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Abstract

This study analyses the perceptions of English as a foreign language (EFL) lecturers
of their use of technology to support teaching and learning at a Libyan university. A
case study is used to understand the experiences at one university in Libya based
on data from 12 semi-structured interviews with EFL lecturers and classroom
observations of their practice. The study uses two analytical frameworks: Bennett's
(2014) Digital Practitioner Framework (DPF), which analyses the development of
lecturers’ use of learning technologies, and Said’s (1978) Orientalism model, which
critigues the dominance of the West. Using these two frameworks the study
illustrates that greater importance needs to be placed on the cultural and socio-
political harmonisation. This study shows that Libyan EFL lecturers possess positive
attitudes towards the effective use of technology to support teaching and learning.
Libyan EFL lecturers were motivated, excited, and interested to bring in technology
for language teaching. Most experienced lecturers are more motivated and make
effective use of technology to develop meaningful learning activities. However, there
are factors that impede the effective use of technology to enhance the teaching and
learning of EFL in Libya, such as institutional, pedagogical, and socio-political
factors. These findings are situated not only in the continuation of the national
context of a country with strong religious commitment but also the 2011 Libyan war.
This study helps to conceptualise the dilemma of Western-educated teachers whose
efforts of implementing technology-enhanced pedagogy are challenged by the notion
of cultural appropriation, the public conservativeness, and the damage to academic
facilities. It provides a detailed understanding of the technology-enhanced learning
(TEL) topic in the higher education context in Libya and helps to inform
educationalists and policymakers on the refinement of TEL in the EFL classroom.
The study did not focus on the views of students nor were female lecturers’ views
gathered, however, this study adds to the perspectives on the body of literature on
TEL in the Arabic culture.
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Chapter 1: Introduction

Introduction

The internationalisation of higher education has made teaching foreign languages an
essential part of the syllabus of many countries. In the Middle East and North Africa
region (MENA), English is increasingly being taught at secondary and higher
education institutions, including in Libya. The aim of this process is to prepare
students who intend to continue their education in English to have a good command
of reading, writing, communication skills, and understanding of the English language.
The Libyan government stated their intentions to improve learners’ interactions with
other cultures and to open Libya up to the world (National Report of Libya, 2008).
Given that English is not the first language of countries where it is taught as a foreign
language, how appropriate content should be delivered and how students learn is a
matter of importance to educational institutions and policymakers. English Language
Teaching (ELT) practitioners’ perceptions could shape the direction of how content is
delivered to students and the extent to which new methods and techniques are
adopted in teaching practices, especially in higher education where the lecturers are
free to choose their teaching materials. There is some discussion about how the
modern internalised EFL material and methods could be used in societies such as
Libya. This thesis discusses within the ideas of the argument of Said (1978, 2003) in
which how Westernised EFL teaching material and methods influence practices
where some students within that socio- and political culture may find the content
unacceptable (Said, 1978; Abukhattala, 2016). Therefore, there is a need to
investigate the extent to which socio-political-cultural factors shape Libyan lecturers’

perceptions and embracing of technology for effective teaching and learning.

In teaching methodology, many EFL lecturers in Libya still use the traditional
methods of chalk and board or prepare printed notes to deliver their lessons
(Abukhattala, 2016). Technology such as the Internet and online resources could
make teaching and learning of EFL a success when it is adopted in a way that meets
the needs of learners (Bennett, 2014). That is, it allows students and lecturers
access to a large volume of learning resources that is not possible in the traditional
classroom teaching and learning settings. Technology also allows lecturers to cover

a greater volume of information within a shorter period, including the use of
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projectors relative to the traditional chalk and board. However, covering a large
volume of information within a short period through technology may not necessarily
facilitate effective learning (Pickering, 2014). Pickering (2014) argued that the key to
using technology for effective teaching and learning is to identify which aspect of
teaching and learning can be enhanced by technology. This teaching technique will
be discussed in more detail in sections 3.1 & 3.2. Even if the technology is presented
to enhance effective teaching and learning, socio-economic, political, and cultural
factors may inhibit the effective implementation of technology into the teaching and
learning process (Said, 1978). Therefore, there is a potential gap in examining the
extent to which socio-political-cultural factors influence the effective use of
technology for EFL teaching and learning in Libya. Lecturers’ perception is very
important in shaping their decisions, judgement, pedagogical practice, and
acceptance of new techniques to teaching (Li, 2011). However, there are
inconsistencies and mismatches between lecturers’ beliefs and teaching practice
and what they claim is their pedagogical position in teaching that has made research
into the relationship between beliefs, practice, perceptions and impediments valuable
(Orafi, 2008; Li, 2011).

This study also aims to inform lecturers, moving from a Western educational
background to a Middle-Eastern one, of potential clashes and difficulties they may
encounter once they are exposed to new technological resources. Some of these
resources may not be culturally acceptable to students who have been less exposed.
This could be expected because the essence of education is to transform the way
we think, behave, and perceive things that may not be apparent without education.
Therefore, Libyan lecturers who are exposed to Western education may naturally
want to adopt some of their techniques. As Said (1978) states, teaching should

happen within society and lecturers should be aware of the societal norms.

My experience of studying in the United Kingdom and as a Lecturer Assistant in
Libya suggests that Libya could make good use of technology to enhance effective
teaching and learning of EFL to prepare future students to have very good command
of the English language in terms of reading, writing and communication. Moreover,
the nature of EFL teaching demonstrates that students are more likely to follow
guidelines from their lecturers because it can be an unfamiliar area of study for them.

Therefore, lecturers’ understanding and effectively embracing the use of technology
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could translate into how students use technology to enhance effective learning. As
such, this study mainly focuses on lecturers because it is expected that this would
trickle down to students. My personal experience and my interaction with other
lecturers shows that technology is not widely used for EFL teaching and learning in
Libya due to several factors that will be discussed later in more detail after
concluding my investigation into the matter. Therefore, the study has set out a few

research aims and questions that will be examined.

1.1 Aims of the study

Generally, the main aim of the study is to fill the gap in the literature about
investigating the effect of technology use on teaching and learning in Libyan higher
education. This study investigated the Libyan EFL lecturers’ perceptions of the use
of technology in their teaching practices to inform teaching pedagogy in the Libyan
context. | assert that lecturers’ perceptions about the use of technology could
determine the extent to which technology is used for effective teaching and learning.
This is particularly true in an EFL setting where students may not be familiar with
some of the content and what they need to do. Hence, the lecturers’ direction could
influence the level of participation of students of EFL. Specifically, it investigates the
extent to which socio-cultural and institutional factors influence the adoption and
integration of technology in the EFL classroom, to inform lecturers moving from a
Western educational background to a Middle-Eastern one, of potential clashes and
difficulties. This study also aimed to introduce integrative model for the effective
implementation of modern EFL teaching and learning content using technology in
Libya in particular and MENA context in general based on Bennett (2014) and Said
(1978).

1.2 The significance of the study

This study is significant as it examines the extent to which socio-economic, political
and cultural factors influence Libyan EFL lecturers’ perceptions and embracing of
technology. This has not been done sufficiently in existing research papers, despite
the growing number of Libyan students going to the United Kingdom (UK) and other
English-speaking countries for further education. A good command of the English
language is required by these students to strengthen the process of learning while

they are outside their country. The Libyan EFL lecturers’ perceptions could
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determine the extent to which these students are well prepared to study abroad,
which could have some advantages and disadvantages. When some Libyan
students return from foreign studies, their experiences change the way technology is
perceived and there are growing calls to use technology for effective EFL teaching
and learning, although there may be cultural challenges in doing so (Said, 2003;
National Report of Libya, 2008).

The effective use of technology in teaching and learning in Libyan higher education
has not received much attention in the existing literature and the current study is
meant to fill this gap. | argue that, first, there is a need to understand factors (socio-
political-cultural and others) that influence lecturers’ perceptions about the use of
technology in EFL in order to understand the post-conflict situation of its use in
university education in Libya. By the use of Said’s ideas and Bennett (2014) model, it
offers an in-depth analysis of Libyan EFL lecturers’ perceptions of the use of the
modern teaching methodology and methods of accomplish teaching and learning at
the university level. The study will develop in-depth understandings about how
technology could be integrated into the teaching and learning of EFL in Libya
between policy and practices to inform effective EFL delivery in the Libyan context.
This is important because the Libyan education system is mainly funded by the
government. In many cases, funding is justified before funds are released. The
findings of the study could also be transferable to other Muslim nations with the

same characteristics and conditions.

1.3 Research questions

1. What are Libyan EFL lecturers’ perceptions about the use of technology to

enhance teaching and learning in higher education classrooms?

2. What are the pedagogical, personal, institutional, and other factors that influence
the adoption and application of technology in teaching and learning of EFL in Libyan

classrooms?

3. What are the political and socio-cultural factors that influence the embedding of

technology inside the classroom?

By shedding light on EFL lecturers’ perceptions about the use of technology and the
socio-political-cultural and institutional factors that could prevent the use of

13



technology to facilitate teaching and learning of EFL, the study makes an original
contribution to the literature in the Libyan EFL context. The findings would enable
Libyan EFL lecturers and policymakers to effectively understand current issues in the
field of technology and therefore make pedagogical improvements. Additionally, the
findings should help lecturers address the clash between themselves and their
students, allowing them to deal more sensitively with their students’ political and

socio-cultural backgrounds.

1.4 Structure of the thesis

This thesis consists of nine chapters. The following chapter is chapter two, which
examines the Libyan higher education system and how technology fits within it.
Chapter three is a review of the existing literature about technology and EFL in order

to identify findings and methodologies used.

Chapter four presents the research theoretical framework used to inform the
research methodology. Bennett's (2014) model of technology in learning and

teaching will be discussed with Said’s (1978) theory as the theoretical underpinning.

Chapter five discusses the methodology that has been used to collect, analyse and

interpret data to answer the research questions.

Chapters six, seven and eight present the findings of the research data analysis and
the discussion of these findings in relation to the literature in order to answer the

research questions.

The final chapter contains the conclusion and recommendations for further research.
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Chapter 2: Research background in the context of Libyan
education

Introduction

The aim of this chapter is to show the current situation regarding the Libyan higher
education system, and the EFL education in order to gain insight into the Libyan
education system in general. Libya is an Arab African country situated in North Africa
that borders with Chad and Niger in the south, the Mediterranean Sea to the north,
Egypt to the east, Sudan to the southeast, and Algeria and Tunisia to the west. The
population of Libya was estimated at 7.5 million in 2009, although this has come
down to an estimated 6.4 million as of 2017 (World Population Review, 2017). The
decline in the population in Libya is due to the war that resulted in the fall of Gaddafi,
leading to the loss of the lives of many people and the displacement of many more
since 2011. Moreover, the war has had an impact on education due to the
destruction of school campuses, fear, and lack of adequate lecturers. Arabic is the
official language and it is the medium of teaching, learning and communication in the
country, although there are other dialects and languages such as Berber (Elabbar,
2014). Therefore, when children start going to school, some of them will be
introduced to the Arabic language, which is different from the language they
communicate in within their homes and family setting. This is also common in many
African countries, where many ethnic groups exist with distinct languages. Thus, to
some degree, this process is not dissimilar to the exposure of students to EFL at a

higher level.

Additionally, Libya has been keen to integrate and expose their students to the
international community, including introducing students to other cultures. Exposure
to other cultures may alter people’s and lecturers’ perceptions, therefore, it is
interesting to examine the extent to which lecturers’ exposure to other cultures, such
as Western ones, may lead to a cultural shift in the teaching process and how this is
embraced in Libya. These issues will be discussed in more detail in subsequent

chapters.
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2.1 Contextual background to Libya

Since Libya became an independent state in the early 1950s, its government has
emphasised the importance of inclusive education for all, regardless of gender and
regardless of region of origin. As a result, literacy rates in Libya are among the
highest in the world and in Africa (UNESCO, 2017). Figure 1 shows the literacy rates
for youths in Libya as a proportion of the population aged 15 to 24. By 1995, Libya
achieved 100% literacy rates, long before the 2015-millennium development goals’
(MDG) target of achieving universal primary education for all.

Figure 1: Literacy rate, youth total (% of people aged 15-24)

0.00
194 1% 198 190 192 1994 196 199 2000 il 10 1000 1008 0 e

Source: United Nations Educational, Scientific, and Cultural Organization (UNESCO)
Institute for Statistics, 2017.

Students’ enrolment at university rose from 19,315 in 1980 to 279,150 in 2007 and
this was facilitated by the campaign by the Libyan government to introduce
inclusiveness in education for all. Sixty percent of students study humanities courses
while the rest study sciences, engineering and physics (National Report of Libya,
2008).

2.2 The education system in Libya

The education system in Libya is similar to other countries in the Middle East and
North Africa where a 6:3:3:4 system is practised (Elabbar, 2014). This involves six

16

104



years of compulsory school at the primary school level, three years’ compulsory
school at the junior school level and the rest is optional (UNESCO, 2017). Education
at all levels is free in Libya for citizens. The government allocates about 20% of its
budget to the education sector, which is higher than many countries in Africa. This
demonstrates the commitment of the Libyan government to attain education for all.
The first nine years of education (named Basic Education) are compulsory. The
remaining optional years involve three years in high school (named Secondary
Education) and three years in higher vocational education. Then, a university degree
takes at least four years of study. Admission to higher education requires a

certificate of Secondary Education or diploma of intermediate vocational institutions.

In the last 15 years, universities have been established or existing ones improved
with a view to expanding the level of specialisation in various sectors. Table 1 below
shows a summary of the Libyan education system by age group, stages and number

of years spent in each stage.

Table 1: Libyan education system by categories

Stages in Years Ages Number of
Years
Primary Schooling 1-6 6-12 6
Middle School 7-9 12-15 3
High School 10-13 15-18 3
University 13-17 18-22 4

Source: Elabbar, 2014

At the higher education level, students specialise in their choice of discipline and this
is usually decided from the high school years as they specialise in arts, science, and
commerce subjects. Libyan universities are funded by the Libyan Ministry of
Education, which specifies a certain amount of money to be spent on different
aspects. All the Libyan universities follow the same regulations from the Ministry in
regards to the duration and the specification of the courses. By 2015, Libya had
more than 14 universities and 24 higher institutions around the country so that they
can reach every aspiring student. An important development of universities in Libya

is the attempt to promote specialised universities, however, according to Rhema and
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Miliszewska (2012, p. 151), the Libyan conflict in 2011 had an impact on the
education system. It resulted in serious destruction and damage in many schools
and university buildings, dismantling of the educational infrastructure and equipment,
which was relatively poor from the beginning. It also led to the closure of educational
institutions and universities due to violence. Hamdy (2007) and Chick (2011)
highlighted the challenges of developing Libyan higher education, such as a poor
technological infrastructure and inadequate facilities; a lack of awareness and
experience around cooperative learning; and a shortage of qualified tutors with
expertise in curriculum development and ICT. This may be due to several factors
that will be investigated further in this thesis. Abukhattala (2016) argued that the lack
of funding to purchase technology-learning resources is one source of the lack of the
use of technology in teaching and learning. However, as highlighted earlier, the
Libyan government is committed to promoting quality teaching and learning. The
cooperation that they have signed with other educational institutions in order to learn
best practices demonstrates their willingness. However, as Abukhattala (2016)
highlighted, the perceptions of lecturers about the use of technology is an additional
challenge that the Libyan education policymakers should overcome in the medium
term, given that the current teaching materials for languages in the main institutions

are primarily teacher centred.

In post-conflict Libya, new universities and faculties have been established in
different rural areas with the aim of increasing higher education access due to the
risks (e.g. kidnapping, robbing) associated with travelling from one area to another
with the presence of militia and conflicting tribal loyalties (pro or against the Gaddafi
regime). The specific context of the university chosen for this study is unusual, after
the conflict in Libya — social cracks appeared between regions, with some problems
with tribal loyalties (Abusrewel, 2014; Cole and McQuinn, 2015). The local Ministry
decided to divide universities and an established university decided to create a new
university from its existing buildings to serve people from areas that are more rural.
These rural areas had few lecturers to serve the needs of the new institution,
therefore the Minister of Education asked new graduates to work there. The majority
of these new staff had completed their PhD studies in the UK and had previously
lived in liberal Libyan metropolitan areas but their parents were members of these

tribal rural areas having moved away for economic reasons. This is a crucial point,
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as only those with tribal origins in these areas would be welcomed by the students of
such an institution and would be able to live there safely and it was specifically for
this reason that they were invited to teach at the new institution. However, having
been educated abroad and grown up in liberal metropolitan areas, these new
graduates returned with more modern, Western and liberal ideas about teaching and

learning than their counterparts who had remained in rural Libya.

Moreover, the Libyan government has been funding many students to study
undergraduate and postgraduate study abroad in order to keep up with modern
developments. It is estimated that about 5,000 students leave Libya to study abroad
each year in England. The move to encourage students to study abroad (especially
in Western countries like the UK) implies the need to be prepared to learn a foreign
language. This has created a renewed interest in the teaching and learning of foreign
languages, especially English. The government is gradually promoting training of
lecturers to teach EFL. There are currently 303,146 lecturers in the Libyan education
system (UNESCO, 2017). The universities are receiving more attention in terms of
providing quality teaching and this is why others and myself are encouraged to study
abroad in order to learn best practices elsewhere that could be modified to meet the
needs of Libya from an economic, political and cultural perspective. Therefore, |
believe that my study in the UK has exposed me to new education pedagogies that |
could use to write papers and inform policy about what could be done to develop the
quality of teaching and learning in all disciplines in Libya, particularly EFL. It will also
improve my own teaching practice because | have been able to access many online

learning resources in the UK with which | was previously not familiar.

In conclusion, access to education for all is increasing and improving inclusiveness
throughout Libya. The number of people enrolled and working in higher education

has increased.

2.3 The status of English as a foreign language in the Libyan
context

Until 1996, teaching foreign languages in Libya was neglected. However, English
has been a school subject that the Libyan government has become interested in
recently, mainly because it was felt that industrial and economic development could

not be achieved without being open to the global revolution in education (Shihiba,
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2011). Consequently, teaching foreign languages was reorganised in Libyan school
education as well as higher education, including, English, French, Swabhili and
Hausa. Although other languages were introduced in the policy, only English is
taught in practice. French has only been taught for two years in secondary school
education from 2012 to 2013, however, access to English language subjects did not
reach all the secondary schools in the early days. By 2007, 3,800 Libyan EFL
teachers were trained in the teacher training colleges to teach English as a foreign
language. Although this appears to be a small number, it was a good start given that
the country had just formally started cordial relations with other countries. As a
result, the Libyan government was keen to learn best practices in order to improve
the delivery of foreign language teaching in the country. This demonstrates the
Libyan government’s awareness of the importance of the teaching of English in the
country because they wanted to strengthen and improve Libya’s integration in the

world.

The teaching method of EFL in Libya is interesting in the sense that although
modern technology has the potential to make it enjoyable, the method of instruction
has not shifted from the traditional teacher-centred method. Four methods of
teaching EFL in Libya have been identified by different research in the context. The
first method is through lectures with the use of the traditional method of chalk and
board rather than PowerPoint presentations. It is not clear why lecturers prefer chalk
and board rather than PowerPoint despite the accessibility of computers in some
higher education institutions. However, many Libyan EFL lecturers lack the technical
know-how to use computers, which might explain their limited use. This method
would appear to suggest that a teacher-centred approach is used and that
technology is used less. The second method identified by Alkash et al. (2013) is
giving out printed notes, where the lecturers stand in front of the class giving
instructions about the content of the printed notes. The third method is lectures
without the use of board and chalk or printed notes. Students are asked to take
notes from what the lecturer is saying. Given that EFL is an unfamiliar topic for many
students, Alkash et al.’s (2013) interviews with some students show that this is the
least preferred method. Moreover, students are unable to learn effectively because
they struggle to understand some of the vocabulary. The fourth method of teaching

and learning EFL is through discussions in class. Although this method engages
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students with the potential to provide in-depth learning, its effectiveness has been
contested by Alkash et al. (2013) if it is not done in tandem with the use of
technology-learning resources where students can view materials multiple times, or
the topic having been given to students prior to the class session. This is because
EFL is an unfamiliar discipline and students may need to view the materials prior to
class or view them via computers while the discussion is taking place. Alkash et al.’s
(2015) findings reveal a research gap that could explore the extent to which these
teaching methods are appropriate and whether students consider the student-
centred or teacher-centred approach superior for improving their understanding.
Alkash et al. (2013) demonstrated how EFL is taught in Libya and the extent to which
students’ experiences could be improved with the use of technology. They argue that
the use of technology in the teaching and learning of EFL is a matter of the individual
lecturer's choice. As a result, its integration has not been officially embraced

although the government is keen to do so according to their National Report in 2006.

In Libya, education policymakers have generally claimed that the use of technology,
including computers and other resources, is an integral part of the teaching and
learning process (Creanor, 2014; Abukhattala, 2016). Nonetheless, technology is not
widely used in language lessons in Libya as the education policymakers would prefer
(Abukhattala, 2016; Abusrewel, 2014; Elabbar, 2014). E-learning and the use of
technology in EFL is being gradually encouraged as the Libyan government is
conducting studies in order to see how effectively some countries are using E-
learning and technology in order to adopt a national framework for themselves (lbid).
Therefore, there is hope that the use of technology will be advanced in the future.
Since the successful implementation and adoption of technology in teaching and
learning depends on lecturers’ perceptions about the use of technology, the extent to
which the Libyan culture may prevent the use of certain technological learning tools
is being discussed (Elabbar, 2014).

2.4 EFL teacher education in Libya

Libyan EFL teachers are employed in schools through two routes. The first route is
through the faculties of education, which is mainly composed of graduates of English
departments around the country. The training takes four years to complete, involving

lessons and practical activities. The practical activities include teaching for one
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month in a Libyan school. Many Libyans believe that trainees from faculties of
education are more prepared and skilled in delivering EFL. The second route is
through the graduates of departments of English language at faculties of Arts. Like
the other route, these teachers also receive four years of training, although these
faculties of Education are established mainly to prepare students for future research
and further studies, not for teaching specifically (Shihiba, 2011; Abusrewel, 2014).
As a result, the syllabi of the English departments at faculties of arts do not include
teaching practice. Besides, it is not underpinned by a teaching philosophy, unlike the
other route. Some of the topics and subjects are taught in Arabic while the materials
mainly focus on literature and methods of translating into English. Therefore,
teachers face difficulties in understanding the curriculum textbooks, despite them
being recommended, which translates into the low-quality teaching of EFL in Libya,
since the quality of teaching cannot be improved without quality teachers who
understand the subject area. Therefore, teacher training is important for enhancing
effective teaching and learning. In teachers’ education, less emphasis is put on
grammar, phonetics and oral and written skills. As a result, graduates from the
English departments of universities are relatively underdeveloped in terms of their
English listening and speaking skills. Indeed, Orafi and Borg (2009) pointed out that
graduates of English language courses from Libyan institutions have
underdeveloped spoken skills in English. This finding is also corroborated by Akle
(2005) and Alhamali (2007) who showed that EFL teachers in Libya lack the required
skills to be able to teach EFL effectively at a level that can improve the
understanding of the English language by students. EFL lecturers have been
provided with a teachers’ book as a guide to their teaching, including the use of
Blacknell and Harrison (1999) and Phillips et al. (2008) as recommended texts for
EFL delivery. Moreover, most of the examination materials of EFL come from these
two textbooks. However, research about the perception of EFL teachers in
secondary schools by Shihiba (2011) and Alkash et al. (2013) shows that those EFL
teachers find these books complex and difficult to understand. Therefore, although
the two types of institutions are the two main sources of teacher training of EFL in
Libya, the syllabus, textbooks, and the EFL teachers in these colleges should be
investigated further in order to improve the effective delivery of EFL that can improve

students’ experiences and make EFL enjoyable.

22



Since English has been taught as a compulsory module in all Libyan primary and
secondary schools and higher education, the government has spent some resources
on training people in order to teach EFL in these schools (Abobaker, 2008; Shihiba,
2011; Abukhattala, 2016). Since the capacity of the Libyan teacher training college is
limited in terms of teaching quality EFL lecturers, many are now going overseas for
studies. Although this is not limited to EFL lecturers alone, the numbers are
increasing. For example, Gough (2013) highlighted that more than 5,000 students
from Libya go to study in UK universities every year, which represents about 1.6% of
the total UK foreign student university population. The National Report of Libya
(2008) shows that only 38 people were trained to teach EFL in Libya in 2007.
Although the number has grown in the last few years, the official figures have not
been published recently, perhaps due to the conflict that has shifted priorities or it is
being viewed as of less significance. This suggests that in Libya, training more
people to teach EFL is being encouraged and the training EFL lecturers receive
could determine their teaching practices. The essence of education is to alter the
way we view the world, thus, training is a significant element in teaching and learning
procedures. The discussion demonstrates that the issue of technology has received
less attention in lecturer training. Dimmock and Walker (2004) highlighted the
potential elements needed to reform an education system to be learner-centred,
including the provision of technology as a prerequisite. The use of technology in
teaching and learning is a primary part of teaching and learning around the world
(Creanor, 2014; HEA, 2015).

While the Libyan government intends to expand foreign language learning in Libya —
particularly English — there are some challenges that need to be overcome in order
to provide effective teaching and learning of EFL. The analysis of the existing
literature suggests that this could be done by improving and increasing training of
EFL lecturers. Adopting modern technology and computer-assisted language
learning programmes as an educational policy, rather than being the lecturer's

choice, could also go a long way in making EFL enjoyable for students.
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Chapter 3: Literature review

Introduction

This chapter is divided into two sections. The first section discusses the use of the
term “technology” in order to allow the readers to know what is meant by technology
to put it into context for the remainder of the thesis. The second section reviews
relevant literature regarding the teaching of English as a foreign language and the
extent to which technology is used as part of the teaching and learning process and

how it is supported.

3.1 Definition of technology in language teaching and learning

It is rare to find a language class that does not use some form of technology. In
recent years, technology has been used to both assist and enhance language
learning. Lecturers have incorporated various forms of technology to support their
teaching, engage students in the learning process, provide authentic examples of the
target culture, and connect their classrooms by sharing knowledge. Further, some
technology tools enable lecturers to differentiate instruction and adapt classroom
activities and homework assignments, which lead to enhancing the language-
learning experience. In addition, the importance of technology continues to grow as a
tool to assist lecturers in implementing and smoothing language learning in their
classrooms. The effective use of technology to enhance teaching and learning
depends on the lecturers’ knowledge and expertise of integrating technological tool

in their classroom.

A number of different acronyms and terms have been assigned to explain teaching
and learning in the computer-based arena. Technology, as a term, is seen to relate
to the implementation and combination of technological and computational
instruments in line with learning and teaching (Ruiz-Madrid, 2005). In this vein,
Blurton (1999, p. 46) considers technology to encompass a number of different
technology-based resources and tools applied with the purpose of creating,
interacting, distributing, collecting, sharing and controlling data. A more generalised
perspective is adopted by Bhattacharya and Sharma (2007), who recognised that a
number of different technology resources and instruments might be applied to

learning and teaching. Warschauer (2000) has specifically defined technology in
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regards to teaching as being integrative tools, bringing together various multimedia
with the Internet. Technology has been described in the learning and teaching of
EFL, with much attention and understanding now garnered. As an example, the
adoption of technologies in the teaching and learning of language comprises
personal digital assistants (PDAs), mobile phones with text messaging facilities,
laptops and other electronic devices, including digital media players. This has
presented additional opportunities for the learning and teaching of language,
especially within and beyond the classroom environment. Besides, a number of
teachers and learners now able to garner access to digital resources through their
own PDAs, thereby enabling learners to learn language in different settings and
contexts (Baleghizadeh et al., 2010). In this regard, Park (2011) posits the view that,
at the current time, EFL-centred technology may be recognised as referring to a
pedagogy that affords much importance to the learning of language amongst
students, and further expands on the possible types of links between the learning of

language and computer technologies.

Owing to digital technology continuing to develop and expand outside of any limits
imposed by computers in the domain of learning and teaching EFL, technology in
EFL has demonstrated developments that may be recognised as being in line with
integrative technology. In this regard, one term commonly applied is that of “online
learning”; this may be recognised as learning through educational resources
delivered over the Internet and through computers (Hampel, 2012), with learning
experiences making up the interactions of a learner, alongside a teacher and
content, in addition to other learners (Ally, 2008). This may arise either in class or

beyond, with the use of the Internet facilitating this (Canning-Wilson, 2000).

The concept of e-learning further makes reference to an alternative approach of EFL
learning and teaching through the application of electronic learning, namely via
audio-video tapes, CD-ROM, Internet and networks. In line with this, Mason and
Rennie (2006) explain the concept of e-learning as pertaining to the location of
learning, which is the adoption of network technologies in creating, facilitating,
delivery, sharing and enabling learning at any location and at any time. They further
suggest that e-learning is an efficient and valuable approach created by bringing

together digitally delivered content with learning and teaching support and services.
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The concept of digital technology-enhanced language learning has attracted much
value and attention in the area of Teaching English to Speakers of Other Languages
(TESOL) (Evans, 2009). Evans (2009) emphasises one of the key objectives
underpinning the use of combined education of technology; that is, enhancing
education quality. The importance is placed on networked computers and laptops, in
addition to digital media players and their role in supporting the language learning of
an individual, and acknowledges that such technologies are becoming a mode of
preference amongst students (Bates, 2005).

In this thesis, the term of choice to be used throughout the study is that of technology
enhanced language learning (TELL), such as the use of blogging, social video
sharing and audio-visual aids (exemplified by English YouTube). These digital
sequences include authentic texts taken from social media, the Internet, pre-
recorded interviews, etc. applied for use in an EFL context. All these technology-
driven materials need to be utilised in the interests of EFL students for enhancing the
acquisition of the language skills of reading, writing, speaking and listening.
Additionally, they are used as learning platforms for sharing knowledge between
lecturers and their students, regardless of other terms, such as CALL, which refers to
computer-assisted language learning — TELL appears to be suitable and appropriate

in this particular case.

3.2 Technology and educational practice

Several papers have looked at the relationship between technology and teaching
and learning from a theoretical perspective (Sharpe and Beetham, 2010; Bennett,
2014). Some papers look at the process of effective e-learning and how this could
improve students’ learning experiences (Beetham and Sharpe, 2010; Creanor et al.,
2010), while others look at how lecturers could use technology for effective teaching
practices (Bennett, 2014; Pickering, 2014). The theoretical discussion focuses on the
extent to which technology is now seen as part of the teaching and learning process
or a separate part that supports teaching and learning. Here, the Bennett (2014) and
Sharpe and Beetham (2010) digital practitioners’ model is useful because it
examines lecturers’ motivation to use technology in teaching and learning. Lecturers’
perceptions of technology could determine whether technology is considered a part

of the teaching process or serves a supporting role. Research in this area is ongoing
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and is not likely to die out soon given that technology is rapidly changing in terms of

its current and potential uses.

Technology could play a supporting role or become an inalienable part of effective
teaching and learning processes that improve the experiences of lecturers and
students because it avails lecturers and students the democracy to choose several
tools and resources for learning and teaching (Ellis and Goodyear, 2009; Sharpe and
Beetham, 2010; Pickering, 2014; Gray, 2004; Gray, 2014; HEA, 2015). Whether
technology supports teaching and learning or is treated as an inalienable part of the
teaching and learning process has been a matter of theoretical discussion in the
existing literature (Ellis and Goodyear, 2009; Sharpe and Beetham, 2010; Bennett,
2014). It is argued in this chapter that the use of technology can fit well in whichever
pedagogical approach is used, including whether it is a student-centred or teacher-
centred approach to teaching and learning. However, a student-centred approach
may require greater use of technology in the teaching and learning process because
it involves greater involvement and patrticipation of students inside and outside the
classroom. As such, lecturers can task students beyond the classroom where
technology could bring together several learning resources. In contrast, a teacher-
centred approach may not require technology, except in the transmission of direct
information in classrooms, because it involves lecturers taking the main role in the
classroom teaching activities (Fry et al., 2009; Biggs and Tang, 2011). A more
detailed discussion about student-centred and teacher-centred approaches will be
made in chapter eight. Therefore, it can be argued that the consideration of
technology as an inalienable part of effective teaching and learning is trivial since the
technology resources are likely to be used identically in either case. Moreover, a
balance should be attained in the context of EFL teaching and learning so that
elements of both lecturer- and student-centred approaches are applied because the
nature of teaching EFL may require the involvement of lecturers and student
participation. However, the excessive involvement of lecturers may not generate the
required participation of students that can enhance their understanding of a foreign
language (Li, 2011). In other words, in a case where the lecturer uses inappropriate

materials with students, that will not encourage student participation in class.

Therefore, although the use of technology in an EFL classroom is considered as one

of the vital elements of effective teaching and learning, this proposition is conditional
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on identifying how content should be delivered and how students learn. The process
of effective teaching and learning can depend on the extent to which technology is
considered as part of the learning process, or plays a supporting role in the process.
Pickering (2014) is of the view that technology is used to support teaching and
learning. On the other hand, the HEA (2015) to some degree, Albirini (2006), and
Sharpe and Beetham (2010) highlight that technology is now an inalienable part of
the teaching and learning process. Numerous researchers around the world (see for
example Gulbahar, 2007; Anderson and Maninger, 2007; Lim et al., 2003)
investigated different aspects of technology and its integration into EFL teaching and
the learning process. These studies highlighted the significance of an appropriate
use of technology for language teaching which can enhance effective learning in the
classroom. The use of technology in an EFL context provides the opportunity to
explore beyond classroom learning resources. This can be a stimulating opportunity
for both lecturers and learners since technology is not only re-shaping the content
and methods that lecturers employ for instruction, but also providing invaluable
language learning opportunities for students (Lim et al., 2003). For example, audio
and video could be used to improve some aspects of learning in order to overcome
areas where students experience difficulties. In short, the role of information
communication technology (ICT) for successful second language (L2) or foreign
language (FL) teaching and learning is considered significant in the present era
because it is an effective teaching tool promoting engagement and learning in the

classroom (Almekhlafi and Almeqdadi, 2010).

Lecturers’ perceptions about the use of technology must be examined alongside
their ability to use it as many lecturers may want to use technology for teaching.
However, there may be barriers that could prevent them from using it. The
internationalisation of education has generated the need to learn foreign languages
to prepare students who want to pursue education outside of their countries.
Therefore, how effectively students learn a foreign language is an important aspect
for many countries. Moreover, how foreign languages are taught can determine the
extent to which effective learning takes place given that many learners would be
unfamiliar with most of the content. Therefore, learners need every useful resource
to enhance their understanding of a foreign language in terms of reading, writing and

oral expression. Modern technology could be particularly useful in facilitating
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students’ understanding given that it avails students and tutors a variety of choices
and learning resources and simulations that can offer students the opportunity to act
as if they are communicating with native speakers. Several papers have investigated
the extent to which technology impacts on EFL teaching and learning, including in
Libya and the extent to which beliefs influence the adoption of technology (Li, 2013;
Alkash, 2013; Elabbar, 2014; Abukhattala, 2016). These studies are useful in
influencing my own approach in this study.

3.2.1 Technology applications in language pedagogy

Technology has provided invaluable aids for language pedagogy, helping lecturers
and students’ access relevant content and providing a realistic understanding from a
socially situated perspective. Technology is one of the most effective practices for
learning in universities, positively embracing a clever method for reading, copying,
sharing, and reviewing information (MacDonald et al., 2012). It also allows access to
online texts that originate from native English language sources or which are
academic-approved materials (some refer to these as authentic materials®), online
communication resources and tools for their analysis. It is a vital tool in enabling
lecturers and students to become immersed in the discourse community. For
instance, Warschauer (2002) indicated that ICT could offer a doorway for learners to
“‘network” within the academic discourse community such as using computer-
mediated communication in EFL classes to participate within the broader discourse
community. Thus, given the prevalent use of online communication in professional
and academic societies, the Internet can be functionally used both as a teaching aid

and as a learning tool (Warschauer, 2002).

The Internet has added value to EFL materials used in the classroom. It allows
access to many forms of materials (of various degrees of specialisation) which is
highlighted by the current trend towards the distribution of open access resources.
This enables EFL lecturers and students to interact with online resources in
professional and academic forums in connection to their field of study. However,
Garrett (2009) states that utilising Web-based resources alone does not constitute
CALL; truly integrating this technology involves designing appropriate tasks, which

work cohesively with those resources. For instance, Barahona and Arné (2001)

! Authentic texts refer to texts which are written by native English speakers that could be used in classrooms to
expose students to the real nature of the English language (Jordan, 1997).
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provide the English Language textbook with examples of tasks that imitate language
awareness and critical language skills. This encourages students to engage with

discipline-specific material and assess, and reflect on them linguistically.

From the perspective of technology in EFL, Arno, Soler and Rueda (2006) defined
five important key areas for the integration of technology: analysing specialised
language and genres, online communication, computer-assisted language learning,

distance and blended learning, and independent learning.

This thesis discusses applications of technology in the Libyan EFL context,
highlighting some essential EFL concerns, such as the appropriateness of English
language teaching and learning materials and tasks, induction in relevant discourse
communities, and intercultural communication. These are in turn unified with the
main profiles involved in the EFL field, namely, students, teachers, and institutions,

of the target discourse group.

3.2.1.1 Computer-aided language learning

Computer technology is recognised as an aid in language learning in a number of
ways. However, through the adoption of focused learning programs, it is
predominantly referred to as CALL (computer-assisted language learning). Much
attention has been directed towards these programs since the early 1980s as a
communicative tool in EFL (Hardisty and Windeatt, 1989; Lee and Son, 2006; Shin
and Son, 2007). Essentially, there are two key categories where CALL programs

may be assigned: a language tutor and language-learning tools.

The role of the teacher has been enhanced by technology in many CALL programs,
with the majority adopting this approach. Importantly, a number of preliminary CALL
exercises were practice- and drill-based, commonly considering grammar (Browne et
al., 2013). Of course, there are a number of different systems in this regard that
focus on other language-learning aspects. The CALL program was recently devised
in many educational institutions with the aim of enhancing teaching of EFL students,
such as exposing learners to various video clip lectures on different language skills
(Prensky, 2003; Yamada et al., 2011). By summarising important points, answering
guestions, and encouraging continuous practice, CALL helps EFL students in
achieving the greatest possible understanding. In addition to providing the student

30



with training concerning how to listen to a foreign language improves aural skills, this
type of package also exposes the learner to authentic target language grammar. Put
differently, it provides learners with the opportunity to choose an appropriate learning
activity in line with their preferences of different CALL programs, thus providing a

point of focus for learning style (Levy and Stockwell, 2013).

There are different CALL software categories that comprise authoring packages,
including Word Store that enables EFL learners to make a recording of their
vocabulary in a categorised dictionary. Thereby, it providing users with the ability to
arrange their vocabulary in a way that is effective for them and their learning and
also allowing them to retrieve words or phrases (Browne and Fotos, 2013). Other
programs are commonly utilised in order to simplify normal class activities, such as
in the case of concordance programs that enable learners to monitor the use of
phrases and words in a text (Levy and Stockwell, 2013). As an example in the
Libyan context, the University of Tripoli utilises concordance software to facilitate
language labs to learning to further highlight grammatical structures across a certain
text in an EFL learning context (Abukhattala, 2016).

3.2.1.2 Factors influencing CALL implementation

Different factors have been identified in the literature affecting the use of CALL
programs inside an EFL class (e.g. Atkins and Vasu, 2000; Debski, 2003; Kim, 2002;
Levy and Stockwell, 2013; Lee and Son, 2006; Shin and Son, 2007; Suh, 2004;
Browne and Fotos, 2013; Hsu, 2013). These factors include culture, training,
computer facilities, attitudes toward computers, previous experience with CALL,
financial issues, teacher—student-related factors, and strict curriculum. With specific
consideration to the present work, it has been noted in the works of Garrett (2009)
and Marek (2014) that a country’s environment and social norms influence the
overall acceptance of technology across its population. In this vein, possible users
could resist use owing to it not being a fit within their micro- or macro-culture (Said,
2003).

As has been suggested by Marek (2014), the acceptability of a CALL ultimately rests
on the society and the way in which CALL might fit the existing culture. Further,
Garrett (2009) refers to her hypothesis as the cultural suitability factor. In this regard,

both Garrett (2009) and Marek (2014) recognise that very few works have taken into
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account the effect of people’s cultural views on their use of technology. With this in
mind in this work, “cultural perceptions” is defined as “Libyan EFL lecturers’
perceptions of the value, relevance, and impact of CALL as it relates to the cultural
norms in Libyan society and schools”. When examining the few works analysing
cultural norms, Li (2002) has investigated the influence of national culture on CALL
learners and the difference identifiable between British and Chinese learners
concerning Internet use. Li (2002) recognised various differences in the attitudes,
competence, experience, and use of the Internet between British and Chinese
students, with the majority of such differences recognised as associated with the
national culture of the learner and a number of economic considerations. For
instance, educators and students in the language field might not be able to gain
access to certain tools, as in the case of CALL, meaning alternatives might be used.
In consideration to the development of technology, EFL learning has also provided a
focus for developing materials and applications for different hardware devices, i.e.
tablets and mobile phones (Kennedy and Levy, 2008; Stockwell, 2007; Baran, 2014).
In much the same way as the computer, the mobile phone is recognised as a useful,
multifunctional tool, with further developments in language-learning applications.
Such devices, commonly with Internet access, have useful features such as voice
messaging, short message service (SMS) text messaging, photography, and video
recording. A study was conducted by Kennedy and Levy (2008) considering the
adoption of CALL in garnering EFL skills (Kennedy and Levy, 2008; Liu et al., 2015).
From a more practical perspective, EFL vocabulary learning can be achieved by
giving examples and definitions, which is simple enough in the case of mobile phone
devices.

Such technology presents a number of advantages in terms of its ubiquity and the
presence of a message distribution system, and its ability to prepare messages for
delivery at specified times. Accordingly, messages may be distributed at the time
they are needed, thus providing a complement to in-person teaching and learning,
and the syllabus. In spite of the fact that research exists on how teachers adopt or
reject digital tools based on hardware or software, there exists a lack of knowledge,
culture, training, and computer facilities as to how teachers or teaching organisations
will accept or reject the use of CALL as a teaching tool (Liu et al., 2015; Baran,
2014).
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3.3 Teaching English and technology in Libya

EFL teaching in Libya has metamorphosed between 1970 and the present day. In
1986, Sawani (2009) noted the total barring of EFL teaching due to political upheaval
and Libya’'s poor relations with many countries in the Western world. This was
followed by the incorporation of EFL in the Libyan syllabus and the introduction of
new materials (Orafi and Borg, 2009). The introduction of new English materials
required EFL teachers to employ modern teaching techniqgues and methods
(Gadour, 2006), including engaging students more in the learning process, thus
improving their learning experiences. This process of student engagement is aligned
with the constructivist paradigm. One of the new teaching methods incorporated in
the textbooks required EFL lecturers to teach English by employing technology
resources in the classrooms, and where possible, beyond the classroom (National
Report of Libya, 2008). Indeed, the Libyan government stated that it intends to
introduce Libyan students to many cultures of the world and to prepare them to
connect with the world (National Report of Libya, 2008). Therefore, the Libyan
authorities were aware that the adoption of modern EFL teaching resources, such as
technology, might require some cultural adaptation. The extent to which beliefs
change in order to adopt EFL will be investigated in chapters seven and eight.
However, by the time the ban on teaching English was lifted in Libya around 2006,
only a few EFL lecturers were available in Libya who possessed adequate
knowledge about the application of technology for EFL teaching. Many lecturers who
were teaching EFL either left to go abroad or shifted their teaching into other
disciplines. Data from the National Report of Libya (2008) show that only 38 EFL
teachers were available in Libya by 2007. The few that remained were mainly trained
within the Libyan teacher training institutions. Therefore, their exposure to other
cultures was limited as was their ability to adopt technology to meet the desires of
learners in a culturally conservative society. With this recognition, from 2006
onwards, the Libyan government has sponsored many students to study abroad with
a view to strengthening the effective delivery of some disciplines. One of the
objectives of Libyans studying abroad, as stated earlier, is to expose Libya to diverse
cultures that have the potential to soften the embracing of some teaching and

learning resources, such as online learning resources, that may not have been
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culturally acceptable in Libya even though they can provide effective teaching and

learning.

3.3.1 Promoting technology in post-conflict Libya

In 2011, after the Gaddafi era, the new Libyan government continued to focus on
policies to develop, encourage, and promote the use of technology in EFL teaching
at university. Equally, adequate regulatory laws for the integration of technology into
EFL teaching were also introduced by the government. This modern approach in the
new government policies was similar to reforms made in Egypt and Tunisia in which
both countries tried to strengthen their technology policies and regulations for
effective language teaching (Bakeer and Wynn, 2014).

During the conflict and post conflict, there was wide adoption of social media, such
as Facebook, in the general Libyan population, which was limited in the previous era.
The technology was essential during the revolution for keeping in touch, especially if
displaced, and has been used socially ever since. However, there has unfortunately
been a backlash of opinion and a return to religious sentiments, which consider
some uses of technology as haram (forbidden), such as viewing some Western
online media and political broadcasters e.g. Facebook, Twitter, and Snapchat etc. If
the materials contain sensuous music and subliminal messages that are considered
erotic, reprehensible, Sectarian, causing strife or mesmerising, they have been
dropped by many who see their use as committing a sin (Al-Bukhari, n.d.; Estes,
2008; Ibn Qayyim, 1985; Muslim, n.d.). In the post-Gaddafi era, students have been
able to express their opinions and to expand the definition of what is considered
haram, since they used to be considered more conservative and were often

eliminated or imprisoned by the Gaddafi regime.

The extent to which the technology policies and regulations are effectively
implemented will depend on the perception of lecturers about their use and the
extent to which adequate monitoring is put in place. It could also depend on socio-
political-cultural attitudes towards some technology teaching resources and the type
of training received by EFL lecturers in Libya and abroad. There is some existing
literature about the relationship between lecturers’ perceptions and the adoption of
new teaching techniques, such as the use of technology as part of the Libyan

learning and teaching process. Li (2011), cited in the special edition of System
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(2011), stated that an estimated 600 publications about teacher cognition, beliefs
and practices were published around the world. However, in the context of Libya, this
was limited to only a few papers, which investigated EFL teaching in the country
prior to 2011 (UNESCO, 1968; Hamdy, 2007; Orafi, 2008; Elmabruk, 2008;
Aldabbus, 2008; Sawani, 2009). This is unsurprising — as | highlighted earlier in
chapter two and in the introduction to this chapter, the teaching of EFL was
suspended during the Gaddafi era. Therefore, the uptake of EFL research in Libya
began after 2006 and the most recent papers by Elabbar (2014), Abusrewel (2014),
and Abukhattala (2016) have investigated this area further. However, these papers
have not investigated lecturers’ perceptions about the adoption of technology in EFL

teaching at the higher education level in Libya. The aim of this study is to fill this gap.

Moreover, observations by Li (2011) and the aforementioned demonstrate the
central role that lecturers’ beliefs and perceptions could play in all aspects of
teaching and learning, which cannot be ignored. Even with well-structured materials
and a good building environment, lecturers’ beliefs and perceptions could determine
the extent to which effective learning takes place and whether to adopt new teaching
techniques, including technology such as PowerPoint and technology resources to
facilitate it. For example, Sahin-Kizil (2011) argued that in the Libyan education
context, EFL lecturers’ attitudes towards the use of technology is an important
ingredient that determines the extent to which students’ linguistic skills could be
developed. This might be expected because lecturers’ attitudes could determine how
a teaching philosophy or policy is effectively practised (Li, 2011). Orafi (2008)
reveals that the Libyan Education Department is investing money to integrate
technology into language teaching classrooms. This has been corroborated by the
National Report of Libya (2008), showing that the government intends to introduce
Libyan students to diverse cultures of the world. Furthermore, there is a general
trend worldwide that a student-centred approach to teaching and learning is superior
because it involves the greater participation of learners and puts them at the
forefront of learning (McCabe et al., 2014). Libya is not an exception to this given the
presence of students and lecturers who have studied abroad and been exposed to
new pedagogies. The introduction of a student-centred English language syllabus in
2000 was aimed at shifting the instructional approaches of EFL teaching from
teacher-centred to learner-centred (Saleh, 2002; Orafi and Borg, 2009; Shihiba,
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2011). However, in EFL teaching and learning, the student-centred approach poses
challenges given that learners are unfamiliar with the subject area. Moreover, the
technology integration into the teaching and learning process could determine
whether the student- or teacher-centred approach is used. The Libyan situation is
interesting in the sense that although many lecturers would say that they use the
student-centred approach to teaching when describing their classroom practices,
their teaching practices suggest that EFL teaching and learning is still predominantly
teacher centred. This may be due to the type of training received by lecturers in their
home country. In terms of EFL, a combined student-centred and teacher-centred
approach is used. Alkash et al. (2013) found that although the policies mentioned
that the student-centred approach should be the philosophical background in
teaching and learning, EFL lecturers seem to lean more towards a teacher-centred
approach. Lecturers would provide some technology resources for students to
explore in class and beyond in order to improve their writing, oral and reading skills.
However, due to culturally sensitive issues regarding some technology resources,
some lecturers would resort to the use of a teacher-centred approach. The teacher-
centred approach refers to the extent to which teachers use printed notes and a
“chalk and talk” method of teaching, while students are given fewer tasks outside the
classroom in which they can explore the topic at their own pace. In this approach,
the lecturer is treated as a giver of knowledge while learners are receivers.

It is difficult to use an exclusively student-centred approach in the teaching and
learning of EFL because learners are unfamiliar with the topic, especially where
inadequate resources are present. Therefore, EFL teaching requires treating
learners as receivers of knowledge in the initial stages but allowing them to explore
the topic in more detail by giving them tasks to complete outside the classroom. By
integrating technology in the teaching and learning process, student- and teacher-

centred approaches become more difficult to distinguish between them.

This demonstrates the Libyan government intends to shift EFL teaching to match the
modern pedagogical practices of language education and to improve students’
experiences through greater participation and engagement. It has to be noted that
the learner-centred approach has been associated with the constructivism paradigm
(Savasci and Berlin, 2012).
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In summary, this section demonstrates that EFL teaching in Libya started in 2006
after Libya improved relations with many Western countries. As a result, research
about EFL teaching is just beginning in the country, particularly the extent to which
technology and technology resources could be embraced in the teaching and

learning of EFL.

3.3.2 The adoption and integration of technology in EFL

The factors that lead to lecturers being discontented with the adoption of technology
can be described as personal, pedagogical, institutional, and technological.
Buabeng-Andoh’s (2012) recent meta-analysis of technology-related literature,
explains that, in the global educational context, the adoption and integration of
technology are limited. Numerous factors may account for the limited integration of
technology in education systems around the world, especially in the developing
world. These issues have also received some attention in theoretical discussions.
For example, Sharpe and Beetham’s (2010) and Bennett's (2014) DPF model, briefly
discussed in section 4.1, highlights the importance of access to technology as an
important step in the integration of technology in learning and teaching respectively.
However, some countries may lack the resources to purchase technology resources
for integration in their education system; Libya is no exception. Orafi (2008) stressed
that social, cultural, economic and religious factors determine the extent to which
innovations are adopted. Therefore, several factors can influence access to
technology. Lecturers may also be unaware of the availability of a technology or may
lack training, making them less enthusiastic about using them. Access to technology
may also be influenced by lecturers’ perceptions: if they lack interest, the education

department may be less motivated to purchase technology-learning resources.

There are also personal and institutional factors, which may encourage or
discourage lecturers’ adoption of technology. Although Buabeng-Andoh’s (2012)
research took a global view on technology adoption and integration into education
systems, his study is still relevant to the use of technology in the Libyan EFL context.
A global approach can be used, since Libya shares some issues and challenges to

the adoption of technology with other countries around the world.

It is argued in this chapter that one of the reasons why most Libyan EFL lecturers falil

to adopt ICT is because, in this post-conflict era, appropriate pedagogical training is
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not provided (Bakeer and Wynn, 2014). This exposes a weakness in the institutions
that are responsible for training and preparing lecturers for formal teaching in higher
education. Additionally, “management capability, poor processes and procedures,
lack of accountability, lack of technology strategy, poor technical skills, and
budgetary constraints” (Bakeer and Wynn, 2014, p. 165) also hinder the adoption

and integration of technology into Libyan EFL classrooms.

Although these issues have been raised by a number of studies, this thesis argues
that another dimension that has had little attention in the existing literature is the
extent to which lecturers’ perceptions influence the adoption of technology in English
language teaching in Libya. The main aim of this study is to investigate this further in
order to gain a deeper understanding of some of the challenges faced by the Libyan
government in the adoption of technology in language classes. This could inform
policy on what could be done to re-orient perception through various measures in
order to motivate lecturers to adopt technology in English language classes in a way
that provides effective teaching, as defined in section 3.1. My personal experience of
teaching in Libya and my exposure to the methods of teaching in the United
Kingdom (UK) demonstrate that lecturers should justify why the use of some
materials is relevant by stating a clear learning outcome at the start of classes, in
order to inspire the learners. Furthermore, although some papers have addressed
the role of socio-political-cultural factors in influencing the perception of teachers and
the adoption of innovation in teaching in the northern Middle Eastern African
countries separately (Albirini, 2006; Orafi, 2008; Shihiba, 2011; Abusrewel, 2014;
Abukhattala, 2016), little research exists that looks at the impact of socio-political-
cultural factors on the adoption of technology for language teaching in Libyan
universities. Therefore, this study will also investigate this further in the context of

Libyan universities.

Furthermore, many Libyan EFL lecturers rely on old methods of teaching as in the
use of the grammar-translation method (GTM). As a result, they tend to recourse to
the use of the mother tongue in EFL classroom teaching (Aldabbus, 2008).
Technology could improve the effective use of grammar-translation methods for
teaching in and outside EFL classrooms by improving the student learning
experience. For example, audio or video could be used in oral lessons and outside

the classroom in order to provide a direct translation from Arabic to English, and its
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phonetic structure. This would require designing audio and video resources to match
the grammar-translation method in order to ensure coherence in the teaching
practice. At the moment, this is lacking in Libya, which is corroborated by Gadour
(2006), who reveals that many Libyan EFL lecturers are accustomed to the use of
old teaching methods, including the extent to which technology is integrated into the
teaching and learning process. Hence, they are resistant to change, including
making good use of existing technology for teaching English. Moreover, Mohamed
(2014) and Rahuma (2016) highlighted that GTM is the predominantly preferred
method of teaching English in Libya because it conforms to the existing culture of
teaching English. In short, the review so far suggests that most EFL lecturers in
Libya consider the teacher-centred method as the best method for the teaching and
learning of EFL. As a result, the integration of modern technology into the prevalent
traditional methods of teaching English is slow. This suggests that the pedagogical
and cultural attitudes to EFL teaching and learning are among some of the factors

that affect the use of technology.

Some studies have considered the use of technology in the classroom, but have left
a gap where socio-political-cultural aspects are concerned. Alkash et al.’'s (2013)
paper considers the use of PowerPoint presentations as a teaching aid on a macro
level but does not take into account the cultural and religious aspects of this tool,
therefore missing out an important aspect of teaching and learning. This paper
shows a gap in the knowledge which this study fills; while the lack of teacher training
in the effective use of technology in EFL teaching and learning is explored, the
students’ socio-political-cultural perception of these technologies is not. Some other
studies focus on the pedagogical aspects, such as lack of training, but do not assess
the embedded socio-political factors that influence teaching (Gulbahar, 2007;
Hamdy, 2007; Almaghlouth, 2008; Elmabruk, 2008; Tondeur et al., 2012). These
studies predominantly took place in primary and secondary education, rather than
higher education, which is a gap that this study fills. At the same time, this study is
unigue as most of these prior studies used a mixed-method approach while this
study uses qualitative methods to look deeply into this phenomenon, exploring the
reasons why lecturers choose to stop using technology and why they are lagging

behind in their teaching methods.
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In summary, section 3.3 has discussed the literature around EFL in Libya and the
extent to which technology is being integrated into the teaching of EFL. The
discussion reveals that the post-conflict era has resulted in religious conservativism
in Libya that could make the use of some online resources unacceptable although
they have the potential to generate a greater understanding of English. Nonetheless,
current teaching approaches, such as the grammar-translation method, could be
strengthened with the adoption of technology into EFL teaching and learning. This
study would emerge a discussion about the model of Benntte (2014) of the use of
technology in context along with the ideas of Said (1978) of orientalism and its effect
on using technology in the EFL Libyan context. Such discussion would fill the gap in
different identified areas outlined in this section. In the next section, | will review the
literature regarding the extent to which other factors influence the adoption of

technology into EFL teaching.

3.4 Factors influencing the use of technology

In the previous section, | discussed the integration of technology into EFL teaching
and research related to the relationship between technology and EFL teaching. The
review in section 3.1 shows that EFL can make good use of technology for effective
teaching and learning because it can serve as a synergy and make it more
enjoyable. | also demonstrated in the review that the training of lecturers about the
value of technology and access to technology resources could be useful, but that
other factors could influence the adoption of technology into EFL teaching and
learning, including socio-cultural and political factors. The purpose of this section is
to further review the literature in this area. The socio-cultural and political factors are
treated here as the beliefs and opinions of people, although these beliefs and
opinions may not necessarily enhance effective teaching. For example, the belief
that some Western music is forbidden in Islam is not explicit. As a result, EFL
students might be denied online resources that could develop their understanding of

the English language because of beliefs that have no strong basis from their source.

Several papers examine the extent to which beliefs and lecturers’ perceptions
influence the extent to which new teaching techniques are adopted into teaching and
learning, including the adoption of technology. Li (2011) cited many publications in

the System journal to corroborate the proposition that beliefs play a central role in
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teaching practices. Since perceptions are shaped by beliefs, a study about
perceptions by extension is also a study about beliefs, and such papers will be

reviewed below.

Orafi argues that the reason why technology has not become part of classroom
teaching is that most EFL lecturers lack the skills, knowledge, and ability to use it
effectively. However, the main goal of Orafi’s (2008) study was to inspect the extent
to which lecturers’ beliefs and curriculum innovation match their practice of language
teaching in Libya in terms of how they interpret and implement the curriculum. My
own study examines lecturers’ perceptions of the use of technology in English
language teaching and the extent to which socio-political-cultural factors could shape
the direction of practice in Libyan universities. Orafi (2008) revealed useful insight
into language teaching in the Libyan education system and this improves our
understanding of language teaching in Libyan universities. The key findings from
Orafi (2008) were that there is a mismatch between what the curriculum intends
lecturers to do and what lecturers actually do in practice. This raises some issues
about monitoring the quality of education and the extent to which the Department of
Education supervises teaching practice and curriculum coverage. It could also imply
that the curriculum has good intentions but it does not take into account how

lecturers’ beliefs could determine its effective implementation.

The new English curriculum for Libya that was printed by a UK English language
publishing company set out new ways of teaching language in collaboration with the
National Education and Research Centre in Libya (Orafi, 2008). These new ways
include encouraging Libyan language lecturers to change the methodology they use,
to re-think how content is delivered and to ensure that their pedagogical beliefs
match their teaching practice (Orafi, 2008). However, the Libyan Education
Department wanted to implement this new syllabus through a top-down approach.
This centralised approach meant that lecturers had little say in the planning process,
which has the potential to lead to a less favourable outcome. The consultation could
be very important in allowing all stakeholders to feel recognised and to embrace the

new curriculum and teaching practice.

Furthermore, the new English curriculum for Libya also required more training for

tutors prior to the introduction of the new textbooks. Therefore, it appears that the
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launch of the new textbooks was done in haste because the training that was
needed to enable lecturers to prepare to implement the new language curriculum
was absent (Orafi and Borg, 2009). However, as stated earlier, English language
teaching has gone through many transitions in Libya since the country gained
independence in 1951. The earlier English language teachers and lecturers mainly
came from the neighbouring countries, especially Egypt. Moreover, the textbooks
were written in the 1970s to reflect the lives of some Libyan societies. For example,
the Living English for Libya textbooks by Gusbi contain some topics that depict the
average life of a farmer in Libya; this is used to improve the grammar,

communication and other English language skills of students (Mohsen, 2014).

The 1980s-political crisis between Libya and some Western countries, particularly
the United States of America (USA), resulted in dwindling interest in EFL. This
weakened the development of EFL that has trickled down in recent years. | believe
that without the events in the 1980s, many aspects of EFL that can promote effective
teaching and learning in Libya would be at a very advanced stage. Moreover, to
some extent, it has curtailed the introduction of modern technology into the teaching
and learning of foreign languages because the basic prerequisites, such as
adequate textbooks and lecturers, need to come first. Moreover, the decades of
sanctions also imply that access to many types of equipment, including technology
resources, was difficult to purchase, especially online. Therefore, although Libyan
English language lecturers have little or no knowledge about the use of technology
as a part of teaching and learning process, the government intends to focus on its
use in the current education system. Furthermore, the training and the pedagogical
re-orientation needed in order to enable lecturers to embrace technology in their
teaching has been limited, especially in the last five years due to the security

situation.

There is a growing body of literature that has investigated the role of socio-political-
cultural and religious factors of Libyan and other Middle Eastern and north African
countries on the adoption of new teaching innovations, including the adoption of
technology for language teaching and its learning in classrooms and beyond (Albirini,
2006; Orafi, 2008; Shihiba, 2011; Abusrewel, 2014; Abukhattala, 2016). Most Libyan
EFL lecturers are reluctant to use the Internet in their classrooms because they find

Internet materials incompatible with the socio-political-cultural and religious values of
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their students (Latiwish, 2003). Again, this suggests the lack of effective
collaboration between EFL authors and local lecturers about the content of EFL text.
In our earlier explanations, Orafi (2008) argued that the English language textbooks
in the 1970s in Libya did cover some topics that took account of local circumstances,
such as how a farmer lived their average life in Libya. Of course, technology such as
the Internet, Facebook and other teaching and learning resources were not available
at the time. Therefore, it may never be known how modern technology would have
been embraced in Libya and other parts of the world that are conservative in nature.
What is clear is that ignoring cultural sensitivities could make the adoption of new
teaching innovations, including technology, impossible. Furthermore, the discussion
of the existing literature also demonstrates that several factors could influence the
extent to which innovation is adopted in teaching practice, including socio-political-
cultural factors, economic factors, lack of training and pedagogical underpinning of

teaching practice.

Moreover, the specific aspect of EFL texts that is incompatible with local cultures and
religion has not been sufficiently researched. This may be useful in informing
policymakers and authors and publishing companies to design language materials
that are sensitive to local issues. My personal experience shows that not all
technology resources in language teaching and learning are incompatible with
Libyan cultures. Motivating Libyan university students to learn language based on
online materials tasks may pose a challenge to EFL lecturers due to their lack of
training to model teaching in that context. Moreover, some of the materials may not
be religiously acceptable. For example, while selecting a video for a task, a lecturer
must ensure that it does not portray characters engaged in “intimate scenes”.
Additionally, no matter how helpful they may be, music videos and songs cannot be
used for language teaching purposes in Libyan universities.

Some Muslims perceive some Western resources as unacceptable, and thus may
prohibit both listening to and watching Western music videos, designating them as
haram (forbidden, prohibited and sinful). Lyrics only (no instrumentation) may be
accepted, but those incorporating music are not (Al-Bukhari, n.d.; Muslim, n.d.; Al-
Albani, 1994; Harris, 2006; Estes, 2008; Ibn Baz, 2010; Otterbeck and Ackfeldt,
2012; Izsak, 2013; bn al-'Uthaymeen, 2014; Dueck, 2017). On the other hand, some

other Muslim researchers and scholars pointed out that listening to music by itself is
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considered halal (permitted and permissible) unless it contains subliminal messages
that are considered erotic, sensuous or reprehensible (Al-Mardini, 2001; Bohiman,
2002; Al-Qaradawi, 2006; Beck, 2006). The only types of music videos allowed are
those of religious songs. In their opinion, an excess of music must be avoided. Al-
Ghazali (2009) wrote in Music and Singing that simplifying thoughts on the impact of
music upon the heart and the body might affect thought about the benefits of the
listening of the Quran. lzsak (2013) argues that Islamic beliefs, principles and
attitudes can complicate participation for Muslim students; they are liable to apply
what they hear both to what is allowable music and what is not allowable inside
classroom teaching and learning. Halstead (1994) and Izsak (2013) affirm that
Muslims and non-Muslim educators may have very different concepts in mind when
discussing the topic of music in education. In addition, as Harris (2006) points out, it
is incompatible for many students with Muslim backgrounds to listen to and use
music in classrooms. These assumptions are essentially informal laws that are
generally accepted as norms that society follows rather than being prohibited by
formal laws in Libya. Albirini (2006) highlighted that technology could be successfully
integrated into EFL teaching and learning if content conforms to local cultures and
traditions. This would require more research on the part of authors writing EFL text to
improve on modifying the text to match local requirements while maintaining the
main objective of the text. On the other hand, EFL lecturers may also try to influence
some technology resources that they perceive useful in enhancing effective teaching
and learning since it is legal. Of course, a conservative society may require some
form of persistence to change the mindset of the people. Said’s (1978) Orientalism
model discusses the extent to which ignoring cultural sensitivities could make the

adoption of new teaching and learning resources ineffective.

The use of computers can offer opportunities for EFL lecturers to use widely
available online resources and texts in their lesson delivery (Szendeffy, 2008).
According to Jordan (1997), authentic texts are texts written by native English
speakers; these can be used in classrooms to expose students to authentic English
language. Many research studies on EFL argue that it is essential for EFL lecturers
to engage learners in a range of task-based activities to bridge the gap between
students’ linguistic input in the classroom and real-life situations (Anderson and
Lynch, 1988; McDonough and Shaw, 2012; Rost, 1990). EFL learning could be
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improved by exposing students to a variety of authentic materials, such as everyday
conversations in English, by including the use of audio, announcements, turn taking,
interviews, TV and radio news (e.g. BBC and CNN), songs and English films. Since
these materials are written by native English speakers, the perception in Libya is that
they are more likely to represent real English than materials written by non-native

speakers.

Although technology is essential in enhancing learners’ experience of EFL, the
employment of technology could be challenging due to the socio-political-cultural and
religious sensitivities of both Libyan EFL lecturers and their students. That is, the
change could be difficult to implement without modification of the belief system.
However, the socio-political-cultural and religious challenges to the adoption of the
technology could be associated with the lack of collaboration between Western
authors of EFL texts and lecturers of EFL. That is, some texts could be sensitive to
local cultures in order to adapt well and to connect with the environment in which
they are intended to be used. Meddings and Thornbury (2009) have discussed how
EFL texts are designed to be culturally sensitive, allowing students to learn freely
and express themselves using what they already know in a foreign language, with
the lecturer only providing guidance on grammar and other minor issues. Using a
culturally sensitive text will pose less of a challenge to religious conservative
societies like Libya. However, this will require designing texts to specifically match
the needs of students in that particular culture, rather than taking a “one size fits all”
approach. Therefore, several versions of the same text, dependent on the regional

and country coverage of the publishers, may be needed.

However, modern technology poses additional challenges regarding whether or not
language-learning materials online are perceived as culturally sensitive, especially if
the materials are not aligned with a specific textbook. Most of the online materials
that are available on YouTube and via other online sources may not be specifically
designed for a particular culture, although the content could be quite useful in
facilitating effective learning. Therefore, although Meddlings and Thornbury (2009)
do discuss language-learning texts as being generally sensitive to local cultures,
some online learning resources are not explicitly mentioned in their discussion.
Therefore, EFL teaching and learning has not entirely settled the issue of socio-

political-cultural sensitivity. Indeed, Said’s (1978) Orientalism in his power dynamic
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model has also discussed the extent to which effective teaching and learning
happens when lecturers are sensitive to local cultures and when the teaching takes

local ownership.

Effective methods of teaching and learning should be of interest to EFL lecturers.
Bennett (2014) developed a model relating to the motivation for using technology for
effective teaching. This model depicts how lecturers could adopt technology in their
teaching process in layers that are depicted in a pyramid and was based on an
original model by Sharpe and Beetham (2010), which focused on the student, rather
than lecturer perspective. However, Bennett's (2014) digital practitioner's model
depicts how lecturers could adopt technology in their teaching practice using the
same pyramid of Sharpe and Beetham. At the top level of Bennett's model (2014,
explained in detail in section 4.1), “attributes” refers to lecturers’ motivations and
attitudes and how these influence their motivation to adopt technology into teaching.
Therefore, in the context of EFL lecturers who have spent more time in a Western
culture, resulting in a cultural shift and the adoption of Western values, they may
become separated from their students, especially if they are passionate about the
cultural shift. Some cultural separation occurs when graduates educated in the West
return to teach in the context of post-conflict Libya where religious conservatism
seems to be on the rise. Bennett also states that lecturers should be “able to balance
risks of change with its potential” (Bennett, 2014, p. 8) leaving an opening for the
addition of political, religious and socio-political-cultural sensitivities which this study
fills. In other words, lecturers should be mindful of the socio- and political culture of
their students and the risks of offending these sensibilities. The “practices” section of
Bennett's model briefly mentions that lecturers should “behave ethically in contexts
where the digital media is blurring boundaries” (Bennett, 2014, p. 8) reflecting the
fact that lecturers are separated from their students and have a different identity.

The model suggests that even if there is access to adequate technology for tutors
and learners, the skills needed to adopt the technology, and learners and lecturers’
use of the technology in practice, could determine whether effective use of
technology for teaching and learning takes place. The effect of socio-political-cultural
and religious challenges on effective teaching and learning of EFL could be located
in the “skills” and “practices” pyramid sections within the Bennett (2014), and Sharpe

and Beetham (2010) model. The skills layer of the model relates to how learners
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develop technical information and communication skills that increase their
confidence in using technology while the practices layer of the model focuses on the
extent to which learners make informed choices about how to use technology.
Bennett's (2014) Digital Practitioner Framework also makes similar arguments in the
context of lecturers. Therefore, in the presence of socio-political-cultural and
religious constraints to the teaching of EFL, the use of technology for effective
teaching and learning within Bennett's (2014) model would be difficult. Nonetheless,
the socio-political-cultural and religious issues are mainly related to the content of
learning rather than the process of using technology to facilitate teaching and

learning.

However, the socio-cultural factors that could influence the adoption of technology
into EFL teaching could be identified within Bennett’'s (2014) model in the attributes
and practice layers, although this is not explicit in the model. As a result, elements of
Said’s Orientalism model could be located within Bennett’'s model in the practice and
attributes layer. Hence, the Orientalism model could be used to further understand
the dynamics of the DPF model; where socio-cultural influences are insufficiently
discussed, the Orientalism model can fill this gap. For example, the skills and
practices aspect of the DPF model could be influenced by cultural factors although
this is not explicit in the DPF model. These cultural factors are also related to Said’s
model on how culture could facilitate or inhibit the adoption of technology for
effective teaching and learning. Hence, Said’s (1978) power relationship and
perceptions model could be useful to understand how context is sensitive to local

cultures and the extent to which technology could fit within this power relationship.

The discussion of the existing literature demonstrated that technology could be
useful to enhance effective teaching. Nonetheless, this is conditional on fulfilling
certain factors, including access to technology, possession of the skills to use the
technology and practice. Moreover, even if the technology is available and can be
readily accessed, socio-political-cultural factors may inhibit the extent to which
technology is used for effective teaching because the content may not be compatible
with local cultures. As stated earlier, the incompatibility of some EFL resources for
teaching may be related to authentic online materials, rather than online resources

that are directly associated with textbooks. Online resources directly associated with
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textbooks for teaching and learning of EFL are usually sensitive to local cultures
(Meddings and Thornbury, 2009).

The interaction between the adoption of technology and socio-political-cultural and
religious realities could determine how effectively technology is used for teaching
and learning of EFL in Libya. Therefore, the perceptions of lecturers and students
could inform policy on what could be done in order to develop the adoption of
technology in EFL teaching and learning in Libya. This underlines the significance of
my study at both conceptual and practical levels. Studies such as Hamdy (2007),
Aldabbus (2008), Elmabruk (2008), Abidin et al. (2011), Elzawi (2012), Abodher
(2013), Alkash et al. (2013), Othman et al. (2014), Kenan (2015) and Bagigni (2016),
have looked at the troubles with technology in a Libyan context. However, such
studies have only examined Libyan lecturers’ pedagogical perceptions, which
excluded the socio-political-cultural norms and religious sensi tivities of using
technology in EFL classrooms. Therefore, limited research exists that looks at the
perception of lecturers about the adoption of technology in teaching and learning
EFL in higher level institutions in Libya. Examining this aspect served as a motivation
for this research. It is important to note that the Libyan Ministry of Education
emphasises that university lecturers should employ modern-day techniques for
successful language teaching. Consequently, EFL lecturers are encouraged to teach

English utilising available technology resources.

In summary, the review of the literature demonstrated the need to understand the
factors that impede Libyan EFL lecturers from the effective use of technology at the
university level. | argue that gauging lecturers’ perceptions about the use of
technology could provide an in-depth understanding of some of these factors. Borg
(2011) and Molle (2013) have stressed the need to understand lecturers’ beliefs and
attitudes towards the use of technology in teaching and learning of English in the
classroom. This could be done through data collection and analysis. In the next
section, | will discuss the methodology this study uses to address the research
question related to the perception of lecturers about the adoption of the technology in

EFL teaching and learning in Libyan universities.
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Chapter 4: Research theoretical framework

Introduction

This section discusses the theories regarding the extent to which technology is used
in the teaching and learning of EFL and the extent to which personal, institutional,
and socio-political-cultural factors influence the use of technology in teaching and
learning of EFL. This enables the establishment of the most appropriate theoretical

concept for the study, which is consistent with the objectives of this research.

Much of the literature about technology discusses the extent to which technology can
be used in teaching and learning, focusing on whether it is part of teaching and
learning, or serves as a supporting role (Ellis and Goodyear, 2009; Mishra et al.,
2006; Saffron-Powell et al., 2014; Sharpe and Beetham, 2010; Bennett, 2014). This
distinction is trivial because the application of technology in the teaching and
learning process would be the same regardless of whether it is treated as an
inalienable part or a tool to support the teaching and learning process. Given that the
aim of this thesis is to examine Libyan EFL lecturers’ views about the use of
technology in their teaching practices and the extent to which socio-political-cultural
factors influence lecturers’ perceptions and technology adoption, the theory should
address the nature of content delivery, and the way in which it could facilitate

effective learning.

4.1 Theoretical framework

Similar research on technoloqy-related practice

There are different theories discussing the effectiveness of the use of technology in
teaching and learning that can be used as a theoretical framework for this study.
These theories seek to understand how the application of technology could promote
effective pedagogical practices, such as Technological Pedagogical Content
Knowledge (TPCK) by Mishra et al. (2006), Digital Practitioner Framework by
Bennett (2014) and Digital Literacies by Saffron-Powell et al. (2014).

Technological Pedagogical Content Knowledge (TPCK)
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The widely known TPCK model focuses on types of knowledge that help teachers to
use technology in their context. TPCK constitutes different types of knowledge that
help teachers using various technologies to facilitate knowledge creation of specific
subject content such as pedagogical knowledge (PK), content knowledge (CK) and
technological knowledge (TK). The interaction of these three basic forms of
knowledge gives rise to technological content knowledge (TCK), pedagogical content
knowledge (PCK), technological pedagogical knowledge (TPK) and the technological
pedagogical content knowledge (TPCK). However, there is an observed concern
about the confusion among the constructs of the different types of knowledge by
many researchers, such as Cox and Graham (2009). My study aims to provide
insights into the practice of technology-based pedagogy rather than different
categories of teacher knowledge regarding the use of technology. As such, despite
the novelty of TPCK’s account of the topic of technology-based practice, this model

is far from what | am intending to do in this thesis.

Digital Literacies

Similarly, the model of Digital Literacies by Saffron-Powell et al. (2014) is concerned
with digital literacies and critical reflection, which involve the capabilities of
technology, digital practices, perspectives on digital literacies and institutional
provision. However, the use of technology is contextual contingency and influenced
by a number of different variable including individuals’ attitudes, institutional
priorities, disciplines differences, and comfort levels. This framework can only cover
one key element of technology competency and factors influencing it. It fails to
convey other “in-here” factors such as the views of users, for example, in the
teaching context regarding the pros and cons of technology as a tool for effective
teaching. Such an “in-here” factor is among the aims | am planning to achieve for my
thesis. Another justification why this model is not suitable for the context of this study
is the cases of the Western-educated teachers in my study. Most of them are
considered as computer literate, and as such, looking into their levels of digital

understanding is another direction that | am not aiming to achieve.

Digital Practitioner Framework
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The Digital Practitioner Framework (DPF) model by Bennett (2014) focuses on how
technology can enhance teachers’ learning and practice. She argues for the crucial

role of technology in the success of effective teaching and learning.

Why Bennett’s framework

According to Bennett (2014), teaching and learning is no longer effective and
becomes insufficient in the absence of technology. Bennett's framework provides a
most compatible theoretical tool for my study for different reasons. First, the
framework is based in higher education where the researched participants are
lecturers. It also focused on the use of technology to enhance teachers’ learning of
teaching. These traits fit perfectly with what | am aiming to do in my study:
researching lecturers’ views on their use of technology in higher education
classrooms in Libya. Second, Bennetts DPF not only conceptualises factors
influencing technology-based pedagogy but also the confidence and beliefs of
teachers in their technology competency. These accounts not only became guidance
for me to interview participants but also facilitated my thinking in analysing the
interview documents. Finally, what Bennett's framework can convey is the specificity
in practitioners’ attitudes accordingly to their level of technology practices, from ‘I
can” to “l do” and at the highest level “I am”. This specificity becomes a valuable tool
for me to see how each participant’s view fits in either the wider picture of framework
analysis or the particular of elements in the framework. In particular, Bennett's DPF
framework not only helps me to see my thesis from a panoramic view but also to

understand it from the most particular issues.

4.1.1 Bennett’s Digital Practitioner Framework

Since Bennett’'s model was developed from Sharpe and Beetham’s (2010) model in
analysing teachers’ learning, therefore, it depicted in the same four elements of their
model. Bennett argued that educational institutions validate the use of digital
literacies (technology). That is because lecturers who design and deliver the
syllabus, and thus, shaping how technology is used in teaching and learning. The
DPF model depicts four layers: access, skills, practices and attributes, which
demonstrate the motivations for adopting technology in teaching and learning. The

first layer involves functional access to technology while the second layer involves
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the possession of skills. The third layer involves practice where learners make
informed choices about how to use technology, while the fourth layer relates to
creative appropriation where lecturers create their own technological learning
environment based on some attributes that may be related to their social

environment (Bennett, 2014). This DPF model is represented in figure 2 below.

Figure 2: Bennett’s Digital Practitioner Framework

) . : o Iam
Experimentation and Bcllcfm. the confident in may sttitade t0 TBL;
appropriation pedagogic willing to experiment with technology and how it can be
value of TEL used in teaching and learning;

able to balance risks of change with its potential;

& convinced by the potential of technology to enhance and
attributes transform learning;

willing to invest time in exploring and evaluating TEL.

I design learning activities to suit my students’ needs
I \ using TEL as appropriate.
I facilitate lcamning using appropriate technological
tools.
practices I explore the capabilities of technology.

I behave ethically in contexts where the digital media is
blurring boundaries.
I evaluate my practices.
/ \ I reflect on innovations in my practice.
I experiment with tools in my practice.

skills I can:

use TEL tools to suit my needs;

manage the blurring of boundaries between private and
work time.

I have access to:

networked devices and applications.

access media devices.

people who can support me in using technology.

a network of people with ideas for using technology.

Bennett's (2014) model above includes a descriptor (seen on the right-hand side of

the image) which defines what could constitute each layer of the pyramid.
Access

In the Bennett (2014) model, access involves tools that could be used to support
teaching and networks of people who could improve knowledge on the use of
technology. This is useful because without access and possession of the technology,
the other functions cannot be fulfilled. Bennett (2014) showed that access to
technology was adequate and that was less of an issue in her study context. This
included access to people who could support them in using technology and access
to TEL tools. Given that Bennett’s (2014) study was conducted in England, it is likely

that technology is widely accessible in higher education institutions. In the context of
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non-technologically advanced countries like Libya, access to cost-effective
technology should be treated as a first step. Even in the absence of other barriers to
the adoption of technology in teaching and learning, lack of access to technology is
the most important aspect that must be considered first. In the context of Libya,
where technology that could be integral in teaching and learning is not
manufactured, access and possession are important. Furthermore, since not
everyone has access to the Internet in Libya due to network issues, higher education
institutions could be the main providers of possession and access to technology that
facilitate teaching and learning. This may depend on individual lecturers’ abilities to
lobby senior management by selling the importance of technology in improving the
learning of EFL. This is plausible because without access, the desire to use
technology becomes unattainable.

However, Bennett’'s (2014) study demonstrated that lecturers were more interested
in achieving their pedagogical goals rather than desiring to adopt technology in their
teaching practice. This is an interesting finding because if it is treated as the general
position of many lecturers, this demonstrates that technology is not yet perceived as
an integral part of teaching and learning. Nonetheless, the access proposition of
Bennett’s (2014) model fails to recognise that lecturers and tutors must identify the
value of technology in their teaching and learning processes before thinking about
accessibility. The value judgement could depend on the socio-political-cultural
environment in which lecturers live. This does not invalidate the notion that access to
technology is a significant factor need to be considered when deciding how to use
technology for effective learning and teaching of EFL.

Skills

In the second layer of Bennett’'s (2014) model, propositions are made where
lecturers are assumed to possess the skills to use TEL tools in order to make
learning experiences for students enjoyable. The discussion in the findings will
gauge the extent to which lecturers feel that they possess the skills and confidence
to make good use of technology materials in their EFL teaching skills. The first two
layers of the Bennett’s (2014) model demonstrate that access to technology and

possessing the required skills could motivate and give confidence to lecturers and
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learners that technology can be used to bring about effective teaching and learning
of EFL.

Once the skills and confidence are acquired, coupled with access to technology,
learners and lecturers would then be able to decide how to practically use the

technology to improve their learning and teaching of EFL respectively.
Practices

The third layer is Practices in the Bennett model. Furthermore, lecturers can also
decide whether to use the technology alone or in groups by understanding the most
effective ways to use technology in order to engage with the topic. In the Bennett
(2014) model, the practice layer involves several components, including the extent to
which lecturers design topics that match the needs of students using technology,
experiment with technology tools and so on. Bennett (2014) highlights that the model
considers motivation to use technology by individual lecturers. Nonetheless, the
extent to which lecturers use technology in practice could depend on social and
pedagogical factors. Therefore, lecturers’ perceptions shape the extent to which

technology is used in teaching practice.
Attributes

The fourth and final layer of effective technology involves lecturers using their skills
and practices to develop their own technology-learning environment that facilitates
their own learning. Bennett (2014) defined this fourth layer as the attributes where
lecturers’ attitudes towards TEL and their motivation to explore and experiment with
new resources determine whether the technology will be used to support teaching.
These attributes emanate from the beliefs of lecturers, which in turn emanate from
the cultural norms of the lecturers and the extent to which risk balance is considered.
This is plausible because practices are influenced by beliefs. These beliefs could be
shaped by several factors, including exposure to external cultures and training that
shift one’s mental modelling. The extent to which practice is influenced by beliefs
and how these beliefs influence the adoption of teaching techniques and pedagogies

was discussed in the literature review (Li, 2011).

However, Bennett's DPF model does not explicitly discuss the extent to which socio-

cultural factors influence the adoption of technology in teaching. This is particularly
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useful in post-conflict areas, such as Libya, since socio-political factors could
influence the extent to which technology is adopted into teaching. | argue that the
practices and attributes layers of the DPF model could be associated with how socio-
cultural factors influence the adoption of technology.

Bennett (2014) seeks to explain how technology could be effectively embraced by
individuals in order to improve learning and teaching respectively. Therefore, this
model is useful for this thesis from a theoretical point of view. Moreover, this thesis
augments some layers of the Bennett (2014) model in order to establish the extent to
which socio-political-cultural factors could influence the adoption of technology in
teaching and locate it within the Bennett (2014) model. The use of Bennett’'s (2014)
model as a theoretical framework serves to help understand how Libyan EFL
lecturers perceive technology and how they integrate it into their teaching to improve

students’ experiences and appreciation of EFL.

My proposition is that since Bennett's DPF model does not sufficiently examine in
depth the extent to which cultural factors could influence the adoption of technology,
considering the importance of social factors, the DPF could be strengthened by
adopting socio-political-cultural factors within her layers of the model.

4.1.2 Unpacking Orientalism

Said’s (1978; 2003) Orientalism and power dynamics model basically discusses a
practice of thought, discourses and ideologies conceptualised by experiences of
European people in the Middle Eastern culture. His Orientalism concept turns to the
domination of the West over the East in terms of socio-economic development. As
such, abduction of Western culture in Eastern lands has become an unavoidable
tendency. The Western domination is categorised as macro and micro levels. In the
macro level, Said (1978) suggests an arrogant perspective of how the West sees the
East and how the West labels the East as inferior and themselves as superior. In this
study, such an arrogant view is articulated in the complexity in importing technology
in extending the Western culture in Libya, i.e. teaching English. The presence of
English is not completely explained by the dominance of the West, but in a way,
such presence has spread their influence globally. One example of such global
influence, in this study, is how Western-educated lecturers express their openness in

receiving the Western influence practice of using technology in EFL classrooms.
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However, their openness to the West is constrained by the strongly conservative
culture of north-west Libya in the country’s ongoing conflict situation. Thus, the
dilemma of “the spirit is willing but the body is not” makes this study a unique case of
examining how Said’s (1978) framework is manifested in a university in the north-

west of Libya in particular and the entire country of Libya in general.

“Being organic”

In addition to the East-West divide, another element in Said’s (1978) framework is
his idea of being “organic”, which means the necessity of staying harmonised with
the local culture. In the teaching and learning context, he argues that there is a close
link between the successes of pedagogical implementation with teachers
understanding the local culture. For example, if lecturers want to achieve success in
teaching in a new community, understanding their cultural sensitivities is among the
key elements. Such understanding helps teachers anchor their views and their
practice deep into the micro-culture of local areas. Failing to do so, their teaching
and pedagogy are no different from “singing to the ears of buffalo”. In this study, the
“be organic” element is manifested in hopeless efforts of Western-educated lecturers
trying to implement new practice (using technology in EFL classrooms) in the old

conservative local culture (north-west Libya).

Western influence: impossible to resist the power

Resisting the Western method in EFL classrooms is somehow impossible as the
English language has its own etymology in Western culture and reflects the
historical, cultural, and ideological development of Western societies. Therefore, the
success of teaching English is measured by how well teachers and learners
comprehend such culture in order to really “know” English. Since English is not only
the global language, but also the language of media and technology, technology-
aided EFL classrooms have proven to be the most effective tools (Ewa et al., 2012).
In particular, technology has become a crucial tool in supporting EFL pedagogy.
Another argument for the East and West boundary in the implementation of

technology-based pedagogy is the global presence of English making a new hybrid
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of East-West. By this, | mean how English has become localised in certain contexts
making it no longer the English spoken by the British or American people but by
people from all over the world. The East-West hybridity is illustrated in how Libyan
students speak English differently from how native Yorkshire people use it. This
example leads to a minor refusal of Said’s account on the superiority and inferiority

and replaces those concepts with a new global hybridity.

Emerqging global powers and Said’s outdated views

Said’s argument about Orientalism might be criticised for being outdated since it was
about four decades ago when people questioned less about the order of the world
and its development. In the contemporary context, Said’s account might be less
relevant than it used to be. In particular, the world power is not merely the West and
the rest but there are emerging countries, i.e. Brazil, Russia, India, China, and South
Africa (BRICS), which somehow turn the world into multiple powers. It has been
argued that the 21st century is the century of the East as the 19th century was the
century of the British Empire; the 20th century was the century of America (O’Neill,
2001; 2010). However, in a context such as MENA, where they are not a part of the
increasing power of the world, Said’s argument could still be valid. Another criticism
that can be directed to Said’s work is that globalisation turns the world into a flat
world where there is a blurred boundary between what is East and what is West,
especially in the contemporary educational context. Therefore, the shocking
difference and disappointment will no longer be something terrible like it used to be
in the past. For that, Said’s presentation that all scientists are negative towards the
East is something fluid (Erwin, 2007). For example, technology changes the way
people see the world. It has been used differently by people across the world to

achieve different purposes and interests (Sardar, 1999).

4.1.3 My theoretical framework: weaving together Bennett’s and Said’s models

Why Bennett alone is not enough

As mentioned previously, Bennett's framework provides a useful tool for me to
investigate the use of technology in an EFL classroom from the lecturers’
perspectives. Conceptually, her framework plays a key role in my data collection and
analysis process, however, Bennett's framework alone is not sufficient given the

context of my country’s ongoing conflict and its Islamic culture. In particular, this
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model fails to cover the way in which the wider context of culture, politics, and
societal matters influence the decision to use technology in the EFL classroom. One
typical example that is relevant to the Islamic cultural context of Libya is its strong
adherence to issues of gender where it is haram (forbidden) for male lecturers to
approach and share information with female colleagues and students in any way.
Coming from the haram principles, a number of matters — including Bennett's
elements of the Digital Practitioner Framework (access, skills, practices, and
attributes) — are no longer feasible. Another example to illustrate the restriction of
haram is the use of English music in the EFL classroom in Libya; only videos with
appropriate and classified content and appearance are acceptable. In addition to the
example of haram, another example to illustrate the typical context in Libya in
general and in my researched university, in particular, is the individual strong sense
of agency in approaching technology. Prior to the questions of accessibility, skills,
practices and attributes (as in Bennett's model), most of the Western-educated
lecturers voluntarily choose to use technology in their classrooms. However, due to
the ongoing conflict, most of the university’s infrastructure (buildings, labs and
libraries) has been destroyed. The civil war remains a part of everyday life in Libya,
including the district where my researched university is located. Consequently,
accessing the Internet is not easy. Individuals (i.e. lecturer) come up with their own
innovative method to improve the infrastructure and maintain some sort of
technology-based teaching method. As such, turning to Bennett's access element
alone is not enough to cover the professional realities of university lecturers in a
country suffering from ongoing conflict. As such, the underpinning and powerful
commitment to culture and socio-politics makes Bennett's framework partly complete
for me to carry on with this study. As such, Said’s (1978) model covers the missing
pieces by covering the questions related to culture and the importance of “being
organic” (harmonising with local culture). In particular, each element in Bennett’s
model (access, skills, practices, and attributes) should be contextualised bearing in
mind the issues of Libyan culture and the “organic” issues that Said (1978) raised in
his model. | mean, the practitioner’s behaviour is influenced by the local, national,
and global factors including the cultural harmonisation (“be organic”), the East-West
division, and a deeper analysis of Bennett's “balance risks”. As such, combining

these two models enables me to make sense of the overall use of technology-based
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pedagogy (the general) as well as why this practice is happening the way it is in the

researched university in the north-west of Libya (the particular).

Why Said alone is not enough

Said’s (1978) model acts as an umbrella framework where the importation of
Western culture and English language interacts with the local culture in the East.
Said (1978) argues for the dominance of the West over the rest of the world.
Although this account is weakened by the shifting position in the global geopolitical
realities, the global presence of English as the language of education, culture, and
international business remains relevant, in this context. However, what strikes me
most is Said’s (1978) Orientalism where the importance of social factors is
considered. He argues for the way in which practices are influenced by beliefs.
These beliefs could be shaped by several factors, including exposure to external
cultures and training that shift one’s mental modelling. The extent to which practice is
influenced by beliefs and how these beliefs influence the adoption of new teaching
techniques and pedagogies was discussed in the literature review (Li, 2011).
Therefore, although Said’s theoretical approach enables me to unpack the
contextual, cultural and political contingencies of technology-based pedagogy in EFL
classrooms, it does not provide a framework to analyse how each participant
account plays out in the already existing body of literature on the topic related to
technology-enhanced teaching practice, which Bennett (2014) covered

comprehensively.

Why an integrative model is needed

Standing alone, either Bennett’s or Said’s model is insufficient for me to convey the
intricacies of the national, local, institutional and individual contexts regarding the

use of technology in Libyan EFL classrooms. Thus, an integrative model is needed.

Key arguments for my integrative model

Said’s (1978) model focuses on the power relationship between Western and
Eastern education systems. The model divides this relationship into macro- and
micro-level relationships. The macro power relationship looks at the power structure
between the developed and the developing world and between northern and

southern countries in relation to pedagogical approaches to education. The micro
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approach of the power relationship focuses on the extent to which the Western
education system is considered superior to the Eastern education system from a
pedagogical point of view. The micro approach is useful for this study given that
most of the EFL lecturers in Libya are now educated in Western countries.
Therefore, their mental model on how technology could be effective in the teaching
and learning process in Libya and the extent to which local cultures accommodate
new ideas about using technology could determine how effectively it is used in Libya.
This proposition assumes that Libyan EFL lecturers who are educated in Western
countries would have gone through a cultural shift that would require modifying their
teaching to incorporate new pedagogical beliefs, although these may not necessarily

be aligned with local sensitivities.

Figure 3: Power relationship between Said’s Western and Eastern approach to

educational pedagogy
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The model, therefore, assumes that without understanding local cultures, designing
effective teaching could be ineffective because one is unlikely to take account of a
culture that one does not understand. Therefore, the model highlights that importing
a teaching pedagogy that is not aligned to local cultures is likely to be ineffective.
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This model depicts that there could be a conflict between lecturers who studied in
the West and want to use pedagogies from there as an effective way of teaching
EFL, and local cultures that may not accommodate some of the new concepts from
the West. The model assumes here that Libyans, for example, who studied in the
West, have been through a cultural shift. Although the essence of education is to
alter the way we view the world, not all Libyan EFL lecturers who studied abroad
would have gone through a cultural shift that would render their teaching practice
and the use of online resources incompatible with the cultural sensitivities of Libya.
Nonetheless, it should be expected that their exposure to Western ways of doing
things is going to change some aspect of their teaching practice due to Western
exposure, unlike Libyan EFL lecturers who have not gone through this Western

exposure.

Figure 4: Said’s Orientalism of harmonisation
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Integrating Said’s and Bennett’'s models or when the Orientalism encounter one of
the Western frameworks in technology-enhanced teaching and learning as in figure 5

below is a new conception of considering both models. In this integrative framework,
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Said’s model provides a cultural and socio-political background to understand the

specificities of Bennett’'s model in my study in context.

Cultural and socio- political background

!
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Figure 5: The integrative framework

However, to come to terms with the particular details of this model, the explanation

of the integrative framework is discussed below in table 2:



Table 2: Elaboration of the integrative framework

Elements of the integrative model

In this study

(DPF and Said’s)

Western power, not only by changing
people’s pedagogical practice but by
also enabling them to be creative
(Said, 1978).

The creativeness of the Waestern-

educated Libyan lecturers in using

technology-aided  tools in  their

classroom to diversify their teaching

methods and increase the
productiveness of the students’
learning.

Bennett’s practice: Behave ethically
and be organic in a context where
the digital
boundaries (Said, 1978).

media is  blurring

Practice plays out in the context where

lecturers  choose their teaching
materials from a wide range of Internet
sources and online methods, such as
music videos from YouTube and
Western online films. However, their
local

the

choices are restricted to the

cultural norms, i.e. minding

forbidden practices or haram principles.

Bennett’s skills: Transferring skills
from the dominant West into the
micro context of countries in the

East (Said, 1978).

Skills, in this study, include not only the
already-acquired skills from lecturers
but also their intention to improve and
update these skills themselves. Coming
from the position of being Western-
educated, they are pursuing new
technological skills as a part of their
lifelong professional improvement. This
illustrates the positive outcomes of the
educational

Western pedagogical

approach in TEL.
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Bennett’s access: The role of local .
In this study context, the factor of

conditions (context, culture, people’s L e
access is widened by lecturers’ intrinsic

willingness and level of o . .
g motivation and their willingness to

development) to facilitate  or . .
employ technology in their own

discourage this accessibility. classrooms. For example, in order to
overcome the damaged condition of the
institutional infrastructure due to the
country’s conflict, each lecturer has
brought in their own facilities, both
software and hardware equipment, to
diversify  their traditional teaching

methods using textbooks and paper.

By combining Bennett’'s and Said’s models, the integrative frameworks include four

key elements; each of them has their own place in this study.

The first element refers to how the role of local conditions (context, culture, people’s
willingness, and level of development) facilitates or discourages this accessibility. In
this study, the access factor is considered as being both positive and negative. The
positive side, as mentioned in figure 6 above, is the strong motivation of the
Westernised graduate lecturers. However, the local background does not always
help their intentions to be translated into realities in applying technological support
methods in their classroom. Two negative factors preventing lecturers’ accessibility
are the conservativeness of students and restrictions from the institutional and the
national situation. In particular, some students reject support and advice from
lecturers due to their conservative views of Western-influenced technological tools in
the classroom. Some of them prefer the traditional textbook-based approach in

learning rather than following the Western-influenced methods.

The second element is related to the skills — in particular, the transferring skills from
the dominant West into the micro context of countries in the East (see figure 6
above). Apart from elaboration in the model above, dimensions of skills also play out,

in this study, as both positive and negative. First, positive dimension refers to the
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updated skills of lecturers and their willingness to update their skills. These updated
skills come from their personal drive to widen their professional practices and
teaching methods, using TEL tools, for example, online learning resources.
However, they encounter the discouragement of their universities such as the
absence of training courses and the underdeveloped condition of the infrastructure.
Without mentioning the ongoing conflict situation in Libya, their good intentions to
enhance skills do not always in line with their willing or the most basic reason of their

own safety.

Thirdly, in terms of practice, in my integrative model, this element refers to the ethical
behaviour and the “organic” dimension in TEL. In this study, the practice is
examined with considering a number of factors including motivation of lecturers, the
unwilling behaviour of students with a conservative mindset, the institutional
restrictions, the national conflict situation, and ultimately, the safety of lecturers and
students. Each of these elements will play out in my data and data analysis later in
this thesis.

Finally, the attributing factor refers to the success of the Western educational
pedagogical model, which not only helps to change the access, skills, and practices
of lecturers, but also enables them to be creative in using it. As mentioned
previously, lecturers find their own ways to overcome the situation of
underdeveloped facilities by bringing in their own software and hardware, and using
them creatively to enhance their teaching methods in their EFL classrooms.
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Chapter 5: Research methodology and methods

Introduction

This chapter discusses the rationale behind adopting the interpretive qualitative
research paradigm through the adoption of a small-scale case study approach. In
addition, a detailed description of the setting of the study and the research
participants has been provided. This chapter also discusses semi-structured
interviews and observation as the main tools of data collection. This section is

followed by the description of steps taken in the data analysis.
Aims of the study and research gquestions

This study aims to examine the Libyan EFL lecturers’ perceptions of the use of
technology for pedagogical purposes in the Libyan higher education context.
Specifically, it investigates the extent to which socio-cultural and institutional factors
can influence the adoption and integration of technology in the EFL classroom, to
inform lecturers moving from a Western educational background to a Middle-Eastern
one. In this regard, the study aims to shed light on some of the potential problems

and difficulties that teachers encounter while integrating technology.
Research questions

1. What are Libyan EFL lecturers’ perceptions about the use of technology to

enhance teaching and learning in higher education classrooms?

2. What are the pedagogical, personal, institutional, and other factors that influence
the adoption and application of technology in teaching and learning of EFL in Libyan

classrooms?

3. What are the political and socio-cultural factors that influence the embedding of

technology inside the classroom?

5.1 Research paradigm

As the research questions listed above reflect, the aim of the study is to examine the
Libyan EFL teachers’ perceptions of technology in the context of higher education.
In order to achieve these objectives, qualitative research methodology has been
adopted. Researchers including Lincoln and Guba (1985), Silverman (2004), Lee,
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and Lings (2008) suggest that the qualitative research paradigm can allow
researchers to interpret and understand the meanings and perceptions of people in

social situations.

Theoretically, Paradigms “are (a) set of beliefs which have particular epistemological
and ontological values” (Denzin and Lincoln, 1994, p. 105). A paradigm was also
described as a “worldview, a general perspective, a way of breaking down the
complexity of the real world”, which enabled the researcher to consider important,
legitimate, and reasonable issues” (Patton, 2002, p. 203). Bassey (1990) also
defined the paradigm is a “framework of beliefs, values and methods within which
research takes place (p. 13)". Bassey believed that the paradigm is a foundation for
the formation and generation of knowledge about the social world and enable them

to understand it.

For that, | locate my research within the interpretive research paradigm since this
research epistemologically aims to describe and identify phenomena that provide
shared meanings. “Interpretative researchers seek systematically, critically and self-
critically to describe and interpret phenomena, which they take to be in the same
world which they inhabit” Bassey (1990, p. 16). The study considered the EFL
teachers’ perspectives of technology within the socio-cultural constraints of a Libyan
university as a lived experience. Lee and Lings (2008) argued that the sociological
perspective could be interpreted by the participants’ perceptions, needs, and
problems in an effective manner using the interpretive paradigm. Ontologically, it
assumes that the EFL teachers’ perceptions of technology may have been
influenced by their lived experiences, such as classroom setting, qualifications,
personal aims, pedagogical, socio-political-cultural and institutional constraints.
Therefore, people perceive and construct and the reality in different ways (Denzin
and Lincoln, 2000). Since people see the world differently, so there can be a
difference of interpretations of reality. Bassey maintains that it is through their
language that people convey their differences of meanings about what is real.
Denzin and Lincoln (1994) and Mason (2002) argued that interpretive research
provided interpretation and explanation of people’s different perceptions and identify
their shared meanings, which is important in turn to understand their perspectives.
This thesis recognises the possibility of multiple realities of EFL teachers using plural

rather than singular words such as, “perspectives”, instead of perspective.
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The interpretive paradigm adopted to help assessing how EFL lecturers consider
technology and its role in enhancing teaching and learning. With this theoretical
assumption, this research analyses a specific group of participants’ views of

technology and its application.

The interpretive research paradigm is adopted with the qualitative research
approach. This framework makes coherence and consistency between the research
processes and objectives. Bassey stated that that interpretive research is often
gualitative as it involves verbal conversations, fieldworks, observations and to

generate data.

5.1.1 Research approach

This research adopted a qualitative research approach. A qualitative approach
based on interviews and observations generates an in-depth understanding of a
social phenomenon. Given that the use of technology to enhance EFL teaching was
reintroduced in the past ten years, research in this area is still new and ongoing.
Therefore, utilising a qualitative approach could provide detailed data and
information about technology and EFL in Libya. This could then be followed by future
research where a quantitative approach is used to further investigate the degree of
the relationship between technology, EFL and the perception of stakeholders.

Moreover, the literature review indicated that the use of technology in the Libyan EFL
context posed complex questions that need answering, and an interpretive
gualitative research paradigm has been adopted to obtain them. To reinforce my
earlier statement, qualitative research approach has been adopted for different
theoretical reasons in this study. Robson (2011) highlighted that qualitative
interpretive research adopt naturalistic approach to the world as it examine the
phenomena in a natural setting with the aim of making meaning out of it according to
the people experience. Such observations support the adopted theoretical
perspectives in regards of investigating EFL lecturers’ perceptions of technology
usage in EFL teaching and learning using a qualitative research method. Since
Robson indicated that qualitative approach examine the phenomenon in a natural
setting, this study analysed the question of how Libyan EFL lecturers perceive
technology and what issues affect the integration of technology into classrooms.

Qualitative research is not about numbers but words. It takes a small sample from a
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total population with the aim of getting detailed and in-depth information; it is more
subjective and less concerned about objective facts (Creswell, 2012). The
researcher does not also distance him/herself from the participants. Since this thesis
uses interviews and lesson observation data, | needed to be close to the participants

in order to understand them better and analyse their responses in depth.

Qualitative research is considered as a source of rich descriptions and explanations
of phenomenon in its natural contexts (Robson, 2011). Qualitative researchers have
the ability to precisely observe the actions and consequences of different forms of
the phenomenon and be able to fruitful explanations. Similarly, Bennett's (2014)
model depicts how technology might be adopted in teaching and learning within the
interpretivist paradigm. As an interpretivist researcher, | believe that employing a
qualitative research paradigm can allow the understanding of participants’ views of
reality from their own perspective. In this research, EFL Libyan lecturers are
considered as the agents shaping reality through the micro and macro socio-political-
cultural structures. Therefore, the best way to understand the EFL Libyan lecturers’
perspectives of technology through the access to their setting and speaking with

them.

The above discussion explains the use of the interpretive research paradigm and its
characteristics in this study because lecturers’ perceptions and experiences in the
use of technology in EFL classrooms have been addressed. Moreover, the review
also depicts that a qualitative approach is suitable because it allows lecturers to

construct their own perception of technology and EFL.

5.1.2 Research strategy

Coming from the primary focus of understanding the practice of technology-based
pedagogy in the Libyan higher education classroom, | chose case study as my
research strategy. A case study is defined as an in-depth study of the contemporary
phenomenon in its natural settings (Yin, 2014; Merriam, 1998). From this definition,
Yin (2014) and Merriam (1998) highlight the situatedness and particularisation of the
case study research. In this thesis, the situatedness refers to the specific context of
one university in the north-west of Libya where each faculty member has his/her own

view of one single phenomenon: use of the technology-based practice in teaching.
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Merriam (1998) categorised case study into three different types, including intrinsic
(the case itself is the primary interest of the researcher), instrumental (using the case
as a tool to investigate another phenomenon), and comparative multiple cases
(emphasising comparison of the commonalities and differences among cases). As
mentioned previously, one of my research focuses is to deepen the understanding of
the use of technology in a higher education classroom; therefore, the case chosen in
this thesis is a case study research. In particular, the chosen university becomes a
tool or a case in achieving the above aim. In this case study, | approached 12 faculty

members and collected their views on the practice of technology-based pedagogy.

Case study strategy was chosen as the research design for three main reasons,
including its compatibility, flexibility, and feasibility. First, according to Yin (2014),
case study is useful when a how or a what question is being asked about a
contemporary set of events. In particular, employing a case study helps the
researcher to bring about an in-depth analysis of what reality is and how a certain
thing happens. This characteristic of a case study matches three research questions
in this thesis: seeking to understand what in technology-based practice in higher
education pedagogy from the perspectives of lecturers to the contextual influencing

factors of this issue.

Second, the case study research is chosen for its nature of flexibility, which enables
me to collect a wide range of data from semi-structured interviews to classroom
observations and my own interpretations when visiting the field. The flexibility of the
case study is also a strong feature of this research design, helping me to cope with
unplanned issues during my data collection trip. Finally, the case study is chosen for
its feasibility. In particular, it is the practical reason that allows me to do research on

this specific university and at this specific time as a faculty member there.

The case study in this thesis is a university in the north-west of Libya. Justifications
for this choice are based on my professional identity and the institutional features.
This professional identity is the gatekeeper for me to collect data by interviewing
lecturers and observing classrooms to approaching institutional policies and
documents. Moreover, | have been working as a senior lecturer for five years and
being a senior lecturer in this institution allows me to access and do research with

the permission of this university’s leaders. In addition, | have an intrinsic motivation
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in investigating the topic of technology practice in teaching in my own institution,

which funded this study in connection with the government of Libya.

The second justification for choosing this university is its changing position towards
the technology-based practice of teaching. In particular, whilst the practice of
technology-based pedagogy is promoted less than the institutional policy in the
context of ongoing conflict in Libya, lecturers and graduates are mostly Western
educated and prefer to apply technology in their everyday practice. Thus, this
technology-based practice pedagogy is trapped in an institutional dilemma:
mismatching between the current practice and the institutional policy. Additionally,
this university has a unique feature where the demography of lecturers is mainly
from the cosmopolitan part of Libya coming to a university located in a rural area of

the country.

5.2 Sampling

This section discusses the participants and the study context. In this study, sampling
was carried out in a purposive manner. According to Patton (2002), purposive
sampling is a method of non-random sampling selecting people for a study based on
non-random criteria. | selected the participants who have contrasting experiences of

technology at the university level and have foreign qualifications.

5.2.1 The lecturers

The sample includes 12 lecturers who are all Western educated and at different
levels of seniority in their profession. They are from two departments in a chosen
university in the rural Western part of Libya. | planned to approach both male and
female lecturers; however, for cultural reasons in an Islamic country, | can only
interview male lecturers. One of the features of Libyan society, especially in more
conservative areas, is the gender separation. Such segregation is caused by social,
religious, and cultural factors. Such conditions had its effect on data collection from
female lecturers. Women in these conservative areas are prohibited from mixing with
unrelated men, especially in one-to-one situations such as interviews. Coming from
an Islamic culture, the issues of guardian and social prejudice are the explanation for
the absence of female participants. As an alternative strategy, | attempted to gain
permission to conduct telephone interviews with female lecturers but | was not able

to get acceptance for this. This demonstrates the extent to which culture can hinder
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the effective discovery of new knowledge that could promote the effective
implementation of technology in the learning process. The 12 participants were

enough to reach the point of data saturation in this research.

The study participants were lecturers, who graduated from the UK, USA, Australia,
and Canada (see table 3). Lecturers’ use of technology is shaped by their
experiences of using technology in their teaching practices (Koehler and Mishra,
2005). Therefore, the lecturers’ experience of teaching English was important in the
selected university sample in this study. The lecturers’ experience of using

technology ranged between two to more than ten years (see table 3).

Seven participants were from the Education School and five from the Arts School. All
the participants work as lecturers. Two of them were also heads of departments in
the two schools. The reason for choosing this group was to generate deep insight
into their perceptions, motivations, and ability to use the technology from personal,
institutional, and cultural perspectives, as it is important to get knowledge from their

persection and perspectives of the tools they use for effect educational processes.

Table 3: The participants’ profiles

Name Gender Live Age Country | Work Teaching
of grade experience
Ali Male Tripoli 40 UK Sabratha | 5 years
Shaban Male Tripoli 45 UK Sabratha | 7 years
Mabrook | Male Tripoli 30 us Sabratha | 5 years
Mohm Male Tripoli 38 UK Sabratha | 5 years
Salem Male Tripoli 41 Australia | Sabratha | 3 years
Khalid Male Tripoli 37 UK Sabratha | 2 years
Nori Male Tripoli 46 us Sabratha | 5 years
Masoud Male Tripoli 48 UK Sabratha | 4 years
Ahmed Male Tripoli 39 Australia | Sabratha | 2 years
Mahmood | Male Tripoli 36 Canada | Sabratha | 2 years
Bashir Male Tripoli 42 UK Sabratha | 4 years
Abdul Male Tripoli 38 Australia | Sabratha | 3 years
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5.2.2 The university and the district location

The university is located in the in the north-west of Libya, in a small region called
Agelat and Sabratha. It is a small interdisciplinary university. It was established in
2013. The main source of students is from the vast rural areas of north-west Libya.
As a newly established university, this university is set on its way to building a name

locally, nationally and globally.

| worked as an EFL lecturer in the university for five years. Prior to data collection, a
number of my colleagues offered support and assistance for my field study. These
factors were beneficial for increasing the response rate and for encouraging
participants to volunteer to participate in the interview. This region was also selected
due to combination of both urban and rural life aspects between students who live in
rural areas and their lecturers who come to teach from the urban side. The
geographical distribution of these towns in this region and the location of this
university was the main factor in classifying it accordingly. The rural location of the
university could have an influence on lecturers’ perceptions and practices of the
technology in EFL teaching. The selection of the university was due to the security

issues in Libya that made mobility risky.

5.3 Method of data collection

This section discusses the method that was used to collect the data. The term
“‘method” refers to techniques for gathering information (Carter and Little, 2007). |
decided that gauging perceptions and beliefs and some of the challenges faced by
EFL lecturers could be effectively addressed using the interviews and the classroom
ob