caused difficulty in solving problems that 
require higher order thinking skills among students.  All 
the activities that students get involved in will make 
students active learners and give them a chance to make 
decisions and take the responsibilities for these 
decisions. 
The rationale for using games is that they help create a 
classroom atmosphere in which students at various 
levels of ability can collaborate in order to promote 
interest, motivation, enhancement of critical thinking 
and decision-making skills, and retention of information 
(BECTA, 2001).  Computer games give enough 
freedom to students to search, discover, and learn to use 
self-activity (Alfaqih, 1995) 
There are many elements in computer games that can 
make games an effective teaching strategy and enhance 
thinking skills.  One of the main elements that helped 
the experimental group to perform higher than the 
control group is the adequate pay off they received 
when they accomplished a difficult task successfully.  
The rewards that students got came in different forms 
like sounds, pleasant signs, applause, and other forms.  
This element, as mentioned by Aranas (2002), can make 
learning experience have a tremendous effect on 
students` performance and improve their higher order 
thinking skills.  Besides, incorporating computer games 
into teaching practices can make learning experience 
more interactive, provide higher levels of activity, and 
provide visual and audio themes and effects.  Amory, 
Naicker, Vincent, and Adams (1999) suggested that a 
combination of these elements could make classroom 
learning exciting and fun. 
Conclusion and recommendations: The results of the 
study revealed that using computer games as an 
instructional tool can contribute significantly to the 
enhancement of all levels of higher order thinking skills: 
analysis, synthesis, and evaluation.  The results 
indicated that when students enjoy and love what they 
are doing, both their focus and attention to their tasks 
will increases, which eventually affects their thinking 
skills positively.  
Since elementary schools in Jordan are highly equipped 
with computers, teachers are recommended to take 
advantage of this instructional tool to make their 
methods of teaching more effective.  The focus of 
utilizing computers in Jordan is still limited to help 
students in acquiring basic computer skills.  The need 
for teachers to be well-trained in incorporating 
computer games in their instructional practices seems to 
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be important in order to have them contribute to 
achieving the national goal in Jordan, namely preparing 
a new generation with high levels of thinking skills.  
The results of the study should encourage education 
decision makers in Jordan to put forward national plans 
to train teachers to be highly qualified in utilizing 
computers in all aspects of students’ learning and 
integrate computer games into all subjects. 
Since the relevant research indicated that using 
instructional games is the most effective strategy in 
elementary schools and the results of the present study 
support this idea, teachers in elementary classrooms are 
advised to activate this strategy and use computers 
effectively in designing and representing these games.  
Finally, since the Arabic literature lacks the research in 
computer games and its utilization in all aspects of the 
children’s development, the researcher recommends 
conducting other studies examining using computer 
games in developing other skills among learners and in 
teaching different subjects in different levels. 
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Abstract: The purpose of this study was to investigate the 
effect of using Arabic in EFL classes. To achieve this purpose, 
the researchers distributed a questionnaire about the use of 
Arabic in EFL classes to the teachers and students of 
ordinary-level English at Rawdet Al-Ma'aref School in 
Amman, Jordan.  The results of the study showed that 100% of 
the students and 90% of the teachers felt that Arabic should be 
used in their EFL classes. The respondents emphasized the 
fact that cultural and religious concepts should be taught by 
referring to Arabic in EFL classes. A noticeable percentage 
(85%) of students and (75%) of teachers agreed that Arabic 
should necessarily be used to introduce grammatical rules. 
The findings of the study should be taken into consideration by 
teachers of English as a foreign language as well as textbooks 
writers and curricula designers.(Keywords: EFL, Arabic, 
English, Classes) 

 
 استعمال اللغة العربية في تدريس اللغة الانجليزية لغة أجنبية

  
  .كلية التربية، جامعة اليرموك، اربد، الأردن، خلف المخزومي

  .جامعة النجاح، نابلس، فلسطين، أحمد عوض أمين       
  

سـة الـى تقـصي أثـر اسـتعمال اللغـة العربيـة فـي تـدريس                هـذه الـدرا   هـدفت   : ملخص
 تحتــوي  اســتبانهولتحقيــق هــذا الهــدف وزّع الباحثــان .  لغــة أجنبيــةاللغــة الانجليزيــة

ســتراتيجيات اســتعمال اللغــة  الأم فــي تــدريس اللغــة الأجنبيــة علــى طلبــة    اعلــى أبــرز
نـــت هـــذه  بيّ،الأردن– عـــارف فـــي عمـــانهـــا فـــي مدرســـة المومعلمياللغـــة الانجليزيـــة 

ــة جمــيع   ــة  همالدراســة أن الطلب  بوجــوب  شــعروامــن المعلمــين %) 90( ونــسبة عالي
استخدام اللغة العربية في حصص اللغة الانجليزيـة مؤكـدين أثـر اسـتخدام اللغـة الأم                 

مــن % 75مــن الطلبــة و % 85ن نــسبة وأ ،فــي توضــيح المفــاهيم الثقافيــة والدينيــة 
 لتوضـيح  الإنجليزيـة وا بضرورة استخدام اللغة العربية في حصص اللغـة     المعلمين قال 

 وقد أوصى الباحثان بضرورة أخذ نتائج الدرا    . هذه اللغة المفاهيم الصعبة  وقواعد     
 وفــي تــصميم المنــاهج  ،لغــة أجنبيــة ســة بعــين الاعتبــار فــي تــدريس اللغــة الانجليزيــة  

ــ: مفتاحيـــة الكلمـــات ال (.والكتـــب المدرســـية ــة  العربيـ ة، تـــدريس ، الانجليزيـــة ، لغـ
  )أجنبية

  
Introduction: Where there was once a consensus on 
the "right" way to teach foreign languages, many 
teachers now share the belief that a single right way 
does not exist. It is certainly true that no comparative 
study has consistently demonstrated the superiority of 
one method over another for all teachers, all students 
and all settings (Gina, 1994). Originators of most of the 
methods aim to enable students to communicate using 
the target language. However, many methodologists 
emphasize the importance of the first language (L1) in 
understanding the second language (L2) (Lado,1964and 
1978; Khalil,1985; Hamdallah,1990; Tushyeh,1988; 
Kharma,1987; William,1999; Alexander,1994; 
Asher,1982; Mahmoud,1997; Mukattash,1986; and 
Bawcom,2002, among others). 

A contrastive analysis (CA) between the students' 
native language and the target language   will reveal the 
area where a teacher should expect the most 
interference. CA is a comparison of two languages for 
the purpose of predicting errors made by the learners of 
a target language and designing teaching materials that 
will take account of the anticipated errors. 
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CA has application in predicting and diagnosing a 
proportion of the errors made by L2 learners with a 
common L1 and in the design of testing instruments for 
such learners. 

There seems then to be three things that CA can 
predict: it can predict what aspects will cause problems; 
it can predict difficulty; and it can predict errors. 

As far as course design is concerned, CA also 
carries suggestions about selecting target language 
items (what to teach) and grading these items (when to 
teach). The learner, for example, must be allowed and 
encouraged to transfer his suitable L1 knowledge to L 2 
usage. This means that those L 2 structures that match 
L1 structures must constitute part of the materials. 

Lado (1964) stated that a student who learns a 
foreign language will find some of its features quite 
easy and others extremely difficult. The features that 
are similar to his native language will be simple for him 
while those which are different will be difficult. Lado 
added that since it is a universal principle of education 
that learning should proceed from the simple to the 
difficult, simple elements of L2 should be taught first. 

Native language translation is used to make the 
meaning of the dialogue between the teacher and the 
students clear. The teacher also uses mother tongue in 
class when necessary. As the course proceeds, the 
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teacher uses the native language less and less (Lozanov, 
1982). 

Students' security is initially enhanced by using 
their native language.  Native language equivalents to 
the target language words are given to make their 
meanings clear and to help students to combine target 
language words in different ways to create new 
sentences (McLaughlin, 2003). In later steps, the target 
language is used interestingly. The native language can 
also be used to give instructions, especially at the 
beginning level of proficiency during the feedback 
sessions. More important, the knowledge students 
already possess of their native language can be 
exploited by the teacher of the target language (Gattego, 
1972). The teacher assumes that he/she can build upon 
this existing knowledge to introduce the new sounds in 
the target language (McLaughlin, 2003). 

Arabic-speaking students in the first and second 
secondary classes leave school with poor performance 
in spoken as well as written English. This was sounded 
at the 1995 summer course held jointly by the 
Palestinian Ministry of Education and Higher Education 
and Harvard Graduate School of Education. Lecturers 
and participants agreed that Arabic-speaking Palestinian 
learners of English should have adequate knowledge of 
the relationship between their native language and 
English in order to understand it very well and to 
overcome the errors that they make in writing and 
speaking it (Mahmoud, 1997). 

Among a considerable number of professionals in 
the field of second language acquisition (SLA), there 
appears to be an increasing support that the use of the 
first language (L1) has a necessary and facilitating role 
in the classroom of English as a second/foreign 
language (ESL/EFL). The exploration of the problems 
in teaching and learning English together with their 
causes will surely help teachers and learners of English. 
Corder (1967:167), for instance, noted that "A learner's 
errors are significant in that they provide the researcher 
with evidence of how language is learned or acquired 
and what strategies or procedures the learners are 
employing in the discovery of the language." 

In the process of learning a language, learners 
make errors many of which are predictable. These 
errors provide useful insight in understanding the 
complex process of second language acquisition. As 
confirmed by Corder (1967), Nemser (1971), Selinker 
(1969 and 1972), a lot of useful things can be learned 
from the students' errors; they supply learners and 
teachers with important data in the construction of a 
theory of language acquisition. 

Thompson-Panos and Thomas-Ruzic (1983) stated 
that a better and more comprehensive understanding of 
the language background of Arab learners can help 
specialists in better addressing the special needs of the 
learners through supplying them with extra appropriate 
exercises, drills and questions. 

Taylor (1975) described a model of second 
language learning which considered both processes of 

developing learning strategies, such as simplification 
and overgeneralization of target language rules and 
language negative transfer, as two manifestations of the 
same psychological processes; that is, learners rely on 
prior learning and knowledge to simplify and facilitate 
new learning. 

A second language can be learned appropriately 
through raising awareness to the similarities and 
differences between L1 and L2. Besides, using L1 in L2 
classes has made learning L2 appear to be less of a 
threat to its learners. The use of L1 in L2 classes 
encourages students to learn more about L2. 
Additionally, the learning of L1 may result in 
increasing receptivity to the learning of L2 (William, 
1999). 

In a provocative article, Auerbach (1993) gives a 
socio-political rationale for the use of L1 in ESL 
classrooms. In her article, she emphasizes the role of 
the ideological origins and thus she recommends 
starting the L2 classes with some of L1 which has the 
power to enrich the learners' sense of security and the 
validation of lived experiences.  

A learner of L2 might feel that his /her identity 
threatened if he/she is encouraged to ignore his/her 
native language (Hopkins, 1988). Both Atkinson (1987) 
and Auerbach (1993) provide learners a well as teachers 
of L2 with appropriate situations for the use of L1 in L2 
classes. Both emphasize the strong recommendation of 
using L1 in L2 classes when dealing with presentation 
of rules governing grammar, phonology, morphology 
and spelling. Likewise, they also recommend referring 
to L1 when dealing with cross-cultural issues. 
According to Terence Doyle (1997), sometimes, up to 
90% of ESL class time may be dedicated to the use of 
L1.  
Purpose of the study: The ultimate aim of this study is 
to find out if using L1 (Arabic) in L2 (English) classes 
would facilitate or hinder the teaching-learning process 
from teachers' and students' perspectives. In compliance 
with this purpose, the study seeks to answer the 
following questions: 
1. How important is using Arabic in English classes for 

facilitating learning from students' perspectives? 
2. How important is using Arabic in English classes for 

facilitating teaching from teachers' perspectives?  
3. In what areas can using Arabic in English classes 

facilitate the teaching –learning process? 
Subjects of the Study: The subjects of the study were 
600 male students and 30 teachers of English at Rawdit 
Al-Ma'aarif School in Amman. Their grades ranged 
between the 5th and the 12th (Tawjihi) grades. 
Instrument of the Study: A questionnaire was used for 
data collection. Students and teachers were asked to 
answer the questionnaire which contained questions 
about the effect of using Arabic in the English classes. 
The questionnaire consisted of seven questions: the first 
was a "Yes/No" question which asked the subjects of 
the study if they thought Arabic should be used in their 
EFL classes. The second question asked how much they 
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thought Arabic should be used in their EFL classes. The 
third question asked about the purposes of using Arabic 
in EFL classes. The fourth question asked about the 
percentage of time Arabic should be used in EFL 
classes. The fifth question asked how often they thought 
Arabic should be used in their EFL classes. The sixth 
question asked if using Arabic in EFL classes would 
help teachers to teach better and students to learn better. 
The seventh question was directed to the teachers, and 
it asked them to list the areas in which they thought 
Arabic should be used in EFL classes. The complete 
questionnaire is shown under "Results of the Study" 
below.  
Validity of the Questionnaire: To ensure that the 
content of the questionnaire is valid, it was handed to a 
jury of five professional faculty members and school 
teachers majoring in teaching English as a foreign 
language. The members of the jury were asked to 
evaluate the appropriateness of the questionnaire to the 
whole purpose of the study. Consequently, they sent 
letters in which they ensured the validity of the 
questionnaire and recommended some modifications 
which were taken into consideration.  
Results of the Study: The purpose of this study was to 
find out if the use of Arabic in English classes would 
facilitate the teaching-learning process from the 
teachers' and the students' perspectives. Following is the 
questionnaire with a table showing the subjects' 
responses to each of its questions:  
1. In your opinion, do you think that Arabic should 

be used in the EFL classes? 
Table 1: Subjects' Perspectives of  Using Arabic in 
EFL Classes 

Response Students Teachers 
Yes 100% 90% 
No 0% 10% 

2. How   much do you think Arabic should be used in 
the EFL classes? 

Table 2: Subjects' Perspectives of the Amount of Time 
of Using Arabic in EFL Classes 

Response Students Teachers 
Not at all 0% 0% 
A little 35% 50% 

Sometimes 50% 40% 
A lot 15% 10% 

3. For what purpose do you think it is appropriate to 
use Arabic in the EFL classes? 

Table 3: Subjects' Perspectives of the Purposes of 
Using Arabic in EFL Classes  

Item Students Teachers 
To explain difficult cultural and religious  
concepts 90% 80% 

To introduce new material, especially 
grammatical rules 85% 75% 

To summarize material already covered 4% 3% 
To Test 10% 0% 
To joke around with students 15% 10% 
To help students feel more comfortable and 
confident 13% 6% 

To check for comprehension 30% 11% 
To carry out small group work 3% 2% 
To explain the relationship between English 
and Arabic N/A 3% 

To define new vocabulary items 22% 13% 

4. What percentage of time do you think Arabic 
should be used in the EFL classes? 

Table 4: Subjects' Perspectives of  the Percentage of the 
Time of Using Arabic in EFL Classes 

Percentage of Time Students Teachers 
0% 0% 0% 
10% 25% 35% 
20% 18% 15% 
30% 20% 35% 
40% 11% 10% 
50% 8% 6% 
60% 4% 5% 
70% 3% 4% 
80% 2% 0% 
90% 1% 0% 

5. How often do you think Arabic should be used in 
the EFL classes? 

Table 5: Subjects' Perspectives of   the Frequency of 
Using Arabic in EFL Classes  

Response Teachers Students 
Never 0% 0% 

Very rarely 0% 0% 
Sometimes 55% 35% 

Fairly Frequently 45% 65% 
6. Do you think that using Arabic in your EFL 

classes helps teachers to teach and students to learn 
English better? 

Table 6: Subjects' Perspectives if Using Arabic in EFL 
Classes Helps Teachers and Students 

Response Teachers Students 
Not at All 0% 0% 
Somehow 10% 15% 
A Little 25% 20% 

Fairly Much 30% 25% 
Very Much 35% 40% 

7. In which areas do you think Arabic should be used 
in EFL classes? (For Teachers Only: List as many 
areas as you want) 

_____________________________________________
_____________________________________________
_____________________________________________
_____________________________________________
_____________________________________________
_____________________________________________
_____________________________. 

In response to this question, teachers listed the 
following areas in which Arabic can be used in EFL 
classes: 
1. Eliciting language, especially when dealing with 

abstract nouns that are difficult to be illustrated by 
pictures or by using sentences. Sometimes teachers 
are not good at drawing or acting, thus the use of 
Arabic becomes necessary 

2. Checking and assessing listening or reading 
comprehension. 

3. Giving complex instructions to students of basic 
levels. 

4. Co-operating in groups: Learners compare, analyze 
and correct answers to questions, exercises, drills 
and other English activities. In this respect, Arabic 
plays the role of intrinsic motivation that is based 
on the needs and desires of students.  

5. Explaining classroom techniques at basic levels. 
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6. Using translation to highlight recently taught 
language items. 

7. Checking for tenses: This is very useful in 
composition and oral activities; if students say or 
write something in English that does not make 
sense, the teacher helps them to translate it into 
Arabic to realize their errors. 

8. Testing: Translation items can be useful in testing 
mastery of forms and meaning. 

9. Developing circumlocutory strategies: When 
students do not know how to say or write 
something in English, the teacher may ask them to 
think of different ways to say something in Arabic, 
which may be easier to translate. 

10. Presentation of rules governing grammar, 
phonology, morphology, and spelling. This area is 
rich in aspects that include similarities between 
English and Arabic. 

11.  Discussing cross cultural issues.  
Discussion: The results of this study showed that all 
students and 90% of their teachers felt that Arabic 
should be used in their EFL classes. Most of them 
emphasized the fact that difficult concepts, especially 
cultural and religious concepts, should be taught in EFL 
classes by referring to Arabic. Almost a similar 
percentage of weak students like to have Arabic in their 
grammar lessons because they felt that Arabic 
facilitated their learning of English. In almost all the 
cases of using Arabic in EFL classes, students 
responded notably higher than teachers on almost all the 
items listed in the questionnaire. 

The findings of the study showed that in EFL 
classes, Arabic should be used to some degree. The 
respondents among the students felt that there are clear 
cases where Arabic facilitated their comprehension of 
what was happening in the classroom. 

Almost 70% of the students preferred the use of 
Arabic in their EFL classes sometimes or often. This 
percentage was almost similar to Doyle's (1997), but 
higher than William's (1999). Most of the teachers 
agreed that using Arabic whenever necessary or 
convenient helped them establish a rapport with their 
students.  

All teachers without exception emphasized the use 
of Arabic when students were exposed to socio-cultural 
English texts or issues. This finding is closely related to 
William's (1999). The researchers consider the lack of 
using Arabic in certain religious, cultural or political 
issues and abstract nouns as an overlooking of students' 
identity, and this in turn will increase  their hatred to the 
foreign language. 
Conclusion and Recommendations: There is a lot of 
harmony between this study and other studies which 
emphasize the importance of L1 and its great effect in 
understanding L2. (Lado, 1964; Khalil, 1985; 
Hamdallah, 1990; Tushyeh, 1988; Kharma, 1987; 
Kharma and Hajjaj, 1989; Khangi, 2002; Mukattash, 
1986; Cambridge and Merseyside (1998); Mahmoud, 
1997 and 2003, among others).  

To those who oppose the researchers' point of view 
by saying that EFL classes are the only limited vehicle 
through which students can practice their English with 
their teachers, the researchers can say that there are 
other media via which students can use English: Radio, 
TV and Computer. This does not mean that the 
researchers are not aware of the fact that English should 
be looked upon as the vehicle of communication in the 
classroom, but wise, limited and directed using of 
Arabic in EFL classes can be useful to both teachers 
and students. Based on the results of this study, the 
researchers reaffirm the importance of the following 
points: 
1. In EFL classes, there is a need to explain the main 

differences and similarities between English and 
Arabic. These similarities and differences help 
both teachers and students to get deeper 
understanding of the target language. 

2. The designers of the English textbooks should 
provide students with material that covers 
exercises that demand translation from English 
into Arabic and vice versa. 

3. In English classes there is a need to refer to Arabic 
so as to compare and contrast some religious and 
cultural concepts. 
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Abstract: The purpose of this study was to measure learners’ 
attitudes toward online interaction in a Web-based course. By 
measuring learners’ attitudes, the study attempts to find 
whether online interaction promotes learning among learners. 
In view of that, the study focuses on the variables of gender, 
age, Grade-Point Average (GPA), years of experience with the 
Internet, and frequency of accessing the Web-based course. 
The study surveyed 440 students who were enrolled in an 
accounting Web-based course offered by the Department of 
Accounting at the Hashemite University. Students were taught 
in a flexible mode of instruction. A Likert-type instrument was 
designed to collect information about learner’s attitudes 
toward online interaction in the Web-based course. In 
addition to descriptive analyses, a five-way ANOVA was 
conducted to answer the research questions in this study. The 
findings of the study indicated that overall students positively 
perceived that online interaction in the Web-based course 
promoted learning. Gender, age, GPA, and years of 
experience with the Internet were not significant factors. 
However, there were significant differences among levels of 
learners’ frequency of accessing the Web-based course in 
regard to their attitudes toward online interaction. In general, 
learners who had accessed the Web-based course more 
frequently indicated significantly higher positive attitudes 
toward online interaction. In light of these findings, this study 
recommends that students enrolled in Web-based courses need 
to be encouraged to engage in all means of online interaction 
available in these courses in order to promote their 
learning.(Keywords: Web-based instruction; Electronic 
learning; Online interaction; Internet-based instruction; 
Internet ) 

 
تحليل إتجاهات المتعلمين نحو التفاعل الإلكتروني في 

  مساق مبني على الإنترنـت
  

  .، كلية العلوم التربوية، الجامعة الهاشمية، الزرقاء، الأردنامجد ابو لوم
  .، الأردنالزرقاء، الهاشميةالجامعة ، الاقتصادكلية ، حسام الدين الخداش

  

الطلبـة نحـو التفاعـل الإلكترونـي فـي          هدفت هذه الدراسة إلـى قيـاس إتجاهـات          : ملخص
مساق مبني على الإنترنت ، وبالتالي فقد سعت هذه الدراسـة إلـى تحديـد مـا إذا كـان        

ومـــا إذا كـــان لعوامـــل الجـــنس والعمـــر . التفاعـــل الإلكترونـــي يعـــززتعلم هـــؤلاء الطلبـــة
 والمعدل التراكمي وسنوات الخبرة السابقة فـي اسـتخدام الإنترنـت ومـدى التـردد علـى              

شـملت   .الموقع الإلكتروني للمساق الأثر في إتجاهـات الطلبـة نحـو التفاعـل الإلكترونـي         
 طالباً ممن سجلوا مساق مبـادىء محاسـبة والـذي طـور الكترونيـاً      440هـذه الدراسة  

لقد عرض هـذا المـساق مـن قبـل قـسم المحاسـبة فـي الجامعـة               . وطرح عبـر الانترنت    
علــيم المخــتلط والــذي يجمــع التعلــيم التقليــدي  الهاشــمية ودرس بإســتخدام أســلوب الت

وتم إعداد اسـتبانة مطـورة بإسـتخدام مقيـاس ليكـرت لجمـع              . والتعليم الالكتروني معاً    
البيانات اللازمة حـول اتجاهات الطلبة نحو التفاعل الإلكتروني، وتم استخدام التحليــل             

 .ابة على أسئلة الدراسـة الوصفـي وتحليل التباين الخماسي لتحليل هذه البيانات وللاج    
. جــاءت نتــائج الدراســة لتظهــر أن الطلبــة اعتقــدوا أن التفاعــل الإلكترونــي عــزز تعلمهــم

ــسابقة فــي          ــرة ال ــي وســنوات الخب ــدل التراكم ــل الجــنس والعمــر والمع ــيس لعوام وأن ل
وأظهــرت . إســتخدام الانترنــت اثـــراً ملحوظــاً علــى اتجاهــاتهم نحــو التفاعــل الإلكترونــي  

يضاً وجود فروق دالة احصائياً بين مستويات مدى تردد الطلبـة علـى الموقـع               النتائج أ 
وبشكل عام فإن الطلبة الـذين     . الإلكتروني بالنسبة لاتجاهاتهم نحو التفاعل الإلكتروني     

ترددوا على موقع المـساق بـشكل أكبـر هـم الـذين أبـدوا اتجاهـات ايجابيـة أكبـر نحـو                        
تــائج توصــي الدراســة بــضرورة تــشجيع الطلبــة فــي ضــوء هــذه الن. التفاعــل الإلكترونــي

المسجلين في المساقات المبنية علـى الإنترنـت علـى الإنخـراط فـي كـل وسـائل التفاعـل             
التعلـيم  : الكلمـات المفتاحيـة    (.الإلكتروني المتاحة في هذه المساقات لتعزيز تعلمهـم       

  .)المبني على شبكة المعلومات، التعليم الالكتروني، التعليم بالإنترنت
  

Introduction : Over the last decade, online instruction 
has become an integral part of the education agenda 
around the world. It uses the Internet and other 
information technologies to create educational 
experiences for learners (Horton, 2001). The importance 
of online instruction in education, especially higher 
education, springs from the fact that it offers a flexible 
educational environment, where instruction can happen 
anytime, anywhere, and increasingly, on-demand. 
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Several studies indicated that students taking 
online courses have similar test scores as students 
participating in traditional courses. For instance, studies 
conducted by Capper & Fletcher (1996), Moore & 
Thompson (1997), Morrissey (1998), Bradford (1999), 
Paskey (2001), Parker & Gemino (2001), Benbunan-
Fich, Hiltz, & Turoff (2001), Tacker (2001), and Lynch 
(2002) to compare the effectiveness of online courses to 
that of face-to-face traditional courses led to the 
conclusion that online education is as effective as 
traditional classroom education.  

Another study conducted by Navarro & Shoemaker 
(2000) concluded that online learners learn as well as or 
sometimes better than traditional learners, regardless of 
gender, ethnicity and academic background. Moreover, 
Hartman, Dziuban, & Moska (2000) found that in an 
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Asynchronous Learning Network (ALN) course there 
were lower withdrawal rates and higher success rates. 
Therefore, online instruction can be seen as a means of 
improving productivity, efficiency and interaction 
(Weller, 2002). Online interaction was the concern of 
the current study. 

Online interaction among learners, between the 
learners and the instructors, and between the learners 
and the course content in Web-based classrooms differs 
substantially from that in traditional classrooms 
(Thurmond, 2003). Moore and Kearsely (1996) 
discussed three types of interaction which exist in Web-
based courses: learner-content interaction, learner-
instructor interaction, and learner-learner interaction. 
Much of the learner-content interaction happens through 
using a hypermedia text. Accessing content, displayed 
on Web-pages designed by the instructor, links 
embedded in these content Web-pages, and other Web-
sites discovered by learners are considered part of 
learning (Thurmond, 2003). Learner-content interaction 
also happens through simulations, problem solving, 
testing, and experiential tasks. Learner-learner and 
learner-instructor interactions can be created through 
email, threaded discussions, chat, and conferencing 
(Marks, 1998). 

In Web-based courses, online interaction is 
important to the learning process. According to Driscoll 
(1998), online interaction helps learners to develop 
application, analysis, synthesis, and evaluation skills. It 
also promotes diverse viewpoints and alternative ways 
of looking at problems (Driscoll, 1998). A major 
challenge for researchers and instructors is, therefore, to 
investigate online interaction and examine its 
effectiveness in promoting learning.    

The purpose of this study was to measure learners’ 
attitudes toward online interaction in a Web-based 
course. By measuring learners’ attitudes, the study made 
an effort to find whether online interaction promotes 
learning among learners. In view of that, the study 
focused on the variables of gender, age, Grade-Point 
Average (GPA), years of experience with the Internet, 
and frequency of accessing the Web-based course to test 
whether these variables are significant factors in 
learners’ attitudes toward online interaction. 
Statement of the Problem: Because instructional 
delivery on the Internet in higher education in Jordan is 
such a new application, there is a dearth of existing 
body of research. There is a need for basic research in 
the delivery of web-based courses at the university level 
in Jordan.  

Many educators believe that interaction is an 
essential component of the learning process. Jaffe 
(1997) stated that learning is essentially a social process 
that requires interaction for the purpose of expression, 
validation, and the development of the self as a 
knowledgeable learner. Accordingly, a reasonable task 
is to examine online interaction that occurs in web-
based courses. A logical place to start is to survey the 
pioneering institutions in Jordan that have developed 

and delivered web-based courses to learn from their 
experiences and identify their concerns. The Hashemite 
University has been among the first institutions in 
Jordan that integrated web-based instruction into its 
educational settings. Therefore, this study came to 
explore learners' attitudes toward online interaction in a 
web-based course offered at the Hashemite University. 
For a better understanding, the study examined learners' 
attitudes as reflected by gender, age, GPA, years of 
experience with the Internet, and frequency of accessing 
the Web-based course. 
Research Questions: This study was designed in an 
attempt to answer the following questions: 
1. What are the attitudes of learners toward online 

interaction in a Web-based course? 
2. Are there any statistically significant differences at 

(α=0.05) in learners' attitudes toward online 
interaction in a Web-based course that are due to 
gender, age, Grade-Point Average (GPA), years of 
experience with the Internet, and frequency of 
accessing the Web-based course? 

Importance of the Study: The findings of this study 
should help administrators and faculty in Jordanian 
institutions address implementation issues related to 
web-based delivery. The study provides valuable 
information for administrators on how to enhance the 
delivery of instruction in web-based courses. Faculty 
will also gain insights into how online interaction can be 
used with face-to-face instruction. 

The study is evidence of how learners in a web-
based course view online interaction and whether their 
gender, age, GPA, years of experience with the Internet, 
and frequency of accessing the Web-based course play a 
role in how they view that interaction. 
Limitations and Delimitations: The limitations and 
delimitations of this study included the following: 
1. The target population of the study was limited to 

students enrolled in the "Accounting Principles 
(1)" offered by the Department of Accounting at 
the Hashemite University in the second semester of 
the academic year 2003-2004. 

2. The design of this study was survey research. 
3. This study was delimited to the use of a survey 

instrument as the primary method of gathering 
data.   

Definition of Terms: For the purpose of this study, the 
following defined terms are required: 

Attitude: a learned predisposition to respond in a 
consistent manner to a given object or situation 
(Fishbein & Ajzen, 1975). 

Web-based courses: courses that are mediated and 
supported by the attributes and resources of the 
Internet (Brooks, Nolan, & Gallagher, 2001). 

Online interaction: electronic communication in web-
based courses (Berge, 1999). 

Review of Literature: Online interaction can be 
addressed through effective communication and 
discussion. These can be made available through two 
modes: synchronous and asynchronous. According to 
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Steiner (1995), synchronous instruction is when learners 
and instructors participate in instruction simultaneously 
and in "real-time." Common synchronous methods 
include chat sessions and video and audio conferencing. 
In addition to offering immediate communication, 
synchronous methods have the advantages of providing 
a greater sense of presence and generating spontaneity 
(Inglis, Ling, & Joosten, 1999). However, synchronous 
methods can be difficult to implement, as they may 
require more sophisticated end-user equipment and a 
high-speed Internet connection. Moreover, instructors 
may find it challenging to schedule convenient times for 
all learners to participate, due to work and/or family 
commitments, or learners may be in different time 
zones.  

Asynchronous does not require simultaneous 
participation. Chute et al. (1999) defined asynchronous 
as "interaction between two or more people that is time-
delayed, that is, separated by minutes, hours, or even 
days" (p. 219). Examples of asynchronous methods 
include e-mail and discussion forums. These methods 
are easy to implement and learners can practice at any 
time convenient for them. Discussion forums are often 
incorporated into a course to ensure learner participation 
(O'Reilly & Newton, 2001) and interaction.  

Herring (1996) offered three main research issues 
that are considered the main distinctive characteristics 
of online communication or interaction: (1) lack of 
social cues which refers to anonymity created by less 
obvious social characteristics such as occupation, 
educational level, gender and race, (2) generation of 
social norms of interaction which refers to rules of 
behaviors created by members of an online community, 
and (3) unique conversational patterns similar to oral 
communications in many aspects although it uses 
written format (i.e., concise use of words, simplifying 
sentences, and emotional expressions). While Ong 
(1982) suggests that oral communication is different 
from written format, Condon & Cech (1996) conclude 
that computer-based synchronous communication does 
show similar language patterns of oral communication. 
However, all of the three distinctive characteristics of 
online communication can either promote or discourage 
collaboration, depending on contexts (Spears & Lea, 
1992).  

In the literature, some researchers showed evidence 
of the effectiveness of online interaction within Web-
based courses (COX, 2004). For example, McDonald 
(2002) emphasized that online education with its group-
based instruction and Computer Communication 
provides an opportunity for new development and 
understanding in teaching and learning. A study 
completed by Devlin and James (2003) in Australia 
concluded that the impact of multimedia and 
educational technology could provide some indication 
of improved student learning and interaction skills. 

Some other researchers already have begun to look 
into various types and methods of Internet-based 
communication tools such as e-mail, chatting, 

discussion boards and other methods over the past 
decade (O'Reilly & Newton, 2001). It has been 
suggested that these Internet-based communication 
methods afford and limit people’s behaviors in many 
different ways compared to traditional types of 
communication (e.g., face to face interaction). As 
mentioned previously, learner-content interaction 
promotes critical thinking and reasoning skills, and 
learner-learner and learner-instructor interactions bring 
about a shared learning environment (Sringam & Greer, 
2002). In general, learner-instructor and learner-learner 
interactions have been found to be particularly useful 
for forming friendships, offering advice, empathy and 
encouragement to continue studying in the learning 
environment, overcoming isolation and engaging in 
mutual support with peers (O'Reilly & Newton, 2001).   

In light of what's mentioned, online interaction 
available in Web-based courses has many benefits for 
education. It promotes critical thinking, reasoning skills, 
diverse viewpoints, and alternative ways of looking at 
problems. It is also useful for forming friendships, 
offering advice, empathy and encouragement to 
continue studying in the learning environment, 
overcoming isolation, and engaging in mutual support 
with peers. However, we may wonder whether 
achieving a satisfactory level of online interaction is 
linked to any of the learner's characteristics or 
experience in using the Internet.  

Many studies (Jiang & Shrader, 2001; Koohang, 
2004; Koohang & Durante, 2003; Lucy, 1993; Meisel & 
Marks, 1999; Naert, 1997) investigated the relationships 
between learners' perceptions toward using online 
instruction and variables like gender, age, Grade-Point 
Average (GPA), users’ experience in using the Internet, 
and frequency of accessing the Web-based course. But, 
to the best of the researchers' knowledge, there is a 
dearth of research available on the relationship between 
learners' attitudes toward online interaction and such 
variables. This is the main reason for conducting this 
study. 

However, gender differences have been reported in 
the literature as affecting perceptions in general 
(Hackett, Mirvis, & Sales, 1991). Consequently, gender 
was included as a matter of understanding if differences 
of perceptions toward online instruction and online 
interaction occurred between male and female 
respondents. Experience with the Internet was included 
because research has documented the relationship 
between experience and user acceptance of technology 
in general (Koohang, 1989). The more experience a user 
has with technology, the more he or she tends to accept 
it. Therefore, a user’s acceptance may in turn promote 
learning.  

According to Lucy (1993), some significant 
relationships exist between learners' attitudes towards 
computers, computer experience, and computer 
communication. She concluded that positive attitudes 
towards computers could be predicted by learners' 
amount of prior experience with computers and that 
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male learners were more likely to have positive opinions 
of computers than their female counterparts. A similar 
result was found by another study done in 1997 by 
Naert. In the same trend, a number of other studies did 
not find any relationship between gender and learners' 
attitudes toward computers (Meisel & Marks, 1999; 
Koohang & Durante, 2003; Koohang, 2004). 
Methodology 
Population and Sample: The population of this study 
was all the undergraduate students enrolled in the 
Accounting Web-based during the second semester of 
the academic year 2003-2004. The entire population, 
which consisted of 500 students, was selected as a 
sample for the study. Among these, 60 students were 
excluded because they were used in establishing the 
validity and reliability of the instrument. The rest of 
students (440) made the actual sample for the study. A 
description of the sample at the different levels of the 
independent variables is displayed in Table 1.  

 
Table 1: Frequency and Percentage of Students by 
Levels of the Independent Variables (N=440) 

Independent Variable (IV) Levels of IV N Percentage 
Gender 
 Male 225 51.1 
 Female 215 48.9 
 Total 440 100 
Age   
 Less than 20 years 319 72.5 
 20 years and above 121 27.5 
 Total 440 100 
Years of Experience with the Internet 
 Less than 2 years 256 58.2 
 From 2 to 4 years 127 28.9 
 Greater than 4 years 57 13.0 
 Total 440 100 
Grade-Point Average (GPA) 
 Less than 2.5 93 21.1 
 From 2.5 to 2.99 139 31.6 
 3 or above 208 47.3 
 Total 440 100 
Frequency of Accessing the Web-based Course 
 Seldom or Never 50 11.4 
 Once every two weeks 56 12.7 
 Once a week 93 21.1 
 Once every two days 116 26.4 
 More than once a day 125 28.4 
 Total 440 100 

Of the 440 students who make up the sample of the 
study, 225 were males (51.1 percent of the total sample) 
and 215 (48.9 percent of the total sample) were females. 
Initially, students' ages varied in four categories: 319 
students (72.5 percent) who were less than 20; 111 
students (25.2 percent) who were between the ages of 
20-22; 8 students (1.8 percent) who were between the 
ages of 23-25; and only 2 students (0.5 percent) who 
were over 25. To get more stable results, the last three 
categories of age were merged into one category that 
contained 121 students (27.5 percent) who were 20 
years of age and older. Students' years of experience 
with the Internet varied in three categories: 256 students 
(58.2 percent) with 1-2 years of experience; 127 
students (28.9 percent) with 3-4 years of experience; 
and 57 students (13 percent) with over 4 years of 

experience. As for students' GPA, it initially varied in 5 
categories: 15 students (3.4 percent) whose GPAs were 
less than 2.00; 78 students (17.7 percent) whose GPAs 
were between 2.00 and 2.49; 139 students (31.6 percent) 
whose GPAs were between 2.50 and 2.99; 196 students 
(44.6 percent) whose GPAs were between 3.00 and 
3.69; and 12 students (2.7 percent) whose GPAs were 
between 3.70 and 4.00. To get more stable results, the 
first two categories were merged into one category that 
contained 93 students (21.1 percent) whose GPAs were 
less than 2.50. Similarly, the last two categories were 
merged into one category that included 208 students 
(47.3 percent) whose GPAs were 3.00 or above.  

Finally, students' frequency of accessing the web-
based course varied in six categories: 16 students (3.6 
percent) who never accessed the web-based course; 34 
students (7.7 percent) who were rarely accessing the 
course; 56 students (12.7 percent) who were accessing 
the course once every two weeks; 93 students (21.1 
percent) who were accessing the course once a week; 
116 students (26.4 percent) who were accessing the 
course once every two days; and 125 students (28.4 
percent) who were accessing the course more than once 
a day. Similar to what we did to the age categories, the 
first two categories of the frequency of accessing the 
web-based course ("Never" and "Seldom") have been 
merged into one category that included 50 students 
(11.4 percent) who rarely or never accessed the web-
based course, see Table 1. 
The Web-based Course: The present study took place 
in a Jordanian university that has sought to incorporate 
Web-based learning into its conventional face-to-face 
instruction. The project started back to the summer of 
the year 2003 by an intensive, well prepared workshop 
on developing Web-based courses. Around 25 highly-
motivated instructors from different departments were 
selected to be trained on various techniques and 
methods used in designing Web-based courses. The 
short-term objective of the workshop was to prepare 
courses that can be taught in a flexible (mixed) mode, 
which consists of both classroom face-to-face 
instructions and completely online instructions. Courses 
designed in this mode move a significant portion of the 
learning activities from the classroom to the Web. The 
instructor and the learners have the advantages of real-
time exchange in scheduled classes but have the benefit 
of continuing the discussion and assignments in the 
spaces between meetings. The workshop resulted in a 
number of Web-based courses that formed the core of a 
promising electronic learning project at the Hashemite 
University. Equipped with these courses, most of the 
instructors who successfully finished the workshop were 
well-trained and eager to go through a new experience 
of teaching.  

The Web-based course that was selected for this 
study was the Accounting Principles (1) course, which 
was offered by the Department of Accounting at the 
Hashemite University in the second semester of the 
academic year 2003-2004. All sections of the course 
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were taught in the flexible mode by two instructors who 
participated in the above-mentioned workshop. 
Blackboard Learning and Community Portal SystemTM, 
an authoring environment that utilizes asynchronous 
(Bulletin, e-mail and discussion boards) and 
synchronous (Chat) communication tools, were used to 
deliver the Web-based course. Face-to-face lectures of 
three-class hours per week were supplemented by a 
variety of Web-based materials including an extensive 
collection of interactive, collaborative practice 
materials, an extensive set of PowerPoint slides 
available as a supplement to the textbook, and extensive 
files of repeatable practice quizzes. As part of the 
assessment, students were required to log into 
Blackboard and complete weekly assignments that were 
designed to foster students' relationship with the e-
course. Daily participation in electronic discussion 
forums and chat rooms was also required from students. 
The Instrument: An instrument was designed to collect 
information regarding the independent variables (age, 
gender, GPA, years of experience with the Internet, and 
frequency of accessing the Web-based course) and the 
dependent variable (learners' attitudes toward online 
interaction in the Web-based course). The survey, 
displayed in Appendix A, consisted of two sections. The 
first section "General Information" was designed to 
gather information about the five independent variables. 
Based on attitude questionnaires used in other studies 
(Basile & D'Aquila, 2002; Marcheggiani, Davis, & 
Sander, 1999; Williams & Pury, 2002; Koohang & 
Durante, 2003; Koohang, 2004), the second section 
"Attitudes toward Online Interaction in the Course" was 
developed to measure learners' attitudes toward online 
interaction in the Accounting Web-based course using 
twelve items that cover three main areas of online 
interaction: (1) Learner-to-instructor interaction, (2) 
Learner-to-learner interaction, and (3) Learner-to-
content interaction. Since the concern of this study was 
the overall online interaction, items of this section were 
listed without explicit specification for the areas they 
cover. On a Likert-type scale ranging from 1 (strongly 
disagree) to 5 (strongly agree), students were asked to 
rate their agreement with the items, which were worded 
positively. A higher score on these items indicates more 
favorable attitudes toward online interaction in the 
Web-based course. For a list of these items, please see 
Appendix A. 

The instrument went through two stages of validity 
verification. In the first stage, the survey items were 
submitted to a panel of four instructional technologists 
from four Jordanian universities. The panel's task was to 
rate each item for clarity and usefulness in measuring 
learners' attitudes toward online interaction in the web-
based course. Based on the panel's recommendations 
and suggestions, necessary changes were made to the 
survey. The second stage began three weeks prior to the 
end of the semester during which the study was 
conducted. The survey was administered to a randomly 
selected sample of 20 students who were enrolled in the 

web-based course. These students, who were later 
excluded from the sample used in the study, were asked 
to rate the survey items for clarity of expression. Based 
on students' feedback, a final version of the survey was 
prepared.   

The internal consistency of the instrument was 
determined two weeks prior to the end of the semester 
using a sample of 40 students (22 females and 18 males) 
who were studying in the "Accounting Principles (1)" 
web-based course. This sample of students was also 
excluded from the sample used in the study itself. The 
calculated coefficient alpha reliability for the attitudes 
scale (section two) was .85. This figure suggests that the 
instrument is suitable to measure learners' attitudes 
toward online interaction in the web-based course. 

In order to collect data on the variables under 
study, the instrument was handed to students during the 
last week of the semester.  
Data Analysis: To answer the research questions, the 
following statistical analyses were utilized: 
• Descriptive analysis to compute frequencies, 

means, percentages, and standard deviations for 
variables and items of the attitudes scale. 

• Five-way Analysis of Variance (with no 
interaction) to determine whether there are any 
statistically significant differences in attitudes 
toward online interaction due to gender, age, GPA, 
years of experience with the Internet, and 
frequency of accessing the Web-based course. 
Using data collected by the instrument, the 

researchers employed the SPSS statistical package to 
carry out the above analyses. 
Results of the Study 
Descriptive Analysis: Table 2 shows the means and 
standard deviations of learners' attitudes toward online 
interaction at the different levels of the five independent 
variables (gender, age, Grade-Point Average (GPA), 
years of experience with the Internet, and frequency of 
accessing the Web-based course). According to the 
table, males and females have close mean values of 
attitudes (3.86, 3.90, respectively). Similarly, the two 
categories (levels) of age seem to show close mean 
values of attitudes. As for the categories of years of 
experience with the Internet, one can notice that there is 
a relatively slight increase in the mean values of 
attitudes as we move from a category with a less 
number of years of experience toward a category with a 
higher number of years of experience. As for the three 
categories of GPA, the table shows that the "From 2.5 to 
2.99" category has a lower mean value of attitudes than 
the other two categories that relatively seem to have 
close mean values. In regard to the frequency of 
accessing the Web-based course, one can notice that as 
we move from a category with a less frequency of 
access into a category with a higher frequency of access, 
the mean values of learners' attitudes toward online 
interaction tend to increase accordingly.  
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Table 2: Means and Standard Deviations of Learners' 
Attitudes by Levels of Independent Variables (N=440)  
Independent Variable (IV) Levels 
of IV 

N Mean SD 

Gender 
 Male 225 3.86 .790 
 Female 215 3.90 .767 
 Total 440 3.88 .779 
Age 
 Less than 20 

years 
319 3.89 .765 

 20 years and 
above 

121 3.84 .816 

 Total 440 3.88 .779 
Years of Experience with the Internet 
 Less than 2 

years 
256 3.86 .772 

 From 2 to 4 
years 

127 3.90 .793 

 Greater than 4 
years 

57 3.94 .781 

 Total 440 3.88 .779 
Grade-Point Average (GPA) 
 Less than 2.5 93 3.92 .778 
 From 2.5 to 2.99 139 3.81 .773 
 3 or above 208 3.90 .784 
 Total 440 3.88 .779 
Frequency of Accessing the Web-based Course 
 Seldom or Never 50 3.12 .726 
 Once every two 

weeks 
56 3.86 .892 

 Once a week 93 3.86 .852 
 Once every two 

days 
116 4.02 .717 

 More than once 
a day 

125 4.07 .754 

 Total 440 3.88 .779 

 
  

Results Related to Research Question (1) 
To answer the first research question regarding 

attitudes toward online interaction, learners in the Web-
based course were asked to rate their response to twelve 
items. Table 3 displays the mean values and standard 
deviations for the twelve items of the attitudes scale. It 
is interesting to notice that all items had mean values 
greater than 3.70, indicating that overall learners tended 
to agree with all items. While items 3 and 11 had the 
highest mean values (4.08 and 4.06, respectively), items 
8 and 7 had the lowest means (3.71 and 3.75, 
respectively). The rest of the items had mean values 
between 3.78 and 3.98. As shown in the table, the total 
mean score for all items was 3.88, indicating favorable 
attitudes toward online interaction in the Web-based 
course. 

Frequencies and percentages of learners in the 
Web-based course reporting their responses to the 
twelve items of the attitudes toward online interaction 
are reported in Table 4. Eighty-four percent of learners 
strongly agreed or agreed that "they were able to direct 
their questions and concerns to the instructor online and 
at any convenient time." Around eighty-five percent of 
learners strongly agreed or agreed that "online 

interaction with the instructor helped them to ask 
questions they might not have asked otherwise." 

Table 3: Means and Standard Deviations for the 
Attitudes Items (N=440) 
 Item N Mean SD 
1. I usually receive online feedback 

from the instructor about questions 
and concerns I post online. 

440 3.84 .791 

2. I can direct my questions and 
concerns to the instructor online at 
any convenient time. 

440 3.98 .760 

3. Online interaction with the 
instructor helped me to ask 

440 4.08 .783 

 questions I might not have asked 
otherwise. 

   

4. Through online interaction with 
other students, I can share ideas 
and concerns regarding this 
course. 

440 3.90 .795 

5. Online interaction with others 
encourages me to learn more. 

440 3.93 .753 

6. Online interaction with students 
and instructor helped me to learn 
the course material. 

440 3.83 .771 

7. My interaction with the online 
course material helped me to 
understand what I learn. 

440 3.75 .789 

8. Online interaction with students 
and instructor stimulates me to 
think about the course material in 
new ways. 

440 3.71 .731 

9. Through online interaction with 
students and instructor, I can 

440 3.85 .775 

 get help on topics that need more 
explanation to understand. 

   

10. I feel the online interaction that 
takes place in this course will be 
reflected positively on my final 
grade in the course. 

440 3.82 .826 

11. I feel the online interaction in this 
course will make a new 
experience for me that I have not 
gone through before. 

440 4.06 .705 

12. I think my online interaction in 
this course has been more than any 
other face-to-face interactions I've 
had in other courses 

440 3.78 .865 

 Average 440 3.88 .779 
5=Strongly Agree, 4=Agree, 3=Neither Agree nor Disagree, 
2=Disagree, 1=Strongly Disagree 

 

Table 4: Frequencies and Percentages of Learners' 
Attitudes 
 SA A N D SD 
 f % f % f % f % f % 
Item#1 108 24.5 216 49.1 95 21.6 21 4.8 0 0 
Item#2 123 28.0 246 55.9 50 11.4 20 4.5 1 .2 
Item#3 157 35.7 219 49.8 50 11.4 12 2.7 2 .5 
Item#4 116 26.4 240 54.5 70 15.9 13 3.0 1 .2 
Item#5 108 24.5 254 57.7 70 15.9 8 1.8 0 0 
Item#6 96 21.8 241 54.8 87 19.8 16 3.6 0 0 
Item#7 95 21.6 243 55.2 66 15.0 36 8.2 0 0 
Item#8 82 18.6 263 59.8 76 17.3 19 4.3 0 0 
Item#9 105 23.9 248 56.4 64 14.5 23 5.2 0 0 
Item#10 123 28.0 227 51.6 16 13.9 29 6.6 0 0 
Item#11 142 32.3 235 53.4 51 11.6 12 2.7 0 0 
Item#12 114 25.9 200 45.5 73 16.6 50 11.4 3 .7 
SA=Strongly Agree, A=Agree, N=Neither Agree nor Disagree, 
D=Disagree, SD=Strongly Disagree 
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It is worth to mention that eighty-two percent of 
learners strongly agreed or agreed that "online 
interaction with others encouraged them to learn more." 
Similarly, eighty percent of learners strongly agreed or 
agreed that "through online interaction with students 
and instructor, they were able to get help on topics that 
needed more explanation to understand." Around 
eighty-five percent of the learners strongly agreed or 
agreed that "online interaction with the instructor helped 
them to ask questions they might not have asked 
otherwise." Eighty-four percent of the learners strongly 
agreed or agreed that "they were able to direct their 
questions and concerns to the instructor online and at 
any convenient time." Eighty-one percent of learners 
strongly agreed or agreed that "through online 
interaction with other students, they were able to share 
ideas and concerns regarding this course." 

It is important to state that around eighty percent of 
the learners strongly agreed or agreed that "they felt the 
online interaction that took place in the course was 
going to be reflected on their final grades in the course." 
A close percentage of the learners (78%) strongly 
agreed or agreed that "online interaction with students 
and instructor stimulated them to think about the course 
material in new ways." A large percentage of the 
learners (around 86%) strongly agreed or agreed on the 
statement "I feel the online interaction in this course 
will make a new experience for me that I have not gone 
through before." 

As for strong disagreement among learners, one 
can notice from Table 4 that relatively zero or close to 
zero percentages of learners strongly disagreed with all 
items. Percentages of disagreement among learners on 
the different items of the attitudes scale varied between 
two to eleven. In fact, the largest percentage of 
disagreement among the learners (11%) was with the 
item "I think my online interaction in this course has 
been more than any other face-to-face interactions I 
have had in other courses." Percentages of the learners 
who neither agreed nor disagreed with the different 
items of the attitudes scale varied between eleven and 
twenty-two. 
Results Related to Research Question (2) 

 To answer the second research question regarding 
whether there are any significant differences in learners' 
attitudes toward online interaction that are due to 
gender, age, GPA, years of experience with the Internet, 
and frequency of accessing the Web-based course, a 
five-way analysis of variance (with no interaction) was 
conducted. In this analysis, the dependent variable was 
learners' attitudes toward online interaction. Gender, 
age, GPA, years of experience with the Internet, and 
frequency of accessing the Web-based course were used 
as independent variables. Each of gender and age had 
two categories (levels). GPA and years of experience 
with the Internet had the same number of categories (3 
categories). The frequency of accessing the Web-based 
course had five categories. The results of the 2x2x3x3x5 
ANOVA (with no interaction) are displayed in Table 5. 

Inspection of Table 5 indicates that only one 
independent variable, frequency of accessing the Web-
based course, contains a significant difference in 
learners' attitudes toward online interaction, F(4,435)= 
59.737, p<.001. None of the rest of the independent 
variables (gender, age, GPA, and years of experience 
with the Internet) has proved to contain any significant 
differences in learners' attitudes (at .05 level of 
significance). 

 

Table 5: Five-Way ANOVA of Learners' Attitudes (No 
Interaction) 
Source of Variation SS df MS F Sig. F 
Gender .029 1 .029 .011 .916 
Age .303 1 .303 2.035 .154 
Grade-Point Average 
(GPA) 

.460 2 .230 1.543 .215 

Yrs of Experience with 
the Internet 

.804 2 .402 2.694 .069 

Frequency of Accessing 
the Course 

35.642 4 8.910 59.737 .000* 

Explained 37.239 10 3.724 24.966 .000 
Residual 63.990 429 .149   
Total 101.229 439    
*Significant at .001 level of significance 

Because a significant difference was found in the 
five-way ANOVA, follow-up tests were conducted to 
evaluate pairwise differences among the means of the 
five categories (or levels) of the frequency of accessing 
the Web-based course variable. Since the test of 
homogeneity of variances was significant, F(4,435)= 
8.101, p<.001, homogenous variances were not assumed 
and post hoc comparisons were conducted using the 
Dunnett's C tests, a test that does not assume equal 
variances. The results of these tests, as well as the mean 
differences between learners' attitudes toward online 
interaction for the five categories, are reported in Table 
6. 

Table 6: Mean Differences between Learners' Attitudes 
among Categories  (Levels) of Frequency of Accessing 
the Web-based Course (I-J) 
Category SN TW OW TD OD 

(I) (J) 
Seldom or Never (SN) ---     
Once every two weeks (TW) .74* ---    
Once a week (OW) .74* 0 ---   
Once every two days (TD) .90* .16* .16* ---  
More than once a day (OD) .95* .21* .21* .05 --- 
*The mean difference is significant at the .05 level. 

Based on the data presented in Table 6, one can say 
that there were no significant differences in the means 
between TW and OW, and between TD and OD. 
However, there were significant differences in the 
means between SN and each of TW, OW, TD, and OD. 
Moreover, there were significant differences in the 
means between TW and each of TD and OD. Almost 
the same differences in the means were found between 
OW and each of TD and OD. 
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Discussion and Conclusions 
In spite of current researchers' interest in the study 

of online interaction in Web-based courses, there is a 
dearth of research available on the relationship between 
learners' attitudes toward online interaction and learners' 
demographic variables (such as gender, age, GPA, etc.). 
This study sought to measure learners’ attitudes toward 
online interaction in a Web-based course. By measuring 
learners’ perceptions, the study attempted to find 
whether online interaction promotes learning among 
learners. The study also gave attention to the variables 
of gender, age, Grade-Point Average (GPA), years of 
experience with the Internet, and frequency of accessing 
the Web-based course to test whether these variables are 
significant factors in learners’ attitudes toward online 
interaction in the Web-based course. 

The descriptive results of this study indicated that 
overall learners positively perceived that online 
interaction in the Web-based course promoted learning 
among them. This valuable finding, which aligns with 
what Berge (1999) and Jaffe (1997) found, was 
exemplified by the result that above seventy-seven 
percent of the learners strongly agreed or agreed on the 
following points:  
• Online interaction with others encouraged learners to 

learn more.  
• Learners were able to direct their questions and 

concerns to the instructor online and at any 
convenient time. 

• Through online interaction with students and 
instructor, learners were able to get help on topics that 
needed more explanation to understand. 

• Online interaction with the instructor helped learners 
to ask questions they might not have asked otherwise. 

• Through online interaction with other students, 
learners were able to share ideas and concerns 
regarding the course. 

• Learners felt that online interaction in the course was 
going to be reflected on their final grades in the 
course. 

• Online interaction with students and instructor 
stimulated learners to think about the course material 
in new ways. 

Based on this finding, one can conclude that in 
order to promote learning in a Web-based course, 
students need to be encouraged to participate in online 
activities that enable interaction to occur. For example, 
students can participate in discussion boards, email, 
asynchronous conferencing, chatting, and listservs. 

Another finding of the study was that gender, age, 
GPA, and years of experience with the Internet were 
insignificant factors in learners’ attitudes toward online 
interaction in the Web-based course. Except for the 
years of experience with the Internet, this finding goes 
along with the findings of a number of relatively recent 
studies (Meisel & Marks, 1999; Koohang & Durante, 
2003; Koohang, 2004). However, in regard to gender 
and years of experience with the Internet, this finding 

does not agree with the findings of Lucy's (1993) study 
perhaps because of the differences in the instruments 
employed in measuring attitudes. Based on this finding, 
the following conclusions can be drawn: 
• Males and females in the web-based course equally 

perceived that online interaction promoted learning. 
This implies that the "Accounting Principles (1)" 
web-based course implemented by the Department 
of Accounting at the Hashemite University did not 
reflect any gender bias. Therefore, the structure of 
this course can be helpful in designing similar web-
based courses. 

• Learners of different ages equally perceived that 
online interaction promoted learning. However, 
since around seventy-two percent of the learners 
who participated in this study were less than 20 
years of age, the influence of age might not have 
been tested adequately. Therefore, further 
examination of this variable is needed and is 
recommended for future studies. 

• Learners with different GPAs equally perceived that 
online interaction promoted learning. Knowing that 
almost one half of the learners in this study had 
GPAs less than 3.00, it is of an interest for 
administrators and policy-makers to realize that 
online interaction in the web-based course promoted 
the learning of learners regardless of their GPAs. 

• Learners with different numbers of years of 
experience with the Internet equally perceived that 
online interaction promoted learning. Surprisingly, 
this conclusion did not meet the authors' expectation. 
One reason for such a result could be that around 
fifty-eight percent of learners participating in this 
course had less than two years of experience with 
the Internet. Therefore, to study the influence of 
such a variable more adequately, we believe that 
further examination is needed. 

This study also found that learners’ frequency of 
accessing the Web-based course was a significant factor 
in learners’ attitudes toward online interaction. In other 
words, depending on their categories of accessing the 
web-based course, learners differently perceived that 
online interaction promoted learning. To better 
understand the influence of these categories, post hoc 
comparisons were conducted. The results of these 
comparisons helped in forming the following 
conclusions: 
• Compared to learners in the other categories, 

learners who "seldom" or "never" accessed the web-
based course had the lowest level of attitudes toward 
online interaction. A possible reason for this could 
be that these learners did not benefit much from 
online interaction. However, since learners in this 
category made for around eleven percent of the 
whole sample, it is important to realize that the 
success of a web-based course may depend upon 
increased frequency of accessing that course. 
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• Learners who used to access the web-based course 
once every two weeks and those who used to access 
the course once a week equally perceived that online 
interaction promoted learning. One reason for such a 
result could be that discussion forums were due 
every two weeks. Therefore, it is likely that this gave 
some learners the chance to wait until the second 
week of each forum to access the course. It should 
be mentioned that learners in both categories had 
higher positive attitudes than those of the learners in 
the previous "Seldom or Never" category. 

• Learners who used to access the web-based course 
once every two days and those who used to access 
the course more than once a day equally perceived 
that online interaction promoted learning. One 
possible reason for such a result could be that the 
class used to meet face-to-face every Sunday, 
Tuesday, and Thursday. Therefore, it is possible that 
some learners preferred to access the course on the 
day when they had no class. However, learners in 
both categories had the highest positive attitudes 
among all categories. 

In general, learners who had accessed the Web-
based course more frequently indicated significantly 
higher positive attitudes toward online interaction. 
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Appendix A 
The Survey Instrument 

In this survey, there are two sections: (1) General Information; and (2) Attitudes toward Online Interaction in the 
Course. 
SECTION (1): General Information 
Please respond to the following items by circling the appropriate number: 
1. Your gender:  
 (1) Male (2) Female 
2. Your age: 
 (1) Less than 20 years (2) From 20 to 22 years 
 (3) From 23 to 25 years (4) Greater than 25 years 
 
3. Your Grade-Point Average (GPA):  
 (1) Less than 2.00 (2) From 2.00 to 2.49 
 (3) From 2.50 to 2.99 (4) From 3.00 to 3.69 
 (5) From 3.70 to 4.00 
 
4. Your years of experience with the Internet:  
 (1) Less than 2 years (2) From 2 to 4 years   
 (3) Greater than 4 years  
 
5. How frequently you accessed the web-based course:  
 (1) Never (2) Seldom 
 (3) Once every two weeks (4) Once a week 
 (5) Once every two days (6) More than once a day 
 
SECTION (2): Attitudes toward Online Interaction in the Course 
Using the following scale, please indicate your agreement with each of the items that follow by circling the number that 
best describes your belief about online interaction in the Accounting Web-based course: 
Scale:  
5=Strongly Agree, 4=Agree, 3=Neither Agree nor Disagree, 2=Disagree, 1=Strongly Disagree 

 
1. I usually receive online feedback from the instructor about 5 4 3 2 1 
 questions and concerns I post online.  
2. I can direct my questions and concerns to the instructor 5 4 3 2 1 
 online at any convenient time.  
3. Online interaction with the instructor helped me to ask 5 4 3 2 1 
 questions I might not have asked otherwise. 
4. Through online interaction with other students, I can share 5 4 3 2 1 
 ideas and concerns regarding this course. 
5. Online interaction with others encourages me to learn more. 5 4 3 2 1  
6. Online interaction with students and instructor helped me 5 4 3 2 1 
 to learn the course material.  
7. My interaction with the online course material helped me 5 4 3 2 1 
 to understand what I learn. 
8. Online interaction with students and instructor stimulates me 5 4 3 2 1 
 to think about the course material in new ways. 
9. Through online interaction with students and instructor, I can 5 4 3 2 1 
 get help on topics that need more explanation to understand. 
10. I feel the online interaction that takes place in this course will 5 4 3 2 1 
 be reflected positively on my final grade in the course. 
11. I feel the online interaction in this course will make a new 5 4 3 2 1  
 experience for me that I have not gone through before. 
12. I think my online interaction in this course has been more than 5 4 3 2 1 
 any other face-to-face interactions I have had in other courses.     
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Abstract: Identifying Pre-service teachers' Information and 
Communication Technology (ICT) skills and the degree to 
which they apply these skills in their teaching is a vital issue 
both to inform future planning and to implement new ICT in 
educational systems in Jordan and worldwide. This study 
investigates ICT skills of student-teachers at Yarmouk 
University in Jordan and their degree of ICT use in practice 
schools during the first semester of 2003/2004 academic year. 
Data were obtained via questionnaires with a random sample 
of the (90) student-teachers and interviews with a random 
sample of (40) student-teachers. In addition, interviews with 
all teacher trainers (22) at Yarmouk University were 
conducted to further triangulate findings from student-
teachers' questionnaires and interviews. Regarding ICT skills 
the results showed that student-teachers possessed low to 
moderate ICT skill levels. With regard to the degree of ICT 
use at practice schools, results from the questionnaires 
showed congruency between student-teachers' ICT skills level 
and the degree to which they apply these skills. However, 
results from the interviews indicated lack of ICT skills used by 
student-teachers during their teaching practice. Lack of 
adequate training at the university, lack of access to ICT 
resources, teacher-trainers' inability to model the use of ICT 
in their teaching and inability to incorporate ICT in teaching 
were among the factors that affected student-teachers' ICT use 
at practice schools.(Keywords: Information and 
Communications Technolog Skills, Teacher Education).         
 

 
مدى امتلاك طلبة التربية العملية في جامعة اليرموك لمهارات 

تكنولوجيا المعلومات والاتصالات ودرجة ممارستهم لها خلال فترة 
 التطبيق العملي الخاصة ببرنامج إعدادهم معلمين قبل الخدمة

  

  .كلية التربية، جامعة اليرموك، عايد الهرش وطارق جوارنة
  

ك طلبــة التربيــة العمليــة لمهــارات تكنولوجيــا المعلومــات    إن الكــشف عــن مــدى امــتلا  : ملخــص
والاتصالات ودرجة ممارستهم لها فـي المـدارس المتعاونـة قبـل الخدمـة أمـر ضـروري مـن أجـل                     
التخطيط المدروس لعمليات إدخـال تكنولوجيـا المعلومـات والاتـصالات إلـى الـنظم التربويـة فـي                  

الدراسة إلى الكـشف عـن مـدى امـتلاك طلبـة      لذلك هدفت هذه    . الأردن وعلى المستوى العالمي   
التربيــــة العمليــــة فــــي جامعــــة اليرمــــوك لمهــــارات تكنولوجيــــا المعلومــــات والاتــــصالات ودرجــــة 

في أثناء التطبيق العملـي فـي المـدارس المتعاونـة وذلـك خـلال الفـصل الأول مـن          ممارستهم لها
ناها الباحثـان وتـم تطبيقهـا       تم جمع البيانات بوساطة استبانة ب      . 2003/2004العام الدراسي   

كمــا تــم إجــراء . طالبــا وطالبــة) 90(علـى عينــة عــشوائية مــن طلبــة التربيــة العمليــة تكونــت مــن  
وأجريــت مقــابلات مــع كــل  .   طالبــا وطالبــة 40مقــابلات مــع عينــة عــشوائية أخــرى تكونــت مــن    

تـائج الدراسـة   أظهـرت ن .   مـشرفا 22مشرفي التربية العملية في جامعة اليرموك والبالغ عـددهم   
المنبثقــة عــن الاســتبانة أن مــدى امــتلاك طلبــة التربيــة العمليــة لمهــارات تكنولوجيــا المعلومــات      
والاتصالات تراوح بين ضـعيف ومتوسـط، وفيمـا يتعلـق بمـدى اسـتخدامهم لهـذه المهـارات فـي              

درجـة  التطبيق فقد دلت النتائج على أن هناك انسجاما بين مدى امتلاكهم لهذه المهارات وبـين     
ودلت النتائج التي تم الحصول عليها من خلال المقـابلات     . استخدامهم لها في مدارس التطبيق    

أن هنــــاك قــــصورا كبيــــرا فيمــــا يتعلــــق بمــــدى اســــتخدامهم لمهــــارات تكنولوجيــــا المعلومــــات   
وكـــان نقـــص التـــدريب المناســـب فـــي الجامعـــة، . والاتـــصالات فـــي أثنـــاء فتـــرة التطبيـــق العملـــي

لــى مــصادر تكنولوجيــا المعلومــات والاتــصالات، وعــدم اســتخدام مــشرفي        وصــعوبة الوصــول إ 
التربية العملية لهذه المهارات في التدريس و عدم قدرة طلبة التربية العملية أنفسهم على دمـج               
 هذه المهارات أثناء التطبيق، من أبرز العوامل التي أثرت في درجة اسـتخدامهم لهـذه المهـارات            

  .)داد المعلمين، مهارات تكنولوجيا والاتصالات اع:الكلمات المفتاحية(
  

Introduction: 
The use of ICT has caused substantial changes for 
teaching and learning. It is bringing about opportunities 
for educators as it can provide powerful support for 
educational innovations. Nonetheless, getting to grips 
with ICT skills and its related applications in real 
teaching-learning situations creates formidable 
challenges for teachers and teacher educators. They 
need not only to learn the skills of using ICT, but also to 
learn how to design innovative instruction through an 
integration of ICT with curriculum and teaching 
experiences at schools. Reasonably, for undergraduate 
students who are prospective school teachers, they 
should be well prepared to use ICT in education. 
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Studies conducted in the field of pre-service teacher 
education unveiled numerous weaknesses on the part of 
teachers graduating from teacher education programs at 
universities with regard to the knowledge of the ways of 
ICT use in their professional practice (Gibson, 2002; 
Cuckle et al, 2000; Murphy and Greenwood, 1998). 
Student-teachers who are being prepared to enter the 
teaching profession, upon fulfilling the requirements of 
the teacher preparation program at Yarmouk University, 
are required to possess basic computer skills as well as 
how to apply these skills in various teaching-learning 
situations. They need to see the importance of planning, 
designing and implementing computer-based 
instructions in their classroom when they finally 
become teachers. The Jordanian Ministry of Education 
(MOE) stipulates teachers are required to have 
considerable knowledge and teaching ability in a full 
range of ICT skills within their specialist subjects; they 



Jordan Journal of Educational Sciences 

168 

should be able to demonstrate understanding and 
classroom use of ICT and need to experience its use in 
school (MOE, 1988; MOE, 2003). These MOE 
stipulations have been recently accentuated in all the 
documents presented to Jordan-UK ICT in education 
conference (MOE, 2004).  
In considering these requirements, it was decided to 
assess student-teachers' ICT skills and the degree to 
which student-teachers use these skills in their teaching 
practice at school. In addition, this study will attempt to 
identify factors that inhibit the use of ICT at schools and 
the university. To the best of the researchers' 
knowledge, there is no prior study that investigated 
student-teachers' ICT skills and the degree to which they 
apply these skills in their teaching in Jordan. Therefore, 
this research will contribute to the body of the literature 
in Jordan and other countries with regard to the use of 
ICT in education. It will also assist MOE and the 
teacher education institutions to make informed 
decisions regarding the use of ICT in education. More 
effective use and improved outcomes are dependent on 
an increased understanding of the training needs that 
contribute to student-teachers’ development. It is timely, 
therefore, to examine student-teachers’ current stage of 
development and the needs which they themselves 
express in relation to moving forward with ICT.  
Objectives of the Study: The researchers attempted to 
accomplish the following objectives:  
1- Assess student-teachers' ICT level of competence. 
2- Assess student-teachers' degree of ICT use during 

their teaching practise at school. 
3- Identify factors that student-teachers and their 

trainers believe to be the greatest barriers to 
implementing ICT in the Jordanian schools.  

Related Literature: Information and Communications 
Technologies (ICT) has great potential to aid teachers to 
adapt to their new role as the facilitators of the learning 
process (Al-Far, 2003; Altawalbeh, 2003; Dede, 1997). 
For instance, teachers’ inquiry can be facilitated with 
the help of computers as it provides access to vast 
amounts of information. Through the use of E-mail, user 
groups, and other online forms student-teachers will 
have the opportunity to communicate and share their 
experiences with a much wider range of colleagues and 
experts in their fields of specialisms. The World Wide 
Web can facilitate teachers’ access to digital libraries 
and vast amounts of information in printed, visual and 
video form. Video conferencing offer the teachers the 
opportunity to observe other teachers in different 
countries as they implement similar curriculum areas 
and learn from their expertise (Gibson, 2002).  
Nonetheless, the use of ICT cannot be fully effective 
unless teachers receive adequate training and support 
(Al-Far, 2002; Salameh & AbuRaya, 2002; Altawalbeh, 
2003; Resta, et al, 2002 ). Their skills and competencies 
should be continuously updated to keep current with the 
most recent innovations in this area so they can transfer 
these competencies to students (Resta, et al, 2002 ; 
Reid, 2000). To enable teachers to make full use of ICT, 

pre-and in-service teacher training institutions should 
undertake a more active role with regard to teacher 
education and training that goes beyond the 
development of basic ICT literacy skills to 
educationally oriented training on ICT. This entails that 
teacher educators and trainers should model the 
appropriate use of ICT in the delivery of the curriculum 
of teacher education and training programmes inasmuch 
as teachers are required to incorporate ICT into their 
own teaching at schools. Matthew et al (2002) examined 
the benefits of one-on-one coaching for teacher 
educators by technology coaches as they worked 
together to learn to use technology. Results from the 
study indicated that coaches as well as teacher educators 
benefited from the relationship and both groups 
increased their technology competency. 
The identification of teachers’ information technology 
skills is a prerequisite for developing the existing pre-
service teacher education program and designing future 
professional development training for in-service 
teachers. 
Studies conducted in the field of pre-service teacher 
education unveiled numerous weaknesses on the part of 
teachers graduating from teacher education programs at 
universities with regard to the knowledge of the ways of 
ICT use in their professional practice (Gibson, 2002; 
Cuckle et al, 2000; Murphy and Greenwood, 1998). 
Watson (1997) investigated pre-service teachers' views 
on their information technology education. The results 
indicated that many student-teachers were inadequately 
prepared for teaching ICT in schools and had low self-
ratings of competency and negative feelings about it. 
Cuckle et al (2000) surveyed the years' cohort of 427 
student-teachers in 63 partnership secondary schools in 
the UK by means of two self-rating checklist 
questionnaires.  The results showed that much of the 
student-teachers' ICT experience had been gained 
during their undergraduate studies or at home. They also 
had considerable enthusiasm for learning more ICT 
skills and using them in their future careers as teachers. 
The researchers also found that students were not 
always able to transfer their  ICT skills to use in the 
classroom.  
Collaboration between schools and universities is a 
crucial factor for successful implementation of pre-
service teacher education programmes (Resta et al, 
2002). Such collaboration provides an opportunity to 
pre-service teachers to interconnect theory with 
practice. Asan (2002) examined benefits of a 
collaborative work between the Faculty of Education at 
Karadeniz Technical University and basic education 
schools in Turkey. Pre-service teachers were assigned to 
complete a computer project, which was intended for 
use to support classroom lessons. As a result of this 
collaborative work, pre-service teachers and classroom 
teachers practiced the development of instructional 
materials and the integrating of technology in subject 
content areas. In addition, they became more 
comfortable with the technology and developed greater 
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proficiency in their computer use. In line with this 
argument, McDougall and Squires (1997) suggested that 
teachers learning alongside students might provide a 
fruitful means of teachers’ professional development, 
within a framework of curricular changes and 
integration of IT into and across existing curricula. 
Student-teachers who are being prepared to become 
teachers should realise the efficacy and see benefits of 
ICT with regard to the enhancement of 
teaching/learning situations. Russell et al (2000) 
reviewed results from an Australian study, which was 
conducted to establish baseline information about 
teachers’ experience and skills in information 
technology. Results from the study revealed that 
although there is a general agreement among teachers 
regarding the importance of ICT for their students and 
for their own professional development, significant 
areas of deficit were identified. Teachers saw 
themselves as competent with basic computer skills, but 
were less confident with activities requiring advanced 
use of computers. In addition, teachers reported low 
levels of confidence in their knowledge of information 
technology developments.  
Computer literacy is an important key factor that can 
assist student-teachers to utilise the course activities 
successfully during pre-service teacher education 
programmes. In line with this argument, Resta et al 
(2002) contend that for education to reap the full 
benefits of ICTs in learning, it is essential that pre-
service and in-service teachers have basic ICT skills and 
competencies. Baki (2000) analysed an undergraduate 
course related to a teacher education programme. The 
researcher gathered data through questionnaires and 
students’ writings about the course activities. Findings 
indicated that students who felt prepared, made the link 
between computer-based mathematical activities and 
school mathematics, and had more experience of using 
instructional software during the course than others. 
Similarly, a low level of competence among pre-service 
teachers in Canada was identified in a study  conducted 
to assess prospective student-teachers' performance 
regarding the use of the Internet in teaching (Hewitt et 
al, 2002). The results indicated that pre-service teachers 
had little previous experience facilitating student-led 
investigations, and often attempted to direct student 
research.  Prospective English teachers held optimistic 
views regarding ICT use in education. However, they 
expressed frustration due to the lack of opportunity to 
make full use of it (Goodwyn, et al, 1997).   
Lack of ICT related facilities and opportunities that 
allow student-teachers to make full use of ICT can have 
serious negative consequences on their competencies. 
Murphy and Greenwood (1998) identified three main 
obstacles that limited the successful implementation of 
pre-service teacher education programmes – student 
access to computers, the ICT policy adopted by initial 
teacher training providers and the lack of 
encouragement for students to use ICT in teaching 
practice.  

The learning environment in which ICT is used requires 
certain facilities and resources that should be made 
available for effective delivery of teacher education 
programmes. Facilities include basic infrastructure such 
as electrical wiring, Internet access, lighting, air-
conditioning, and space, in addition to various types of 
technological devices from computers with peripherals, 
video equipment, and specialised tools like digital 
microscopes. Further resources including various types 
of software as well as traditional tools like books, 
videotapes, and audiotapes, should be made available 
for student-teachers (Resta et al, 2002; Gibson, 2002).  
ICT is an ever changing area that requires continuous 
updating of related equipment and tools in addition to 
continuous updating of teachers’ ICT-related skills. 
Methodology: This study utilised two types of data 
collection instruments, questionnaires and interviews. 
Questionnaires: In this study the researchers surveyed 
the semester cohort of 237 students participating in the 
practicum teaching programme at Yarmouk University. 
A random sample of 90 (38%) student-teachers was 
given a self–rating questionnaire containing two 
checklists towards the end of their teaching experience 
in schools during the academic year 2003-2004. All 
subject specialties (i.e Maths, Science, English, Arabic, 
Islamic Education, Social Studies and class teachers 
(covering all subject areas) were covered. Student-
teachers were asked about the following :- 
1. Gender 
2. Subject specialty. 
3. Type of school (i.e. private or public). 
4. Self- assessment of overall competence and in a 

range of ICT applications (e.g. word processing, 
databases, spreadsheets, CD-ROMs, the Internet, 
etc). 

5. The degree of use of ICT during their teaching 
practice at schools. 

Two open-ended questions were placed at the end of the 
questionnaire requiring student-teachers to indicate any 
ICT related skill/skills they possessed that was/were not 
included in the checklist and to provide their personal 
opinion regarding motivation and enthusiasm to use ICT 
related skills in teaching. 
The questionnaire used in this study was developed by 
the researchers based on their experience in the field of 
ICT in education. A panel of experts was used to 
establish content validity for the instrument. Members 
of the panel were selected because of their experience in 
ICT in education, expertise in instrument development, 
expertise in the use of statistics, and expertise in 
translating the English language into the Arabic 
language and vice versa. The panel examined all 
statements for appropriate language and word usage and 
made suggestions about item terminology to enhance 
clarity and brevity. To ensure the internal consistency 
for the questionnaire, the Cronbach’s Alpha coefficient 
formula was used, and the coefficient was found to be 
0.90. To analyse the data gathered from student-
teachers, mean scores and standard deviations were 
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computed for responses to each item on the 
questionnaire. The survey took the form of a self-rating 
questionnaire with tick boxes requiring a response on a 
scale from 1-3 for both the level of competence and the 
degree of ICT use in schools. Such a self-rating scale is 
widely used in evaluative studies throughout the social 
sciences. 
Interviews:- 
The data gathered through the survey questionnaire 
were complemented   by means of follow-up semi-
structured interviews with student-teachers. A random 
sample of 40 student-teachers was drawn from across 
the various subject specialisms.  
Following student interviews, all teacher trainers were 
interviewed to further explore issues highlighted by 
students and to triangulate the findings of the 
questionnaire and student-teachers' interviews.  
Data Analysis 
The responses which required a tick response were 
coded numerically and entered on an SPSS database. 
The t-test was used to determine statistically significant 
differences attributed to 'gender', 'speciality' and 'type of 
school' variables on the responses of the participants. 
For qualitative data analysis there was no single ideal 
approach to analysing qualitative data, (McMillan and 
Schaumacher, 1997) so the researchers contrived to find 
a suitable pattern for the analysis within the general 
framework of approaches suggested in the research 
books and guided by the research objectives of the 
present study. With regard to the semi-structured 
interviews they were first tape recorded and then 
transcribed for analysis. The reliability of transcripts 
was examined by the interviewees themselves who 
ascertained that they were consistent with their views. 
None of the interviewees reported inconsistency 
between his views and the content of the transcript. The 
initial analysis of the interview data suggested several 
categories which were used as basis for the 
interpretation of the data. In addition, it was possible to 
provide frequencies and percentages for many of the 
issues in the identified categories (Patton, 2002 and 
Cohen et al, 2000). 
Results 
With regard to student-teachers' level of competence in 
ICT, the group of respondents was segmented into three 
categories: low, moderate and high. Student-teachers 
who possessed a low level of competence in ICT were 
those whose average mean of responses on ICT skills is 
less than 1.5. When the average mean of responses of 
the participants fell between 1.5 and 2.5, student-
teachers were considered as having moderate ability 
with regard to ICT skills. Student-teachers were 
considered as having a high level of competence where 
those whose average mean of their responses was more 
than 2.5.  
The results indicated that the average mean of responses 
did not fall in the high level of competence category for 
all the ICT skills in the questionnaire. Table (1) lists the 
ICT skills where student-teachers felt they possessed 

moderate ability in terms of the means and standard 
deviations. 
Table 1: Means and standard deviations of the ICT 
skills which student-teachers felt they moderately 
possessed ranked in a descending order  

No. Item (ICT Skills) Ability Level 
  M SD 
1 Use of various computer software 

programs 
2.00 0.64 

2 Loading software programs into 
computers 

1.64 0.68 

3 Proper use of ICT related terminology 
in teaching subject specialty 

1.68 0.67 

5 Knowledge of ICT use in the 
development of the local society 

1.76 0.64 

6 Knowledge of computers and their 
peripheral devices ( printer, scanner, 
…) 

1.92 0.74 

11 Use of word processing software 2.00 0.70 
12 Use of computers to create data bases 1.79 0.71 
14 Use of E-Mail 1.96 0.86 
15 Use of the Internet as a teaching 

learning resource 
2.07 0.70 

16 Use of computers to create electronic 
slides 

2.01 0.79 

17 Use of computers to promote 
professional productivity 

1.76 0.71 

18 Use of the Internet to promote 
professional productivity 

2.09 0.76 

19 Utilization of audio and video 
conferencing to promote professional 
productivity 

1.56 0.66 

20 Use of computers to enhance teaching-
learning process 

1.90 0.70 

21 Use of computer peripheral devices 
(scanners, printers, data shows, etc.) to 
enhance teaching learning process 

2.07 0.78 

22 Utilization of electronic audio and 
video conferencing to enhance teaching 
learning process 

1.71 0.62 

23 Proper use of ICT related devices and 
programs in various teaching learning 
situations   

1.91 0.65 

24 Adherence to the legal standards 
pertaining to the use of ICT (especially 
the Internet) in teaching  

1.80 0.72 

25 Use of ICT to promote the idea of life 
long learning 

2.14 0.74 

26 Evaluation of instructional software 
programs 

1.66 0.69 

27 Implementing instructional activities 
derived from research and studies 
found on the Internet 

1.71 0.69 

28 Use of ICT related resources to 
reinforce instructional activities 
delivered to large groups 

1.96 0.72 
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No. Item (ICT Skills) Ability Level 
  M SD 
29 Use of ICT related resources to 

reinforce instructional activities 
delivered to small groups 

1.79 0.69 

30 Use of ICT related resources to assess 
students' academic achievement 

1.81 0.73 

31 Prior planning for ICT use in various 
teaching learning situations 

2.07 0.73 

 
Student-teachers possessed a low level of ability in the 
ICT competences shown in (Table 2). 
Table 2: Means and standard deviations of the ICT 
skills which student-teachers felt they possessed to a 
low degree ranked in a descending order. 

No item Ability level 
  Mean S.D. 
4 Knowledge of the use of ICT for 

teaching practical activities 
1.49 0.60 

7 Making simple connections and 
installing computers and their peripheral 
devices  

1.47 0.66 

8 Use of scanners to make presentations 1.39 0.53 
9 Use of digital cameras to make 

presentations 
1.20 0.43 

10 Use of ICT to assess student academic 
achievement 

1.43 0.56 

13 Use of computers to make spread sheets 1.49 0.66 
17 Use of computers to promote 

professional productivity 
1.46 0.60 

To determine if the independent variables affected the 
participants' responses, the t-test was conducted at the 
0.05 level of significance to identify if any statistically 
significant differences existed between male and female 
respondents. The results showed no effect that could be 
attributed to the independent variables of gender, 
specialty and school type, as shown in Table (3) below. 
Table (3): table description table description table 
description table description table description table 
description table description table description table 
description. 

  N Mean SD t df Sig. 
(2-tailed)

GENDER Male 20 1.69 0.38 -1.332 88 0.186 
 Female 70 1.81 0.34    
SPECIALTY Class teacher 31 1.75 0.38 -0.577 88 0.566 
 Field teacher 59 1.80 0.3426    
SCHOOL  Public 78 1.76 0.33 -1.294 88 0.199 
TYPE Private 12 1.90 0.45    

With regard to student-teachers' ICT use during 
placement the participants' responses were categorized 
into three categories: high degree, moderate degree, and 
low degree of use. This categorization was based on the 
average mean of responses on each ICT competency in 
the questionnaire. Where the average of responses fell 
below 1.5, student-teachers were considered low users 
of ICT skills, whereas with the average mean of 
responses between 1.5 and 2.5, the student-teachers 
were considered moderate users of ICT competency in 
their practice. Where the average mean of responses is 
greater than 2.5, student-teachers were considered high 
users of ICT skills in their teaching practice. The results 

indicated that student-teachers did not integrate any of 
the ICT skills listed to a high degree. However, they 
moderately used the ICT competencies shown in (Table 
4) below. 
Table 4:  Means and standard deviations of the ICT 
skills which student-teachers moderately used during 
their teaching practice ranked in a descending order. 

No Item (ICT Skills) Degree of use 
  M SD 

1 Use of various computer software 
programs 

1.82 0.68 

2 Loading software programs into 
computers 

1.57 0.65 

3 Proper use of ICT related 
terminology in teaching subject 
specialty 

1.52 0.64 

5 Knowledge of ICT use in the 
development of the local society 

1.62 0.59 

6 Knowledge of computers and their 
peripheral devices ( printer, 
scanner, …) 

1.77 0.74 

11 Use of word processing software 1.79 0.68 
12 Use of computers to create data 

bases 
1.58 0.70 

14 Use of E-Mail 1.78 0.83 
15 Use of the Internet as a teaching 

learning resource 
1.96 0.75 

16 Use of computers to create 
electronic slides 

1.71 0.75 

18 Use of the Internet to promote 
professional productivity 

1.88 0.78 

20 Use of computers to enhance 
teaching-learning process 

1.58 0.64 

21 Use of computer peripheral devices 
(scanners, printers, data shows, etc.) 
to enhance teaching learning 
process 

1.90 0.77 

22 Utilization of electronic audio and 
video conferencing to enhance 
teaching learning process 

1.54 0.64 

23 Proper use of ICT related devices 
and programs in various teaching 
learning situations   

1.56 0.60 

24 Adherence to the legal standards 
pertaining to the use of ICT 
(especially the Internet) in teaching  

1.68 0.75 

25 Use of ICT to promote the idea of 
life long learning 

1.87 0.72 

26 Evaluation of instructional software 
programs 

1.57 0.65 

28 Use of ICT related resources to 
reinforce instructional activities 
delivered to large groups 

1.59 0.69 

29 Use of ICT related resources to 
reinforce instructional activities 
delivered to small groups 

1.59 0.63 

30 Use of ICT related resources to 
assess students' academic 
achievement 

1.59 0.65 

31 Prior planning for ICT use in 
various teaching learning situations  

1.80 0.75 

Means of responses also indicated that student-teachers 
applied the ICT competencies shown in Table (5) during 
their teaching practice to a low degree. 
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Table 5: Means and standard deviation of the ICT skills 
which student-teachers use to a low degree during their 
teaching practice ranked in a descending order.  

No item Degree of use 
  M SD 

4 Knowledge of the use of ICT for 
teaching practical activities 

1.39 0.53 

7 Making simple connections and 
installing computers and their peripheral 
devices  

1.33 0.56 

8 Use of scanners to make presentations 1.29 0.50 
9 Use of digital cameras to make 

presentations 
1.14 0.38 

10 Use of ICT to assess student academic 
achievement 

1.37 0.55 

13 Use of computers to make spread sheets 1.37 0.61 
19 Utilization of audio and video 

conferencing to promote professional 
productivity 

1.40 0.58 

27 Implementing instructional activities 
derived from research and studies found 
on the Internet 

1.49 0.66 

The t-test was performed to identify any significant 
statistical differences which can be attributed to the 
variables of gender, specialism and type of school. 
Results from the analysis (Table 6) showed that student-
teachers’ specialism and school type affected their 
responses regarding the degree of the use of ICT skills 
during teaching practice in favour of private schools and 
field teachers, respectively. 
Table 6: Results of the t-test relating to the effect of the 
independent variables  in the study regarding student-
teachers’ ICT use in practice schools 

  N Mean SD t df Sig. 
(2-tailed)

GENDER Male 20 1.47 0.38 -1.959 88 0.053 
 Female 70 1.63 0.32    
SPECIALTY Class teacher 31 1.48 0.35 -2.343 88 0.021 
 Field teacher 59 1.66 0.32    
SCHOOL  Public 78 1.56 0.31 -2.477 88 0.015 
TYPE Private 12 1.81 0.42    
Interviews Results  
Student-teachers were asked whether they owned a 
personal computer (PC) at home. The majority of 
student-teachers reported that they did not own one. 
Word processing was the predominant use made of ICT 
by student-teachers who reported owning a PC. All of 
the interviews indicated positive attitudes towards 
computers and were ardently in support of their 
inclusion in education provided that they are properly 
used in various teaching/learning situations. They also 
expressed their enjoyment and excitement when using 
computers. Some of the views expressed by the 
interviewees were that the computer is: 
1- very useful (95%); 
2- beneficial and interesting (95%); 
3- very useful if we knew how to use it (87.5%); 
4- a teaching/learning tool which is very useful 

(77.5%); 
5- an indispensable tool which is necessary in 

contemporary life (62.5%); and 
6- a very useful tool for social interaction and 

exchange of information among human beings 
(52.5%). 

In line with their views and positive attitudes towards 
computers, student-teachers indicated that they had 
gained at least one benefit from using computers. The 

most common benefits reported by student-teachers are 
shown in Table (7) in terms of frequency and 
percentage. 
Table 7: Student-teachers' perceived personal ICT 
benefits 
Rank Benefit Frequency percentage 
1 Storing information 29 73 
2 Searching for information 

using various search 
engines 

26 65 

3 Use of email 24 60 
All student-teachers indicated that they had undertaken 
at least one module related to ICT during their pre-
service preparation. However, 11 students (just over a 
quarter of the interviewees) believed that the 
module/modules they had undertaken incorporated 
activities related to real and authentic applications of 
ICT in instruction. In other words, most interviewees 
believed that the ICT-related modules they had studied 
at the university were not conducive as for equipping 
them with how to harness ICT in teaching and learning 
in schools. Student-teacher trainers conduct weekly 
training workshops and seminars covering main aspects 
of the teaching/learning situation at the university twice 
a week. Student-teacher trainers in these training 
workshops and seminars should model good practice so 
that student-teachers are able to experience the ways in 
which ICT can be effectively incorporated into teaching 
and learning. However, results from the interviews 
showed a different picture from the results revealed in 
the questionnaire. Only 6 student-teachers reported that 
their teacher-trainers had incorporated ICT related 
applications in the training workshops and seminars. 
The main applications used as reported by the 
interviewees are shown in Table (8) ranked according to 
frequency and percentage. 
 Table 8: The main ICT skills used during workshops 
and seminars related to teaching practicum 
Rank ICT related applications frequency percentage 
1 Word processing 6 100 
2 Presentation software 

(Power Point) 
5 83 

3 Search engines (Yahoo, 
Google, etc.) 

2 33 

The majority of the interviewees who reported lack of 
ICT use during workshops and seminars conducted by 
teacher trainers indicated the factors that precluded the 
use of ICT, as shown in Table (9) according to 
frequency and percentage. 
Table 9: Factors which inhibited ICT use during 
workshops and seminars related to teaching practicum 

Percentage Frequency Reason Rank 
70 28 Ineffective ICT related 

module undertaken at the 
university 

1 

53 21 Unavailability of virtual 
learning environments to 
practice use of ICT related 
skills in teaching.   

2 

33 13 Teacher educator did not 
model the use of ICT in 
workshops and seminars. 

3  

Surprisingly, the interviewees neither undertook any 
training session related to the use of ICT in education 
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inside or outside the university during the four-year 
period of teacher preparation, nor did they use any ICT 
related applications during their teaching practice in 
schools. The interviewees were asked to provide reasons 
for not being able to implement ICT-related applications 
in their teaching in schools. Table (10) shows the main 
factors which inhibited the use of ICT in schools, as 
perceived by student-teachers. 
Table 10: Factors that inhibited student-teachers ICT 
use at practice schools 

Percentage Frequency Factors inhibiting ICT use Rank 
100 40  Inability to incorporate ICT into 

teaching and learning  
1 

100 40  Inadequate training at the university 2 
90 36  Lack of computer availability at schools 3 
75 30  Lack of help and support from ICT 

specialist teachers at schools 
4 

All interviewees felt that they needed to develop their 
ICT skills and competencies. The kinds of knowledge 
training sessions and expertise which they considered 
important and likely to promote long-term development 
in their teaching and learning in the future are shown in 
Table (11). 
Table 11: Knowledge, training sessions and expertise 
needed to develop student-teachers' ICT competencies 

Knowledge, training sessions and 
expertise needed

Frequency Percentage

International computer driving licence 
(ICDL)  

38 95 

Training sessions in keyboarding  35 88 
Relating ICT-related modules taught at the 
university to ICT subject speciality. 

29 73 

Teacher educators should model the use of 
ICT in implementing workshops and 
training session. 

24 60 

Methods for designing instructional 
software programmes to use in teaching   

20 50 

How to utilize internet in teaching and 
learning 

27 66 

Results from Teacher Trainers' Interviews 
The majority of the teacher trainers (n=16) reported that 
they have PCs at home. Amongst those teacher trainers 
who did use computers at home, the predominant 
applications were using the Internet search engines 
(Yahoo, Google, Altavista, etc),  searching for 
information for purposes of scientific research, using E-
mail for information exchange, using word-processing 
for typing examination questions, spreadsheets and 
statistical packages (SPSS and SAS).  
Teacher trainers were asked about their opinions and 
attitudes towards computers, which was an attempt to 
ascertain their general attitudes towards computers.  
Similar to the results obtained from student-teachers, all 
teacher trainers were found to have a favourable view of 
computers. Some of their comments which ascertain 
these positive views are computers are: 
1- a very advanced technology that is very useful; 
2- an efficient teaching-learning tools; and 
3- illiteracy does not mean the inability of a person to 

read and write but rather the person's inability to 
deal with computers. 

In line with their positive views and attitudes towards 
computers, teacher trainers indicated that they have 
gained at least one benefit from using computers.  
The most common benefits reported by teacher trainers 
are shown in Table (12). 
Table 12: student-teachers' trainers perceived personal 
ICT benefits 

Rank Benefit Frequency Percentage 
1 Information gathering 

(using the internet search 
engines) 

15 68 

2 Use of E-mail. 16 72 
3 Word processing 22 100 
4 Use of CD-ROMs 5 23 

Almost half of the teacher trainers (n=10) undertook a 
training session related to computer use inside or 
outside the university. The training sessions focused on 
areas like Windows, Microsoft Office applications 
(Excel, Word Processing, Access, and Power Point), the 
Internet, and E-mail. Such responses suggest that the 
trainers had not been trained on the utilization of ICT 
skills in education. The teacher trainers' responses 
allowed a judgement to be made of the level of their 
competence in ICT and allowed comparison with how 
much they used ICT in the delivery of workshops and 
seminars for student-teachers at the university. The low 
level of competence in ICT among teacher trainers was 
reflected on their delivery of student teachers' training 
workshops and seminars. It was evident from their 
responses that the majority of the teacher trainers did 
not model the use of ICT during the weekly seminars 
and workshops which were conducted to support the 
student-teachers' ability to use ICT in instruction. 
Among the 22 teacher trainers interviewed only 4 
(18.18%) utilized ICT-related applications. The ICT 
areas applied during training seminars and workshops 
for student-teachers by those who reported using them 
included the use of presentation software (PowerPoint), 
the Internet search engines (Google, Yahoo, etc.) for 
gathering information, CD-ROMs, and word processing. 
The teacher trainers were asked to provide the factors 
which precluded their use of ICT in training seminars 
and workshops for student-teachers. Table (13) shows 
the inhibiting factors for the use of ICT by teacher 
trainers during training sessions at the university in 
terms of frequency and percentage.  
Table 13: Factors inhibiting ICT use during workshops 
and seminars  as perceived by teacher trainers 

Percentage Frequency Factors inhibiting ICT use Rank 
86 19 Inability to incorporate ICT into 

teaching and learning  
1 

77 17 Large number of students in each 
group to accommodate them in 
the computer lab 

2 

77 17 Inability to design instructional 
software programmes 

3 

68 15 Inadequate computers with regard 
to hardware and software 

4 

59 13 Lack of computers availability at 
university. 

5 

34 7 Inavailability of virtual learning 
environment labs at the university 
to allow student-teachers to 
integrate ICT into various 
teaching learning situations.  

7 
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Although all the interviewees strongly supported the 
introduction of ICT in education, they were cautious 
about this issue. They reported that the Jordanian MOE 
and Yarmouk University should have trained teachers 
and teacher trainers prior to the introduction of the 
instructional media into schools.  
The kinds of knowledge, training sessions and expertise 
which the teacher trainers considered important and 
likely to enable them to model the appropriate use of 
ICT in the delivery of training sessions and seminars for 
student-teachers are shown in Table (14). 
Table 14: Knowledge, training sessions and expertise 
needed to develop teacher trainers competency in ICT 
use. 

Knowledge, training sessions and expertise Frequency Percentage 
International computer driving licence (ICDL)  20 91 
Methods for designing instructional software 
programmes to use in teaching   

17 77 

How to utilize the Internet in teaching and learning. 14 64 

Discussion 
The results of the study showed that student-teachers 
possessed varying ICT related ability levels ranging 
from low to moderate ability. Results from the 
interviews showed that many of the ICT-related skills 
some student-teachers' possessed had been gained at 
home. According to the results from the questionnaire, 
the level of student-teachers’ competence in ICT ranged 
between low and medium. Despite possessing some 
basic ICT skills, none of them used these skills for 
coursework and preparing classroom materials in 
schools. Nonetheless, during workshops and seminars at 
the university, few students reported using some ICT 
related activities such as word processing, power point 
for designing instructional software programs and 
internet use for gathering information.  Mellar and 
Jackson (1994) and Cuckle et al (2000) reported similar 
results. They found that there was little use of IT 
amongst Post Graduate Certificate in Education PGCE 
students except in word processing, databases, desktop 
publishing, spreadsheets and graphics. There was not 
much difference in computer use in both home and 
school settings by student-teachers who possessed a PC 
at home with almost complete lack of ICT use in 
schools by all of them. The ICT related modules at the 
university as well as the workshops and seminars related 
to the practical teaching experience provided student-
teachers with low to moderate ability level to use ICT, 
but did not provide them with the ongoing support 
needed to adapt the skills learned to their classroom 
teaching. Additionally, both workshops and taught 
modules may have focused on teaching the technical 
skills, but did not show student-teachers how to 
integrate ICT into their specific subject area. In order 
for ICT to reach its full potential, ICT taught modules 
and workshops should focus on the practical use of 
these skills in classroom teaching. Teacher educators 
and cooperating teachers should model good practice so 
that student-teachers are able to experience the ways in 
which ICT can be effectively incorporated into teaching. 
However, the results from the present study showed that 

the situation was problematic because schools and the 
university did not have the adequate infrastructure to 
support good practice and thus cooperating teachers at 
schools and teacher trainers at the university were 
severely limited by what they could do. If they are to 
assist student-teachers, cooperating teachers and teacher 
trainers need to be professionally developed to raise 
their level of competence in ICT skills and its proper 
applications in teaching.   
Examining individual students’ questionnaires did not 
reveal a different picture with regard to student-teachers' 
level of competence in ICT and the degree to which 
they utilized ICT in their teaching at school. It was 
disappointing to see that many student-teachers from all 
subject specialties neither gained a considerable ICT 
skill nor properly practiced using ICT for teaching their 
subject matter at schools.  Although there were students 
who possessed basic ICT skills and were enthusiastic, 
they did not use ICT in the classroom as much as they 
might have done (for instance, those who possessed 
basic ICT skills in word processing, power point, data 
base and used them for their own study could have used 
these applications in their teaching at school). 
Obviously, those student-teachers were unable to relate 
the basic ICT skills they possessed to their teaching 
tasks. Few teacher trainers modelled the use of ICT in 
the delivery of training workshops and seminars in 
addition to the separation in the delivery of the taught 
modules related to basic ICT skills and those modules 
relating these skills to teaching practice. These factors 
greatly influenced student-teachers’ ability to relate 
theory to practice and reflected on their performance at 
schools. It was satisfying, though, to see that student-
teachers were enthusiastic and willing to increase their 
knowledge and use of ICT with students. They also 
possessed positive attitudes towards the introduction of 
computers into schools. 
Results from both the students' questionnaires and 
interviews showed that subject specialty did not affect 
student-teachers' level of competence. Student-teachers 
from across the subject specialties were exposed to the 
same ICT experience during their preparation as 
teachers. They also practice their teaching under similar 
school settings, which had probably led to the lack of 
differences in student-teachers' ICT skills. Different 
results were obtained by Simmons (1994) and Cuckle et 
al (2000) who found that the most influential factor 
affecting whether student-teachers used ICT in 
classroom teaching was their subject specialty. In 
Jordan, computer use in schools is subject area specific. 
The results from this study indicated that the practical 
teaching experience did not provide student-teachers 
with specific models for instructional use in those 
subject areas (Wetzel and Chisholm, 1996; Matthew et 
al, 2002).  
The most influential factors which inhibited ICT uptake 
by student-teachers were there inability to incorporate 
ICT into teaching and learning; inadequate training at 
the university; inavailability of computers at schools; 
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and lack of help and support from ICT specialists at 
schools. Rosen and Weil (1995), Winnans and Brown 
(1992), Williams et al (2000), and Hadley and 
Sheingold (1993) had similar results. They identified a 
number of factors affecting teachers' use of ICT 
including lack of teaching experience with ICT, on-site 
support for teachers using technology, and ICT 
specialists to teach students computer skills. Regarding 
teacher educators' reluctance to incorporate ICT into 
their teaching, Matthew et al (2002) identified a variety 
of reasons including lack of access to appropriate 
hardware and software, limited technology skills; lack 
of knowledge of how to integrate it into their teaching; 
and lack of teaching support.  The results from teacher 
trainers' interviews were much in sync with these 
factors. 
Student-teachers' gender, specialty, and school type 
seem to play no role in their level of competence in ICT. 
Similar to this result, several studies suggested that 
there was no gender-related impact regarding ICT 
(Murphy and Greenwood, 1998; Koustourakis et al, 
2000). In contrast, several studies indicated that there 
were differences regarding ICT ascribed to pre-service 
teachers' gender. Summers (1990), Marshall (1997) and, 
Watson (1997) found that male pre-service teachers 
believed that they knew more about ICT, showed more 
positive attitudes, and had greater confidence in their 
abilities than their female counterparts. However, in the 
present study, the independent variables of specialty and 
school type affected the participants' responses 
regarding the degree of ICT use at schools. The student-
teachers who were being prepared to teach one school-
subject (viz., field teachers) appeared to have used ICT 
skills during their teaching practice more than student-
teachers who were being prepared to be class teachers. 
In addition, student-teachers who practiced teaching at 
private schools incorporated more ICT into their 
teaching than student-teachers who practiced their 
teaching at public schools. A possible explanation for 
this result could be that privately-run schools are better 
equipped with ICT related facilities which encourage 
more student-teachers to incorporate ICT into their 
teaching. 
Results from the interviews showed a somewhat 
different picture from that obtained through the 
questionnaire with regard to student-teachers’ ICT use 
at schools and the effect of the variables of gender, 
school type, and specialty. None of the respondents 
indicated any sort of ICT use at schools. Moreover, 
these variables mentioned affected neither the student-
teachers' ability level nor their degree of ICT use at 
practice schools. From the participants' responses to the 
interview, inadequate training at the university, lack of 
access to ICT resources, and inability to incorporate 
ICT in teaching were among the most influential factors 
which inhibited ICT uptake by student-teachers. These 
factors affected student-teachers' performance 
regardless of their gender, specialty, or the type of 
practice schools. These results are consistent with those 

obtained by Murphy and Greenwood, 1998 and Simson 
et al, 1999.   
 The presence of such inhibiting factors resulted in the 
majority of student-teachers’ becoming less confident 
when they entered into school on practice. When they 
finally become teachers, they may not make use of their 
skills, their enthusiasm and positive attitudes may fade 
away, and the situation may continue with the next 
generation of pupils and student-teachers. It is doubtful 
that such cycle will be broken if this situation persists 
since student-teachers will be able to qualify as teachers 
in Jordan without having to demonstrate their level of 
ICT use upon entry into the teaching profession after 
graduating from the university. Schools and training 
institutions in partnership need to take a proactive role 
in promoting ICT in order for ICT training during initial 
teacher training to be really effective. Resta et al (2002, 
p. 13) argued that 

teacher education institutions may either assume 
a leadership role in the transformation of 
education or be left behind in the swirl of rapid 
technological change. Teacher education 
institutions and programmes must provide the 
leadership for pre-service and in-service teachers 
and model the new pedagogies and tools for 
learning. They must also provide leadership in 
determining how the new technologies can best 
be used in the context of the culture, needs, and 
economic conditions within their country. 

Conclusion and Recommendations 
Most student-teachers possess limited knowledge of the 
ways ICT can be used in their teaching practice at 
schools. Few student-teachers have any instruction in 
the proper use of ICT in the classroom indicating that 
transferring these skills from teacher preparation to 
classroom practice has been limited. Little use of ICT at 
schools and the university settings seems to be related to 
the inability to incorporate ICT into teaching and 
learning, inadequate training at the university, 
inavailability of computers (both at schools and the 
university), and lack of help and support from ICT 
specialists at schools. 
Teacher educators at the university are not prepared to 
integrate ICT into their courses and, consequently, are 
not able to model the appropriate use of ICT in the 
delivery of workshops and seminars they conduct for 
student-teachers. The inhibitors resulting in this 
inability on the part of teacher educators appear to be 
similar to those encountered by student-teachers, which 
both need to be tackled in partnerships between schools 
and the university.  
Teacher educators as well as school teachers should be 
prepared through intensive professional development 
training sessions so that they are able to model the 
appropriate use of ICT in their teaching and assist their 
student-teachers to imitate them.  
Although this study has unveiled many weaknesses on 
the part of student-teachers and teacher trainers, better 
insights into the reluctance to use ICT and deeper 
understanding of their training needs are urgently 



Jordan Journal of Educational Sciences 

176 

needed. ICT specialists and serving school teachers 
appear to be unable to assist student-teachers to 
incorporate ICT into their teaching. It is necessary to 
identify their training needs to provide them with 
suitable professional development activities so that they 
are able to aid student-teachers. 
The separation in the delivery of ICT-related courses 
from the real world context proved to be ineffective in 
preparing student-teachers to use computers in their 
teaching. Thus, for those courses to be effective, 
student-teachers need to learn how to integrate their 
knowledge of ICT into their courses in all subject areas 
and be able to apply them in a real world context. A 
possible approach to relate ICT courses to real world 
situations is through designing a virtual school-based 
experience and including it as a component in the pre-
service teacher education programme. Gibson (2002) 
designed a virtual field trip to schools through the use of 
WebCT software and interactive multimedia 
combinations of video, text, sound, and computer 
graphics to allow her students to experience teachers 
demonstrating their practice in a social studies course. 
This approach may help student-teachers to observe real 
classes and learn from others through electronic means 
prior to their entry into teaching practice.  
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