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Abstract

As in most other countries, Norway has a natigslah for schools; providing,
amongst other things, a framework of learning goddésired competencies and development
of independent and classroom learning strategiesrecent years ICT has become a core
competency that schools, teachers and learnergegréred to focus on as part of the
curriculum framework in all subject areas. But hdees a learner acquire new knowledge by

the application of ICT in the learning process? Ao is this done most effectively?

Based on the data from primary and secondary ssuihie study aims to look at some of the
key developments integrating ICT in schools in Naywover the past decade and look at
some of the challenges that lie ahead. The papeusses the evolution and integration of
ICT in learning environments, what kind of advamtsagnd challenges teachers face with
ICT-based learning and how we may interpret, uridetsand aim to practise the concept of

digital competence.

Key words: ICT-based learning environments, learning, digitahpetence, ICT



Chapter 1 — Introduction

At present, Norway in proportion to the size of plgpon and compared to other states
allocates enormous resources to its Education& sy terms of investment and provision
of ICT in schools. For many, this is in line withet National plan for schools and the
framework of learning goals and strategies that mogludes ICT as a core competency
alongside reading, writing, speaking and numer&®search and figures up to this point,
however, suggest that this does not seem to praskpmected or desired learning outcomes.

This prompts the question: what connections, issmes challenges are currently central
between investment in ICT in education and the ltesin terms of effective and

pedagogically sound teacher implementation of 1@Tthe classroom to achieve suitable
learning outcomes or objectives? As we will considéer, various research has shown that
increased use or availability of ICTs in the classn does not necessarily transfer into
success for the learner. Hence, part of the aithisfthesis will be to explore some possible
reasons behind this, including reasons like insigffit capacity or inconsistent competency
amongst teachers leading to varied levels of sgcoeplementing ICT in a manner that
prioritizes sound pedagogical practice and focusesore learning objectives in a given
subject. Part of the discussion shall be achievadugh analysis of responses to
guestionnaires presented to a selection of 15 &mgdiachers from different lower secondary

colleges in @stfold, Norway.

1.1 ICT in Education — Overview of the challengeand central research questions

One of the (2006) directives stipulated in the Negian Education department’s curriculum
framework is that ICT competency shall be included core competency or basic skill focus
area and that this shall contribute to the effici@rguisition of other core competencies. For
some classrooms where the school and the teackel axcombining ICT and other core
competencies in the learning platform for a givahject this may the case. However, as we
shall consider, efficient implementation of ICTstive classroom is not always typical in all
schools and municipalities despite similar econ@ng infrastructures. Subsequently, one of
the aims of this paper shall be to raise and egptome key questions related to the overall



central question regarding challenges in integgati€T into the Norwegian school

curriculum. Some of the related questions to addiregude:

* What are the implications of inconsistent capamtymplement ICT in the classroom
from region to region?

* Does inconsistency in terms of ICT implementation the curriculum between
municipalities, schools and teachers, increaseisieor potential for a great ‘digital
divide’ or is the ‘divide’ already in the house?

* Is neglected, inadequate or inconsistent school taadher capacity to effectively
utilize massive state investments in ICT, ‘bottigneg’ (Arnessen p.5) the potential
for delivering higher quality learning outcomes?

» Should it be left to individual schools to ensunattall their teachers are adequately
competent to use ICTs in the classroom?

* Should it be up to individual teachers to decidehow they can best implement the
ICTs based on their interpretations of the Educadiepartment’s framework?

* Further, even if they had the best intentions thuithe ICTs in a pedagogically sound
and effective manner, do they have the competende 507?

* Do teachers utilizing ICT in the classroom do sacainvay that will maximize the
potential and opportunity for the class to satifaly achieve learning objectives set
for that particular subject?

 How does the ICT questionnaire data collected feorsample of lower Secondary
teachers reflect competence and confidence in mgiéing ICT in their English
classroom, and how can this be seen to reflecbtb@der situation for other teachers

and schools around Norway?

The process for appropriately developing teacherpsience to meet the challenges of ICT in
the classroom and include it in the curriculum agsose competency seems to require
addressing. Some schools may invest more in bgjlda capacity of their staff for using ICT
in the classroom and for applying it with sound emying pedagogical strategy. Other
schools may be less efficient or even remiss. @ngil some individual teachers may
embrace the challenge and possibilities and emeyektra competence, while other teachers
are insecure, less enthusiastic or more skeptieapite the Education department directives.



Hence, as a result of questions raised from my ewperience, from the data collected
through the sample of English teachers taking ipatte study and from the literature focus in
this study including the national reports, partloé focus of this thesis is to investigate and
discuss some of the challenges of implementing I€Education with a view to further

explore and develop understanding of the link betwl€T and learning results.

The central research question in this regard thezefs: What are the main challenges
impacting on effective implementation of ICT in Edtion in lower Secondary Schools and

in Education generally in Norway?

1.2 Definitions and explanation of some key terms

Students in Norway today should be learning to US& from the beginning of their
schooling. This is considered a basic skill (thE thmpetency’) to be implemented at all
levels and in all subjects. The document outlinthg overall framework for the national
curriculum, LK 06, makes clear this obligation frhools and teachers. To commence our
discussion of the main challenge of meeting thieddive we can first consider how we may
define ICT.

ICT is an acronym for Information and Communicatibechnology. It includes digital tools
and hardware such as smartphones, laptops, padblets, and other technologies such as
audio visual equipment, projectors, smartboards &adous technologies for use in
education, development, information, travel andifmss. It also includes internet, blended
learning, online learning, social media, cloud catmy, flipped classrooms, learning
management systems, email, and online learningrappbes. NMC Horizon Project2013)
ICT helps facilitate international learning oppanties through programs such as e-twinning,
collaborative websites, web conference opportusitieternational web-based projects. The
list of possibilities is practically inexhaustildéven that in addition to what already exists the
amount of ICT Educational possibilities is constanthanging, evolving, transforming,

progressing.



Arnesen notes that ICT, like culture, is an infayt challenging concept to pin down to a
specific definition since it encompasses so mucH aimce it is constantly changing.
(Arnesen, 2010). With such a broad base of pogdsibibr the purpose of this thesis, we shall
use the term ICT in discussion. At times, howeveg, shall be more specific in reference
toward some specific ICT areas; we shall also ume term ‘digital tools’ and ‘digital
competence’ throughout the discussion. A key ptontote here, however, is that the term
‘digital tools’ is only part of the overriding terfdigital competence’ which is also the central
focus for this study. Throughout the study we @dle ongoing discussion to the concept of

‘digital competence’. As noted in th€U Monitor 2005report:

Digital competence is skills, knowledge, creatiatyd attitudes which everyone needs

to be able to use digital media for learning andtery in the knowledge societyTU

Monitor 2005in Kvarstein 2008, p.13 - own translation)
Based on this broadening consideration of the tetigital tools and digital competence, it is
important to make a clear distinction from the etut®igital tools for the purpose of this
study has limited range except to cover tools, @gent or resources that may be used and
included as a measure within a person’s level gitalicompetence. ‘Digital competence’ on
the other hand is an infinitely more expansive tamrthis study, encompassing among other
things tools, skills, knowledge, classroom managemesocial, cultural and ethical
understanding and pedagogical competence. Giveaxieat of its importance to discussion

of the topic, interpretation and understandinghad term will be taken up throughout.

Further, inMonitor 2007 Arnseth notes that théhEcompetency Is not ‘digital’ but “rather a
competency in using ICT and functioning in what een call media rich societies and
cultures.” Monitor 2007 p.14 - own translation). In particular in theapkers allocated to

discussion and interpretation of ‘digital compe&nthe overriding importance of this
concept in terms of the integration of ICT in Ediima will become evident.

1.3 What is the 2006 curriculum framework positionon ICT use in language ¢aching?

The reformed curriculum framework of 2006 has miZIE competence an obligatory
learning objective for all subject areas. This nsaKeT use in the classroom a responsibility

of all teachers. According to the curriculum franoekv(LKO06) the ability to use digital tools



is included as a basic skill along with oral commation, reading, writing and numeracy
(LKO6). Further to this one of the main objectiesinclusion of this policy directive is that
the Norwegian school system “shall be exceptionapédagogic application of ICTs and
digital competency.” (UFD - Utdannings og Forskningsdepartementet) from Arnesen, 2010,
p.3). The introduction of ICT and digital competencytiis regard, is referred to as th8 5
basic competency. This gives the area enormoustumpe terms of how it should be
regarded by schools, teaching teams and teachess planning the curriculum outline and

learning objectives for any of the given schooljsaobareas.

Since ICT as the"5competency has been defined as a basic and aijgskill area to be
implemented, naturally, this applies to languagehég as well. As a language teacher in the
current system | am in a position to consider thplementation of this competency or skill in
EFL (English as a Foreign Language) in an authesatool context interacting with teaching
colleagues as well as in my own classes. In additto my own experiences, part of the
research sources shall include some local Engiiabhers in lower Secondary schools who
took part in the research and completed the quesdice. Finally, a range of literature

including reports and previous studies are an ¢éiss@tement of the research.

Naturally, the § competency directive is for the most part wellested in classroom and

curriculum planning nowadays, or in the least isnowmn knowledge. Nonetheless, there
remain many challenges regarding the way it is @mgnted. Further, there seems
justification for some concern regarding the lesecompetency that teachers charged with
the responsibility of including ICT in their subjearea hold. Teacher competency benefits
from appropriate training to create consistencytaaching standards and the impact of
insufficient training or capacity building in thregard is a key focus of discussion. Despite
the directives from the Education department raggréCT implementation and despite the
enormous amount of funding and provision of toald afrastructure, without sufficient or

standardized minimal levels of competency to usesl@ the classroom, the delivery of the
directives can vary between schools and even betwebvidual classes. As reported in a

comparative study of OECD school systems in 2010:



While Norway’s results in the OECD’s Programme flmternational Student
Assessment (PISA) are at or above the OECD avatagending on the subject, these
outcomes are not considered satisfactory given ldgisvhigh levels of spending on
education. There are also indications that the duabf education provided varies
between municipalities with otherwise similar chasaistics.

The first publication of PISA results in 2000 wasscribed by stakeholders in
Norway as a “PISA shock”, which has helped focugraion on the monitoring of
quality in education. Over the past ten years, ¢hbas been a strong focus on
building up national tools and procedures to mongaality at different levels of the
system with a view to improve practices and rasdgomance. This national agenda
is coupled with efforts to build up capacity atlelels and support networking among
schools and school owners to strengthen colledaaening. This approach reflects
Norway’s well-established tradition of local autany, with individual schools being
“owned” by municipalities and counties and accougato them rather than more
distant national bodieOECD REVIEWS OF EVALUATION AND ASSESSMENT IN
EDUCATION: NORWAY: ‘School education in Norwayl3).

While well-placed funding and provision is vital better integrate ICT in the learning arena,
adequate training across the board for implememnseegjually vital. Linking willingness to
spend and willingness to learn aided by ICT oppuoties is in many ways dependent on the
capacity of teachers and schools to implement I€fflectively, drawing both on competence
as well as pedagogical skill and experience to é@mgnt the ICTs in a pedagogically sound
way. Hence, the capacity to implement ICT in Edwecatequires training and pedagogical
grounding. Further, the capacity to implement effety, to avoid a ‘digital divide’ (explored
later), is dependent on teaching training in ICTaimuality assured, standardized manner
avoiding variations from municipality to municip@ii school to school and teacher to teacher.
The responsibility for provision of adequate conepet building is for the most part a mutual
concern for schools, the Education department amaicipalities responsible for schools and
teachers.ITU Monitor 2013 p.143)

1.4 Outline of paper

In this paper | will firstly, in chapter 2, predesn overview of useful literature and
information to help explore issues and developuision relevant to the thesis and the data
collected from the questionnaire. Following this,Ghapter 3, | will give an overview of the

methodology for collecting and analyzing the priynegsearch data. Chapter 4 documents the
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findings and analysis from the questionnaire. Eatckthe questions utilized in the study is
presented in table form and accompanied by redsonise question and some discussion and
reflection on the data and findings. Next, in ortiebe able to appropriately develop analysis
and discussion of the findings in the conclusiohagter 5 will further explore and discuss
literature and issues relevant to implementing l@Tclassroom; including reports and
previous studies relevant to the thesis. Follovimg, in the chapter 6 conclusion | will sum-
up findings, critically evaluate the method andutessand the validity and reliability of the
guestionnaire. In addition, | will consider what yrfaave been done differently and suggest
other ideas for research as well as conclude wica&tional implications of the

considerations raised in the thesis overall.

Chapter 2 — Literature Overview

In order to better explore, discuss and reflectnuphe responses and data obtained from the
guestionnaire a range of texts including Educatiepartment goals, reports and previous
studies needs to be considered and integratedlecttens regarding the collected data and
responses. Following is an overview of some ofteéhés and literature that shall be drawn

upon.

2.1 The Knowledge Promotion

What text could be more relevant to a thesis camsid ICT in the classroom and a
guestionnaire collecting data from lower secondanyool teachers regarding the success of
ICT in the classroom than the text which lays twet guidelines and directives for teachers to
do so? As has been mentioned the LKO6 Educatioarttepnt directive was that ICT should
be included as one of the key competencies. IGloifnger an option but an imperative in
the classroom and therefore the literature reggrdiew initiatives is necessary to develop

discussion from the collected questionnaire d&ae(@ppendix 2 for relevant LKO6 Extracts)



2.2 ITU Monitor reports 2003-2013

These series of biennial reports (released eveoyy®ars), map and address varying themes
and areas related to ICT implementation. Themdsdec monitoring changing definitions of
key ICT terms such as ‘digital tools’ and ‘digitebmpetency’; monitoring the extent of
infrastructure and resource provision; or gaugimg iole of family background of students
and socio-cultural factors in connection with tdegital divide’ evident in learning outcomes
related to ICT. Through mapping or surveying of thgital situation in Norwegian schools
the reports trace student, teacher and school edigeéal usage, competency, professional
development, needs, and confidence. In doing spphevide information regarding statistics,
figures and trends to measure or compare among thiings differences in ICT capacity and
competence in terms of age, gender, ethnicity, ggbgcal region or subject area. The
reports always focus on grade 7, 9 and Vg2 students

Additionally, the reports explore issues in ICT ispentation such as how the investment in
infrastructure compared with the amount of usageetates with learning outcomes. Despite
the focus on similar issues over the years in theasa of ‘digital divide’, classroom

management or the importance of building studesichier and school capacity; variations on

the issues emerge continually.

More lately reports have become focused on issues a&s digital judgment, social issues like
digital bullying, copyright and intellectual propermrights, and even physical ailments like
sight, sore shoulders and fitness. Throughout dtade of publications, focus has generally
been on the ongoing divide in ICT competency ad aglearning outcomes. The foundation,
generally, is that the school has a responsilititgnsure all members of the society have the
same learning opportunities, yet the research seershow that the students who do well
with learning outcomes have also done well withrtdegital competency, which, possibly,
has much to do with background rather than explieiith how schools and teachers alone

manage to implement ICT in the classroom.
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Over the years the paradigm shift in ICT implemBataand the renewed emphasis has been
from learning to use digital tools to using ICTakearning tool; that is to say, using to learn
rather than learning to use (Kvarstein, p.10). fitmaitor reports show how focus has shifted
from operational usage over the years or lack tiete today, where the focus is learning to
use wisely; for example in areas such as authqgrsbigrcing, copyright, respect for privacy,
ethical usage, and using ICT as a learning toadk rctludes the shift toward learning to use
responsibly and ethically as well as in differeobiexts; not the least in a more pedagogically
sound manner. This for some, like Arnesen, meamgr@ subject specific manner, while for

others, like Voogt, a more ‘Ycentury skills’ or ‘cross-curricular’ manner.

2.31KTPlan Fredrikstad

This document sets out expectations and framewak dffective and appropriate
implementation of ICT in the classroom for the kkethd region. Much of the document is
derived from another similar document put togeth®y the Drammen municipal
representatives for Education. The document isuissfa background text in that it applies to
the teachers who took part in the questionnairenash as it does to anyone involved with
education in the region including students, teaghparents, school leaders. What can be
found in thelKTPlan document, should in some ways correlate with datiected from
participants in the study; if they have utilize@ thocument.

2.4 Previous studies include:

2.4.1 Arnessen -The role of ICT in the teaching of English as a éign Language in
Norwegian lower secondary scho¢2010)

Arnessen argues that ICT does not necessarily foakegood teacher. His viewpoint is that
ICT is a tool to assist subject specific competésdchers. He is an advocate of
standardization and the need for standardizeditigaiand professional development (PD)
rather than leaving the responsibility to indivitlteachers. He argues for the need to build
capacity of the teachers implementing ICT rathantkimply injecting funds and providing
infrastructure and resources or finance for it encbncerned that the subject as central focus
gets lost between the argument or issue existihgdas technocratic views of the role of ICT

in Education and the concept of *2dentury skills.(Arnessen p. 5) ICT use, ICT corepee
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and attitudes towards use of ICT are all issueklddcby Arnessen which are relevant to
issues in this thesis and relevant for helping tgvdiscussion and reflection around the data
collected from the questionnaire.

2.4.ii Kvarstein —PedagoglIKT — den digitale skole hverdag2008)

Kvarstein advocates for a common definition or emssis regarding what digital competency
entails. His text entittedDen Digital Skole Hverdagen's useful for this study in that,
amongst other things, he defines and elaboratémportant terms and concepts central to the
theme including ICT, digital tools and digital coetency. In particular he demonstrates the
complexity of the term ‘digital competency’ and gegts that often schools, teachers and
students have an unclear understanding of whantails. In addition he covers ideas
regarding the digital divide. He argues that whka state injects so much money and
resources into the schools there needs to be dastiined system for how this is affected. His
text notes that, as it stands, there is inconssgtamnhow different schools invest in hardware
and infrastructure as compared to teacher traiming staff capacity to implement the
resources in a pedagogically sound and effectivenera The inconsistency in how different
schools find the balance leads to differences amnieg outcomes and an increase in the
‘digital divide’. “Due to variation in access tosaurces and differing priorities, they end up
with different pedagogical solutions.” (Kvarsteir8®)

Naturally, this is not a definitive list of litetate to help consider the broader national
implications of the data collected from the quewst@ire, nor is it described above in
sufficient detail to lend anything more than anigation of how relevant secondary literature
will be used to broaden and deepen exploratioh@tentral theme and key questions for this
thesis. Instead, the above overview representsngleaof reports and previous studies that
consider ICT implementation broadly across Norwiagt tmay be used to help deepen the
consideration of the data collected from the qoesidire for this study, taken from a regional
sample of study participants. The method for ctitbecof the primary data will be discussed
in the next chapter regarding methodology. The ri@sans above represent an overview of
how these texts and other literature may be apphlethe study, while a more detailed
elaboration and exploration of the texts will belided in Chapter 5 “Theoretical framework
and Debate” and included to some extent in disonsand reflection in Chapter 4 “Findings

and Analysis” and to a greater extent in Chaptdre6‘Conclusion”.
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Chapter 3 — Methodology

3.1 Overview

The following chapter is an account of the methad this thesis exploring the

implementation of ICT in classrooms in Norway. Thethod is twofold. Firstly, it focuses on
primary data collected from a sample of lower Seeoyn English teachers from the
Fredrikstad municipality in the region of @stfoldprway. After agreeing to take part in the
research the participants completed a questionpaitée topic of ICT implementation in the
classroom and other issues related to ICT impleatiomt generally. Additionally, a selection

of literature from state-funded reports and presistudies, related to implementing ICT in
Norwegian schools, will follow ‘Findings and Analgsof the primary data and be used to

deepen and broaden discussion and reflection dbflie issues generally.

The first element of the method addresses the gast of the central focus for the thesis; to
use the data collected from a questionnaire comgblby our sample of English teachers, to
explore levels of competence and confidence impteimg ICT in the classroom. Thereafter,
the in-depth consideration of previous studies @ambrts, in chapter 5, helps to address the
second part of the central problem which considens the data collected may be seen to

reflect the broader situation for other teaches sthools in Norway.

In the next part of this chapter | will outline addscribe among other things, the participants,
the materials used for the study, the proceduresitakien for collecting the data and the
process for analysis of the data. In addition | walich upon the way in which the secondary

sources form an important role in the method impimgl to broaden and deepen discussion.

3.2 Participants

The participants in the data collection consiste@iSoEnglish teachers from lower Secondary
schools from different schools in the same regildms type of sample was chosen because
they came from different schools but taught in teme subject area and therefore,
presumably, had some similar and comparable issud&xperiences in implementing ICT in

the classroom. As will be considered later in tinelihgs, certain elements of the participant

background including years of experience teaching geographical region or school

13



placement in the given district were not includadhe questionnaires, though in hindsight
this information may have helped in the developnwntertain aspects of the discussion. At
the same time this may have opened up the datmtb for the limitations of the length of

this study and inclusion of such factors may beevamt in another study.

3.3 Materials

The materials included a questionnaire relatedrigligh teacher implementation of ICT in
the classroom. The questionnaire was titled “TeacHamiliarity with ICT” and consisted of
seven questions related to different elements 4f il@plementation. Half of the questions
beckoned qualitative data being open-ended andirmegiusome subjective, opinionative
responses and even explanation. Other questionglirquantitative data being closed single
response type questions, requiring specific coacaaswers or ratings. The aim of seeking
both qualitative and quantitative responses wagydther a mixture of data from the
participants regarding both concrete programs,tigea@nd rankings as well as some more
subjective perspectives, interpretations and opsio

The research method for the collected data isypguéntitative in that in questions 1, 2 and 3
gain a limited but relatively specific account ainge types of ICT tools, resources and
strategies used by the teachers participatingarsthdy. Part of the aim of this was to develop
some figures revealing the usage of LMS platformd #&echnology at a basic level such as
equipment for presentation and visual aid to pitsjer learning focus areas as well as text
production and, to a smaller extent, social netwpgditing opportunities and synchronous
and asynchronous interactions. Questions 1 and ughsoinformation regarding skills,
equipment, systems and programs in use while paitecaim for the question 3 ranking task
was to try and obtain a figure for measuring theeixof confidence using ICT; among the
teacher sample group.

At the same time the second half of the researd@stipns, questions 4 to 7, were partly
gualitative in that they are quite open-ended, isgeto gain understanding of concerns and

motivations of the limited amount of targeted Eslgliteacher participants and to provide

14



insights into some of the local issues without seaeély being able to draw concrete
conclusions based on figures. For the most geetdata is mostly non-statistical though there
is some effort to nevertheless include in the answere specific, qualitative style research

guestions in table form with some capacity to labkhe results as figures.

The question topics pertained to 7 different aassues related to ICT implementation in
the classroom. These areas included: questiomtegration of ICT skills and equipment into
English teaching; question 2 — listing of typessgétems or software and online programs
used; question 3 — personal, subjective opiniocomof ICT skills on a 1-10 scale; question 4 —
inclusion of ICT in teacher training; question Sparticipation in training or professional
development in ICT after becoming licensed as ahteta question 6 — personal/professional
opinion regarding the usefulness of ICT as a pegiagbtool teaching English and question 7
— a description of ICT infrastructure at the paptnt's school. As can be seen these
guestions cover a wide range of ICT in the classréapics, including:

* Methods and strategies for integration of ICT iae English classroom

» Types of systems and software used

» Self-perception and confidence using ICT

* Inclusion of ICT in Teacher Education

* Ongoing professional training opportunities to keppwith ICT developments
» Opinions regarding ICT as a pedagogical tool agdest for explanations

» State of ICT infrastructure in schools

All materials were written and presented in English

3.4Procedure

After the sample teacher target was established English teachers in lower Secondary
Colleges in the local region) information and resfs were sent to administrative personnel
and leaders at lower Secondary Colleges in thel legaon. The leader or administrative
persons responsible were informed of the purpogbefesearch and requested to sign and
return an agreement allowing their teachers to ta&d in the study and complete the

guestionnaires. The relevant English teachersarstthools were then sent the questionnaire
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forms with the choice of taking part in the reskafthose who chose to do so were required

to return the questionnaires within the given tiraefe.

Once forms were returned and the due date forrrdtad passed the information was sorted
and compiled in tables for easier reference toitf@mation and data collected. Even the
open, qualitative questions with some (occasiolmadyer responses and explanations were

placed in the tables; for easier reference.

Questions and tables can be found in the appendidbe end of this paper; appendix 1.

3.5 Analysis

As mentioned following the return of the questiones the data (which consisted of 15
separate questionnaires) was compiled into tablesdsier reference. Though the participants
were responding to a questionnaire and not paanadhterview process, | remain inclined to
describe the method used to categorise and andlgsaesponses as a ‘cross-case analysis’.
(Mckay 57). That is, rather than working with 1%pamte completed questionnaires for each
research participant, or compiling the separatpamses for each individual on 15 separate

tables, | have arranged all responses for eaclcipartt's questionnaire onto one document.

In total there are 7 questions on the compiled tip@zaire response document and 1 table for
each question making a total of 7 tables on thaugh@nt. The tables for analysis have two
characteristics. One type of table has each paatntis individual answer for the set question.
This is a multiple response table (MRT). The otigpe of table groups the responses into the
relevant category such as “yes/no/not given” okirags on a scale of 1 to 10. This shall be

referred to as a single response table (SRT). &Bpendix 2)

The responses for questions 1, 6 and 7, are ret@mdean MRT. This means there were
varied answer possibilities or multiple words onteeces from the different participants and
therefore the 15 different participant responsesrecorded on the table. For questions 2, 3, 4
and 5 which involve lists, ranking questions orsi®/not given” type questions, the answers
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have been recorded on an SRT. This means thatvé kabsequently grouped each

participant’s response under its respective cajegor

To sum up there are 7 tables in total (one for epmstion) with a total 15 separate responses
entered on the tables for questions 1, 6 and & aRswers for questions 2, 3, 4 and 5 on the

other hand are arranged into categories.

By arranging the data into tables in this way it éasier to cross-reference between
participants and compare participant responsel@sdame question. This also helps to gain a
sense of similar feelings among a majority of ggytints regarding a particular topic in the

guestionnaire or conversely a disparate or mixetinig and reaction regarding a particular

topic.

On all the tables the participants are not namedhair questionnaires were labeled numbers
1 to 15 which meant that the person who, for exampho handed in questionnaire number 1
is answer number 1 on all of the MRT tables. Thesqewho delivered questionnaire number
2 is represented as answer number 2 throughous@umah, right up until participant number
15 — in all 3 MRT tables. As well as making it ieasto compare answers between
participants on each individual question, this eysialso helps the analyst to detect patterns

of response for individual participants in 3 of thquestions.

The data could be categorized into two areas: gumesstl-3 representing more quantitative
information listing specific types of activities @rstrategies for integrating ICT skills and
equipment in the class; types of systems and pnogtailized and the participant confidence
rating in the use of ICT. Following this, questiohg are lengthier and more subjective and
varied in response but provide an impression ofceors and challenges of the teachers
regarding ICT. As mentioned, the individual questiaires were compiled onto one
document with 7 different tables to enable moreieiit comparison, reference and analysis
between participants. At the same time this sysgeseful when including other literature

such as previous studies and reports to furthdoexgroaden and deepen discussion.
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3.6 Method part 2, Application of literature to andysis and discussion

As mentioned in the outline in Chapter 1, the estlon and discussion of literature

including previous studies, government directived the ITU Monitor reports also represents
part of the method for this thesis. In Chaptertérditure relevant to the thesis including the
aforementioned literature will be further exploradd discussed in order to deepen and

broaden reflections drawn upon and expressed illater 6 concluding remarks.

Chapter 4 — Findings and Analysis

This chapter is organized using the questions ptedein the questionnaire as the main
chapter sub-headings. Each question or sub-heasliagcompanied by a table showing the
collection of data or responses to the given gaestollowing this there is some account of
the reason for the question being placed on thetgumaire. Thereafter there is an account of
the responses that the questions received and d@ogssion comparing the responses of
other participants, as well as any relevant limksecondary sources and literature. Lastly, for
each question, there is some reflection on thenpiatedoroader implications of the participant

responses and overall ICT implementation in schools

4.1 Q1:How do you integrate ICT into your English eaching?

Person | ICT integrated by questionnaire participants

1 Powerpoint and Fronter

2 Frequent user: You tube and Fronter for assigtsnen

3 Powerpoint with Videoclips and Sound bites atakcards

4 Searching homepage and its resources (assignmeotksheets, video clips),

fronter for glossary tests and hand-ins

5 Uses ICT sometimes

6 LMS (itslearning), Net-based and online courseettmment, skype, smartboard,
projector and sound equipment when no smartboagtl;lvased resources for four
competencies as well as media sites

7 Writing texts, articles, powerpoints etc, smaattats, you tube, internet

8 Does not use ICT very much in English teaching
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9 Uses ICT frequently in all subjects

10 Powerpoint in the teaching, youtube for presgndifferent accents and dialects|in
English
11 Smart board, PC for the students to do resegrablet-walls, students use

powerpoint or prezi for presentations

12 As much as possible

13 Smartboard and computers in oral and writtekstas

14 Writing texts and getting information

15 » Fronter for assignments and Powerpoint for orasg@néations.

» Skolearena for marking, textbook website, Quizjetjtube, tv programs and
film and kahoot.

* Fronter for communicating with kids.sms and facébémr messages about

changes.

Reason for the question:This question relates to the topic of methods anategjies for
integration of ICT in the English classroom. Theinmabjective for this question was to give
individual subjects an opportunity to nominate htwvey integrate ICT in their English
classes. The list is not intended to be comprekiersit to provide an overview of strategies

and methods.
Description of Results and Discussion points:

From the data we can see that a couple of paritspeespond that they only use ICT
occasionally or do not integrate ICT ‘much’ in thelassrooms. Most of the participants,
however, respond that they use it frequently ootaThose who use it frequently mention
programs, websites and software that they commasdyin their classrooms. They nominate
websites like youtube or Learning Management SystdoMS) like ‘Fronter’ or language
acquisition programs and software, but they doréntion for what purpose or how. None of
the participants talk about long term or sustaipedagogical methods and strategies for
integrating ICT in their learning plan overall. Shlseems to suggest some misunderstanding
of what ‘integration of ICT’ may entail and somess-over or doubling up with responses to
guestion 2 on the questionnaire; which asks whstesys/programs do they use.
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LMSs, videos and websites are tools that may bd tiseompliment integration of ICT but it
does not necessarily describe how a teacher maly withn the ICT in the class, or how they
include it in their planning or in their units. Ndoes it show how they tie it together with the

learning objectives in the curriculum (LKO06) geribra

Subsequently, this means that, for the most pann@y be seen in the data in the table for the
next question, question 2) most of the participaatsble up or repeat themselves in these two
guestions. This may demonstrate a flaw in the tglarf the research question, a reticence to
write lengthy answers or it may indicate that ustirding of how ICT may be integrated

into the curriculum rather than added is not autitcaly understood.

Reflection:

The doubling up and the inclusion of ICT tools egresenting how the participants integrate
ICT in their English classroom suggests a mixedeustdnding or consideration of what

integrating ICT involves. That is, integrating 1CJuggests the sustained inclusion of
pedagogically sound strategies or method by thehtrato engage the class in the subject
matter using ICT as a tool to compliment their keiag platform.

Kvarstein and Arnesen point out the importanceitbé@ntiating between use of digital tools
and having digital competency. Arnesen argues ttimtmisunderstanding of the difference
between the two concepts can interfere with effectong term planning to make ICT an

effective means for achieving subject specifichaay objectives. (Arnesen, 2010))

4.2 02.What systems/programs do you use?

Type of ICT tool Number of users from the

sample group of 15

Fronter: 13 of 15 13
Other learning platforms: its learning 1
Social medie Facebook: 6
Quizlet 2
Kahoot 1
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Skolearena

Smartboard

Internet: Searching:1

gl R, N -

Other ICT -systems/tool:
» Classblog:1
* Power point:2

* Photostory:2

eTwinning:1 1

Reason for the question:

This question relates to types of systems and soffwsed by the participants in their English
classrooms. The main objective for this questiors w@ give individual participants an
opportunity to nominate systems and programs theg, The list is not intended to be

comprehensive but to gather an impression of teadih of systems and tools utilized.

Description of results and discussion pointsFrom the data we can see there are only 12
different systems or tools nominated. This seemy Vigtle considering the number of
participants. The main system nominated was an LF®nter (13 participants). Also
prominent was nomination of social media (6 pagpaats) and a classroom apparatus,
Smartboard (7 participants). Other tools and pmogranentioned include software like
Powerpoint, Photostory, Kahoot and Quizlet. Howewteseems unlikely that Powerpoint is
only used in 2 of the participants’ classes. Pdgsibs means that the teacher is not using it,
but that does not mean that the students are hat, dgain, may be explained by the unclear
nature of the question. Internet searching is omgntioned once, which seems unlikely and
therefore suggests that not as much time as walddlly be desired has been invested in
completing this part of the questionnaire. Onehieatias a class blog and another is involved
in interacting with another school in Turkey thrbugTwinning which seems the most
inventive of the answers in that these programslirescollaboration, editing, publishing and
a need to be aware of appropriate web etiquetteb&hdvior, ethics and teamwork as a

learning outcome.
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Reflection:

In some ways it seems like this SRT (single respastgle table) would have been more
effective as an MRT (multiple response table) ideorto be able to compare and observe if

one particular participant is more active using ICT

Kvarstein notes in his study on digital competeimcgchools on the prevalence and variety of
ICT tools that most teachers still use ICT mairdy ihternet searches and ‘Office’ programs
but only a few teachers use video, camera, sodnd,dnd similar. This also correlates with

the ITU findings of 2007. Nonetheless, that was72@0d, no doubt there has been some
changes. Still, the sample on this occasion do¢sdemonstrate enormous change in this

regard.

4.3 Q3.How would you evaluate your own ICT skills o a scale from 1-107?

1-2 Poor 2-3 Below 4-5 Satisfactory | 6-7 Quite Good 8-10 High
average competency
1 1 4 4 5

Reason for the question:

This question relates to self-perception and cemioaé of participants’ skill levels using ICT.
The main objective for this question was to gainnapression of individual participants’ self-
perceived level of ICT competence which, naturaltguld affect their capacity to implement

ICT in the classroom.

Description of results and discussion points:

The data shows that at least a third of the ppditis (5 participants) rank themselves as
occupying the highest level of competency possibte the chart. Another third (4
participants) rank themselves on the second higleesti on the chart. Two participants
ranked themselves on the two lowest levels whiemseto correlate with two suggesting that
they did not use ICT much, though this is not neasly the case. It is interesting to include

in discussion of this question that a glance atottiginal questionnaire shows that one of the
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participants who lists one of the highest amoumnt®als still ranks him or herself as having
the lowest competency of 1-2. This could mean thay feel they do not use it well or that
she/he feels there is much more that can be achieve

Reflection:

These results seem to show that the sample pamissee themselves as sufficiently capable
in terms of their ICT skills. It is more difficulto say if they feel the same way about
implementing ICT in a pedagogically sound manneoeding to the standards outlined in the
state and local guidelines or curriculum framewdtkrhaps the question itself needed to be
framed more carefully in order to obtain more addely specific responses. For example,
had it been framed as how the participant woulduasta their ICT skills as sufficiently
adequate for use in the classroom so as to achigyject specific learning outcomes with an
example of a method or strategy to do so, therrahkings and explanation may have been

less complimentary of perceived ICT capacity.

Additionally, it seems interesting that the respmnto question 1 (integration of ICT in the
classroom) did not seem to differ much from respenguestion 2 (tools used) in that both
guestions received responses listing systems, gmeggrand ICT tools but none of the
responses included discussion of methods or stesteged to integrate ICT. As mentioned
above this could be due to misunderstanding ofqirestion or lack of time to respond in
fuller detail, or it could indicate lack of undeasting of the definition of integrating ICT

which is interesting given the high proportion @rficipants expressing high confidence in
their competency in this question, question 3.

4.4 Q4Was the use of ICT in English teaching incograted into your teacher education

program?
Yes No A little No response
2 11 1 1

Reason for the question:

This question relates to the importance or neednidusion of ICT in Teacher Education.
The main objective for this question was to gainmpression of the amount of participants
who had the benefit of being presented with an dppdy to develop their skills for

implementing ICT in the classroom as a part ofrtkesching training. This naturally, would
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affect the standards of new teachers in termsedf tapacity to implement ICT effectively in

schools today.

Description of results and discussion points:

The data shows that the clear majority of partieipahad little or no experience of ICT
implementation strategies in their teacher trainifiggs most likely suggests that many of the
participants were finished their teacher trainirdobe ICT was prioritized as it is today (one
of the participants even mentions that he/she toderhis/her teacher training in 1968)!
Possibly, this also means that many of the padidip were teaching prior to the 2006
Education department directive that ICT shall takele as the'Sessential competency. Less
likely but more concerning, given the research gmé=d by Kvarstein and Arnesen, it may
indicate that teacher training tertiary institusohave some way to go to develop the ICT
elements of their pedagogic practice programs @afftly. This might be a good topic for

another research paper.

Reflection:

Both the ITU 2013 monitor report and the previousdes suggesting that most teachers
today seem to have developed their ICT skills hovugh formal professional development
either in training or in PD after teacher trainimg through trial and error or through collegial
guidance. What is therefore possibly concerningualias, is that the participant responses
seem to at least confirm that they have not redeilie training whilst becoming teachers, but
instead have developed as they went along which doenecessarily mean it occurred in the
context of sound pedagogical application. Nenitor report 2013also suggests that based
on research, the training available today doeseem suited to the teachers or circumstances

or does not emerge as satisfying the teacher eafjmts or needs.

On the other hand, given that most participants tla¢ir competence as quite good to high,

perhaps trial and error and collegial advice isswbad!
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4.5 Q5. Have you attended courses to qualify you ithe use of ICT after you received

your teaching licence?

Yes No No Response

8 6 1

Reason for the question:

The question 5 topic is a similar topic to questibnr- training — but it is about ongoing
training and professional development as a pragfiteacher as opposed to being part of
training to become a teacher. It relates mainltheoimportance of continued career training
in ICT implementation to keep up with changes ardetbpments in delivering ICT in the

classroom in pedagogically sound ways.

Description of results and discussion points:

The data shows that the majority of participants p@ticipants out of 15) had some
experience of professional development (PD) for I@plementation as practicing teachers.
This is clearly not a strong majority; hence, tigeife seems inadequate given the importance
of appropriate ongoing PD for effective and pedagpty sound ICT implementation.
Further, this seems a contrast to the need giverKvarstein mentions in his study, there
seems to be a lack of effective of collaborativieréfand resource sharing opportunities to

develop their ICT implementation capacity effeciyvKvarstein p88 Me p. 25)

Reflection:

As mentioned above in the reflection on questiorth&, ITU 2009 monitorreport and a
selection of previous studies suggest that teacdhetisat period were developing their ICT
skills not through formal training or PD but thrdutgial and error or colleagues. Despite this
the Monitor 2009 report also suggests that evenghdeachers expressed a desire or a need
to undertake formal PD. In contrast to this expedsseed, the more recdiit) Monitor 2013
shows that despite new initiatives to provide nfeiein the field, teachers were not taking up

courses developed for this purpose.
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4.6 06. Is ICT a helpful pedagogical tool in the @ching of English? Explain.

Person

Answer

1

Yes

2

Not more so in English than in other subjects,ibis useful in all to be abl

1)

to incorporate videoclips etc in my teaching.

ICT is a helpful and quickly developing tool imdtish. More and mor

1%}

people are becoming aware of the advanced methddotGvides and have

remarked accordingly. Lots of positive feedbacktloe ICT program as we
as questions which are welcome as a way to infoanenis, teachers and

students as to the many positive outcomes of U€lig

Helpful for motivating students, lighten the wimd with automated tests and

sharing of assignments and worksheets.

Sometimes, esp. fronter, students find it a goodto use.

ICT is a broad term and a sufficient answer ®dbove question is not easy
to put in a nutshell for a short survey responseweéler, a general response
might be that it is not a question of whether IGT helpful in Teaching
English but rather where or when it is most helpfub way that facilitates
and supports sound pedagogical practice. The clgalés to evaluate how
useful and how relevant particular forms of ICT @ydearning. l.e.: Is therg
anything pedagogically meaningful behind the dewviceprogram? Some
games, sites and devices, for example, promiseantblook very impressive

at a glance- but need to be carefully scrutinizetbie they're utilized in

class. They can be gimmicky, money focussed ankl &t pedagogica
underpinnings, method or consideration. Otheratiites like the use of the
flipped classroom or the use of an LMS to bettenitoo student participation

and progress are useful.

Yes, when students are writing texts, deliveongfronter, getting them back

and then doing them again. The participant noteghghthinks it is useful.

“I don’'t know, as | don’t use ICT in my own edtica. If | was comfortable

and someone teached me how to use ICT, | wouldabtgbuse it in my

teaching.”
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Translation: |1 do not know because | do not use it in my teaghiram not
comfortable in using it as | do not know how taitdo

Yes it is important in today’s society.

10

Yes, it is an opportunity to visualize mateaadd communicate with students

In many different ways.

11

Yes and no.
Yes because it is easy to use when the need tarfiodmation about certain
topics can be readily found on the web. Pupils likang the word processing
programs with spell-check as it makes life easytf@m! We also use the
word docs in addition to excel and geobra for hagdin work (essays,
homework assignments, powerpoints etc) as thisamléd in to folders op
fronter.
No, because | believe that the human brain needsommect to the finer
motorized skills and by doing so (i.e. handwriting$earch has discovered(or
known all along) that there is a definite connettietween learning(spelling
and grammar in particular) and remembering whes done physically by
hand handwriting.

ICT tools can be tricky as it is easy to stray aaedother things (faceboo

_/\

play games, check out websites not applicable ¢otdlsk at hand) and in|a
class of let's say 27, it will be hard for the teacto keep track of everything
that happens...to make sure they do what they ag@osep to do.

12

Yes but the equipment sometimes does not fumthie way it should or is not

accessible.

13

Yes.

14

Text writing and finding information.

15

Yes and no. You have a wider range of activitiest the students find

interesting to work with, helpful for weaker stutkeno learn, writing on p

L4

good for the correction help. Challenge is thatdtbin today have grown u
using a pc as entertainment and teachers want tbeose it as a wor

processing tool. Social media and youtube can bisstaaction as well a

> 9 27T

learning tool and you can come across plagiarieggtst Important to establis

good ICT habits In the classroom and vary ICT waitbre traditional methods.
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Reason for the question:

This question relates to the participant opinioegarding ICT as a pedagogical tool and
requests explanations. The main objective fordhisstion was to give individual participants
an opportunity to express some viewpoints on tkasywroad question to help establish

culture and attitude regarding the ICT issue.

Description of results and discussion points:

From the data we can see this question receivedlatgest response from individual

participants. The majority of responses (8 paréinig) gave lengthy or detailed responses
relative to the other questions. This may be pdrdgause they were requested to explain
their responses. At the same time, it is posshu¢ the participants had some clear views on

the topic already.

Naturally, most responses argue that ICT is formtiwst part is helpful as a pedagogical tool.
This may be in part because its inclusion in theiculum in the modern age is unavoidable.

Some positives mentioned include:

* student engagement

» variety of good quality pedagogically sound progsaand ICT tools that compliment
achievement of learning outcomes

» possibility to monitor student achievement and cage of the curriculum through
monitoring elements of the LMS

* helpfulness in terms of preparing materials, pregarunits and tasks for the
classroom, organizing group project work and shaggignments, and organizing of
of tasks for homework and assessment

» lightened workload with increased availability aedsy access to automated tests,
sharing of assignments and worksheets

» availability of programs like spell and grammar cdheexcel and geobra to help
student draft or complete homework tasks and assgis

» ease of delivery of homework, assignments, powatpoand projects using LMS

systems like Fronter
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* means of communicating with parents and other &aabn teaching team

* video, powerpoint and other tools for use in tresstoom or for helping the students

complete homework or prepare for class.

Some negatives mentioned include:

» classroom management issues including keepingtiloersts on track when they stray

off task and, among other things check social meguay games or view unrelated

websites or videos

» lack of training to assist the teacher in choosusjg and implementing the ICT well

» technical issues, functionality or accessibilityegiuipment

* reticence of students to view using computers fotivg or other less dynamic tasks

when the students are used to using the techndtwgyther pursuits in their personal

time such as gaming or entertainment

» finding suitable, pedagogically sound tools andgpams that help learning and best

help students achieve desired learning outcomes.

Reflection:

Most participants identify more positives than rtegs regarding ICT as a pedagogical tool.

Issues like classroom management, engagement ahdatiom of students and technical

competency represent both the positive and negasipects. The benefits of the LMS Fronter

in terms of classroom management (delivering assggms, groupwork, monitoring) is the

most often mentioned as positive. At the same tiol@ssroom management in terms of

students straying off-task or technical issuesrinpging effectiveness in the classroom is

mentioned as the main negative.

4.7 Q7.Describe the ICT infrastructure at your schol:

Person Answer
1 Internet
2 O.k. - Access to computers in all classroomsaddsignated computerroo
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that has to be booked in advance.

No Answer

Fairly good but there are a lot of outdated coteqsu Not unusual for
computers to be not working or network to be afieli This can cause

problems if the teacher is too dependent on digptalk.

We have around 80 PC'’s at our school.

We use an LMS, an intranet, we manage our ownpagdy we hav

D

computer rooms, smartboards and a decent systeraraodnt of compute

=

equipment and projectors for staff and students.

o

Overall, there’s sufficient software and equipmémtcurrent needs (coul
always be more — but there’s sufficient). The naiallenge, however, is the
ongoing need for a plethora of teaching ICT expertsuperbrukers’ to help
other teachers (and students) use the equipmefttyase and onling
resources available. There’s a certain recalcikaaspecially amongst some
older teachers, about properly integrating ICT fmki$es into the teaching
platform and this to a small extent, hinders theeptial for a more effectiv

11°}

collaborative process in integrating ICT in thessl@om according t

O

student expectations; expectations that are groaxpgnentially...

Some teachers are above average but some ekpetwalire women, 10%

could use some training.

A computer room and a computer in the classroom.

At the moment it's not very good. A new schoolbising built and in a

couple of years it will be terrific.

10

Smartboardroom with 30 computers. Computer ar@egtor in every

classroom. Some laptops that can be brought toldssroom.

11

School has its own network. PC’s are availablalt students. Smartboards
in all classrooms. PC’s available at school libyanythe specialist rooms
there are projectors and screens. Pupils are fawed to bring their own
computers. Laptop to all teachers. All messagesdbfack assessment and
homework are communicated through fronter or ‘skdea’ accessed

through approval by the teacher.

12

The school | work in is right now in the middiea transition period, as the

building of a new and modern school is in placee Tihfrastructure is
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somewhat lacking due to a building process whidhakienge when the new
school is ready( Plan for a flagship school in ICT)

13 50 computers distributed in two rooms.
14 No answer
15 All teachers and students have their own lapiogre is a stationary PC |n

every classroom. A majority of the classrooms haweartboard with
projector and speakers, the other classrooms haw#-down screen and
projector. Auditorium with large rolldown screendaa big touchscreen PC
and sound system. Language lab and computer ladn. Atudents and
teachers have access to colour copymachines/@wintdl teachers and
students must use fronter and skolearena. Somnsseslauses NDLA and
other digital textbooks in stead of printed onesm$ classes also use

specialty software such as Autocad.

Reason for the question:

This question relates to the state of ICT infradtrite in schools which other studies report is
for the most part is leader internationally. Theinmabjective for this question was to give
individual participants an opportunity to descritbeeir own school infrastructure as this
allows for some discussion when comparing the ingmme of facilities and resources with
pedagogical effectiveness and usefulness of ICTcamdidering the importance of training

over investment.
Description of results and discussion points:

From the data we can see most participants exprestar to reasonable level of satisfaction
with the facilities at their school with the exdept of a couple who report high expectations
given that their school is in a period of transitiand soon they will have an entirely new

school and technical infrastructure.
Reflection:

Some of the participants mention good quality faeg and some mention a new school being
built. At the same time there was not a great ddateflection in question 1 regarding
methods or strategies to integrate ICT in the otess, (outside of the use of ICT tools).
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Further to this, there were only 8 participants @ut5 who reported having engaged recently
in some kind of ICT professional development (PDjvaty. According to the reports and
studies explored and discussed in more detail enniext chapter, (Chapter 6), appropriate
training and access to effective PD is an imporgdernent in ICT implementation effective in

helping students achieve desired learning outcomes.

Up until now, the reports suggest that individwadhers are largely responsible for their PD
choices rather than PD being part of a standardgizedess that helps facilitate effective ICT
implementation (Kvarstein 2008 and Arnesen 201®)s Beems interesting given the idea
that this particular questionnaire reveals thaneb®ugh a good deal of ICT infrastructure is
currently available or is being newly built, theooeted level of PD among the participants is
not high. It is especially interesting given thatdses we will look at next suggest that it is
often effective teaching training that determingsrall success of such ICT implementation.

No doubt this would make an interesting situatmifollow up in a new study in this region.

Chapter Five - Theoretical Framework and Debate—Elaboration on secondary source

materials to build the capacity for drawing cona@hgdremarks

This next section, chapter 5, further explores asstelated to ICT implementation
raised in some of the literature referred to inpteatwo and other relevant studies and texts.
The purpose of further analysis is to broaden aedpdn the scope of discussion and
reflection regarding key research questions outlinethe introduction and to better facilitate
consideration of educational implications relevamtthe implementation of ICT, in the
conclusion; Chapter 6. Finally, further exploratiaf the literature and issues raised, will help

to more effectively draw some conclusions regardiagthesis overall.

5.1 Integrating ICT in learning - Planning, expectations for ICT users; teachers@auhers

Successful implementation of ICT in schools amaraghers and learners depends in part on
clear plans regarding important skill and knowledgeus areas, learning strategies and

understanding of how ICT impacts on society cultyraFollowing are some expectations
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and component areas that have been set out foolscand teachers to include in plans. It
shows key concepts for ICT implementation from atittes and research bodies as well as
an overview of local municipal authority guidelintadken up based on the national standards
and Education department directives as set outarNational Education plan (K06). As the
guestionnaire data (included in Chapter 4 and afipef) focuses on teachers from some
schools in the same region, consideration of bbértational and local authority plans is

important.

After going through some of the elements considémdin effective ICT implementation in
schools there will be discussion regarding how @éhtsrms and concepts are not only
important for developing effective ICT practice dlasses but they also provide a means by
which to evaluate why some schools succeed moredtieers. The varied effectiveness with
which concepts in ICT may be understood (or miststded), means plans may be
implemented by different schools in different wagse to being over-general or vague. This
makes the ICT plan for Education more vulnerablenisinterpretation and therefore more
open to gaps in the level of success achieved inbegration of ICT in different schools. For
example one school might see developing digital petency as providing students and
teachers with the infrastructure, online opportesitand software tools to use in class to
engage students but neglect appropriate and onge@ching training in strategies and
methods to integrate the technology and achievgesubpecific learning outcomes. On the
other hand a different school might use allocat@ud$ to prioritize training teachers and
develop a pedagogic culture of integrating the netdgy with emphasis on sound

pedagogical strategies and methods to do so.

ITU 2007 defines digital competence into differéditmensions” that include skills, subject

knowledge, independent learning strategies and ratadeling of the cultural development
and impact of ICT on society. These are held inakgeiative importance (Kvarstein, p.14 —
Own translation). Yet at the same time such comcept constantly changing. Some
fundamental ethical and cultural considerations timglerpin the ideas remain in place, but,
inevitably the categories and organisation willdopted to meet the ongoing shifts in social
organisation and technological and cultural evoluti For example a new shift in

technological or information change will first netdbuild the foundation such as supply of
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the tools and infrastructure and this will be thistfpriority. After that, effective ways to use
the tools and infrastructure to help achieve ceremnds or results will become the focus.
Thereafter gauging, understanding and reactingecetfects on the society culturally, might
become more of a focus. In some ways this has theeprocess reflected in the ITU Monitor
reports from 2003 to 2013.

5.2 Components in digital competency

There are a number of key areas which may be ceregidn development of an effective ICT
implementation scheme. At the same time, as Era@ations inTU-Monitor 2005these key
concepts in digital competence may be used to atalaspects of the success of ICT
implementation. Erstad lists the following set ofigonents which students and teachers can
be evaluated by, adding that they can change awer and that new ‘components’ can be
added. (Kvarstein,2008, p.14-Own translation). Gtmponents represent a point of reference
by which regional authorities may evaluate develepimof digital competency in local
educational practise.
» Basic skills— Being able to open software, sort through aveé saformation on the
computer and other simple skills related to theafssomputers and software.
* Download -Being able to download different types of inforreatirom the internet
» Search -Know about and how to access information
* Navigate - Being able to use orientation skills in digital wetks, that is, learning
strategies for using the internet.
» Classify - Being able to organise information relative to assification, genre or
similar
* Integrate - Being able to compare and compile different typesiformation relative
to complex texts (multimodality)
* Evaluate - Being able to check and evaluate whether one hagedrwhere one
wanted through the internet search. Being ableviduate the quality, relevance,
objectivity and usefulness of the information oms Found (source criticism).

(Erstad in Kvarstein, 2008, p15 ( own translation))
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The dimensions and components in Erstad’s list @beemain useful for establishing
foundations for evaluation of digital competencealepment amongst teachers and learners
and as Erstad notes will change over time.

Kvarstein (p.87) observes that interpretation ef¢cbmponents by which we evaluate change,
influences how we see the issues in implementing. [this, in turn, effects the way we
define concepts like ‘Digital competency’. In mawgys the issue is not so much related to
teacher competency, but how we define digital cdempey generally; which involves how
schools prioritize and acquire resources, how analt\ind of training they provide and what
kind of ICT access they allow teachers and cladsearstein notes: “Due to variation in
access to resources and differing priorities, ey up with different pedagogical solutions.”
(Ibid, p.88)

Hence, because of this and because of a lack af aled consistent guidelines in terms of
ethical concerns, focus areas and prioritised Iegrgoals, naturally there ends up being
different competencies achieved and different e competency generally. In addition
there also ends up being differences in skills igped and gaps in knowledge between

schools and students regarding different compegsnci

There are many ideas for better use of ICT in taestoom that can easily be selected and
presented but a process to implement such progtadsto the actual curriculum and
assessment which teachers are obliged to folloessential in order to motivate engagement
with such programs. As observed in the TALIS reR0@8:

Norway comes out poorly in regards to teachersatimhs to school leaders, in
particular regarding feedback on teaching pracise the wish for capacity building
and subject specific professional development. $hggests that Norway is suffering
from a weakly developed school culture and an estemger individual culture. Both

the daily teaching and teachers’ professional agpreent is primarily seen as an
individual responsibility. This is concerning, sin€0% of Norwegian teachers wish
for professional developmentT{UMonitor, 2009, p.16 — My translation)
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Naturally, another concern that arises from thenacio is that when individual teachers are
left responsible for their own professional devet@mt then it remains less likely that schools
and the education system as a whole will be letfh \&iconsensus plan or a common strategy
for achieving effective implementation of ICT thhtilds competency equally between
students, teachers, schools and regions. With re@ehers choosing and following their
individual development plans, without necessar#yng followed up, there is greater risk for
differences in competency levels and directions ttwedefore greater risk of ongoing ‘digital

divide'.

Further to this, more than a digital divide, sudkas also show growing divide in terms of
schools that manage cooperative relations orgamisdly and in terms of strategic planning
and charter, and schools less effective in thiangkgAs noted in théTU Monitor 2009“The
findings ... makes visible, in our opinion, the diidetween schools that have a functional
dialogue between leadership and colleageum ane thihe do not.” (TU Monitor 2009 p.16

— own translation) The implication of lack of diglee and agreement leads to a difference
between schools that have a clear, focussed pldnhase whose plan is potentially unclear
and even confusing to the collegium, the studemd #he community. In the studies
concerned it is evident that schools that “functaganisationally and pedagogically show

systematically higher results on the test in digitanpetency.” (Ibid,p.16).

The ITU Monitor 2009 suggests that there is link between learning onés and the
socioeconomic background of the students as wedbkashing competency. Weak and strong
students get different skills and uses out of duhmology but the learning divide continues
broadeninglTUMonitor 2009 p.11). The monitor report shows that “individsaldent traits
such as home environment, school performances aitvation, driven from mastering a
particular skill, has meant a lot for their digitmimpetency”. (Ibid, p.5,) It continues, “we see
digital divides in students in this study, bothtémms of usage of the computer and digital
competency. Divides in digital competency are pagsielated to student achievements in
school and relations at home expressed in the pareducation. The results from this
monitor are interesting in that they shed light ssme important relations between the
students’ digital competency, their family backgrdwor ‘social position’ and organisational

characteristics of the school they attend.” (llpdl2) In this this way it seems that digital
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competency may be seen as both an individual cteaistec, as well as an organisational and
structural characteristic or trait shaped to sorterg by school leadership choice in terms of

priority and pedagogical outlook.

Kvarstein’s overall position is that there needsb® a proper plan. There needs to be a
common definition or consensus regarding what aigibompetency entails and a common
agreement or consensus regarding how this shoultfdemented and achieved. One idea he
puts forward is a call for a more effective profesalised common area for sharing resources
and skills to enable a more collaborative and meffective implementation of ICT in

classrooms. In the very least a collaborative ptatf for sharing resources, strategies and
expertise might begin to gather some degree oflihieal divide and growing polarisation of

skill and competency across the board. (KvarsieBB)

The implementation of ICT at ground level; in sclspon many ways, is the key point of
interaction to tackle the issue of the digital deviand the inconsistent development of ICT or
digital competency between people and places. |dda school implementation is subject to
the guidelines laid out by their overriding localimicipalities who in turn remain subject to
national directives (K06). The local authority tbe focus groups included in this study is the
local municipality. This municipality has laid ogtidelines for schools in the district called

the “IKT plan” based on the national plan.

5.3 Fredrikstad ‘IKT Plan’

‘Digital skills’ development is considered one bétbasic skills to be incorporated into all the
school subjects at all levels according to theamati plan. These are defined both as an
individual skill with different criterion for levsl of achievement and as an integrated part of

the learning plans and goals for all subjects.
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The skills required for the various age levels see out in a standard framework and are
interpreted on the regional and local level. Amraple of how this is done is thiKTplan
which was first developed in Drammen council asi@e for how to bring the national plan
into the school on a regional level. The Drammesingxe has been adapted by other councils
and provides a form of standardization for how amét should be taught in terms of digital

skills in Norwegian schools.

The ‘IKTplan’ provides a range of tools for botthsols and teachers and gives the necessary
theoretical link to the national framework. The aimareas of important skill areas for year

10 students, described in the Fredrikstad couKdiplan for example, are as follows:

1. “Students should be able to use search strategaseder to sources in their own
work.
2. Students should be able to produce and edit multahadexts with receiver
CoNnsciousness.
3. Students should be able to make spreadsheets stetngze numerical data.
4. Students should be able to communicate and interalgital media.
5. Students should know that they are their own eslitand be aware of the
responsibility this involves.” (Fredrikstd TPlan— own translation)
A more detailed outline of this plan and detailsnptete with examples of how teachers can
implement the principles of the plan has been ohetuin Appendix 5. Th&Tplan shows
how the regional level compares with the natiomahmiework. It also represents a good
example of how the guidelines can be useful tasagsachers with more effective integration

strategies in ICT implementation in their classroom

There are ICT competency descriptions that thel Igogernment authority includes in the
guidelines for its IKTPlan' issued to schools within its jurisdiction. Awaess of these
guidelines, for the purpose of this thesis, is ingat in that it demonstrates in part what is
expected of teachers in the municipality in terheeeting the learning objectives for ICT in
schools. This in turn, helps define an elementra subject area (English) that is considered

essential knowledge in a teacher’s overall digitahpetency.
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The definitions and frameworks included in the ¢ablin appendix 5, help convey
understanding of the challenges of managing thpesob appropriate digital competency. As
raised in discussion throughout the thesis, angamicular in the following pages, the level
and quality of guidelines, support and trainingttteacher’s receive is a vital element in
effective ICT implementation. The summary layout tbe guidelines (appendix 5) that
teachers are required to be aware of, understaddf@dlow, demonstrates some of the
challenges of implementing ICT in the classroom.

5.4 Language acquisition from ICT in daily life

ICT creates new learning arenas with better acieasithentic language in written texts and
audio. In this respect it seems important thatstteol should reflect the students' reality that
is becoming increasingly digitized. Younger peoptaster a very complex life through
different types of social software in which theyeukeir own and foreign language actively
(though, as mentioned, research shows that it aéitglof time spent rather than quantity of
time that is the determiner in achievement of @eslearning results). As mentioned in the
ITU Monitor 2009 regarding quantity of computer &mn school, “Even though it is
necessary to have time and practise by a compuiempt so that time used has any linear
connection to the level of competency and subjesults” (Monitor 2009, p.6, own
translation) Whether in school or out of schontreased access, (particularly for personal
recreational use) can be seen to some extentyiag gtudents the motivation to learn and
practice their own language and to learn foreigmgleages because they increasingly see the
practical benefits of being able to communicateareral languages. With the advent of new
arenas ICT has also created new and more effeciags to learn languages and vast
opportunities to individually tailor training anddécation generally using more flexible
solutions. For those born digital native (90’s aftér) compared to the digital immigrants
(pre-90’s) there may be high skill level using soaspects of ICT, depending on what
resources the individual has access to and has t&edever, digital native or not, actual
learning objective achievement or increased digitahpetency does not necessarily follow

greater quality of usage.
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5.5 Integrating ICT in Pedagogical Practise

In 2007 to 2009 the ITU Monitor reported a decreasine use of ICT and as Arnesen notes
this was also a period when teachers were blameabtcapplying or including sufficient ICT
in their teaching. “The project manager blamed tdachers for failing to integrate ICT in
their teaching; they were the bottlenecks in theref of digitalising Norwegian classrooms”.
(Arnesen, 2010, p.5). Further, Arnessen points tbat the Directorate for Education
“...insinuated that teachers who do not use ICT as€lare less conscious about their theory
of practise than their ICT using colleagues”. “lteaget’ on the other hand pointed out that
“teachers’ lack of willingness to change can in sareas spring out of a well-founded theory
of practise and a very conscious reflection onrtlwevn practise.” (Arnesen, p.5 — own
translation of quotation). This issue raised twatcasting concerns regarding quality in ICT
in Education. One was a technocentric view sugggdtiat in order to keep up with ICT
changes in the rest of the world a more radicalvwes needed that all integration is good,

which in turn suggests “frequency of ICT use aseasare for quality.” (Ibid, p.5)

On the other hand, the other perspective was tleaheed both sound pedagogical practise
and clear learning objectives and we have to irel@il in this as well. In order to piece all
this together, therefore, we need a ‘radical’ pedggpl plan for the 21 century that is,
according to Lund perhaps cross-curricular (Lun@Q4 p.276) and Vavik involves 21
century ICT skills (Vavik et al., 2010, p.18) intated in the learning platform. Arnessen on
the other hand points out that the view in his gtgdhat:
“the value of ICTs must primarily be assessed agitwy to the degree to which it
promotes the attainment of central subject specifiectives. This view is based on
international research findings and trends. Thentte in the literature show that
researchers increasingly turn their attention toatddcteristics of teachers and
curriculum subjects to understand the proper rofel dunction of ICTs in complex
educational contexts. One obvious reason is thathers play a crucial role in
relation to the quality of pupils’ learning (Hatti@009), and are the ones who decide
what actually takes place in the individual clagsrqIbid, p.6)
In this way, Arnessen places the role and compgtehthe teacher back in the arena as the
most important factor in successful attainmentediged learning results for the learner in the
specific subject. He suggests that where ICT imriggn can possibly be most successful is
when the technology correlates with subject spet#arning goals. In some ways one could
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also look at Harmer’'s viewpoint which notes thag #mphasis should be on pedagogical
practise and learning objectives that use ICT 1p hehieve learning results (Harmer 2012)
or use them as Nick Hockly mentions; as a meaas tend (Dudeney and Hockly 2007). This
means that that more responsibility could be lethwndividual teachers to decide how ICT

might be integrated in the classroom so long as ihiaccompanied by more effective

professional development processes and opportsnitiéithout the necessary capacity
building and training, there remains the ongoirsf of variation among students, classrooms,

regions and even states and an increase in thaldigiide locally and more broadly.

Arnessen’s study suggests that building teachegitati competence in terms of knowledge
and awareness of pedagogical platforms for integratCT could help teachers make
effective professional choices in terms of planni@d integration in the class. He suggests
there may be a link between pedagogical platford e way ICT is practised in the
classroom. For example, depending on their themlefiedagogical outlook some Teachers
prefer using an IPIM (ICT for Production and Infation Management) model with regard to
ICT and others an IDAP (ICT for Drill and Practisehodel.(Arnesen,2010):65. He writes
behaviourist type teachers usually prefer IDAP lavm “subject specific software and web
resources and teacher led use of presentation.’t@sthe other hand constructivist type
teachers usually prefer IPIM involving “open-endes® of general internet resources, pupils
use of presentation tools and word processors, faldy frequent use of LMS and digital
portfolios”. (Arnesen,2010):97. Both represent eliéint approaches to the class and the
difference is reflected in how they may use ICTthe class. Regardless of whether the
teacher prefers IPIM or IDAP, access to this kihgrofessional development will inevitably
improve digital competence of the teacher. As nometll above, some research suggests that
the more successful integration of ICT in the claien emerges when the teacher utilises
tools or practises that they feel most comfortatkh. By being more aware of the range of
approaches, methods and platforms and the ICT témats to compliment their teaching

platform in particular, teachers become more slyitdigitally competent in integrating ICT.

Successful integration of ICT in Education requisebroader understanding of what such a
term encompasses. Above we can see that in theileaguires an understanding of some
key issues affecting guidelines and directivesosgtby the state regarding what constitutes
sound policy. Technocentric viewpoints regarding tble of ICT in the classroom differ
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substantially from subject specific pedagogues vawain differ from cross-curricular

supporters.

Knowledge of pedagogical theory and platforms isnaportant aspect of digital competence.
Depending on the teacher’s professional platforis iy also influence choices in terms of
ICT tools and resources adopted for integratiorthia classroom. Choosing ICT tools and
resources to suit one’s platform from presentatiools, to collaboration possibilities, to
software to hardware and the way in which the werioptions shall be used, in turn, requires
another element of digital competence. In the sextion, that explores briefly how different
theories in language teaching may accommodate n@Qnation in the learning process, we
will explore how other challenges in digital comgrate such as classroom management,

planning, task choice and further theoretical elemenay be considered.

5.6 ICT in language teaching

Language teaching is rich with theories and pediagbg@pproaches, most of which contain
some elements suited to a range of engaging aedtie# practices for integration of ICT

tools, resources and practices. As mentioned eattie process by which ICT is implemented
or integrated is more than merely providing thetdigools to be used. Individual teachers,
institutions and even leadership generally havaimd a pedagogical platform or approach or

methodology underpinning their classroom or inital outlook.

Naturally, for most facilitators and teachers, l6& component of the course plan is included
to help achieve the learning goals and the ICTtaligiompetency expectations. To some
extent, however, funds are often thrown into thecpasing of ICT tools and infrastructure in
the hope that quantity of usage and the latesintdogy will help achieve the goals and
placate authorities. Erstad and Kvale in Monito@2@ast doubt over this strategy suggesting
that, it is less the case that schools do not lia@eanfrastructure or hardware, but more the
case that “schools and teachers should use ICTdataatical tool in Education” (Erstad and
Kvale —ITU Monitor 2009 p.14) and should aim to purchase according ta.n€hat is,

acquisition of tools and resources for ICT needsukhbe related to learning goals in the
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knowledge promotion, in individual subjects, indei@mg method and in learning activities. At
the same time, Erstad and Kvale argue that to eehsptimal implementation of ICT as a
‘didactic tool' it remains necessary to develop acteer competency. This requires
cooperative, collaborative sharing of resourceprtomote ongoing effective use of existing

infrastructure and good quality subject specifariteng resources.

ICT can be used effectively in areas like languagguisition when accompanied by sound
pedagogical methods. When considering a learniatjgpin or teaching method to employ, it
is important, as Harmer suggests, to consider @odld the desired learning objectives and
find the ICT to compliment it (Harmer 2012). Comnuative Language Teaching is a learner
focussed platform involving amongst other thingdlaboration, use of authentic texts, varied
tasks and engagement between learners in pair amap gvork type tasks based on
contemporary, functional situations and scenatioshese areas ICT has much to offer. ICT
can be applied to CLT asynchronously in tasks sagheading or using authentic texts, or
developing texts together in an asynchronous cotktlve process on an LMS (learning
Management System like ‘Fronter’ or ‘ltslearningRarticipants can potentially work on a
group project or submit work on the LMS, build afjoeal together using a blog, communicate
through a social media based project or eTwinninggrestingly all three of these activities
listed directly prior are mentioned by a coupletltd questionnaire participants; including a

blog, group project work on the class LMS, eTwimgnand use of social media.

One perceivable issue, however, is that a commiimécanethod is based on an authentic
communicative exchange between 2 or more peopléhéasame suggests) and technology
cannot always substitute perfectly well in the pla€ face to face interactions. Nonetheless a
CLT class can communicate synchronously in pairnmrkmall groups using skype or other
web conference facilities, and the variety, flekipiand authenticity of the CLT classroom in
these instances lends itself well to ICT integratiGertainly as will be mentioned in the next
Chapter, Chapter 6, the conclusion, there coulthbee research on ways in which CLT can
be adopted to enhance ICT implementation effegtiela pedagogically sound manner to

achieve learning outcomes.
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Chapter 6 — Conclusion

6.1 Summary of Findings — collected data

Overall the data collected from the sample of Esigteachers from different lower Secondary
schools in the same region of South East Norwayjywwed a broad range of responses that
reflect in many ways discussion and issues in thenidr reports and previous studies
regarding effective implementation of ICT in Nornieg schools more broadly. Some of the
issues and elements relevant to ICT implementatientioned in the literature are raised in
the participant responses in the questionnaire.eSofithe elements included in responses
were positive such as satisfaction and confiderstegulCT tools like Fronter, Smartboard,
Social Media, and interactive media like Quizletl@Twinning. Other elements of concern
included relatively low incidences of PD and littieention of comprehensive methods and
strategies for integrating ICT in the classroonsalé use of tools. However, as mentioned in
the discussion in Chapter 4, this may well haverade to do with the way the question was
framed and a clearer impression of the participamgagement and knowledge regarding

ICT implementation may have come out better inrd@rview situation.

Nonetheless, some of the issues that did seem &gemin the questionnaire, reflecting
descriptions and concerns in the various reports sdndies discussed in Chapter 2 and 5,

include:

» Understanding of key terms such as “Digital Tool'®ijgital Skills” and importantly
“Digital Competence”.

» Strategies and methods for integrating ICT

* Professional development

» Infrastructure and technical issues

» Variations in self-perception of competence inahggvariations in confidence
Perhaps one of the more interesting observationsatee about the collected data is the broad
range of differences in participant responses, a@ntbis relatively small sample group of
teachers from a similar region and similar areéeathing. Variation in responses included:
significant differences in the type and amount Gf Itools listed, the proportion of PD
undertaken, different levels of participant satsifan with infrastructure, differences in the

way each of the participant perceived their own getence in ICT, and the different opinions

44



regarding the way they saw ICT as a ‘helpful’ pemtaigal tool. When so much variation in
response can be found in a small group, what deestiggest for a broader national setting?
Various secondary sources explored in this stuay s the monitor reports and previous
studies from Arnesen and Kvarstein consider sonmaetomplexities of this question when
they raise the issue of the ‘digital divide’. Papk one of the positives of the questionnaire,
therefore, is that it may add to the body of evadershowing that despite enormous
investment in infrastructure and resources, locad astate guidelines, professional
development initiatives and individual motivatiooisteachers, there still remains a way to go

in effective implantation of ICT in Education.

6.2 Criticism of Method and Result and what | wouldhave done differently.

Naturally, in hindsight and in reflection of theidy there are some ways that the method and

result could have been set up or completed diffgreBome afterthoughts include:

1. It would have been useful to compliment the quesizare with interviews or a focus
group session. This would have provided an oppdyun have participants clarify
their answers or explain ideas more specificallgdifionally, it would have provided
an opportunity to frame or reframe the questionscémvey a clearer intended
meaning.

2. In terms of the questionnaire, some of the questiwould have been framed more
clearly or specifically and some extra explanatbmuld have been included. In the
least, for example, it might have been useful tinfpout what was the intended
meaning of question 1 regarding integration of 1Q&Tit might have been useful to
have the participant explain the importance theg@lon PD on the topic of effective
ICT implementation.

3. It might have been useful to have include a questiotwo regarding pedagogical
outlook and how this applies to their implementataf ICT. Perhaps the question
could have included a request that the particifacus on or describe the method or
strategy they use to integrate ICT, so as to avwmildision of tools or systems only.

4. The tables could have been arranged to compare @asily how a given participant
answered each of the questions. This would haewvall the audience to compare, for
example, how the participant rated him or herseltarms of ICT competence in

comparison with his or her other answers.
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6.3 Other ideas — further research

As mentioned above in Chapter 5, given opportuisityne interesting further research might
be a study looking at a range of different methadd strategies for implementing ICT
effectively in the classroom with the aim of achigydesired learning outcomes in language
learning. An example of this would be to explore tAnge of ways that CLT methods might
be used in combination with ICT tools and at thensatime enhance effective ICT

implementation in the lower Secondary school sgttin

6.4 Educational Implications and Final ConcludingComments

Building ICT competence and coming to an understendf how to use new technologies in
a pedagogically sound manner as well as acceptidgaaapting to the major changes in
education brought on by the rapid development df ¢€nerally, remains a major challenge
shared in all schools. Despite ongoing developnrerdompetency levels among teachers,
especially in the use of basic tools such as proolutools for writing, presentation tools like
powerpoint and organisational tools such as legrmranagement systems like ‘Fronter’,
there remains an enormous leap to better managdh#mges that accompanies the use of ICT
in education. The expectations evident from investhin provision of ICT infrastructure and
tools in schools and the impetus created by thectives of the department can only begin to
become effective when consistent standards of &aclmpetency enables consistent
understanding of how to combine technology withgaadjically sound strategies to achieve
learning objectives. The inclusion of the internegb-based education and technology in
schools has had a major impact on educational @mvients and continues to reshape the
way we teach and learn, but in many ways holdirgk lblae process is the capacity and digital

competence of those responsible for it.

With this in mind, ongoing research and developmettt how teachers relate to the use of
ICT in their school environment and how they use tbsources they have availaldea

central issue in view of ICT's overwhelming, conmipeasive and increasing presence in
Education today. Teaching methods using ICT, degaion both in administration as well as
in implementing the curriculum, and analysis inahgdevaluating and achieving learning
objectives for individuals or groups, are all exdspof areas where ICT in Education

continues to develop but raises issues and qusstion
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As mentioned above, the reformed curriculum of 2886 focuses on how th& Basic skill

or competency area; "to use digital tools", is egdiavith the other basic skills, like being

able to read, write, calculate and express therasalerbally. Use of ICT is included in the

competence aims in all subjects at all levels, @hdtudents in Norwegian schools have the
right to use ICT in their subjects. There are nhosts or teachers who may waive this
requirement and, naturally, schools aiming to pregéudents to adapt and fit in with the rest
of society are compelled to take up the ICT in sthchallenge.

6.5 Conclusion

The introduction of ICT in schools has led to majbanges for both students and teachers.
Not the least, it may be argued, it has increasgiatl literacy prominence in Norwegian
schools and at the same time has challenged hubetsadened and deepened the knowledge
bank and pedagogical and learning approaches astaffgand students presented with an
imperative to use the tools available. However,ptateon and evolvement in the modern
world means that the implementation of ICT in Ediorais a basic skill and a high priority
competency area that has also raised some chaltgggestions regarding our school system;
our pedagogical approach and our learning platfamtke future. How schools and teachers
shall rise to meet the challenges has raised sot@eesting key research questions.
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Appendix 1 — Questionnaire template

Teachers' familiarity with ICT

1) How do you integrate ICT skills and equipment into your English teaching?

2) What systems/programs do you use? E.Q.:
Fronter

Social media (Twitter, Facebook, Instagram)

Other learning platforms (explain)

Smartboard

Other ICT-systems/tools (explain)

3) How would you evaluate your own ICT skills on a scale from 1-107?
1-2

2-3

4-5

6-7

8-10

4) Was the use of ICT in English teaching incorporated into your teacher

education program?
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5) Have you attended courses to qualify you in the use of ICT after you
received your teaching license? If so, describe.

6) Is ICT a helpful pedagogical tool in the teaching of English? Explain.

7) Describe the ICT infrastructure at your present school.
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Appendix 2 — Tables of collected data for each quisn

1:How do you integrate ICT into your English teachhg?

Person | ICT integrated by questionnaire participants

1 Powerpoint and fronter

2 Frequent user: You tube and fronter for assigrisnen

3 Powerpoint with Videoclips and Sound bites alagkcards

4 Searching homepage and its resources (assignmemksheets, video clips),
fronter for glossary tests and hand-ins

5 Uses ICT sometimes

6 LMS (itslearning), Net-based and online coursestiment, skype, smartboard
projector and sound equipment when no smartboagt;bvased resources for fol
competencies as well as media sites

7 Writing texts, articles, powerpoints etc, smaattats, you tube internet

8 Does not use ICT very much in English teaching

9 Uses ICT frequently in all subjects

10 Powerpoint in the teaching, youtube for presgndifferent accents and dialects
English

11 Smart board, PC for the students to do resepachet-walls, students use
powerpoint or prezi for presentations

12 As much as possible

13 Smartboard and computers in oral and writtekstas

14 Writing texts and getting information

15 » Fronter for assignments and Powerpoint for orasg@néations.

» Skolearena for marking, textbook website, Quizleytube, tv programs and
film and kahoot.

» Fronter for communicating with kids.sms and facdbimo messages about
changes.

2.What systems/programs do you use?

Type of ICT tool Number of
users from
the sample
group of 15

Fronter: 13 av 15 13

Social medic Facebook: 6 6

Other learning platforms: 1

e itslearning:1

Quizlet: 2 2
Kahoot:1 1
Skolearena:1 1
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Smartboard: 7 7
Internet Searching:1 1
Other ICT -systems/tool: 5
» Classblog:1
* Power point:2
* Photostory:2
eTwinning:1 1
3.How would you evaluate your own ICT skills on acale from 1-107?
1-2 Poor 2-3 Below 4-5 Satisfactory | 6-7 Quite Good 8-10 High
average competency
1 1 4 4 5

4 Was the use of ICT in English teaching incorporagd into your teacher education

program?
Yes No A little No response
2 11 1 1

5. Have you attended courses to qualify you in these of ICT after you received your

teaching licence?

Yes

No No Response

8

6 1

6. Is ICT a helpful pedagogical tool in the teachig of English? Explain.

Person Answer

1 Yes

2 Not more so in English than in other subjects,itos useful in all to be able
to incorporate videoclips etc in my teaching

3 ICT is helpful and quickly developing tool in Histp. More and more people
are becoming aware of the advanced method ICT gesvand have
remarked accordingly. Lots of positive feedbacklenICT program as wel
as questions which are welcome as a way to infarargs, teachers and
students as to the many positive outcomes of U€lg

4 Helpful for motivating students, lighten the winkd with automated tests
and sharing of assignments and worksheets.

5 Sometimes, esp. fronter, students find it a goodto use.

6 ICT is a broad term and a sufficient answer &ghove question is nort ea

to put int a nutshell for a short survey respoit®yvever, a general respon:s

Sy
5e

might be that it is not a question of whether IGhelpful in Teaching
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English but rather where or when it is most heljpiuh way that facilitates
and supports sound pedagogical practice. The cigales to evaluate how
useful and how relevant particular forms of ICT &rdéearning. l.e.: Is there
anything pedagogically meaningful behind the dewicprogram? Some
games, sites and devices, for example, promiseamtblook very
impressive at a glance- but need to be carefuliytstzed before thei're
utilized in class. They can be gimmicky, money fesad and lack apt
pedagogical underpinnings, method or considera@bher initiatives like
the use of the flipped classroom or the use of S [to better monitor
student participation and progress are useful.

Yes when students are writing texts, deliveringronter, getting them bacl
and then doing them again, she likes this process.

7N

“I don’t know, as | don’t use ICT in my own edtica. If | was comfortable
and someone teached me how to use ICT, | wouldapitgluse it mor in my
teaching.”

Translation: |1 do not know because | do not use it in my teagHiam not
comfortable in using it as | do not know how taitdo

Yes it is important in today’s society.

Yes, it is an opportunity to visualize mateaatl communicate with students

In many different ways.

11

Yes and no.
Yes because it is easy to use when the need tanfioemation about certain

topics can be readily found on the web. Pupils likeng the word processing

programs with spell-check as it makes life easytiem! We also use the
word docs in addition to excel and geobra for hagdn work (essays,
homework assignments, powerpoints etc) as thiansiéd in to folders on
fronter.

No, because | believe that the human brain needsrtoect to the finer
motorized skills and by doing so (i.e. handwritingearch has
discovered(or known all along) that there is amficonnection between
learning(spelling and grammar in particular) antieenbering when it is
done physically by hand handwriting.

ICT tools can be tricky as it is easy to stray dodther things(facebook,
play games, check out websites not applicableddabk at hand) and in a

class of let’s say 27, it will be hard for the teacto keep track of everything

that happens...to make sure they do what they ag@osep to do.

12

Yes but the equipment sometimes does not funttie way it should or is
not accessible.

13

Yes.

14

Text writing and finding information.

15

Yes and no. You have a wider range of activitia$ the students find
interesting to work with, helpful for weaker stutketo learn, writing on pc
good for the correction help. Challenge is thaldtkin today have grown ug
using a pc as entertainment and teachers wanttihese it as a word
processing toolSocial media and youtube can be a distraction as Wa a
learning tool and you can come across plagiarized tdrtportant to
establish good ICT habits In the classroom and varyCT with more
traditional methods.
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7.Describe the ICT infrastructure at your school:

Person

Answer

1

Internet

2

O.k. - Access to computers in all classroomsaddsignated computerroom that

has to be booked in advance.

No Answer

Fairly good but there are a lot of outdated ca@su Not unusual for computer
to be not working or network to be off-line. Thanccause problems if the
teacher is too dependent on digital tools.

We have around 80 PC's at our school.

[e21Né!

We use an LMS, an intranet, we manage our owrpagdy we have computer

rooms, smartboards and a decent system and amiocornputer equipment and

projectors for staff and students.

Overall, there’s sufficient software and equipmientcurrent needs (could
always be more — but there’s sufficient). The ndiallenge, however, is the
ongoing need for a plethora of teaching ICT expartsuperbrukers’ to help
other teachers (and students) use the equipmétviase and online resources
available. There’s a certain recalcitrance, esfig@amongst some older
teachers, about properly integrating ICT possibsiinto the teaching platform
and this to a small extent, hinders the potentiahfmore effective collaborativé
process in integrating ICT in the classroom accgydo student expectations;
expectations that are growing exponentially...

Some teachers are above average but some espe@aire women, 10% coul
use some training.

A computer room and a computer in the classroom.

© |00

At the moment it's not very good. A new schodbésng built and in a couple o
years it will be terrific.

10

Smartboardroom with 30 computers. Computer aoggtor in every classroon
Some laptops that can be brought to the classroom.

11

School has its own network. PC’s are availablalltstudents. Smartboards in i
classrooms. PC’s available at school library, i gpecialist rooms there are
projectors and screens. Pupils are not alloweditg bheir own computers.
Laptop to all teachers. All messages , feedbaaksassent and homework are
communicated through fronter or ‘skolearena’ acegssrough approval by the
teacher.

2]

A} %4

all

12

The school | work in is right now in the middiea transition period, as the
building of a new and modern school is in placee Tirastructure is somewhal
lacking due to a building process which will chamgeen the new school is
ready( Plan for a flagship school in ICT).

13

50 computers distributed in two rooms.

14

No answer

15

All teachers and students have their own lagtmye is a stationary PC in evel
classroom. A majority of the classrooms have snoarthwith projector and
speakers, the other classrooms have a roll-doveesa@and projector.

Auditorium with large rolldown screen and a big¢bscreen PC and sound
system. Language lab and computer lab. Also. Staderd teachers have acce
to colour copymachines/printers. All teachers andents must use fronter ang
skolearena. Some classes uses NDLA and othealdigitbooks in stead of

y

SS

printed ones. Some classes also use specialtyaefsuch as Autocad.

56



Appendix 3:

Kunnskapslgftet Extract re digital tools and gh competency (Primary

resource)

e National Curriculum Framework for basic skills (Digitale ferdighet som grunnleggende
ferdighet). http://www.udir.no/Stottemeny/English/Curriculum-in
English/_english/Framework-for-Basic-Skills/

Extract from National Curriculum Framework for basi c skills (Digitale

ferdighet som grunnleggende ferdighet) (my translabn).
http://www.udir.no/Stottemeny/English/CurriculumHimglish/ english/Framework-for-
Basic-Skills/

Digital skills on the national level:

2.4 Digital skills as basic skills

What are digital skills?

Digital skills involve being able to use digitabls, media and resources efficiently and
responsibly, to solve practical tasks, find anccpses information, design digital products and
communicate content. Digital skills also includereleping digital judgement by acquiring
knowledge and good strategies for the use of ttegriat. Digital skills are a prerequisite for
further learning and for active participation innkimg life and a society in constant change.
The development in digital technology has changadynof the conditions for reading,
writing and oral forms of expression. Consequentbmg digital skills is a natural part of
learning both in and across subjects, and theipuséades possibilities for acquiring and
applying new learning strategies while at the séime requiring new and increased powers

of judgment.
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Sub-categories

Search and processeans being able to use different digital toolsgim@nd resources as
well as to search for, navigate in, sort out, catieg and interpret digital information

appropriately and critically.

Producemeans being able to use digital tools, media asourees to compose,

reapply, convert and develop different digital edents into finished products, e.g. composite

texts.

Communicateneans using digital tools, resources and medialtaborate in the

learning processes, and to present one’s own knuigwland competence to different target

groups.

Digital judgementneans being able to use digital tools, media asourees in a

responsible manner, and being aware of rules fatepting privacy and ethical use of the

Internet.

How are digital skills devel oped?

Developing digital skills means learning to useitdigools, media and resources and learn to
make use of them to acquire subject-related knaydehd express one’s own competence.
This implies developing increased independencgwdgement in the choice and use of

digital tools, media and resources relevant tddbkk.
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Norwegian Directorate for Education and Trainind.26- Framework for Basic Skills:

Digital skills as basic skills competence levels in digital skiils

Search and process

Level 1 Can read hypertexts and simple interactive infoilonatCan use picture-
and iconbased navigation.

Level 2 Can make simple digital searches, and read angbretanformation
fromdigital sources. Can use simple digital resesirand tools for
information processing and learning.

Level 3 Can choose and use search strategies and assegsatidn from digital
sources. Can use different digital tools and resesifor information
processing and learning.

Level 4 Can filter, transform and collate information frafigital sources. Can us
relevant search tools and master search stratiegsebject-related tasks

Level 5 Can find, organize and update digital informatiGan use advanced

search strategies and sources in subject-relatéd wo

e

Table 1.1 — “Search and Procef®Wn layout and translation) derived from National Curriculum
Framework for basic skills (Digitale ferdighet som grunnleggende ferdighet).

Produce

Level 1 Can write simple texts on keyboard and produce lgropmposite
texts.Knows simple digital use of sources and agpyrules.

Level 2 Can produce digital composite texts following sienfdrmal

requirements.Can make use simple use of digitatsswbserving

copyright rules, also in re-use, and further depeient.
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Level 3 Can make digital composite texts with linked cohtéan understand and
use digital formal requirements in one’s own tegtan refer to digital
sources and apply copyright rules.

Level 4 Can produce and edit complex digital texts. Caarref and assess digital
sources in relevant subject-related situations.

Level 5 Can choose and use target group relevant digibéd nd digital formal

requirements.

Table 1.2 —Producé (Own layout and translation) derived from National Curriculum Framework
for basic skills (Digitale ferdighet som grunnleggende ferdighet).

Communicate

Level 1 Can use simple digital tools and media for preg@mmtand communication.

Level 2 Can use a selection of digital tools and medigfesentation and
communication.

Level 3 Can make varied use of different digital tools ametia to convey a
message both in one-to-one and group communication.

Level 4 Can use digital media and tools to convey a cladrdetailed
message for communication and documentation.

Level 5 Can choose, assess and apply digital communictials according to

different subjectrelated needs.

Table 1.3 — “Communicate”, (Own layout and translation) derived from National Curriculum
Framework for basic skills (Digitale ferdighet som grunnleggende ferdighet).

Digital judgement

Level 1 Can follow basic rules for digital interaction. Kme basic rules for
protection of personal privacy on the Internet.
Level 2 Can apply basic netiquette and knows about ruleprfiiection of
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personal integrity on the Internet

Level 3 Can apply netiquette and follow rules for protectad personal

integrity on the internet and in social media.

Level 4 Can use the Internet and social media efficienily appropriately.

Level 5 Can reflect ethically on and assess the Interngtsanial media as a

communications and information channel.

Table 1.4 — “Digital Judgement{Own layout and translation) derived from National Curriculum
Framework for basic skills (Digitale ferdighet som grunnleggende ferdighet).

Digital skills in the English subject:

http://www.udir.no/klI0O6/ENG1-03/Hele/Grunnleggenterdigheter/?Iplang=eng

Digital skillsin English means being able to use a varied seledt digital tools, media
and resources to assist in language learning,rtoremicate in English and to acquire
relevant knowledge in the subject of English. The af digital resources provides
opportunities to experience English texts in auticeituations, meaning natural and
unadapted situations. The development of digitalisskivolves gathering and processing
information to create different kinds of text. F@mequirements in digital texts means
that effects, images, tables, headlines and bpdligits are compiled to emphasise and
communicate a message. This further involves udigigal sources in written texts and
oral communication and having a critical and indejant attitude to the use of sources.
Digital skills involve developing knowledge abowpyright and protection of personal

privacy through verifiable references to sources.

Table 1.5 — “Digital skills in the English subject”, (Own layout and translation) derived from National
Curriculum Framework for basic skills (Digitale ferdighet som grunnleggende ferdighet).
http://www.udir.no/kIO6/ENG1-03/Hele/Grunnleggenterdigheter/?Iplang=eng
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Appendix 4:

Extract from Fredrikstad IKTplan (own translation )
http://fredrikstad.iktplan.no/index.php

1. “Students should be able to use search strategteseéer to sources in their own work”.
That is, they should be able to use the tool TOW&v€rdig, objektiv ngyaktig, egnet) when
searching for information to evaluate how trusthgytobjective, neutral and suitable the
source is and be aware of the importance of oitedind plagiarisation as well as privacy laws
and copyright. Students should also consider tadariges involved regarding the
personalization of searches for source criticisohthie advantages and challenges in social

book marking.

2. “Students should be able to produce and edit matishtexts with receiver
consciousness”

That is, they should know about different ways wblshing on the internet(home page, wiki,

blog, commentary, etc.) They should be able tosaohd and video to a composed text,

animate text in a presentation program and edéojidound, and picture. They should also be

able to make a “clickable” table of contents witfiedent levels

3. “Students should be able to make spreadsheetsyateirsze numerical data”

That is they should be able to set up a budgehaee cells, to set up formulas etc.
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4. "Students should be able to communicate and inténatigital media”

That is they should know how to use different typesyncrone and asyncrone communicaon
tools, be able to use social media, and at the siameebe aware of the limitations and legal

implications of filesharing and downloading

5. “Students should know that they are their own ediemd be aware of the responsibility this
involves”
That is, they need to be aware of themselves dssphals of sometimes sensitive information
and follow the “Veer varsom plakaten” which descsilaeguideline for how the press needs to
consider issues regarding freedom of speech, anicitinformation in relation to ethics and
privacy. They should be responsible and show digitlgement in terms of what they write

especially in respect to comments that may be densil racist or prejudiced.

http://fredrikstad.iktplan.no/index.php - (own tran slation)
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