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ABSTRACT
Teacher Engagement in Online Professional Development Follow-Up:

The Role of the Workplace and ICT Familiarity

The aim of this study is to examine factors that affect primary school teachers’
participation in an online forum that was set as a follow-up support platform of a
professional development workshop about Information and Communication
Technology (ICT) use in education. A purposeful sample of 89 primary school
teachers participated. The study followed a sequential explanatory mixed design with
a quantitative initial phase and a qualitative follow-up that allowed expansion and
elaboration on the results of the quantitative phase. The quantitative phase was a
prediction study that was conducted via logistic regression. The qualitative phase
was a phenomenology conducted via content analysis of classroom observation notes
and individual interviews that followed a hierarchical focusing method. Quantitative
findings revealed that teachers’ perceived workplace conditions and teachers’ prior
forum experience predicted online participation significantly, whereas teachers’
attitudes towards ICT use in education, gender, work experience, and computer
competence did not significantly predict online participation. The identified key
themes that emerged from the data about teachers’ perceptions of the factors that
affect online participation were as follows: (a) teachers’ need to use ICT applications
introduced in the workshop, (b) teachers’ reactions to ICT-related problems, (c)
training for online forum use, (d) others’ posts on the online forum, and (e) lack of

time.



OZET
Ogretmenlerin Cevirimigi Mesleki Gelisim Takip Platformuna Katilimlar1:

Calisma Sartlar1 ile Bilisim ve iletisim Teknolojilerine Asinaligin Rolii

Bu ¢aligmanin amaci ilkokul 6gretmenlerinin ¢evrimici foruma katilimlarini
etkileyen faktorleri incelemektir. Cevrimigi forum, Bilisim ve iletisim Teknolojileri
(BIT) ile ilgili bir mesleki gelisim seminerinin takip destek platformu olarak
olusturulmustur. Calismaya amacli 6rneklemle belirlenen 89 sinif 6gretmeni
katilmistir. Calisma nicel arastirmayla baslayip nitel arastirmayla devam eden karma
metodun kesfedici yaklasimini takip etmistir. Nicel arastirma lojistik regresyon
analizi ile yapilan korelasyon aragtirmasidir. Nitel arastirma sinif gozlemleri ve
hiyerarsik odaklanma metodu ile yapilan bireysel miilakatlarin i¢erik analizine
dayanan fenomenolojidir. Nicel bulgulara gore ¢evrimi¢i foruma katilimi tahmin
etmede, 6gretmenlerin isyeri sartlarina yonelik algilar1 ve 6gretmenlerin forum
deneyimine sahip olmalar1 6nemli 6lgiide etkiliyken, dgretmenlerin egitimde BIT
kullanimina y6nelik algilari, cinsiyetleri, is deneyimleri ve bilgisayar becerilerinin
onemli dlciide etkili olmadigr bulunmustur. Ogretmenlerin ¢evrimici katilimlarini
etkileyen faktorlere yonelik algilart hakkindaki veriden ortaya ¢ikan belli bash
temalar sdyledir: (a) 6gretmenlerin seminerde tanitilan BIT uygulamalarmi kullanma
ihtiyaglari; (b) 6gretmenlerin BIT ile ilgili yasadiklar1 problemlere yonelik tepkileri;
(c) ¢evrimigi forum kullanimina yonelik egitim; (d) diger katilimcilarin ¢evrimigi

forumdaki paylagimlari; ve (€) zamansizlik.
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CHAPTER 1

INTRODUCTION

As Information and Communication Technology (ICT) has entered our lives, it has
started to have a place in our classrooms, too. In order to make use of ICT to its full
capacity, teachers should learn how to integrate it into their lessons properly.
Professional development (PD) programs have potential to develop teachers’
knowledge, especially when follow-up activities of PD programs could support
teachers’ skills further. Online forums might be an alternative to face-to-face follow-
up activities. This study investigates teachers’ participation on an online forum

which was set as a follow-up activity for a PD program about ICT in education.

1.1 Background of the study
Teaching requires a range of skills from classroom management to planning for good
instruction. Another skill a teacher should have is to adapt their teaching to new
educational policies. With recent research that shows the positive influence of ICT
use in teaching, education systems started to emphasize the necessity of ICT
integration into classrooms. However, the term ICT integration in education does not
have a unique and extensive definition, and this results in varying use of the term
(Lloyd, 2005). Despite multiple definitions to ICT integration in education, the aim
stays the same: to help students to achieve the learning objectives (Usluel, Mumcu,
& Demiraslan, 2007).

As learning goals differ, ways to integrate ICT in education vary as well
(Reimann & Goodyear, 2003). There are three different uses of ICT in education: use

of ICT as subject matter, use of ICT to improve teaching and learning, and use of



ICT to foster a knowledge society (Farrell & Wachholz, 2003). On the way to
improve teaching and learning, Inan and Lowther (2010) distinguished three distinct
use of ICT: “technology for instructional preparation, technology for instructional
delivery, and technology as a learning tool” (p. 138).

It is problematic to conclude that ICT use improves student learning in
general due to the lack of impact studies and limitations to generalizability, validity
and reliability (Balanskat, Blamire, & Kefala, 2006). However, it does not mean that
ICT fails to affect student learning. ICT might contribute varying student learning
through selecting a suitable ICT tool and using it in a suitable way (Cox & Marshall,
2007). In order to assess the effect of ICT in education, it is suggested to examine
how ICT affects teaching practices (Balanskat et al., 2006; Cox & Marshall, 2007;
Crook, Harrison, Farrington-Flint, Tomas, & Underwood, 2010). ICT use has the
potential to change classroom teaching and learning practices via responding to
individual learning needs, extending and elaborating learning activities, integrating
separate episodes of learning, and enhancing classroom participation, feedback
provision, and pace of learning (Crook et al., 2010). However, Livingston (2012)
claimed that ICT does not yield its transforming power, despite its potential.

There are several factors which inhibit innovative use of ICT in education
(Afshari, Bakar, Luan, Samah, & Fooi, 2009; Andoh, 2012; Ertmer, 1999; Mumtaz,
2000). Those factors can be separated into two groups: manipulative factors and non-
manipulative factors.

Manipulative factors include teachers’ computer experience (Inan & Lowther,
2010; Karaca, Can, & Yildirim, 2013; Mumtaz, 2000), pedagogical approach (Chen,
2008; Drent & Meelissen, 2008; Lim, 2007), and attitude towards ICT (Drent &

Meelissen, 2008; Inan & Lowther, 2010).



Non-manipulative factors include a vision of and a plan for the contribution
of ICT to education (Ng, Miao, & Lee, 2009), access to the ICT infrastructure
(Blignaut, Hinostroza, Els, & Brun, 2010; Ng, Miao, & Lee, 2009), teacher training
(Blignaut, Hinostroza, Els, & Brun, 2010; Ng, Miao, & Lee, 2009), time for teachers
to experiment, reflect, and interact with ICT tools (Afshari et al., 2009; Andoh, 2012;
Franklin, 2005), leadership and technical support (Afshari et al., 2009; Andoh, 2012;
Bauer & Kenton, 2005; Drent & Meelissen, 2008; Inan & Lowther, 2010,
Pelgrum,2008), teachers’ age (Inan & Lowther, 2010; Somekh, 2008), and teaching
experience (Inan & Lowther, 2010; Tezci, 2009).

A sound ICT integration could be achieved by taking all of the
aforementioned manipulative and non-manipulative factors into consideration. Even
though teachers attribute their failure to integrate ICT in education to non-
manipulative factors, this accusation might be related to manipulative factors such as
teachers’ beliefs (Ertmer, 1999). On the other hand, effective teacher training, which
Is a non-manipulative factor, has the potential to bring a change in manipulative
factors such as computing competence and attitudes towards ICT in education
(Mumtaz, 2000).

Effective PD programs have certain characteristics. They are related to
content knowledge, based on active learning, coherent, long-lasting, and based on
collective participation (Desimone, 2009). In ICT-related PD programs, the focus
shifts from content knowledge to technological pedagogical content knowledge, as
indicated by Mishra and Koehler (2006). While the aforementioned characteristics
improve the effectiveness of PD programs, the lack of follow-up support in PD

programs decreases the possibility that teachers will adapt the content of PD for use



in their school routine (Guskey, 1994; Ingvarson, Meiers, & Beavis, 2005;
Richardson, 2003).

There are examples of face-to-face follow-up support initiatives (e.g., Atay,
2004; Cheng, 2013; Efaw, 2005; Kortecamp & Croninger, 1996; Waters, 2006).
However, they have certain disadvantages: requirement of funding mentors,
inadequate time for face-to-face meetings, and geographical distance between
teachers and supporters (Cheng, 2013; Waters, 2006). Online platforms, especially
online discussion forums, might constitute an alternative to face-to-face follow-up
support activities. It is easy to meet people online, and forum members can support
each other without the dominance of mentors (Fardoun, Mashat, & Lopez, 2013;
Green & Cifuentes, 2008; Riding, 2001; Yang & Liu, 2004). However, studies show
that online forums do not guarantee the same participation patterns among teachers.
Teachers’ participation reflects variation in terms of the content (Riding, 2001), the
function (Prestige, 2010), the direction (Moore, 1989), and the number of posted
messages (Downer, Locasale-Crouch, Hamre, & Pianta, 2009; Riding, 2001;
Stephens & Hartmann, 2004; Tsiotakis & Jimoyiannis, 2016).

Factors which affect variation in online participation can be separated into
two groups: design-based factors and individual factors. Design-based factors
include the topic of discussion (Owston, Wideman, Murphy, & Lupshenyuk, 2008;
Riding, 2009; Tsiotakis & Jimoiyannis, 2016), facilitation (Owston et al., 2008;
Riding, 2001; Tsotakis & Jimoyiannis, 2016; Yang and Liu, 2004), and a sense of
community (Hur & Brush, 2009). Among individual factors, there exist teachers’
availability of time (Yang & Liu, 2004), self-regulated learning skills (Chen, Chen,
& Tasai 2009), and familiarity with forums (Tsiotakis & Jimoiyannis, 2016). To the

researcher’s best knowledge, apart from the aforementioned factors, studies which



examine the variation in teachers’ online participation have not focused on the
relationship between teacher commitment and online participation. There is a
relationship between teacher commitment and teachers’ attempts to develop their
teaching (Firestone, 1996; Hopkins & Stern, 1996). Since teachers’ participation in
online follow-up forums might reflect an intent to adapt PD content to their teaching,
teacher commitment might have a role in online participation, too. In this study, an
online discussion forum was first set as a follow-up support activity for a PD
workshop related to ICT in education. Then the relationship between teachers’ online
participation and teacher commitment was investigated.

This study aimed to examine the roles of teachers’ perceived workplace
conditions, teachers’ demographics, and teachers’ attitudes towards ICT in education
on predicting teachers’ online participation, and to identify how teachers perceive
factors which affect their online participation. Coladarci (1992) suggested studying
workplace conditions as one of the ways to measure teachers’ commitment. In
addition to workplace conditions, Day and Gu (2007) suggested that teachers’
personal and professional conditions might influence teacher commitment.
Therefore, both teachers’ perceived workplace conditions and teachers’
demographics were examined as important predictors of teacher commitment.
Moreover, teachers’ attitudes towards ICT in education were also examined because
the PD workshop aimed at enhancing use of ICT tools in education, which is

influenced by teachers’ attitudes (Drent & Meelissen, 2008; Inan & Lowther, 2010).

1.2 Research purpose and research questions
The purpose of this study was to examine the longitudinal effects of the following

groups of variables on teachers’ online participation on a follow-up support activity



for a PD about ICT in education: (a) teachers’ demographics, (b) teachers’ perceived
workplace conditions, and (c¢) teachers’ attitudes toward ICT in education.
Knowledge of the relative effects of those variables could guide future attempts to
create online follow-up support platforms for PD workshops. Considering the aim of
the study, research questions were the following:

Research Question 1: To what extent can teacher demographic, teacher perceived
workplace conditions and teachers’ attitudes to ICT integration in education predict
teachers’ participation in the online forum?

Research Question 2: How do teachers perceive the online forum?

Research Question 3: What do teachers think are the factors that affect their

participation in the online forum?

1.3 Significance of the study

This study examined teachers’ online participation on an online forum, which was set
as a follow-up support platform for a PD workshop. Even though there are studies
which investigate teachers’ online participation in online forums, these forums were
either a part of compulsory online courses in higher education institutions or they
were a part of blended PD programs in which face-to face sessions went parallel with
online sessions. In other words, research that attempts to investigate online forums as
follow-up support activities for PD programs is rare.

This study seeks to identify factors which predict teachers’ online
participation on an online follow-up support forum for a PD workshop. Each of the
factors being studied has been regarded as significant in online participation, but to
the researcher’s best knowledge, there is little research that attempts to investigate

their predictive role. The results of this study will be able to contribute to the



literature related to the design and implementation of online forums as follow-up
support platforms for PD workshops. Since there is a growing interest in and
demands for PD workshops about integrating ICT in education, this study will
provide information that may help PD staff to create effective strategies to support
teacher learning after PD workshops by enhancing in-service teachers’ participation

in online forums.

1.4 Research design

This study employed a sequential explanatory mixed methods research design which
included initial quantitative phase and following qualitative phase. Qualitative data
were used primarily to explain quantitative data (Creswell, 2015).

Participants were 89 primary school teachers who enrolled in a PD program
which was conducted with the partnership between a private school and Bogazigi
University. The PD program consisted of six workshops, and one of the workshop
topics was related to ICT. The ICT workshops started in February 2016. During the
ICT workshop, participants completed a demographics survey (Appendix A), a
perceived workplace conditions scale (Appendix C), and attitudes towards ICT in
education scale (Appendix E); the workshop instructor introduced the teachers to the
online follow-up forum. After the ICT workshop, teachers were invited to the online
forum, and their online participation was followed via log reports of the online forum
until the end of May 2016. Direct logistic regression analysis was applied to analyze
the quantitative data.

Six teachers were recruited for the qualitative phase of the study based on
data from the aforementioned survey and scales. After the workshops, the researcher

observed these six teachers in their classrooms. After May 2016, six individual



interviews were conducted to generate qualitative data. A hierarchical focusing
method was used to conduct the interviews, and the interview protocol was
developed and utilized to guide individual interviews with the teachers.

Observation notes and interview data were transcribed, and a content analysis
was performed. Data were coded in two cycles. In the first cycle, the qualitative data
was coded via in vivo coding. In the second cycle, axial coding was used in order to

reassemble data which were separated at the first cycle of data coding.

1.5 Limitations of the study

The study has certain limitations. First of all, purposeful sampling and the use of
self-reported measures for data collection endanger the generalizability of the results.
In addition, online participation was determined according to the log reports of the
online forum instead of the content analysis of the posted messages because there
were few posted messages. Therefore, teachers’ reasons for attending the online
forum was unclear. Lastly, the time period for observation of online participation

was three months, which might be a short period for an online community to evolve.



CHAPTER 2

LITERATURE REVIEW

2.1 ICT integration in education
Information and Communication Technology has been a hot topic in the field of
education since the development of computer technologies in 1980s. All around the
world, there are numerous studies about ICT integration in schools. Although the
term ICT integration is uttered frequently, there is not a unique and extensive
definition for it. LIoyd (2005) found in her review that the lack of a clear definition
of ICT integration leads to multiple and contradicting uses of the term. For example,
Inan and Lowther (2010) equated the term with technology use. Fluck (2003)
described it as “the degree to which ICT vanishes into the background of the
classroom learning activity” (p. 28) but did not specify explicitly what constituted the
background of the classroom learning activity. Instead, Fluck (2003) signaled school
climate, teacher expectations for student performance, and principle leadership as the
most important elements to measure ICT integration. On the other hand, Lim (2007)
claimed that use of ICT in each teaching and learning activity did not imply ICT
integration. In his definition, ICT serves as an integral or mediated tool if a teaching
and learning activity engages students in higher order thinking.

Although there are different definitions for ICT integration, they converge on
a common point, which is the use of ICT as a tool to help students to achieve the
learning objectives (Usluel et al., 2007). As learning goals differ, ICT is embedded in
the education system differently (Reimann & Goodyear, 2004). Since the use of ICT
in education varies to great extent, there is a need to classify it. Farrell and Wachholz

(2003) separated the use of technology in Asian and Pacific countries into three



groups: the use of ICT as subject matter, the use of ICT to improve teaching and
learning, and the use of ICT to foster a knowledge society. Among these categories,
Inan and Lowther (2010) classified ICT use in teaching and learning into three
groups: “technology for instructional preparation, technology for instructional
delivery, and technology as a learning tool” (p. 138). It is the teacher who uses
technology for instructional preparation. This kind of technology use serves for
preparing lesson plans and materials to be used for instruction, searching for digital
resources, and creating communication and collaboration with students, parents and
colleagues. When technology is used for instructional delivery, both students and the
teacher have direct contact with an ICT tool. For example, teachers present
instruction through an interactive whiteboard, and students benefit from drill and
practice software and digital simulations. ICT acts as a learning tool when students
improve their problem-solving skills and productivity or exchange ideas with other
pupils.

When it comes to assessing the impact of ICT on student learning, it is
difficult to propose a general conclusion that ICT improves student learning. First of
all, the number of impact studies is low. Moreover, findings of impact studies are
problematic in terms of measurement and generalizability of the results (Balanskat,
et al., 2006)

There are two main data sources in measuring the ICT effect on student
attainment: exam or test results and teachers’ and students’ perceptions about the
effect of ICT on student learning (Balanskat et al., 2006). However, these data
sources present a handicap in terms of the validity and reliability of the results. First,
measuring the effect of ICT via national exam results might endanger the validity.

Cox et al. (2003) claimed that “researchers have often measured the ‘wrong’ things,

10



looking for improvements in traditional processes and knowledge instead of new
reasoning and new knowledge which might emerge from the ICT use” (p.16). If the
aim of ICT use is to increase students’ test results, it is wise to measure the impact
with national examination test results. However, if the goal is to enhance student
learning such as improving problem-solving skills, then special measurement should
be devised to assess the effect of ICT on these skills (Livingston, 2014). Secondly,
measures that are based on self-reported questionnaires might call into question
reliability by failing to demonstrate the actual impact of ICT on student learning
(Balanskat et al., 2006).

There is a seemingly infinite number of educational ICT tools that are used in
different ways in classes. Therefore, it is not correct to generalize the result of a
specific ICT use to each educational context by suggesting that ICT improves
learning. For example, Cox et al. (2003) emphasized this generalizability issue by
claiming that student learning was enhanced via specific ICT use in specific subject
matters such as simulations in science, modeling in mathematics, and word
processing in English. In addition, they warned the reader that “this does not mean
that all/or any ICT application has been shown to have this effect” (p. 43). Similarly,
Livingstone (2012) indicated the interchangeable use of the word ICT in the
literature and stated that this umbrella term makes it difficult to distinguish “which
aspects of technologically-mediated learning, if any, are effective in any particular
situation” (p.13).

Even if the results about the impact of ICT on student learning demonstrate
methodological deficiencies, it is not correct to underestimate the effect of ICT in
education (Balanskat et al., 2006; Cox et al., 2003; Livingston, 2012). The

appropriate ICT tool, together with its effective use, might contribute to student

11



learning at various levels (Cox & Marshall, 2007). In other words, ICT may impact
student learning through transforming teaching and learning activities. Therefore,
examining impacts of affordances of ICT on teaching and learning activities might
clearly demonstrate the effect of ICT in education. This approach brings teachers and
their pedagogical approaches to the stage. That is, ICT tools can acquire a value in
teachers’ hands.

Several studies indicate that teaching practices are the second-most important
area where the effectiveness of ICT might be examined (Balanskat et al., 2006; Cox
et al., 2003; Crook, Harrison, Farrington-Flint, Tomas, & Underwood, 2010). Kozma
(2003) found that students improved their collaboration, problem solving, and
research skills when they used technology for collaborating with their peers,
searching for information, and creating products; and teachers used technology for
managing the course, planning instruction, monitoring student progress, searching
for information, and collaborating with their peers. Similarly, Crook et al. (2010)
found that new forms of classroom and learning practices might come into existence
via ICT use (see Table 1). These practices created opportunities in four important
areas that mediate student learning: responding individual learning needs; extending
and elaborating learning activities; integrating separate episodes of learning; and
enhancing classroom participation, feedback provision, and pace of learning. These
studies show that ICT has the potential to enhance student learning via changing

classroom practices.
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Table 1. Consequences of ICT Use in Classrooms

Changes in Classroom Practice Changes in Learning Practices

e The reconfiguration of space such that | ¢  Exposition which is animated by the opportunity

new patterns of mobility, flexible to invoke rich shared images, video, and plans
working, and activity management can | e  Independent research which is extended by the
occur availability of Internet search opportunities

e New ways in which class activities can | ¢  Construction which is made possible by ready-to-
be triggered, orchestrated, and hand ICT-based tools.
monitored

e New experiences associated with the
virtualization of established and routine
practices — such as using multiple
documents in parallel or manipulating
spatial representations.

Note. These lists were obtained from Crook et al. (2010, p. 4)

2.2 Factors affecting innovative educational ICT use

Technology has the potential to transform teaching and learning activities, but it is
not used at full capacity (Livingston, 2014). Factors affecting teachers’ innovative
use of ICT tools were examined by a number of studies. Some researchers classified
these factors into distinct groups. For example, Mumtaz (2000) indicated three main
agents responsible for the ICT integration: the institution, resources, and the teacher.
Similarly, Andoh (2012) attributed the success of ICT integration to personal,
institutional, and technological characteristics. Ertmer (1999) divided these factors
into two main categories: first order and second order barriers. First order barriers
were extrinsic to teachers, such as access, training, and support, whereas second
order barriers resulted from teachers' pedagogical approach. All of the
aforementioned studies tried to separate these factors according to which body they
belong. However, Afshari, Bakar, Luan, Samah, & Fooi, (2009) brought a new
perspective to the categorization of these factors. They separated them into two
groups according to the possibility of change they presented. Afshari et al. (2009)
called them non-manipulative and manipulative factors. This categorization is more

useful to work on because it focuses on whether a factor can be manipulated rather
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than which actor it belongs to. Therefore, in the following section, factors affecting
ICT integration are presented with regard to this kind of categorization.

Non-manipulative factors are the factors that teachers cannot have a direct
influence on. Those are educational policies related to ICT integration, accessibility
to the ICT infrastructure, teacher training, availability of time for teachers both to
practice and to teach with ICT tools, leadership and technical support, teachers’ age,
and teaching experience.

Ng, Miao, and Lee (2009) listed key areas that policymakers should take into
consideration for a sound ICT integration into education system. Those include
determining the purpose of ICT integration, supplying the specific infrastructure that
serves the purpose of ICT integration, development of content for ICT-supported
teaching and learning, and training personnel for effective use of educational
technology. Kozma (2008) added pedagogical and curricular change to these key
areas and stated that components of the educational ICT policy should be aligned
with its designated rationale to achieve its goal.

ICT tools do not deliver on their promises if the national policy disregards
any of the above key areas. For example, Yusuf (2005) claimed that Nigerian
educational policy focused on the importance of ICT integration in education, but it
neglected the content development and PD aspects. As a result, he contended, the
potential of ICT in improving teaching and learning stayed shadowed. Blignaut,
Hinostroza, Els, and Brun (2010) found that even if the educational policies of Chile
and South Africa reflected similar mission concerning the improvement of teaching
and learning, Chilean teachers seemed to use ICT in education more than their South
African colleagues. This gap was attributed to a difference in the amount of

investment in infrastructure and teachers’ PD in these countries. Thirty-two projects
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were conducted between 1984 and 2013 in Turkey to integrate ICT in education
(Topuz & Goktas, 2015). Those projects aimed at developing ICT infrastructure and
expanding the use of ICT by students and teachers. Among the 32 projects, only
seven of them were devoted to PD. This unbalanced investment might be one of the
reasons for low ICT use in classrooms.

Schools are identified as responsible agents for time and support-related
factors. Schools might even prevent ICT integration if it increases teachers’
workload (Afshari et al., 2009; Andoh, 2012; Franklin, 2005). On the other hand, a
school might encourage ICT use if it provides teachers with support (Afshari et al.,
2009; Andoh, 2012; Bauer & Kenton, 2005; Drent & Meelissen, 2008; Inan &
Lowther, 2010, Pelgrum, 2008). Andoh (2012) separated school support into two
groups: technical and leadership support. Technical support helps to maintain
hardware and infrastructure in the school; leadership support includes
implementation of technology plans and encouraging teachers to use technology in
their lessons. Lim (2007) listed some leadership strategies related to successful ICT
integration in Singapore’s schools. Those were encouraging collaboration among
teachers by scheduling meetings and implementing a buddy system. During the
meetings, teachers communicated how they made use of ICT in their own classes.
The buddy system coupled an experienced ICT practitioner with a novice. In
addition, leaders created a shared ICT vision and integration plan so that school
leaders and teachers coherently communicated about the effective use of ICT. Inan
and Lowther (2010) found that school support had a significant influence on teacher
beliefs, and it indirectly affected ICT integration via this influence. However, Drent
and Meelissen (2008) found that school support affected ICT integration if teachers

were inclined to make use of this support.

15



Teacher-dependent non-manipulative factors include years of teaching and
age. There was a negative correlation between years of teaching and ICT use (Tezci,
2009). Similarly, Inan and Lowther (2010) found that years of teaching and age had a
negative influence on ICT integration. Sheingold and Hadley (1990), on the other
hand, found that experienced ICT users were the teachers who were older than 40.

Manipulative factors involve teachers as one of the change agent. These
factors consist of teachers’ computer experience, their pedagogical approach, and
their attitude towards ICT.

Teachers with more computer experience use ICT more innovatively in their
classes (Karaca, Can, & Yildirim, 2013; Sheingold & Hadley, 1990). However, some
teachers do not integrate ICT in their teaching even though they have computer
competence (Bauer & Kenton, 2005; Demiraslan & Usluel, 2005). This might result
from the difference between computer proficiency and didactic computer
competence. Inan and Lowther (2010) defined computer proficiency as “teachers’
perception of their own computer ability level” (p. 141), whereas they distinguished
didactic ICT competence from computer proficiency as “teacher perception of their
capabilities and skills required to integrate technology into their classroom
instruction” (p. 141). Inan and Lowther (2010) found that computer proficiency
affected ICT integration indirectly, whereas didactic ICT competence had a direct
influence on ICT integration. Turkish primary school teachers also emphasized the
importance of didactic ICT competence. They reported that they needed courses on
technology and pedagogy in order to develop competency for integrating ICT into
their teaching (Demir & Bozkurt, 2011).

Teacher’s pedagogical knowledge is another factor affecting ICT integration.

In Lim’s (2007) study, teachers who integrated ICT successfully emphasized learner
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autonomy and scaffolding strategies for the enhancement of engaged learning. Both
learner autonomy and scaffolding strategies were indicators of student-centered
pedagogical practices. However, Drent and Meelissen (2008) found that teachers’
student-centered pedagogy had a direct but limited effect on innovative ICT
integration. This was also evident in Chen’s (2008) study: teachers stated that they
did not use ICT due to educational policies, even though their perception about
teaching and learning demonstrated a constructivist approach.

Attitude towards ICT has an influence on innovative ICT use. Inan and
Lowther (2010) defined attitudes towards ICT in education as “Teachers’ perception
of technology’s influence on student learning and achievement and impact on
classroom instruction and learning activities” (p. 141) and found that it positively
influenced ICT integration. On the other hand, the strength of this influence was very
weak in Drent and Meelissen (2008).

Existence of one of the aforementioned factors does not guarantee a sound
ICT integration. For example, teachers and headmasters indicated that lack of ICT
infrastructure prevented ICT use in schools, according to the results of the Survey of
Schools: ICT in Education (Wastiau et al., 2013). This survey was conducted in 2010
using a questionnaire distributed to 190,000 educators in schools in the 27 European
Union countries, Croatia, Iceland, Norway and Turkey. The results showed that there
was not a significant relationship between high levels of infrastructure and ICT use
in classroom (Wastiau et al., 2013). Wastiau et al. (2013) found that teachers who
had accessed ICT at school for a few years used it mostly for lesson planning and
less (statistically several times a month) for working with students during lessons.
According to Ertmer (1999), relative weights assigned to obstacles that are extrinsic

to teachers may be related, at least in part, to barriers that are connected to the
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teachers’ pedagogical approach. However, effective teacher training which is
extrinsic to teachers has an influence on teacher related factors such as computer

competence and attitude towards ICT (Mumtaz, 2000).

2.3 Effective PD programs

PD programs do not always yield changes in teaching practice (Garet, Porter,
Desimone, Birman, & Yoon, 2001). Various studies have proposed a range of factors
that lead to successful implementation. Fullan (1992) claimed that PD programs
should include ongoing activities instead of one-shot workshops. However, duration
alone is not responsible for effectiveness of PD programs. In Matteson, Zientek, and
Ozel (2013), teachers who participated a two-year PD program offered suggestions
for the program to be more beneficial. Those teachers reported a need for more
activities and materials appropriate for low-performing or cognitively impaired
students, opportunities to explore technology-focused activities, more presentations
about pedagogical uses of technology, and collaboration with their peers. Similarly,
in addition to PD programs with a long duration, Garet et al. (2001) suggested PD
programs that focused on content knowledge, engaged teachers in hands on activities
were aligned with teachers’ daily school routine, and emphasized collective
participation of teachers from the same school, grade, or subject.

Desimone (2009) combined most common factors in the literature into a
broad framework for studying the effects of PD on teachers and students. According
to this framework, core features of effective PD programs consisted of content focus,
active learning, coherence, duration, and collective participation. However, this
framework did not include follow-up activities, another core feature that features

prominently in the literature. Studies show that without follow-up activities, teachers
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are less likely to apply their newly acquired knowledge and skills (Guskey, 1994;
Ingvarson, Meiers, & Beavis, 2005; Richardson, 2003).

Effective PD programs in ICT integration (ICT-PD) also attribute their
success to factors related to aforementioned core principles, except for content focus.
PD programs in ICT integration were found to be successful when they emphasized
technological knowledge and pedagogical knowledge instead of content knowledge
(e.g., Browne & Ritcie, 1991; Granger, Morbey, Lotherington, Owston, & Wideman,
2002; Klieger, Ben-Hur, & Bar-Yossef, 2010; Littlejohn, 2002; Loveless, 2003).
Technological knowledge includes certain IT skills, while pedagogical knowledge
includes theories of learning. Apart from the combination of these two types of
knowledge, Mishra and Koehler (2006) introduced technological pedagogical content
knowledge (TPCK) as an important factor in integrating ICT in education. They
maintain that teachers should combine their pedagogical knowledge and
technological knowledge with content knowledge. Thus, they can make use of
suitable technologies in helping students to learn certain subject matters that involve
difficult concepts.

Regardless of the topic of a PD, successful ICT-PD programs follow activity-
based learning. In activity-based ICT-PD programs, an activity type varies according
to the aim of the program. Programs either had specific aims such as designing an
online course (e.g., Littlejohn, 2002) or had more general objectives such as
integrating ICT in classroom teaching and learning (e.g., Oner & Bumen, 2012).
Mishra and Koehler (2006) gave examples of three different kinds of activities that
were incorporated into master’s-level courses on ICT integration. Those activities
included designing idea-based videos to introduce important educational ideas,

redesigning existing web page publishing for middle school course delivery, and
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designing an online course. Instructors designed an online course in Littlejohn’s
(2002) study as well. In Oner and Bumen, (2012), teachers developed ICT-integrated
lesson plans based on the skills and knowledge they had acquired during the PD.

Even though the activities reflected a variation among the ICT-PD programs,
they were all conducted in a collaborative manner via small groups. Collaboration
was maintained either through group discussions (e.g., Littlejohn, 2002) or group
work (e.g., Oner & Bumen, 2012) or both (e.g., Mishra & Koehler, 2006). The main
aim of collaboration was always exchanging ideas, and, as Prestridge (2010) stated,
this would bring change in teachers. In the way of change, dialogue with others help
teachers to “be convinced of the value of innovative educational practices and ICT
integration” (Jacobsen, 2001, p.23).

PD activities bring change in ICT integration if they are aligned with
teachers’ local contexts and needs. MacDonald (2008) claimed that teachers’ goals
and the aim of PD programs should be parallel in order to foster self-reflection in
teachers because successful ICT integration would be fulfilled through this self-
reflection. In Littlejohn’s (2002) study, teachers explicitly signaled this link between
self-reflection and ICT integration by stating that writing reflective reports was a
way towards change in their teaching and learning. In Littlejohn (2002), the PD
program was developed after a needs analysis was conducted with the participants.
According to this analysis, teachers needed to learn how to integrate dialogue and
feedback in their online courses. Based on this need, the PD program focused on
ways to bring dialogue and feedback to the online courses and asked teachers to
evaluate their own designs in terms of dialogue and feedback.

Effective ICT-PD programs consisted of three phases: presentation,

implementation and reflection (Afshari et al., 2009). In presentation, teachers are
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introduced to the use of pedagogical technology in teaching, and then teachers are
expected to practice those technologies in their own classrooms. The last phase gives
teachers an opportunity to obtain feedback on their practice.

The timing of the presentation phase varies in the studies. In Oner and Bumen
(2012), teachers were presented ICT skills first and then the pedagogy. Littlejohn
(2002), however, suggested the opposite order and attributed the success of the PD
program to this order because it shifted the focus towards pedagogy instead of
technology. Mishra and Koehler (2006) did not present ICT skills at all and left the
acquisition of required ICT skills to the teachers. Surprisingly, teachers acquired
appropriate skills through collaborating with each other. However, this does not
show that presentation of technological knowledge is unnecessary for PD programs
in integrating ICT. Teachers explicitly demanded support for learning ICT skills
(Littlejohn, 2002).

Providing teachers with sufficient guidance and support after PD programs is
as important as supporting teachers during PD programs. Studies show that teachers
need follow-up support to implement their newly acquired skills (Abuhmaid, 2011,
Jacobsen, 2001; Uslu & Bumen, 2012). Some PD programs supply face-to-face
follow-up opportunities for teachers (e.g., Atay, 2004; Cheng, 2013; Efaw, 2005;
Kortecamp & Croninger, 1996; Waters, 2006). However, most teachers participate in
PD workshops (Garet, Porter, Desimone, Birman, & Yoon, 2001) which most likely
lack follow-up activities. This might result from the challenges associated with face-
to-face follow-up (Cheng, 2013; Waters, 2006).

The main problems with face-to-face follow-up activities are the requirement
to fund mentors, an inadequate time-interval for face-to-face meetings, and

geographical distance between teachers and supporters. Teachers expected their
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mentors to meet them frequently in a continuous manner for a sound follow-up
(Abuhmaid, 2011; Waters, 2006). This brings about the necessity of a separate
workforce in addition to the staff of PD program. In addition to funding, timing the
follow-up activities is also problematic, as is the case of timing the training course
itself. Teachers’ complaints about their workload are ubiquitous in the literature. If
follow-up activities are integrated into teachers’ school routines, this would put extra
pressure on teachers. If they are conducted after school hours, this would deprive
teachers of their leisure time. Lastly, the location of follow-up activities should be
considered carefully. Traveling long distances to participate in follow-up activities is

both time-consuming and costly for teachers.

2.4 Affordances of online forums as an alternative to face-to face follow-up

It is easier to access information and to connect with other people via the Internet
from anywhere at any time. Based on these affordances of the Internet, varying
opportunities for teacher PD have appeared. Laferriére, Lamon, and Chan (2006)
listed four different trends in the use of the Internet for teacher learning: online
repositories or online courses, web-supported classrooms, learning communities, and
knowledge building communities.

In online repositories, teachers can access educational materials and objects to
use in their own classroom. Web-supported classrooms aim at improving teachers’
practice via accessing exemplary cases. Those exemplary cases might be either video
clips of other teachers’ in the classroom or virtual visits and virtual practice. Online
learning communities consist of teachers and a platform for sharing educational

experiences and ideas. Similarly, knowledge-building communities involve teachers,
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but the aim is not only sharing experiences but creating a knowledge base and
educational design collaboratively.

These trends serve different needs. For example, delivery of information is
useful when teachers are in need of educational materials, whereas learning
communities are appropriate when teachers need to exchange ideas and reflect on
educational practices. Among the aforementioned trends in Internet use for teacher
learning, online learning communities seem to be more suitable for follow-up
activities for PD programs.

The aim of follow-up activities is to supply teachers with continuing support
after ICT-PD program finishes. Teachers might face some challenges in the real
classroom when they apply what they learned from the PD. To overcome the
challenges of novice practices, they need to communicate their experience and obtain
feedback and advice about it. This obviously requires a platform where people
exchange their ideas, as in the case of online learning communities. At this point,
online forums can supply teachers with a place to meet and share their ideas.

Online forums are based on the asynchronous discussions of forum users.
This feature brings several affordances for teachers to communicate. First of all,
online forums set teachers free in terms of time and location. Forum users do not
have to meet at a scheduled time interval at a certain place. In addition, teachers feel
comfortable asking questions in online forums without fear of being ridiculed (Chen
et al., 2009; Owston et al., 2008). Moreover, teachers find more opportunity to talk to
their colleagues (King, 2002) and to get immediate feedback (Chen et al., 2009;
Yang & Liu, 2004). Additionally, teachers might save time by contributing only to a
specific forum topic. In online forums, teachers can obtain individual support

appropriate to their prior knowledge and existing skills by focusing on the related
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part of the discussions in online forums. For example, teachers with weak computing
skills might communicate with their colleagues to strengthen these specific skills on
one forum topic, while self-competent teachers are discussing how to integrate a
certain ICT tool in their classes on another forum topic.

Online forums require mentors, as in the face-to-face follow-up activities.
Creating online forums and expecting spontaneous collaboration among teachers is
not realistic. One of the factors that leads to the creation of learning communities is
facilitation (Owston et al., 2008; Riding, 2001; Tsotakis & Jimoyiannis, 2016; Yang
and Liu, 2004). Therefore, an online forum should include a mentor to facilitate
collaboration. However, mentors do not have to dominate the forum. In Chen et al.
(2009), only 3.4% of the total messages were sent by the mentor of the platform.
Even though the mentor may dominate the platform at the beginning, eventually
some participants will voluntarily take on a leadership role (Farooq, Schank, Harris,
Fusco, & Schlager, 2009; Prestige, 2002).

In online forums, instructor dependency can be decreased via a strong peer-
to-peer dialogue (King, 2002). Diverse teachers with distinct expertise might act as
mentors for others. According to Laferriere, Breuleux, and Erickson (2004, in
Laferrie et al, 2006, p. 78), Internet-based technologies can bring teachers with
distinct expertise together so that they can feed each other intellectually to create new
insights into teaching and learning. Studies show that participants in a forum can
supply online support for other community members by sharing their own
experiences (Fardoun, Mashat, & Lopez, 2013; Green & Cifuentes, 2008; Riding,
2001; Yang & Liu, 2004). Similarly, in Prestige’s study (2010), it was found that
online discussions held by teachers contribute to teachers’ PD. Thus, interactions

among participants may provide learning opportunities for follow-up activities, too.
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All of the aforementioned affordances of online forum make it a potential
place for follow-up activities. However, individuals’ participation in online forums
varies across studies. Some online forums may effective in creating discussions
which lead to teacher learning, while others are ineffective in doing so. Even in
successful online communities, there exist variations among the members in terms of
contributions to the platform. Therefore, online forums do not guarantee a certain

type of participation.

2.5 Variability in patterns of teacher participation in online forums
It is necessary to define online participation before discussing the variations in the
participation patterns. Hranstinski (2009) distinguished two conceptualizations of
online learner participation: low-level and high-level conceptualization. In a low-
level conceptualization, the online participation is related to the frequency of a
participant’s access to the online platform or the number of messages read or written
by a participant. Hranstinski (2009) criticized this approach as insufficient to
conceptualize online participation. Instead, Hranstinski (2009) brought a high-level
conceptualization to the term by defining it as “a process of learning by taking part
and maintaining relations with others. It is a complex process comprising doing,
communicating, thinking, feeling, and belonging, which occurs both online and
offline” (p. 80). According to this perspective, the online participation can be
observed either in the platform infrastructure or outside of it.

The analysis of the participants’ actions on the platform might help determine
online participation patterns to some extent. The messages posted can supply
important data. There are a number of researchers presenting distinct analytical

frameworks for the content analysis of the posted messages. Wever, Schellens,
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Valcke, and VVan Keer (2006) compared 15 frameworks in the literature and
concluded that categorization of messages varies across studies. However, four main
determinants of online participation pattern can be deduced from this review:
content, function, direction, and quantity of the posted messages.

Electronic posts are separated into two categories based on their content. On-
topic messages are related to the main topic of the discussion forum, whereas off-
topic messages are not (Riding, 2001). For example, in Riding (2001), on-topic
messages included issues such as classroom teaching, teaching resources, and exam-
related issues, whereas off-topic messages were about technical problems with the
platform and job adverts. This online community was created via an email list by the
University of Cambridge Local Examination Syndicate as informal professional
training. In Yang and Liu (2004), discussion topics focused on mathematical
capacity. In their study, teachers were supplied with online workshops about
mathematical capacity and asynchronous online discussions were integrated into the
workshop program.

Posted messages function to create either social interaction or critical
interaction. Social interaction messages provide emotional and technical support,
change ideas as needed, and manage group activities. Social messages, especially
those providing positive emotional feedback, are important in building relationships
among the group members (Chen et al., 2009; Prestige, 2010). It is critical interaction
messages that contribute teacher learning (Prestige, 2010). These messages are used
for sharing information, perspectives, and experiences; assessing, linking,
elaborating, and justifying ideas; reflection and scaffolding; negotiation of meaning;
testing and modification of proposed synthesis or co-construction; brainstorming;

questioning; offering solutions and strategies.
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There is a relationship between content and the function of messages. While
on-topic messages function in building critical interaction, off-topic messages
encourage social interaction among members. The rate of postings which lead to
critical discussion differs across studies. In Prestige (2010), it is generally low.
Similarly, social interaction has more of a place in active online forums (e.g., Chen et
al., 2009; Paulus, 2009). On the other hand, Yang and Liu (2004) presented an
opposite scenario where on-topic messages constituted 96% of the messages.
Similarly, in Koc, Peker, and Osmanoglu (2009), all of the messages posted on a
discussion forum were related to the discussion topic.

When the critical discussion appears, teachers usually propose ideas or
general advice (Yang & Liu, 2004). In addition, presenting problem situations and
asking questions are also activities that prevail in discussions (Chen et al., 2009;
Riding, 2001). Even though teachers’ participation patterns in discussions follow a
similar trend, a unique online community might demonstrate distinct participation
patterns in time. For example, in Yang and Liu (2004), teachers posted messages in
order to organize their thoughts or perspectives when the topic of the discussion was
about a specific concept such as capacity mathematics. On the other hand, the same
group of teachers posted in order to give general advice or to convey their ideas
instead of building on others’ posted messages when they were discussing a broad
concept such as K-12 teaching.

Moore (1989) classified the direction of the participation in distance
education as “learner-learner interaction, learner-instructor interaction, and learner-
content interaction” (p. 19). In the learner-content interaction, information is
transferred from the instructor to the learner via a specific media such as text or

video. Similarly, an instructor plans and presents content to learners in learner-
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instructor interaction. However, this type of interaction differs from learner-content
interaction because it supplies learners with an opportunity to reflect on their
comprehension so that the instructor can keep them on the desired route to learning.
Lastly, learner-learner interaction creates a two-sided route to transmit information.
In other words, both parties can contribute to the other’s learning in learner-learner
interaction.

Pawan, Paulus, Yalcin, and Chang (2003) showed that the pattern of posted
messages varies from serial-monologues to collaboratively built professional
knowledge. However, teachers generally demonstrated a one-way learner-learner
interaction (Chen et al., 2009; Yang & Liu, 2004). In other words, participants
generally do not reply directly to others’ postings; they simply present their own
ideas.

The studies about online learning communities demonstrate variability in
participation rate as well. Some teachers contribute to discussions often, while others
do not participate at all (Downer, Locasale-Crouch, Hamre, & Pianta, 2009; Riding,
2001; Stephens & Hartmann, 2004; Tsiotakis & Jimoyiannis, 2016). Tsiotakis and
Jimoyiannis (2016) identified three distinct groups of teachers according to the
amount of their individual contribution to the platform: active members, moderate
members, and peripheral members. Active members start new discussions and
contribute to the community discussions, participate in video conference sessions,
and share their own creations, educational materials, and scenarios. Moderate groups
take similar actions, but the number of these actions is not as high as those of active
members. The peripheral members, which are also called “lurkers” in the literature,
attend discussions but do not post anything. They read messages but do not

contribute to the community by posting any messages.
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In sum, teachers demonstrate variation in online platforms in terms of what
they post, why they post, to whom they post, and how often they post. These
differences in online participation patterns suggest the question of why teachers

behave differently in the asynchronous communication.

2.6 Factors affecting participation in online forums

Studies that examine online asynchronous discussion groups of teachers indicated a
number of factors that affect online participation. Those factors can be separated into
two groups: design-based and individual factors. The discussion topic of the
platform, facilitation of the participants, and building social bond among members
are the most frequently mentioned factors in the studies. These are elements that are
beyond the control of the participants. In other words, they stem from the design of
the platform. On the other hand, there are some other factors that directly result from
individuals. They include lack of time, forum habits, and the self-regulation skills of

the community members.

2.6.1 Design-based factors

Online forums which are used as a PD activity exist in two different ways. Some are
embedded in an online graduate course or PD program for teachers, or they are a
separate informal PD platforms. According to the nature of the platform, design
features vary. For example, if a platform is embedded in an online course, first of all
it becomes a must to participate in the platform because it is one of the course
requirements. Even if participation in the platform is set as requirement, this does not
result in a learning community in which participants contribute to each other’s

learning by posting a high number of critical messages in an interactive manner.
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Therefore, the design features will be explained without considering the platform
type.

The discussion topic of forums is an important factor that affects the quantity
of messages posted in online platforms. Researchers claim that discussion topics
should reflect teachers’ aims, needs, and interests for an active online participation in
online forums (Owston et al., 2008; Riding, 2009; Tsiotakis & Jimoiyannis, 2016).
Teachers are interested mostly in classroom teaching. For example, in VVonderwell
and Zachariah (2005), teachers reported that if the content was irrelevant to their area
of expertise, they stayed out of the online discussion. Since teachers are potential
experts in classroom teaching and learning, they expect to communicate about their
unique teaching situations (Hur & Brush, 2009). However, classroom teaching is not
the only topic that can motivate teachers to communicate. Riding (2001) found that
teachers actively contributed an email list which focused on a specific teacher
examination. Therefore, it is not appropriate to suggest a specific topic for successful
online discussions, but rather it is important to suggest a topic which meets teachers’
expectations.

Online facilitation is another frequently cited factor that influences online
participation (e.g., Owston et al., 2008; Riding, 2001; Tsotakis & Jimoyiannis, 2016;
Yang & Liu, 2004). Yang and Liu (2004) claimed that when teachers find the
facilitator helpful, they feel comfortable in the online forum, and this increases
participation. Apart from the quantity of messages, their quality can also be changed
by facilitator effect. In Chen et al. (2009), the function of teachers’ messages shifted
from sharing their experiences to demonstrating more cognitive skills in the

discussion as the facilitator changed their questioning style.
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Anderson, Liam, Garrison, and Archer (2001) defined facilitation as
maintaining a learning community. They claimed that a facilitator achieves this goal
by reading and responding participants’ posts. Anderson et al. (2001) listed six
different roles of a facilitator: “identifying areas of agreement/disagreement; seeking
to reach consensus; encouraging, acknowledging, or reinforcing student
contributions; setting climate for learning; drawing in participants, prompting
discussions; and assessing the efficacy of the process” (p. 8).

Anderson et al. (2001) exemplified each role using certain questions and
comments. For example, a facilitator may ask questions to identify areas of
agreement/disagreement such as “Joe, Mary has provided a compelling counter
example to your hypothesis. Would you care to respond?” (p. 8). This kind of
facilitation might push participants to conduct an interactive discussion with their
peers instead of sharing their experiences without referring to a prior post. The
identified disagreement would reach a consensus with a facilitator comment such as
“I think Joe and Mary are saying essentially the same thing"” (p. 8).

In order to encourage and to reinforce students’ contributions, a facilitator
might post an acknowledgment message. This might increase the rate of online
participation. For example, in Owston et al. (2008), teachers reported that when they
did not receive a response to their post, this discouraged them from participating in
the platform because they suspected their posts were not valued by anyone.
Similarly, facilitators’ questions such as, “Any thoughts on this issue?”” (Anderson et.
al., 2001, p. 8) can help to draw in participants and to prompt the discussion.

According to Anderson et al. (2001), another task of the facilitator is setting
the climate for learning through comments such as, "Do not feel self-conscious about

'thinking out loud' on the forum. This is a place to try out ideas after all" (p. 8). This
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kind of facilitation might encourage participants, especially the ones who are worried
about the appropriateness of their answer. For example, in VVonderwell and Zachariah
(2005), there existed teachers, although not many, who claimed that they did not post
messages on the platform because they had difficulty articulating their ideas in
writing.

Lastly, Anderson et al. (2001) exemplified the final task of the facilitator.
They suggested that the facilitator assess the effectiveness of the process by posting
comments such as, “I think we're getting a little off track here” (p. 8). This might
trigger participants to post on-topic messages.

The number of participants and messages in online forums is also related to a
sense of community. According to Hur and Brush (2009), a sense of camaraderie
encourages continuous participation in online platforms. They found that teachers
participated in online communities to share emotions and ideas. For these teachers,
sharing emotions seemed to help them experience a sense of camaraderie.

Similarly, Tsiotakis and Jimoyiannis (2016) indicated a sense of community
as an essential element of a learning community, which is rather different from a
group of individuals. Rovai (2002) explained four dimensions of a sense of learner
community: spirit, trust, interaction, and common expectation. Spirit referred to a
sense of connectedness among participants of a learner community. Guan,
Tregonning, and Keenan (2008) found that social bonding enhanced online
participation. Trust referred to an expectation towards relying on other learners’
words and commitment to others’ learning. Rovai (2002) categorized interaction into
two groups: task-driven interaction serves for completing assigned tasks, and socio-
emotionally-driven interaction is related to relationships among learners. In social

networks, reliable support is likely to appear via development of online and offline
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relationships among community members (Tseng & Kuo, 2014). In Owston et al.
(2008), face-to-face experiences were the glue that held teachers together as a
community. The last dimension of a sense of learner community is a common
expectation towards learning (Rovai, 2002). Learning as a united goal among
members brings the feeling that participating in the community meets their
educational needs.

In addition to explaining sense of community, Rovai (2002) listed ways to
create it on online courses. One way is to increase dialogue among participants by
making them aware that their contributions are graded. Enhancing social presence is
another duty of a course instructor. Social presence in online platforms denotes “a
complexion of reciprocal awareness by others of an individual and the individual’s
awareness of others” (Cutler, 1995, p. 18 in Rovai, 2002). Aragon (2003) suggested
that posting welcome messages, including student profiles, incorporating audio,
limiting class size, and structuring collaborative classroom activities on online
platforms would help online participants be aware of others.

The third strategy of Rovai (2002) to create a sense of community is to set a
warm tone in textual communications so that social equality to participate is
maintained. This could be managed by encouraging community members to
introduce themselves at the beginning of the online course in a separate discussion
area. The fourth strategy is alignment of teaching style to the learning stage. Rovai
(2002) exemplified this strategy with the following example: “The dependent learner
is usually most comfortable in a learning environment that emphasizes structure over
dialogue, while the opposite is true for the self-directed learner who seeks more

dialogue and less structure” (p. 10).
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2.6.2 Individual factors

In addition to design factors, some individual factors appear in the literature as
responsible actors in online participation. Those are lack of time, ability to conduct a
deep discussion, and self-regulation skills.

Teachers report lack of time as one of the barriers to online participation
(Guan, Tregonning, & Kenaan, 2008). In Yang and Liu (2004), lack of time was
related to a low number of posted messages. Teachers reported that more time is
necessary for managing and understanding information about PD programs,
assimilating materials, working on their projects, and communicating with their
colleagues. Owsten et al. (2008) examined three online PD communities and found
that teachers’ lack of time to participate was one of the common reasons for failure in
maintaining a sustainable online community.

Teachers having no prior experience in online platforms reported easy follow
of community workflow which consisted of certain phases for teachers to pass
through to create an online community. However, they indicated their lack of
experience as a barrier to contributing to the discussions (Tsiotakis & Jimoiyannis,
2016). Similarly, Yang and Liu (2004) found that majority of teachers’ posts in
asynchronous discussions were one-way monologues. Yang and Liu (2004)
attributed lack of interaction among teachers to an inability to conduct wide-ranging
deep discussions and suggested scaffolding. Kog, Peker, and Osmanoglu (2009)
verified Yang and Liu’s (2004) suggestion by attributing the success of online
discussion in their study to the anchored structure of the forum. Kog et al. (2009)
asked student teachers to relate their discussions to a classroom video case which
was posted on the forum. Classroom videos, together with the instructor’s prompts,

constituted the anchor for the discussion. Prestige (2010) claimed that gaining

34



experience in an online environment diminishes the need for support in developing
understanding about the platform.

Self-regulated learning is another individual factor affecting online
participation. Online learning requires learners to be self-monitored and responsible
for their learning (Chen et al., 2009). Online discussions depend on teachers’
willingness to take responsibility for their own self-development and on their being

open to criticism in a challenging and supportive context (Yang & Liu, 2004).

2.7 Teacher commitment

The aforementioned individual and design-based factors in explaining the variability
in the rate of online participation are treated in the literature. Apart from these
factors, variability in teachers’ tendencies to improve their teaching might be a factor
that affects participation patterns in online learning communities.

Firestone (1996) and Hopkins and Stern (1996) stated that teacher
commitment is related to teachers’ attempts to develop their teaching. Some studies
have examined the effect of teacher commitment on ICT integration. To the best
knowledge of the researcher, there is no study that examines the relationship between
teacher commitment and teachers’ participation in online learning communities.
Since the aim of the online forum is to create a platform for teachers to continue their
PD, contribution to the forum might indicate teachers’ attempts to improve their
teaching. Thus, teacher commitment might affect teachers’ participation in online
forums.

Teachers demonstrate three different kinds of commitment. One of them is
organizational commitment, whose definition was adapted from Mowday, Steers,

and Porter (1979) as the relative strength of a teacher’s identification with and
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involvement in a school. Coladarci (1992) distinguished teaching commitment from
organizational commitment, and he defined it as an “indicator of a teacher's
psychological attachment to the teaching profession” (p. 323). Lastly, commitment to
student learning was defined by Kushman (1992) as “teacher dedication to helping
students learn regardless of their academic difficulties and social background”. Nir
(2002) stated that the aforementioned commitments are interrelated but suggested
studying them separately.

Coladarci (1992) claimed that commitment to teaching can be measured in
two ways: either by studying attrition or asking teachers directly if they would
choose the same profession if they had the decision to make again. Coladarci (1992)
listed working conditions among the reasons for attrition. Similarly, most of the
studies focused on the predictor role of workplace conditions on teacher
commitment.

Bogler and Somech (2004) studied the influence of teacher empowerment on
organizational and professional commitment. In Bogler and Somech (2004), teacher
empowerment was measured via six subscales: decision-making, professional
growth, status, self-efficacy, autonomy, and impact. Only professional growth,
status, and self-efficacy significantly predicted both types of commitment.
Professional growth referred to school support for PD; status referred to getting
respect and admiration from other teachers; self-efficacy referred to the belief that
one has sufficient ability to help students to learn. Among these three predictors,
professional growth and status are related to workplace conditions.

Canrinus, Helms-Lorenz, Beijaard, Buitin, and Hofman (2012) explored
relationships between self-efficacy, job satisfaction, motivation, and commitment.

They found that teachers’ relationship satisfaction was the most crucial factor in
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predicting professional commitment. In Canrinus et al. (2012), relationship
satisfaction was measured via items related to co-workers, support, and teacher
autonomy, all of which obviously affect one’s workplace conditions.

Collie, Shapka, and Perry (2011) used the term school climate instead of
workplace conditions and measured it via five subscales: collaboration, student
relations, school resources, decision-making, and instructional innovations. A
collaboration subscale examined the working relationships between teachers. Student
relations referred to teacher perceptions of student behavior and motivation. School
resources measured the availability of physical materials and equipment. Decision-
making examined the level of input that teachers have in decisions that are made at
the school. Instructional innovation measured openness to change and professional
growth. Collie et al. (2011) found that school climate variables, particularly better
student relations and greater collaboration, predicted increased organizational and
professional commitment.

Similarly, Weiss (1999) examined workplace conditions by measuring
perceived school leadership/culture, student behavior/social climate, teacher
autonomy and discretion, socio-economic status (SES), and incentive pay plans.
Weiss (1999) found that perceptions of school leadership and culture and teacher
autonomy and discretion shaped professional commitment. The perceptions of school
leadership and culture were measured using items some of which were similar to
decision-making, school resources, and collaboration subscales used in Collie,
Shapka, and Perry’s (2011) study. Some other items were similar to status and
empowerment subscales of Bogler and Somech’s (2004) study. For this reason, this
scale is more inclusive than others in terms of its ability to measure workplace

conditions.
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In addition to workplace conditions, Day and Gu (2007) claimed that
professional and personal conditions have the potential to explain variations on
teachers’ effectiveness and commitment. They categorized teachers’ professional life
phases in six groups with respect to the years of teaching and then identified different
scenarios in those phases according to different combination of professional,
personal and workplace conditions. In each phase, they found both committed and
non-committed teachers and attributed the difference between these teachers to
distinct professional, personal and workplace conditions to which they were exposed.
For example, professional life phase 31+ denoted a group of teachers who had over
31 years’ teaching experience. Day and Gu (2007) stated that in this group, pupils’
progress and positive teacher—pupil relationships increased teacher commitment,
whereas ill health and lack of school support resulted in a decision to exit teaching as

early as possible.

2.8 The purpose of the study

The literature shows that follow-up activities are significant in the effectiveness of
PD programs. Through these useful activities, teachers have an opportunity to get
feedback about their attempts to try out new ideas that improve their practice. Given
that online forum groups foster success in supporting teacher PD through community
interaction, an online forum might be integrated into a PD workshop as a follow-up
activity. In this study, the researcher examined the factors affecting primary school
teachers’ participation in an online forum which was set as a follow-up platform for a
PD workshop about ICT integration. The study used an explanatory sequential mixed
design with a quantitative initial phase and a qualitative follow-up that allowed

expansion of and elaboration on the results of the quantitative phase.
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In accordance with the research objective the following research questions
were addressed:
Research Question 1: To what extent can teacher demographic, teacher perceived
workplace conditions and teachers’ attitudes to ICT integration in education predict
teachers’ participation in the online forum?
Research Question 2: How do teachers perceive the online forum?
Research Question 3: What do teachers think are the factors that affect their

participation in the online forum?

2.9 The importance of the study
The Turkish literature on ICT integration lacks research about the PD of in-service
teachers on ICT integration. Kurtoglu and Seferoglu (2013) found that only 3% of
ICT studies were related to PD of teachers. In addition to this, to the best knowledge
of the researcher, there is no study that examines an online platform as a follow-up
mechanism for a PD workshop in the Turkish context. Moreover, in the worldwide
literature, there are a number of studies which examine online forums as separate PD
platforms, but studies which examine online platforms as a follow-up mechanism for
a PD workshop are not so common. The concept of community of practice is not
frequently used in the context of conducting PDs in education. Therefore, the current
study is an example of a PD that forms a community of practice among teachers.

All things considered, this study contributes to the Turkish literature in that it
examines a PD program about ICT integration in education. In addition, it is unique
in integrating an online forum platform as a follow-up mechanism for a PD program

in Turkey.
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CHAPTER 3

METHODOLOGY

3.1 Research design

The study utilized a mixed method approach. The definition of this approach varied
among the current leaders in mixed method research (Johnson, Onwuegbuzie, &
Turner, 2007). The term was used either to name a methodology or a method. This
study follows Creswell’s (2015) approach, which used the term to define a research
method. According to Creswell (2015), mixed methods include collection and
integration of both quantitative and qualitative data. This way, the strength of each
data set merges, and this combination supplies a better understanding of the research
problem.

The purpose of this study is to examine factors that are related to primary
school teachers’ participation in an online forum which was set as a follow-up
platform for a PD workshop about ICT integration. Quantitative data can distinguish
factors associated with the teachers’ online participation but does not explain how
these factors lead to participation. Qualitative data might bring an explanation to this
association. Therefore, an explanatory sequential design was appropriate for this
study. According to Creswell (2015), “The intent of the explanatory sequential
design is to begin with a quantitative strand and then conduct a second qualitative
strand to explain the quantitative results” (p. 38).

Quantitative phase was a prediction study which was defined as “an attempt
to determine which of a number of variables are most highly related to criterion
variable” (Gay, Mills, & Airasian 2011, p. 203). In the current study, the criterion

variable was teachers’ participation in the online platform. The variables that might
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be related to online participation were teacher demographics, teachers’ perceived
workplace conditions, and teachers’ attitudes towards ICT use in education.

The qualitative phase followed a phenomenological approach. The aim of this
method is to comprehend a phenomenon from the perspective of people who are
involved with the phenomenon (Welman & Kruger, 2001). The qualitative phase of
the study aimed at revealing teachers’ perspectives about online platform and the
factors related to online participation.

The qualitative and the quantitative data were integrated to explain the results
of the data. According to Creswell (2015), “integration refers to how one brings
together the qualitative and quantitative results in a mixed methods study” (p. 75). In
this study, qualitative data helped to explain the quantitative findings presented in the

chapter 5.

3.2 Participants and procedures
A purposeful sample of 89 primary school teachers in a private school chain was
recruited for the initial quantitative phase of the study. The criterion for selecting
participants was participation in an in-service PD program conducted with the
cooperation of the private school chain and Bogazigi University.

The chain has more than 100 campuses all around Turkey, and the in-service
PD program included teachers from varying campuses. These teachers voluntarily
accepted to join the workshops, but participation required a work agreement.
According to this work agreement, teachers were not allowed to resign from the
institution within three years; otherwise, they would have to pay back the cost of the

PD program to the institution.

41



The program included six workshops about different topics. One of the
workshops was about ICT tools to be used in education. There were 10 different ICT
workshop groups: six from Istanbul, two from Izmir, and two from Ankara. Teachers
working in and around these cities traveled to one of the three cities to participate in
the workshop.

The school administration assigned those teachers to specific workshop
groups. Each group attended the workshop in different weeks. The workshops were
conducted from February 2016 to May 2016. The workshop consisted of two parts.
The first part was about Internet security and was based on mostly lecturing and
discussions. The second part was about utility tools that might serve both classroom
learning and teachers’ administrative responsibilities. During this part, the instructor
demonstrated how to use the application, and then teachers manipulated the
applications either on their smart phones or on their personal laptops.

Out of 140 teachers, 89 volunteerd to take part in the study and were provided
no compensation. Written informed consent was obtained from each participant (see
Appendix G). The majority of participants were below 30 years of age (56%) and
were mostly female (79%), with teaching experience between 1 and 5 years (55%).
The sample is similar to the population of private primary school teachers in Turkey
in terms of gender. Most of the teachers had an undergraduate degree (79%) and high
computer competence (59%). Almost half of the teachers (49%) had forum
experience and they stated that mostly they simply read (42%) forum messages
instead of asking questions and posting comments. Table 2 summarizes the sample

characteristics.
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Table 2. Characteristics of the Sample (N = 89)

Demographic characteristics N %
Age
Below 30 50 56%
31-40 20 22%
41 and above? 17 18%
Female 70 79%

Years in teaching

1-5 years 49 55%
6-12 years 15 17%
13-20 years 7 8%
Above 20 years® 17 19%

20nly one teacher’s age was between 41 and 50.
Only one teacher’s teaching experience was between 21 and 30.

At the end of each workshop, participants completed a teacher demographic
survey, workplace condition scale, and an attitude scale of ICT use in education.
Then, they were registered for an online platform in their separate workshop group.
For the qualitative phase of the study, an extreme case sampling of six teachers was
recruited from the participants of the quantitative phase of the study. In extreme case
sampling, the researcher chooses either extreme cases or the cases that are
significantly different from the norm in some way (Boudah, 2010). In the current
study, the screening criteria were based on teachers’ years of work experience, their
scores on a perceived workplace condition scale and their scores on attitudes toward
ICT use in education scale. Table 3 shows the characteristic of the sample of the

qualitative part of the current study.
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Table 3. Characteristics of Sample of Interviewed Teachers (n = 6)

1-5 Years of Teaching Above 20 Years of Teaching
Workplace Condition Score
High Cemile (Female / 183) Akif (Male / 181)
Low Cihan (Female / 123) Canan (Female / 141)
Attitude Score
High Mahmut (Male / 140)
Low Ersoy (Male / 96)

Teachers are identified by pseudonyms in order to preserve anonymity. Their
gender and related scores are indicated in the parentheses next to their names.

While selecting the sample, teachers’ scores obtained from the perceived
workplace condition scale and their years of teaching experience were considered
together because the combination of these two variables might lead to variations in
teacher commitment (Day & Gu, 2007). However, the number of years of teaching
experience was not taken into consideration in selecting participants who had the
highest and the lowest score from the attitude towards ICT scale. Among the extreme
cases, teachers who stayed in Istanbul were chosen for locational reasons.

At the second phase of the study, the researcher interviewed the participants.
Interviews were conducted in a quiet place after the spring term of 2016 and they
were audio-recorded. Each interview lasted 25 to 90 minutes. The interviewer was
the researcher, who also participated in the workshops in order to build rapport with

interviewees.
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3.2.1 Description of the online community

An online forum as a follow-up activity for teachers” PD workshop was created
based on the community of practice framework developed by Wenger (1998). He
proposed this concept after studying apprenticeship as a learning model. Wenger
(1998) defined a community of practice as “groups of people who share a concern or
a passion for something they do and learn how to do it better as they interact
regularly” (p.1). The community of practice has three important characteristics that
distinguish it from any other community. Wenger (2011) listed these characteristics
as domain, community, and practice. Shared domain of interest builds a group
identity. Interaction among community members, who are also practitioners, is an
inevitable component that leads to learning. Members of a community of practice are
practitioners. In the current study, it was expected that the shared domain of interest
for teachers would be an intention to learn to use the ICT applications properly. The
current online forum was designed to provide an environment for teachers to share
their experiences as they practiced what they learned from the PD. This exchange of
experiences, which is similar to the interaction among communities of practice, is
expected to bring new learning. Lastly, as the online forum required an intention to
use the ICT applications, teachers should practice what they learn from the online
forum. Thus, learning would dependon teachers’ practice.

The online forum operated via Moodle. Moodle is a free online learning
platform. It provides educators the opportunity to design their own platform which
supports collaborative learning. It has several features that can be enabled or
disabled, according to the course instructor’s choice. Most of its features such as

forums, blogs, and messaging aim at enhancing collaboration among learners In
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addition, instructors can post instructional materials, give quizzes, and grade students
via plugins. In the current study, only the forum feature was used.

Through its forum module, the current initiative was set as a follow-up
platform for a one-day PD workshop session. It was set to support primary school
teachers towards effectively integrating ICT into primary classrooms. The main
objective was to encourage teachers to use the ICT tools both in their academic,
administrative, and personal activities. The online forum was presented as a platform
where teachers could click or download a link to reach PD documents, or they could
type messages to pose questions related to educational ICT use, to reply to others’
questions, and to share their experiences of ICT use. The online forum allowed
participants not only to post messages on an existing topic but also to open a new
topic. Discussion postings were organized both by date and by topic, as is shown in
Figure 11 (see Appendix I).

The researcher created the online groups, but participation was not
compulsory. The groups consisted of 13-14 teachers so as to enhance interaction,
because as the group size gets smaller, interaction tends to increase (MacDonald,
2008).

Teachers were registered for the online forum after they completed the
workshop sessions. The researcher registered teachers with a username and password
and sent them to the teachers via email. Since the workshops were in different weeks
for different teachers, registration for the online forum increased gradually. The
online platform was open for the spring term of 2015-2016 academic year (March-

June).
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3.2.2 The role of the researcher

The researcher was the facilitator of the online community. The facilitator posted
questions and responses to postings as a means of keeping conversations moving or
to anticipate topics that might be interesting or helpful to the participants. For
example, the facilitator asked teachers what kind of experience they had during their
classroom practice of the ICT applications. The facilitator also posted a question that
was asked in a private email from a participant. One teacher asked about a specific
problem with one of the ICT applications. Then the facilitator posted this question on
the forum with the teacher’s permission, but without identifying the teacher. In
addition to posting questions, the facilitator posted responses to teachers’ posts.
These responses consisted of thank-you messages for sharing their experiences in
order to encourage others to post (see Figure 12 in Appendix 1). Besides the forum
posts, the facilitator also sent private emails to all forum users to increase
participation in case there existed participants who did not receive forum posts
properly. These emails were sent to remind teachers of their username and password
and to invite them to upload their photos on the forum so that their social presence
could be enhanced (Kirschner & Kreijns, 2005). The facilitator was more active for
the newcomers to the online forum and was careful not to post on the discussion

boards too frequently so as not to overpower the participants’ voices on the forum.

3.3 Instrumentation
The instruments used for the research included quantitative and qualitative measures.
Quantitative data was collected through a teacher demographics survey, a perceived

workplace condition scale, attitudes towards ICT in education scale, and log reports
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of the online forum. Qualitative data was collected using classroom observation

notes and semi-structured interviews.

3.3.1 Teacher demographics survey

This survey consists of multiple-choice items. Table 4 presents the teacher

demographics.

Table 4. Teacher Demographics Survey Content

Variables
30 and
Age 31-40 41-50 51 and above
below
Sex Female Male
Yearsin
1-5 6-12 13-20 21-30 Above 30
Teaching
Computer
Inadequate Average Good Very Good
Competence
Participation In
Any Online No Yes
Forum
Asking
Way of Reading Writing
Questions to
Participation Messages Comments
Others
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3.3.2 Teachers’ perceived workplace condition scale

This scale was developed by extracting certain items from Weiss’s (1999) study.
Weiss (1999) measured the teachers’ perceived workplace conditions via teacher
attitude questions taken from the Schools and Staffing Surveys (SASS). This survey
collected information on teacher demographics, education and training, teaching
assignment, experience, certification, workload, perceptions and attitudes about
teaching, job mobility, and workplace conditions. Weiss (1999) found four factors
related to workplace conditions: “perceived school leadership, autonomy and
discretion, social climate, and all of which have been associated with teacher
commitment in the literature” (p. 864). Among these factors, Weiss (1999) found that
perceived school leadership and teachers’ autonomy and discretion were strongly
related to teacher commitment. Therefore, only items related to these two factors
were extracted to measure teachers’ perceived workplace conditions in the current
study.

There were fifteen 4-point rating questions (1 = “strongly disagree”. 4 =
“strongly agree”) about school leadership/culture. There were five 6-point rating
questions (1 = “none”. 4 = “a great deal”) about teacher autonomy/discretion. The
three items which demonstrated negative coefficients when the regressions were run
were reverse coded later in this factor. The perceived workplace conditions score was
calculated by adding the score of each factor. Each factor score was calculated by
adding the value of each item in the related factor and standardizing the factor score.
The total score varied between 42 and 200, where higher scores represented positive
perception towards workplace conditions.

The scale was first translated from English to Turkish by the researcher. Then

a Turkish-English bilingual checked the translation in terms of grammar and
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meaning. Later, an expert did the last check. Lastly, a confirmatory factor analysis
(CFA) was conducted to validate the scale. AMOS statistical software was used for
the CFA.

Yang (2005) defined CFA as “a hypothesis-testing process, examining
whether the correlation/covariance matrix of measured variables from the data is
equal to that of a hypothesized factor model” (p.195). He claimed that it is more
suitable to use CFA in confirming a predetermined factor structure based on the
related literature.

In the current study, only items that belonged to two separate factors in Weiss
(1999) were included. Therefore, the CFA was conducted using a model with two
factors (see Appendix J, Figure J1). However, the data did not fit the model
successfully (Normed fit index (NFI) = .610; comparative fit index (CFI) = .739; root
mean square error of approximation (RMSEA) =.114). Thompson (2004) suggested
that for a good model fit, the NFI and CFI should be more than or equal to .95, while
the RMSEA should be less than or equal to .60, neither of which was satisfied in the
current study. Thompson (2004) suggested that researchers revert to Exploratory
Factor Analysis (EFA) when the CFA contradicts their expectations. In the EFA,
“the researcher may not have any specific expectations regarding the number or the
nature of underlying constructs or factors” (Thompson, 2004, p. 5). Statistical
software SPSS was used for the EFA.

Initially, the factorability of the 20 perceived workplace condition items was
checked. In order to do that, the correlation matrix was first examined, and it was
found that there was no item which correlated at less than .30 with all other items,
suggesting reasonable factorability. Secondly, the Kaiser-Meyer-Olkin measure of

sampling adequacy was recommended to be above .60, and it was .804 in the current
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study. Finally, Bartlett’s test of sphericity was significant (c2 (190) = 850.091, p <
.05). The communalities were all above .30, further confirming that each item shared
some common variance with other items. According to the aforementioned
indicators, all 20 items were included in the factor analysis.

The aim of the factor analysis was to identify and compute composite scores
for the factors of perceived workplace conditions. Therefore, a principle components
analysis was conducted. According to the initial Eigen values which were above one,
first four factors explained 35%, 10%, 9%, and 7% of the variance, respectively. A
parallel analysis was conducted to determine the number of factors to retain. In a
parallel analysis, eigenvalues from a randomly generated correlation matrix was
calculated by a software engine according to the number of variables and the sample
size (Patil, Surendra, Sanjay, & D. Todd, 2007). The factors whose random
eigenvalues were less than their real eigenvalues were to be retained in the model
(Horn, 1965 in Patil et. al., 2007). When the parallel analysis was conducted, it was
found that only first three factors could be retained in the solution. Thus, the three-
factor solution, which explained 54% of the variance, was preferred. A varimax
rotation was conducted because the component correlation matrix indicated weak
correlations — below .50 — among the factors.

Items with a primary factor loading of .4 or above were to be included in the
analysis. The item “Great deal of cooperative effort among staff members” did not
load above .4 on any factor. Therefore, it was eliminated.

A principle-components factor analysis was conducted with 19 items, using
varimax rotations, and restricting the number of factors to three. The three factors

explained 56% of the variance. Eighteen items had primary loadings over .50 and
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only one item had a primary loading above .40 (Establishing curriculum). The factor

loading matrix for this final solution is presented in Table 5.

Table 5. Varimax Rotation Factor Loadings for Perceived Workplace Conditions

Item No

Factor 1 Factor 2 Factor 3

1 .841

2 .807

3 .805

5 .786

4 713

6 707

7 .583

10 .540 521

12 171

15 167

14 .626

13 577

9 548

8 502 518

19 468

17 748
18 718
20 .633
16 .612

The factor labels proposed by Weiss (1999) suited the extracted factors, but
the school leadership factor was separated into two. In Weiss’s (1999) study, items

from 1 to 15 were loaded under the school leadership factor, and the items from 16 to
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20 loaded under the teacher autonomy and discretion factor. In the current study, the
first eight items loaded on the school leadership factor, while the items from 9 to 15
and 19 loaded on a separate factor, which was equivalent to Collie, Shapka, and
Perry’s (2011) decision-making subscale, which refers to the level of input that
teachers have in decisions that are made at the school. Item 19 was “At this school,
how much actual influence do you think teachers have over school policy in
establishing curriculum?” This item was related to decision-making factor of Collie,
Shapka, and Perry’s (2011) study more than teachers’ perceived autonomy in their
classes. Internal consistency for each of the scales was examined using Cronbach’s
alpha. The alphas were high both for school leadership (eight items) and decision-
making (seven items), .80 and .75, respectively, whereas Cronbach’s alpha for
teacher autonomy (four items) was moderate, at .65. No substantial increases in alpha
for any of the scales could have been achieved by eliminating more items.

The reliability coefficient of the total scale was not calculated in Weiss
(1999). In the current study, the reliability for the workplace condition (Cronbach’s

alpha) was .89.

3.3.3 The teachers’ attitudes towards ICT in education scale

The scale collects information about teachers’ views on the effects of ICT in teaching
and learning and on the obstacles to ICT implementation. It was in Turkish,
developed by Cavas, Cavas, Karaoglan, and Kisla (2009). The scale included 38
four-point rating items ranging from “strongly disagree” to “strongly agree.” The
teachers’ attitude score was calculated by adding the value of all items. The total

score ranged from 38 to 152. Eleven of the items were negatively worded. For the
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analysis of the data, all negatively worded items were reversed so that a higher
numbered response on the rating scale would represent positive attitudes.

When the instrument was developed, its reliability (Cronbach's alpha) was
reported as .91 (Cavas, et al., 2009). In the current study, Cronbach’s alpha for the

scale was .84.

3.3.4 Log reports of the online forum

Participation in the online forum was identified by the log reports of the online
forum. The researcher had access to the log reports from the Moodle platform. The
log reports included information about each participant’s username, the user activity
in Moodle, the timing of the activity, and the content of the related activity. Teachers
who had logged in to the online platform at least once were identified as having

participated in the online forum, and this variable was dummy coded.

3.3.5 Classroom observation notes

The researcher observed six teachers in their lessons for a one-hour (40 minutes)
class. During the observation, the researcher kept written records of the existing ICT
infrastructure in classrooms, teachers’ use of ICT, and the ICT tools that were used
during the classes. The researcher made bulleted lists of basic observations.

Observational data was used to support findings from other data analysis.

3.3.6 Semi-structured interviews
Teachers’ beliefs about the factors affecting their participation patterns were elicited
by semi-structured interviews. Conducting semi-structured interviews is a way to

collect data from participants by which the interviewer asks predetermined questions.
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Interview questions elicit a mixture of closed and open responses from the
interviewees. Even though predetermined questions set a structure for the interview,
the interviewees hav a degree of freedom to decide what to talk about, how to
express themselves, and how much to talk (Drever, 1995).

The method of hierarchical focusing was followed during the interviews.
Tomlinson (1989) proposed this method so as to keep the interview open enough to
gain access to interviewees’ opinions while it restricted the interview into the
researcher’s agenda. According to Tomlinson (1989), a non-directive style of
interaction through open-ended interview questions keeps the researcher framing and
influence to a minimum. Tomlinson (1989) listed main steps as follows:

i.  Conceptualizing the nature of the domain of the topic based on the
researcher’s own construal,
ii.  Deciding on the research focus within this conceptualization,
iii.  Creating a diagram for a hierarchical agenda of questions that would elicit
interviewees’ construal about the focus of the research,
iv.  Carrying out the interview, and
v.  Making a verbatim transcript from an audio recording of the interview.

In the current study, an online forum construal interview agenda was used
during the interview (see Table 6). This construal involved three main guestions and
sixteen sub-questions. Each interview question was followed by two letters with
empty parentheses next to them. The interviewer marked the questions with two

letters during the interview: s for spontaneous or p for prompted answers.
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Table 6. Online Forum Construal Interview Agenda

(1) Asyou see it, what does the online forum involve? p( )
What is the aim of the online forum? p( ) s()
What is the content of the online forum? p( ) s()
Who are the participants of the online forum? p( ) s()
What is the role of the teachers in the online forum? p( ) s()
What is the role of the admin in the online forum? p( ) s()

(2) What do you think teachers’ participation in the online forum would
depend on? p( )

Design Factors

What should be the content which is created by teachers? p( ) s()
What should be the content which is created by admin? p( ) s()
How much message is needed for real effect? p( ) s()
Does it depend on ease of MOODLE use? Please explain. p( ) s()
Does it depend on technical support? Please explain p( ) s()
Does it depend on structured task presentation for the forum use? Please explain p( ) s()

Individual Factors

Would training for online forum use be needed for teachers? Why? p( ) s()
Do you believe that you can find answer to your questions in the forum? Why? p( ) s()
Do you have enough time to participate in the forum? Why? p( ) s()

Workplace Factors
In what kind of classroom/school environment could you apply what you have
learned in the workshop? p( ) s()
What role does the school administration have in applying what you have learned
in the workshop? pC ) sC)

(3) What kind of follow-up platform would you design? p( )

The order of the questions in an interview might affect an interviewee’s
answer (Drever, 1995). In the hierarchical focusing method, the interviewer asks the
main questions directly and avoids asking sub-questions so as not to influence the
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interviewee’s answer (Tomlinson, 1989). Therefore, in the current study, the
interviewer asked the main questions directly. If the interviewee’s answer was
related to any sub-question, the interviewer marked this question as spontaneous (S)
and did not ask that sub-question. If an answer to the main question was completed
but there existed unanswered sub-questions, the interviewer asked these sub-
questions and marked them as prompted (p).

The first main question was asked to start the interview with a preamble.
Drever (1995) indicated that a preamble prevents misunderstandings about the focus
of the interview. In the current study, some of the interviewees had not logged into
the online platform before the interview was conducted. Therefore, their perception
of the online forum might be different from the participants who had logged into the
online platform. As a result, their perceptions of factors related to online
participation might be different from those of other participants. In order to bring a
common understanding about the online forum, first the interviewee’s construal of
online forum was elicited through the first main question. If their perception was
different from the actual online platform, the interviewer explained the existing
online platform, using the related sub-questions.

The last two main questions were asked to elicit teachers’ perceptions about
factors affecting their online participation. Holstein and Gubrium (2003) claimed that
participants may avoid explaining things explicitly for “fear of making a discrediting
statement” (p. 65). Interviewees might feel judged by the interviewer if they were
asked why they did not participate in the online platform. This might disturb rapport
and influence their answers. Instead of asking questions directly, the researcher asked
teachers the factors related to online participation in general, to lead participants to a

comfortable place. Thus, they would unpack their ideas.
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Sub-questions to the second main question were created parallel to the
variables in the quantitative phase of the study. There were three groups of sub-
questions related to design of the platform, individual factors, and perceived
workplace conditions.

A pilot interview conducted with a teacher who was among the participants of
the study. Drever (1995) suggested choosing a pilot interviewee who was not a
potential candidate for the interview. Therefore, the teacher was chosen among the
participants who lived outside Istanbul.

In the pilot interview, the interview agenda was used, but the question, “What
kind of follow-up platform would you design?” was asked as a sub-question for the
main question “What do you think teachers’ participation in the online forum would
depend on?” As an answer to this question, a teacher explained a WhatsApp® group,
which she found very effective. Then, she answered all sub-questions according to
this mobile application. This question distracted the teacher from online platform.
After the pilot, this question was set as a distinct main question and asked at the end

of the interview in order to maintain teachers’ construal of the online forum.

3.4 Data analysis

Quantitative and qualitative data were analyzed separately. Variables were
summarized using counts and proportions for categorical variables (gender, age,
work experience, forum experience, computer competence, and participation in an
online forum) and means and standard deviations for continuous variables (perceived
workplace conditions, attitudes towards ICT use in education). Logistic regression
was conducted to investigate the impact of teacher demographics, teachers’

perceived workplace conditions, and teachers’ attitudes on teachers’ participation to
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the online forum. In predicting a categorical variable, either discriminant or logistic,
regression is suitable. Discriminant analysis is used if the predictor variables are
continuous. Leech, Barrett, and Morgan (2005) suggested conducting a logistic
regression in predicting a categorical variable when the predictor variables involve
both continuous and categorical variables. In the current study, the outcome variable
was teacher participation, and this variable was categorical. The predictor variables
involved gender and forum experience as categorical variables, and age, work
experience, computer competence, perceived leadership, perceived autonomy, and
attitudes towards ICT use in education as continuous variables. Therefore, logistic
regression was suitable for the analysis. Quantitative data analysis was facilitated
using the SPSS 21 statistical software package.

According to Leech, Barrett, and Morgan (2005) the requirement of logistic

regressions is as follows:

The dependent variable should be dichotomous

The outcomes should be independent and mutually exclusive

The sample should include a minimum of 60 total cases

Multicollinearity should be little
In addition, Field (2011), listed linearity and independence of errors as
assumptions of logistic regression. He stated that “logistic regression assumes that
there is a linear relationship between any continuous predictors and the logit of the
outcome variable” (p. 769).

The assumptions of logistic regression were checked before doing the
analysis, and no violations were found, except for the multicollinearity. As the
assumptions indicated, the dependent variable was participation in the online forum,

and it was dichotomous. The outcomes were independent and mutually exclusive.
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Although sample size (N=89) was larger than 60, the numbers of variables was kept
to a maximum of 9 because Vittinghoff and McCulloch (2007) suggested that there
should be 10 events per variable. The perceived workplace condition is the
combination of the perceived leadership, decision-making, and perceived autonomy.
In order to keep the number of variables as low as possible, workplace condition was
added to the model instead of taking its factors separately. Similarly, reading and the
other sub-variables of forum experience were eliminated, and forum experience was
added to the model as an umbrella variable.

In order to check for multicollinearity, first the correlation matrix of the
predictor variables was created (see Table K1 in Appendix K). Correlation matrix
indicated large correlations between work experience and age, decision-making and
leadership, sharing and asking. In addition to the correlation matrix, Leech et al.
(2005) and Field (2011) suggested obtaining tolerance and VIF scores via a linear
regression command in SPSS to check for multicollinearity. Table 7 shows the
tolerance and VIF scores.

Alison (2012) stated that the lower level of VIF scores that constitute a
problem varies among the authorities and suggested VIF scores greater than 2.5 are
problematic. According to this suggestion, work experience and age indicate high
multicollinearity. Leech et al. (2005) suggested aggregating or eliminating variables
that are highly correlated in order to deal with multicollinearity. Since work

experience was more important to the current study, age was eliminated.

60



Table 7. Tolerance and VVIF Scores for Predictor Variables

Collinearity Statistics
Predictor Variables
Tolerance VIF
Gender .752 1.330
\Work Experience .127 7.851
Age .131 7.656
Education .690 1.450
Computer Competence .881 1.135
Forum Experience .165 6.049
Attitudes Towards ICT in Education .767 1.304
\Workplace Conditions 277 3.613

The interaction term between the continuous predictors and their log
transformation were added into the model and found to be insignificant. Therefore,
the assumption of linearity was not violated.

There are three model-building approaches in regression techniques: direct,
hierarchical, and stepwise. They are used for different purposes. In the direct
approach, all predictor variables are entered into the model simultaneously when
there is no prior hypothesis about which variables have greater importance than
others. In the hierarchical approach, predictor variables are entered into the model
sequentially in order to examine the contributions of variables according to their
predetermined priority. In the stepwise approach, the computer enters the variables
into the model according to mathematical calculations. In the current study, the direct
approach was followed due to a lack of theory about the hierarchical importance of
the variables on online participation. Attitude, computer competence, forum
experience, work experience, and perceived workplace conditions were added to the

model simultaneously.
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Conventional content analysis was used in order to explore teachers’ ideas
about the factors that affect their participation pattern in the online community. Hsieh
and Shanon (2005) suggested using a conventional content analysis to describe a
phenomenon, especially since the literature lacks extensive theory and studies about
the phenomenon. There exist studies which examine the factors affecting teachers’
online participation in PD forums. However, those PD forums were not set as a
follow-up support activity for PD programs, unlike in the current study. As the aim
of the platform changes, the factors related to its participation might also change. As
online forums as a follow-up support activity for PD workshops are not examined
extensively in the literature, the conventional content analysis is suitable for the
current study. Hsieh and Shanon (2005) suggested the following steps for conducting
a conventional content analysis:

i.  Reading all data in order to have a general perspective

ii.  Reading data word by word in order to code data
iii.  Approaching the coded data in order to write preliminary analysis notes
iv.  Sorting the related codes into categories which are not predetermined
v.  Developing a tree diagram to organize categories hierarchically
vi.  Defining the categories, subcategories and codes

These steps were followed in the current study. The researcher transcribed the
interviews via Microsoft Word and read them before coding in order to familiarize
herself with the data. The researcher uploaded the interview transcriptions using an
online qualitative analysis tool to code and analyze the qualitative data. The web-
based interactive software is called QCAmap®. The software helped the researcher
to highlight certain sections from the text to be coded with different colors. After the

coding was finished, the software enabled the researcher to group related codes to
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create distinct categories. In addition, the software supplied the researcher with
analysis results on three Microsoft Excel documents. The Microsoft Excel documents
presented the coded passages, category statistics, and document statistics,
respectively. In the coded passages, each code was accompanied by the related
passages from the interview transcripts. In addition to passages, teachers’ names
were accompanied by the related codes. In category statistics, each category with its
related codes is represented, and the frequency of the categories and codes is
displayed on the document. In document statistics, it was demonstrated how many of
each code was brought by each teacher. These analysis reports were obtained for
each research question. Among these documents, only coded passages were used in
the analysis.

Saldana (2013) stated that the qualitative analytic process is cyclical and
suggested two types of coding methods for researchers to follow. In the current
study, Saldana’s (2013) suggestion was followed and the analysis was completed in
two cycles. In the first cycle, data was coded and these codes were classified,
integrated, and synthesized in the second cycle. In vivo coding was followed in the
first cycle. This method assigns labels for codes from participants’ own words or
short phrases which are found in the qualitative data record (Saldana, 2013). Since
the current study examines teachers’ perceptions about the factors that affect their
online participation, in vivo coding helped to frame their interpretations with their
own words. The researcher had two areas of focus during coding: teachers’
perception of the online follow-up forum and their beliefs about the factors affecting
the online participation. There were 135 codes related to forum perception and 186

codes related to factors affecting online participation.
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After the first cycle of coding, the researcher categorized the codes. The
codes related to teachers’ perception of the online follow-up forum were categorized
into six groups: the aim, content, members, members’ forum activities, and forum
admin’s activities of online follow-up forum. The codes related to factors affecting
online participation were categorized via three iterations. At first iteration, 15
clusters of initial codes appeared: habit, individual differences, feeling a need, online
practices, the content, attitudes towards other users, obligation, the school,
familiarization with the platform, sustainability, design, facilitation, consumption
culture, worries, and learning style. This categorization was revised because some
categories were broad such as individual differences and some categories were out of
the focus of the study such as design of the platform. Psychological motivations
which shape acceptence to use an information system are different from the ones that
shape continuance to use an information system (Bhattacherjee, 2001 in Islam,
2012). Design characteristics are related to continuance of the participation in the
platform. In the current study, online participation was defined as logging into the
forum at least once, not repeated participation. Therefore, similar codes were united
and some codes were left. Remaining codes were categorized, and axial coding was
conducted. Axial coding serves to reassemble data which were split or fractured
during the first coding cycle. Axial coding connects categories with subcategories in
a way that it helps to specify the dimensions of a category (Saldana, 2013). In order
to conduct axial coding, two concept maps were created. To create first concept map,
the researcher read the preliminary analysis of the data and wrote most uttered codes
on rectangular sheets of paper (4cm x 5¢cm) separately. Then the researcher read the
preliminary analysis notes again, this time sentence by sentence. This time, the

researcher wrote each code that appeared concurrently with the most-uttered codes
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on the same papers. The researcher linked each code with the most-uttered codes
with a line segment. When the most-uttered codes appeared concurrently in the same
sentence, a link between the papers was drawn. This links between and within the
papers were created by the online mind mapping tool Bubble.us®. The first mind
map depicted the relationships between these first cycle codes (see Figure L1 in
Appendix L). The second concept map depicted hierarchical relationships between
different categories that appeared on the first concept map (see Figure L2 in

Appendix L).

3.5 Validity and reliability

In order to ensure trustworthiness in the current study, certain strategies were
followed. Internal validity, which is referred to as credibility in qualitative data,
refers to extent of the match between research findings and reality (Merriam &
Tisdell, 2015). Three strategies were followed to shore-up internal validity:
triangulation, member check, and peer review (Merriam & Tisdell, 2015).

There are four kinds of triangulation: the use of multiple methods, multiple
sources of data, multiple investigators, and multiple theories to confirm findings
(Merriam & Tisdell, 2015, p. 244). In the current study, multiple methods of data
collection were used. In addition to interviews, teachers’ ICT use was observed in
their classrooms.

Member check refers to soliciting feedback on the emerging findings from
some of the interviews (Merriam & Tisdell, 2015). In the current study, all
interviewees were asked to supply feedback about the preliminary findings. Teachers
were sent the analytical memos of their interviews separately via email. Out of six

interviewees, four confirmed the emerging findings without any correction. Only one
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interviewee made a correction to the findings. In the analytical memo, it was written
that the teacher did not believe that s/he could get help from other teachers in terms
of ICT. However, this teacher asked the researcher to change it, staging that s/he did
get help from his/her colleagues in ICT, but not from teachers working in the same
school.

In addition to the member check, an expert scanned some of the raw data and
assessed the plausibility of the findings based on the data, as Merriam and Tisdell
(2015) suggested.

Reliability or consistency deals with the question of how much research
findings can be replicated. In addition to triangulation and peer review, an audit trail
was conducted to ensure consistency (Merriam & Tisdell, 2015). In an audit trail, the
researcher explains the procedure and data analysis in detail. In the current study,
they were explained in the methodology section.

External validity refers to “the extent to which the findings of one study can
be applied to other situations” (Merriam & Tisdell, 2015, p. 253). In qualitative
studies, generalizability cannot occur due to lack of a priori conditions such as
control of sample size, random sampling, and so on (Merriam & Tisdell, 2015).
Instead, generalizability needs to be considered appropriate to qualitative research.
Merriam and Tisdell (2015) suggested thick description and maximum variation in
the sample as useful strategies to enhance the possibility of transferring the results of
a qualitative study to another setting. The researcher supplied a thick description by
explaining the setting and participants of the study in detail and by describing the
findings with quotes from participant interviews. In order to enhance the maximum
variation in the sample, critical sampling was conducted so that participants with

different profiles were involved in the qualitative part of the study.
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CHAPTER 4

RESULTS

The overall intention of this mixed-methods study was to see if teachers’
demographics, attitudes towards ICT use in education, and perceived workplace
conditions were predictors for participation in an online forum that was set as a
follow-up activity for a PD workshop. The quantitative component of the study
measured teachers’ attitudes towards ICT use in education and their perceived
workplace conditions. Then, in addition to teachers’ attitude and perception scores,
teacher demographics were used to determine if all of them were predictor variables.
The qualitative part of the study was conducted to explain the results of the
quantitative part. Therefore, teachers were interviewed about the factors that affect
participation in the online forum.

The findings for this research study will be presented in three sections. The
first section will present the descriptive statistics of the quantitative data in order to
help contextualize the findings derived from the data. Section 4.2 will focus on the
findings from the logistic regression analysis of data collected for the quantitative
part of this study. Section 4.3 will focus on the findings from the analysis of data

collected for the qualitative part of this mixed-method study.

4.1 Descriptive statistics

Descriptive statistics of categorical variables (gender, age, work experience, forum
experience, computer competence, and participation to online forum) and continuous
variables (perceived workplace conditions and attitudes towards ICT use in

education) that were used for this study are presented in Table 8.
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Table 8. Descriptive Statistics for Continuous Variables

Total Participated Not Participated

N M SD | N M SD | N M SD

Attitudes towards ICT in education 89| 1128 | 11.7 | 33 | 1151 | 11.1 | 56 | 1115 | 11.9

Perceived workplace condition 89 | 146.7 | 23.2 | 33 | 153.8 | 19.6 | 56 | 1425 | 24.3

The possible score range of teachers’ attitudes towards ICT in education was from 38
to 152; the average total score of teachers’ attitudes towards ICT in education was
112.843, which can be interpreted as high. The possible score of teachers’ perceived
workplace conditions ranged from 0 to 200; the average total score for teachers’
perceived workplace conditions was 146.074.

Table M1 (see Appendix M) presents the frequency of categorical variables,
both for whole group and for the participants who participated in the online follow-
up forum. Whole group was represented under the label “Total” and the teachers who
logged into the online follow-up forum were indicated below the “Participated”
column in the table. The percentage of each demographic variable is generally
similar for the total and the participated group. Teachers who were below 30 years of
age had teaching experience of 6 to 12 years, held an undergraduate degree, had
computer competence above medium level, and were familiar with forums, which

weighed more in the participated group than the total group.
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4.2 Findings of the quantitative data analysis

A logistic regression was conducted to answer the first research question:

To what extent can teacher demographic, teacher perceived workplace conditions
and teachers’ attitudes to ICT integration in education predict teachers’ participation
in an online forum?

The work experience variable included only one case for the category of 21-
30 years of teaching. Therefore, this category was combined with the category of
above 30 years of teaching and named as 21 and above years of teaching before the
logistic regression analysis. Accordingly, the logistic regression model was as
follows:

Predicted logit of (Participation) = Bo + B1 (Female + B2 (6-12 years of teaching) + B3
(13-20 years of teaching) + B4 (21 and above years of teaching) + s (Good Computer
Competence) + Bs (Very good computer competence) + B7 (Forum Experience) +fs
(Attitudes to ICT) + Bo (Perceived workplace conditions) + e

Burns and Burns (2008) explained logit (p) and odds ratio as follows:

Logit (p) is the log (to base e) of the odds ratio or likelihood ratio that the

dependent variable is 1. For a dichotomous variable, the odds of membership

of the target group are equal to the probability of membership in the target

group divided by the probability of membership in the other group. (p. 572)
In this study “Predicted logit of (Participation)” is equal to the log of the probability
of participation divided by the probability of non-participation.

According to the logistic regression analysis, a test of the full model against a
constant only model was statistically significant, indicating that the predictors as a
set reliably distinguished between participating teachers and not participating
teachers (chi square = 18.377, p = .031 with df = 9). Well-fitting models show non-
significance on the H-L goodness-of-fit test. This desirable outcome of non-

significance indicates that the model prediction does not significantly differ from the

observed. H-L statistic of the current study has a significance of .135, which means
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that it is not statistically significant and therefore the model is quite a good fit.
Nagelkerke’s R? of .259 indicated that approximately 26% of the variance in whether
or not teachers participated in the online follow-up forum can be predicted from the
linear combination of the ten independent variables. Prediction success overall was
73.6 %. Table 9 shows that the independent variables were better at helping us
predict who would not participate in the online follow-up forum (87% correct) than
those who would (51.5% correct).

Table 9. The Observed and the Predicted Frequencies for Online Participation by
Logistic Regression with the Cutoff of 0.50

Observed Predicted % Correct
Participated Not Participated

Participated 17 16 51.5

Not Participated 7 47 87.0

Overall Percentage 73.6

The results of the logistic regression model are presented in Table 10. In
order to explain the table, it is beneficial to unearth the meaning of § and odds ratio.
The s are the logistic regression coefficients. Negative (s reveal a negative or
inverse relationship, whereas positive Bs indicate a positive relationship. For
example, attitudes to ICT was positively related to participation in the follow-up
online forum, and having no prior forum experience was negatively related to
participation in the online follow-up forum. The odds ratios in the last column are
more straightforward in interpretation than the Bs (log odds). Odds ratios can be
interpreted in terms of the change in odds. The odds are the probability that an event

will happen divided by the probability that the event will not happen. If the odds
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ratio exceeds 1, the odds of an outcome occurring increase for each one unit increase
in the continuous predictor; if the figure is less than 1, any increase in the predictor

leads to a drop in the odds of the outcome occurring.

Table 10. Logistic Regression Analysis of 89 Teachers’ Online Participation

B SE. | Wald [df| p Exp(B)

Workexp 1.084 3 .781

WORKEXP (6-12 years) .629 .685 .843( 11 .359 1.875
WORKEXP (13-20 years) .592 971 3721 1 542 1.808
WORKEXP (above 30 years) .239 .718 A1) 1 740 1.270
Computercom 1.355 2| .508

COMPUTERCOM (good) 5671 691 672 1| .413 1.762
COMPUTERCOM (very good) 1.007] .873 1.332] 1| .248  2.738
Forumexp (yes) 1.380, 542 6.484( 1 .011 3.976
Attitudes to ICT .022 .024 870, 1 .351 1.022
Workplace conditions .033 012 7.181] 1 .007 1.034
Gender (female) .676 677 998 1 .318 1.966
Constant -9.875( 3.649( 7.322[ 1] .007 .000

Note. Workexp = work experience. Computercom = computer competence. Forumexp = Forum
experience.

With respect to the categorical variables, the interpretation of the odds ratio for a
particular group reflects how the odds of an outcome occurring for a specific group
compares with the odds for the reference group.

The Wald criterion demonstrated that only workplace conditions and forum
experience made a significant contribution to prediction (p = .007 and p =.011

respectively). Every 1-point increase in the perceived workplace condition score

71



results in a 3% increase in the odds that a teacher participated in the online follow-up
forum. In terms of forum experience, the odds that a teacher with prior forum
experience participated in the online follow-up forum is approximately 4 times
greater than the odds that a teacher without prior forum experience participated in the
online follow-up forum.

The other predictors were also associated with the participation, but not
significantly. When teachers with 1-5 years of work experience were taken as the
reference group, the odds of participation for teachers with above 30 years of work
experience is approximately 27% higher; the odds for teachers with 13-20 years of
work experience is approximately 80% higher; and the odds for teachers with 6-12
years of work experience is approximately 86% higher. Higher computer
competence is more likely to predict participation. The odds that a teacher with good
computer competence participated in the online follow-up forum is approximately
76% higher than the teachers with medium-level computer competence. In addition,
the odds that a teacher with very good computer competence participated in the
online follow-up forum is approximately three times of the odds that a teacher with
medium-level computer competence participated in the online follow-up forum. In
terms of attitudes to ICT in education, every 1-point increase in attitude score results
in a 2% increase in the odds that a teacher participated in the online follow-up forum.
Female teachers were more likely to participate in the online follow-up forum; the
odds for female teachers were approximately two times greater than for the male

teachers.
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4.3 Qualitative findings

Qualitative findings were obtained from the qualitative analysis of both classroom
observation notes and from interview transcripts. The observation notes were used to
examine teachers’ ICT use in their classes. These findings were presented to produce
teacher profiles in terms of ICT use. Since the online follow-up forum was based on
the use of ICT applications, the analysis of teachers’ habits of ICT use might
contribute to the analysis of the interview transcripts. The interview transcripts
helped to explore the factors that affect participation in the online follow-up forum.
First, teachers’ perception of the online follow-up forum was identified by
considering the goal, content, participants, and participants’ roles in the forum. Then
the factors related to forum participation were presented under the five themes that
resulted from the content analysis. The findings were exemplified by quotes from the

interviews. The researcher translated the quotes from Turkish to English.

4.3.1 The classroom and the ICT use
All classrooms were equipped with an interactive whiteboard that was connected to
the Internet. The only board that can be written on was the interactive whiteboard.
There were 16-20 students sitting in clusters. Clusters consist of two desks pushed
together so every desk was facing another one. The classrooms had clusters scattered
around so that each cluster would be far enough apart to prevent the students’ chairs
from hitting each other.

All the teachers made use of the ICT tool during their lessons. Teachers
integrated ICT tools either to enhance academic objectives or to manage classroom
behaviors. With regard to the academic use of ICT tools, it generally served to

present information and for drill and practice exercises. In terms of classroom
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management, it helped teachers to give students feedback about their behaviors, both

desired and undesired.

4.3.1.1 Academic ICT use

Academic ICT use referred to classroom activities which were designed to bring
students to predetermined learning objectives of the school subjects. Cemile, Akif,
and Ersoy used ICT to transmit information. At the beginning of the lesson, Cemile
tried to open Plickers® on the interactive whiteboard but could not manage it. Then
she started to present the subject via a PowerPoint presentation on the interactive
whiteboard. She read the explanations written on the PowerPoint slides. This
suggested that she used ICT for transmission of information. Like Cemile, Ersoy
introduced a new topic in his class. The aim of the lesson was learning vocabulary. In
order to introduce words, he split the interactive whiteboard into four as a 2x2
matrix. Four parts served for writing the meaning of the word, other related concepts,
features of the word (singular/plural, noun/verb), and for illustrating the word,
respectively. Each part was filled after a class discussion. In this activity, teacher
firstly made use of the interactive whiteboard in order to split the board properly. He
used the shape recognition pen tool in order to replace his drawings on the page with
line segments. In addition, he made use of ICT when he searched web for visuals
related to the vocabulary. This attempt to enrich his instruction with different
materials might be considered as the transmission of the vocabulary knowledge.
Similarly, Akif also used ICT as a tool to present information. The subject of the
lesson was microscopic creatures. At the beginning of the lesson Akif explained
students that they would review the subject that was covered at the last lesson. He

used a video for revision of the subject. The video included both visuals information
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and subtitles. In addition, the subtitles were accompanied by sound recording. The
video was displayed on the interactive whiteboard.

Canan, Mahmut, and Cihan conducted drill and practice exercises via ICT
tools. Canan and Mahmut managed their instruction similarly. They opened the pdf
version of the textbook on the interactive whiteboard and projected certain pages.
These pages included drill and practice exercises in which students were expected to
fill in the blanks of the given sentences on the board. Similarly, Cihan asked students
to come to the interactive whiteboard to complete drill and practice exercises which
were about using the punctuation marks correctly. However, she projected the
sentences from a PowerPoint presentation and delivered children play dough to shape
as suitable punctuation marks and stick in a proper place in the sentence on the
interactive whiteboard. In the aforementioned classroom activities, the use of ICT
tools saved time in the lesson because teachers projected the pages on the interactive

whiteboard instead of writing all of them on the interactive whiteboard.

4.3.1.2 ICT use for classroom management

ICT use for classroom management referred to activities which were conducted to
maintain classroom rules and procedures during the school day. It was observed that
only female teachers used a specific application in order to manage students’
behaviors. Some teachers who participated in the workshop reported that this
application was suggested by the administration. This application was designed to
connect teachers, parents, and students for sharing photos, videos, and messages
throughout the school day. During the observation, teachers only used the application
in order to give feedback about students’ behaviors. In order to do that, they used the

classroom feature of the application. This feature helps teachers to build a classroom
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culture by choosing skills and values things such as creativity or teamwork to be
evaluated. Each student has an avatar and for the preset skills and values they collect
points from teachers. Teachers can both increase and decrease the total points of the
students. During the observations, teachers changed some students’ points on the
interactive whiteboard so that every student in the classroom witnessed the result of a

specific behavior.

4.3.2 Planning for ICT use
Planning for ICT use means teachers’ allocating time beforehand in order to search
or prepare for ICT use in the coming lesson. Teachers were divided into two groups
in terms of planning for ICT use. The materials that were used during the class
supplied information about lesson planning for ICT use. For example, if the materials
were ones that were supplied by the school, this suggested that teachers did not
allocate time for preparation for ICT use. On the other hand, if the materials were
either something different from the school resources or if they were prepared by the
teacher, this implied that the teacher had done some preparation. School resources
included textbooks and an educational platform which included several types of
educational tools, such as tutorials, tests, videos, documentaries, and homework.
Akif, Cihan, and Cemile seemed to spare their time to plan for ICT use. The
video used by Akif suggested that, he tended to integrate ICT through existing
educational materials. Even though it was an on-hand material, it was not supplied by
the school. Therefore, Akif must allocated some time to search for it. Cemile’s
attempts, yet to be unsuccessful, to use Plickers® suggested that she desired to use
the ICT applications that were introduced in the workshop. It could be claimed that

before the lesson Cemile allocated some time for adjusting Plickers® program. (In
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order to use Plickers®, one should prepare a class list and assign each student a
number to match with a specific code card. In addition, teachers should prepare some
questions together with their answers so that they could reflect on the board and ask
to students.) Cemile and Cihan claimed that they prepared the PowerPoint
presentation themselves. Since making PowerPoint slides is a time-consuming
activity, both teachers obviously made their time before the lesson in order to use
ICT in their classrooms.

Ersoy, Canan, and Mahmut seemed they did not do preparation for ICT use.
During the class, Ersoy attempted to search for a related visual in web for
introduction of the word tradition (adet). He typed the word in search engine on the
interactive whiteboard. Then the search engine brought visuals related to menstrual
pain (adet sancist). Ersoy responded the undesired search result as he typed the
synonym of the word “adet” and searched again. This might suggest that Ersoy did
not spend some time before the lesson in order to plan for the material to be used in
the class. Canan and Mahmut used the pdf of the textbook, which was among the
school resources to project on the interactive whiteboard. This use of ICT obviously
does not require either searching for materials or preparing them. Therefore, both

seemed that they did not spend time planning for ICT use before the class.

4.3.3 The perception of online forum

The aim of this study is to examine factors that affect participation in an online
follow-up forum. As the kind of platform changes, the factors that affect
participation might change. Therefore, it was beneficial to explore teachers’
perceptions about the online follow-up forum and to explain to them the exact

design, in case their perceptions were different from the researcher’s perception. The
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perception of the online forum depicts the online forum image, which was illustrated
by teachers’ verbal communications.

Out of six teachers, only Cihan and Mahmut supplied their perceptions about
the online follow-up forum. Cihan, who never logged into the platform, explained
that she did not remember it very well and conveyed her image of online follow-up
forum tentatively. It is evident from her use of expressions such as “I guess” and
approval seeking questions such as “Do I remember wrong?” while she was
describing the platform. Akif explained another online forum that the school had
created for teachers when he was asked to describe the online follow-up forum that
was created by the ICT PD team. Even though he logged into the online follow-up
forum twice, once on workshop day again before the lesson observation, his
reference to another online forum was interesting. Even though his explanation
belonged to another online platform, his explanations were included in this section,
too. Canan and Cemile logged into the online follow-up forum once, but they stated
that they did not remember the forum at all. Ersoy, who had never participated in the
forum, was also unable to remember the platform. This shows that most of the
teachers did not have a sound recollection about the online follow-up platform.

Three teachers’ descriptions reflected two different aims of the forum: either
teachers’ exchange of knowledge and materials or supplying teachers with
knowledge or materials. They may seem similar, but the direction of the information
flow is different in these goals. Exchange of knowledge allows contribution to the
forum by the teachers, but reaching at knowledge requires only the forum director to
post in the platform.

Even though all three teachers associated the online follow-up forum with

information sharing, only Cihan portrayed a forum image as the continuance of the
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workshop. Therefore, it was seen that teachers did not have the same understanding
of the online follow-up forum as the same as the researcher had.

AKif reported that the aim of the forum was teachers’ exchange of knowledge,
especially educational materials. In addition to sharing materials, improving the
effectiveness of these materials via critiques of other teachers was another aim that
he stated. This explanation did not involve any mention of the workshop. Akif’s
examples of the kinds of educational materials to be shared also revealed that he did
not perceive the forum as a follow-up to the ICT workshop because his examples did
not involve ICT use:

For example; when we are doing a classroom activity about the creation of the

world or movements of the earth, we say that there are two kinds of

movement of the earth. We explain that the fact that it [Earth] is tilted to 23.5

degrees is not emphasized or even included in textbooks. For example, [the

relationship between] the occurrence of the seasons [and] axial tilt was not
included [in the textbook]. For example, | directly shared this. They said that

“yes the textbooks do not include it but we can share it”. Then little earth

models, placing four of them around the sun [model], in the following way:

close, close, remote, remote. The ones who revolve closer [to the sun model]
is spring summer, when it became distant the concepts of fall and winter was

emphasized, together with [the concepts of day and night]. (Appendix N, 1)

Cihan also reported that she perceived the forum as a place to share
information and documents and to communicate with other teachers. When she was
asked about what could be shared there, she listed different materials such as
educational tasks and the materials that were required by the PD team, and she
explained these documents as:

Well for example we received training about drama. For example, in drama

training, they [instructors] asked us to read a poem aloud [and record our

reading]. Then they would take it [the audio record] from us and they would
listen to it in order to evaluate our diction. For example, how we could or

could not read the poem. (Appendix N, 2)

However, she revealed that she was not sure about her explanation. Even though

Cihan presented her perception tentatively, reference to the workshop, and especially
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the products of their practice, indicated an insight about the continuance of the
workshop.

Mahmut, who logged in more than once and stated that he made use of the
posted materials, described the forum as a place mostly for sharing educational
materials such as videos that illustrate effective classroom teaching and learning
situations. He stated that only the forum director was responsible for posting those
educational materials. When Mahmut was probed to comment about the online
follow-up forum in terms of getting support, he claimed that there was no support.
Then he advised a specific support link where teachers would be able to post their
problems they faced when they were practicing the ICT application and would be
able to receive answers. Since he recommended this support mechanism as if it did
not exist in the forum, it was understood that Mahmut did not perceive the forum as a
follow-up activity for the workshop.

Teachers reflected different perceptions of the forum users. Akif might have
thought that every teacher working in any branch of the school was a member of the
forum. He said, “For example, | can use an application which my colleague performs
in the next classroom. I can use it in an hour or maybe on the following day. This
results in information exchange between colleagues” (Appendix N, 3). From Akif’s
school, only three teachers participated in the workshop and none of them were using
his next class, as witnessed by the researcher during the class observation. Therefore,
referring to the teacher in the next classroom as a participant in the forum might
indicate that Akif perceived that forum users were assigned not only from the
workshop group but also from the whole institution. This kind of membership which

IS open to each teacher reveals a lack of awareness that workshop attendance was a
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precondition for enrolling in the forum. Therefore, this might also suggest that Akif
did not perceive the online follow-up forum as the continuance of the workshop.

Cihan explicitly stated that teachers who came to the workshop are the forum
members. This explanation also reflected that Cihan perceived the forum unique to
workshop attenders.

Mahmut demonstrated having unclear knowledge about who could participate
in the forum. He asked, “You introduced us [the ICT applications], we know how to
use them, but apart from that in terms of other people’s learning, assume that
someone want to join the forum, for example, will it be open to outsiders?”
(Appendix N, 4). This question suggests that Mahmut considered the possibility that
other teachers who did not participate in the workshop would also participate in the
forum. Also, while he was discussing the dangers of mutual posting among teachers,
Mahmut stated that:

The risk [of occurrence of negative posts] may increase when there exists

people we do not know. There might be fewer problems with the people you

know because you have to be together with them at least. And everyone
would participate without meeting each other because this [the online forum]

is a [online] platform. (Appendix N, 5)

This reference to people that he did not know suggests that he was unaware that only
teachers from his workshop group constituted the online follow-up forum.

In sum, teachers either did not have any understanding of the online follow-up
forum, or they conveyed perceptions of online forums which were distinct from the
researcher’s perception. These perceptions were different not only from a follow-up
platform but also from each other. Only Cihan’s description of the online follow-up

forum was rather close to that of the researcher. However, she reflected hesitation

during explanation due to her blurred memory about the forum.
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4.3.4 The factors affecting participation in the online follow-up forum

The interviews signaled five themes about the factors related to online participation.
Those include a need for ICT applications, reactions to problems, training for the
forum use, others’ posts, and lack of time. These factors were, all together,
responsible for the participation. The definitions of each theme are represented in

Table 11.

Table 11. The Definitions of the Themes

Theme Definition

Need for ICT applications Conditions which impel teachers to use the ICT
applications which were introduced during the
workshop.

Reaction to problems Teachers’ respond when they have a difficulty

while they are using an ICT tool.

Training for the forum use A process of getting familiar with the online
follow-up forum and obtaining necessary skills
to be able to use it.

Others’ posts Posted messages of the other forum members.

Lack of time Teachers’ having inadequate time to practice the
ICT applications themselves.

4.3.4.1 Need for ICT applications

The first theme from the findings relates to teachers’ perceived need for using ICT
applications that were introduced during the workshop, including the online follow-
up forum. The underlying goal of the online follow-up forum was to assist teachers
in overcoming potential difficulties in using the ICT applications. It was expected
that they would not come to the online follow-up forum if they did not use the ICT

applications. Ersoy summed this up when he said, “well when [a teacher] needs it

82




[the online forum], if s/he uses [the ICT applications]; if s/he has difficulty when s/he
uses [the ICT applications]” (Appendix N, 6)

Several teachers reported that they would use the ICT applications if they find
them necessary. There are two main triggers for using both the ICT applications and
the online-follow-up forum: being open to self-improvement and being pushed by the
school administration or the PD staff.

Ersoy explicitly indicated the effect of self-improvement on using the online
follow-up forum by saying, “This [the online forum] would not be a necessity for a
teacher if s/he does not consider what to improve and how to improve it in her/his
classroom” (Appendix N, 7). Similarly, when asked about the reasons for non-
participation of others in the online follow-up forum, Mahmut replied, “This is a
little bit related to a teacher’s being open to self-improvement. It means that they are
not open to improvement that much” (Appendix N, 8) and Cemile replied, “If you
are interested, you use it more, if you do not have any interest you do not want to use
it ... interest for self-improvement” (Appendix N, 9).

Canan indicated the role of school administration in reinforcing the use of the
ICT applications by illustrating two distinct attitudes she demonstrated towards
Excel use. She seemed not to practice what she had learned from the workshop about
Excel as she explained, “anyhow, | do not have anything to do with Excel, so you
have thrown it to the trash bin, from there it has gone to waste” (Appendix N, 10).
This trash metaphor strengthens her expression that she would not make use of the
Excel presentation anymore. Therefore, it might be deduced that Canan’s foresight
about future use of Excel determined her attitude towards practicing what she was
introduced in the workshop. However, her attitudes towards practicing Excel seemed

to be completely changed after the school administration required that the
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administrative documents should be submitted via Excel. She revealed, “well, I try to
practice as long as | am free because we will presumably use it [Excel] from now on,
and | have to learn [how to use Excel]” (Appendix N, 11). This feeling of obligation
might have created a need and out of this need, Julide likely practiced the application
in her free time, unlike what she did after the workshop. Cemile contributed further
to the importance of school enforcement on participating in the online follow-up
forum when she stated that “if it [the online forum] was mandatory in the school, I
think that it would be definitely used [by teachers]” (Appendix N, 12).

Cihan pointed out the importance of the type of PD program in terms of
enforcement of ICT applications when she advised a blended PD program. In this
blended program, she suggested that teachers meet with the PD team a few times and
the PD team would assign some coursework that requires the practice of the ICT
apps. This kind of PD program would require teachers to face the PD team
repeatedly and this encountering might trigger an obligation to practice the ICT apps.
She stated, “since I would use it again whenever | met you, | would need to learn it
or 1 would need to learn it to use it in other things [for assignments], there [at the
following meetings] I could use it again” (Appendix N, 13).

Some teachers proposed two barriers to the use of the ICT applications:
having alternatives to the ICT applications and lack of computing competence. For
example, Julide stated that the school policy did not allow teachers to use the ICT
applications other than school sources and she did not question this restriction
because they already had enough alternatives to those ICT applications in their own
program. Ersoy claimed that instead of ICT applications, using paper and pen was
easier for some teachers, so they preferred them instead of ICT tools. Cihan

contributed further:
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| generally create a class list [or] call report but | do not need to use Excel

much because my job has nothing to do with Excel. If it is necessary to use

[Excel], then I create a table on Microsoft Word® because I do not know how

[to use] Excel. (Appendix N, 14)

In this example, Word constituted an alternative to Excel if the aim was creating a
table.

Mahmut claimed that teachers do not want to do anything when they do not
have sufficient computing skills. He gave an illustration from his own experience,
recalling that during a school meeting he learned that there were teachers who did
not know how to use Excel. He explained that at the end of the meeting, the school
administrator asked teachers to prepare an Excel document about the meeting and
send it to the school headmaster, and one of the teachers revealed that s/he did not
know how to use Excel. Referring to this example, Mahmut compared the ICT apps
to Excel and claimed that, for teachers who do not know how to use Excel, using the
ICT apps is unachievable.

In sum, teachers were likely to participate in the online follow-up forum if
they felt a need to use the ICT apps or if the school administration obliged teachers
to participate. The need for using the applications resulted from either self-
improvement desires or enforcement by an external agent such as the school.

All teachers who reported that they used at least one of the ICT applications
logged into the forum at least once. However, Ersoy did not logged into the forum at
all, even though he reported that he used Plickers (one of the ICT apps that were
presented in the workshop). This suggests that using the ICT applications did not
guarantee participation in the online-follow-up forum. Ersoy asserted that teachers

might participate in the online forum if they faced a problem when using the ICT

apps. However, Cemile and Canan challenged this claim because they reported that
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even if they attempted to use some of the ICT applications, they did not recall online

follow-up forum when they faced with problems.

4.3.4.2 Reaction to problems

The second theme is teachers’ different strategies to overcome problems that they
faced while they were using the ICT apps and how that affects online participation.
The interviews suggested that facing problems led to two main types of reactions:
avoidance and action. Avoidance refers to the act of setting aside, while action refers
to searching for a solution. In acting on the problem, four main activities were
deduced according to the interviews: searching on Google, asking someone more
knowledgeable, trial and error, and participating in the forum.

Cemile exhibited avoidance behavior when she attempted to use Plickers in
her class. She explained that she worked hard at home to prepare questions in
Plickers® and when she tried to use it in the classroom, the interactive whiteboard
did not work. Then she summed up her reaction to this problematic situation saying,
“I gave up then.” This implied avoidance behavior. When she was asked about what
could have been done to overcome this problem, she replied:

Well, you know that in our schools there are Information Technologies (IT)

teams. Maybe they could have taught [how to use the ICT applications] this

way, and we could learn from them. However, well since they do not know

anything right now. (Appendix N, 15)

Consulting an IT specialist might suggest that she tended to learn from more
knowledgeable people, especially from the authorities in the field. Since the forum
was intended to include only teachers, her solution strategy might have affected her
participation negatively.

Ersoy was one of the teachers who demonstrated googling activity. He

described how he handles problems: “For example, when | find something, when |
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need a solution, I can find solutions when | search on Google®” (Appendix N, 16).
In another part of the interview, he said, “I generally ask questions on a search
engine. | do not even ask someone else, | turn the trick via a search engine”
(Appendix N, 17).
Canan is another teacher who reacted to problems with certain solution
techniques. She illustrated her action to deal with a problem she faced using Excel:
For example, last day | was alone at home. Firstly, | typed ‘widening rows’ on
Google®. I said | would work out it this time. There [appeared] certain
instructions, no, it did not work. Then, from another web page, another thing,
did not work. Then | texted a friend of mine who knows it. S/he said
something. Well, finally, | copied it [part of a written text] in case it got
deleted I would have another copy of it in my hand. I finally found out [how
to widen rows on Excel] while 1 was clicking here and there at cross purposes.
(Appendix N, 18)
Like Ersoy, Julide firstly resorted to Google®. When the Google® search did not
work, she consulted a friend. When this strategy also failed, she referred to trial and
error, which reflects self-learning. This order might reflect a hierarchy in teachers’
preferences about the solution method. Being alone might have pushed Canan to
Google search, which demonstrated a self-learning strategy and failing in each
solution attempt might resulted in changing solution strategy from more convenient
to less. Ersoy explained the matter of convenience more explicitly. After he
presented his own problem-solving method, he compared his strategy with other
teachers’ by saying, “When you think like others, people generally, as the easiest
way to find [solution] is scanning on search engines, to my surprise they even do not
that but ask to people around them” (Appendix N, 19). Ersoy found his way of
solving-problem as the easiest methods among others’.
Mahmut was another teacher who reported that he used one of the ICT

applications. When asked whether he had any problems using it, he replied that he

had, but he overcame the problem by trial and error. Then Mahmut was asked
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whether other teachers were able to help him to solve his problem, he had no
expectation from his colleagues in terms of technological support:

If there is someone who would answer [to my problem], it would be technical

service. If my friend in technical service team would say, because he might

have more knowledge about computer than me. Or else, when there are

people who are interested in informatics, then there appear no difficulties. I,

myself, already try to learn about this area from the people who are close to

informatics often. | always keep in contact with the computer teachers with

whom | worked in my previous schools. (Appendix N, 20)

Like Cemile, Mahmut indicated technical service as a support source. However, he
explicitly recalled that teachers in his school were not able to help him in issues
related to ICT use. He took no account of his colleagues and instead consulted
individuals who are specialists in technology such as technical service and computer
teachers. This explanation showed that Mahmut resorted not only to a trial and error
strategy but also to the method of asking others, especially specialists.

With the exception of Ersoy, none of the teachers uttered the online follow-up
forum to solve problems without directly being asked. During the interview, Ersoy
spontaneously stated that he does not prefer to post questions on online forums,
including the follow-up forum. He discussed that expecting answers from other
forum users put him in an uncontrolled situation in which he would give a break to
whatever he was working on and wait for the answer to come, if it ever did. After
being probed by the researcher, Cemile and Canan revealed that they did not make
use of the forum because they did not remember it existed. Both teachers stated that
at first, they logged in and got excited about the forum, but later on they did not
continue their participation. This suggests that participating at least once does not
guarantee continuation in the online follow-up forum.

In the way of frequent participation in the online follow-up forum, adopting a

habit of using the forum was a repeated theme from the interviews. Canan explained
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this clearly: “Once it becomes a habit for people, then [they] would always take a
look at [the online forum] again and again” (Appendix N, 21). Ersoy also related
recalling the forum to the habit of forum use and claimed, “Again, if a person tends
to log into the online forum. Well, since everyone’s aim to use Internet is different.
Well, to tell the truth being a forum user is not something everyone does” (Appendix
N, 22). Cihan gave a concrete example of Ersoy’s claim, as she explained her
expectation from forum content:

... event oriented, there could be also their announcement or there could be

sharing about the conducted practices. They are the things that | am interested

in and search [on the Internet] when I use Internet. Apart from this | do not

use it a lot. (Appendix N, 23)

In adopting a habit of forum use, some teachers recommended using the
forum with other teachers at the same time during the workshop. For example, Akif
said, “we should practice two to three class hours in order for us to get used to it”
(Appendix N, 24). Similarly, Cihan stated that “the things that are not continuous do
not become a habit,” (Appendix N, 25) and advised that “it [the online forum] would
be more active if we could have logged in [the online forum] and used it in addition
to the other ICT applications” (Appendix N, 26).

In brief, not all teachers were eager to solve problems that they faced when
using an ICT app. In addition, if they were determined to solve problems, teachers
followed different ways. Some preferred to reach an answer via search engines, some
used trial and error, some asked for help from specialists. However, asking help from
their colleagues was not among the most uttered solution techniques. Since the online

follow-up forum was based on this unrecalled method, their reactions to the problems

likely to affect participation in the forum.
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4.3.4.3 Training for the forum use

A third theme that emerged from the research was training for forum use. Cihan
explicitly pointed out the importance of getting familiar with the forum when she
stated that “I know what a forum is but I did not log in because I do not know how to
use it” (Appendix N, 27).

When teachers were asked if training was necessary in order to learn how to
use the forum, teachers were divided. Ersoy and Canan suggested that training was
not necessary for using the platform. However, Ersoy advised designing a forum
platform so that the aim, the content, the participants, and the participants’ roles were
obvious so that it would be possible to use the forum correctly. He found the online
follow-up forum quite unclear.

Other teachers found the idea of training about the online follow-up forum
useful. Even though Akif found the online follow-up as easy to use, he suggested that
training would help teachers to upload materials and change settings of various
features. Akif explained the easiness of the online platform by comparing it to other
platforms such as WhatsApp® and Facebook® in terms of posting messages.
Similarly, Cemile claimed that training would help, especially for teachers who are
not familiar with computers. In addition, she stated that training would help teachers
to post their questions in a better way. Mahmut also supported the idea of training
and illustrated the aim and content of the training with an example: “In any link, for
example, instruction of Turkish reading and writing, there should be content of [the
link]: its being a video, together with, how to use it when you open the link”
(Appendix N, 28)

A lecture-based presentation of the online platform which was given during

the workshops was not effective in creating a true understanding of the online
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follow-up forum. Mahmut claimed that it was not mentioned during the workshop
and advised presenting the forum using visual presentation even though the instructor
announced the forum in each workshop group. Akif stated, “In order for me to learn
it, even though you explained it to me ten times, when | leave [the workshop] | forget
it right away” (Appendix N, 29). Ersoy said, “The explanation you made during the
workshop is not on my mind” (Appendix N, 30). Cihan contributed further:

... for example, did we log in this platform on that day [the workshop day]?

It [the presentation of the online forum] stayed only as oral, right? Since it

stayed oral, maybe that is why it did not have much functionality for us.

(Appendix N, 31)

Teachers who supported training stated that in order to get familiar with the
platform, they should learn it by doing. Akif described an effective training based on
practice:

... for example, [teachers] would come with their computers, we have already

created the system, then we would open it and write to each other there, on the

platform where we are. You would write me, | would write you. This way, the
person sitting next to me would write in here [the online forum], then | would
upload something [if it is necessary]. Then we would discuss about my post

via writing to each other. (Appendix N, 32)

Cihan also suggested that “it [the online forum] would have been more active if we
could have logged in [the online forum] and used it in addition to the other ICT
applications” (Appendix N, 32). Cemile stated that she remembered only the
Plickers® application about the workshop but did not recall the online follow-up
forum. When she was asked why Plickers® was catchier, she claimed that the
presentation of the ICT apps was visual and fun. As she proposed the visual and fun
features of the presentation of the ICT apps as the reason for remembering them
easily, she might have indicated that the presentation of the online follow-up forum,

which was based only on verbal explanation, made it difficult to attract teachers’

attention. Cemile did not explicitly propose a practiced-based training, but the
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activity that she referred as fun and visual included patterns of active learning. In
order to introduce Plickers® to teachers, the instructor simulated a classroom
situation in which teachers role-played as students and the instructor as the teacher.
Teachers were asked a simple mathematics problem and then they were requested to
hold their Plickers® cards with their answer upright at the top of the card so that
instructor could use Plickers® mobile app to scan their answers and reflect on the
board. During this activity, teachers did not use Plickers®, but role-playing kept

them active.

4.3.4.4 Others’ posts

A fourth theme that emerged from the research was others’ posts. These posts had
the potential either to increase the number of log in or to prevent teachers from
posting on the forum.

The online follow-up forum was designed so that teachers could supply each
other useful information about the proper use of the ICT apps. Since the knowledge
source was thought to be teachers, the PD team expected that the forum would
function with teachers’ contribution. However, interviews suggested that in order to
participate continuously, teachers expected to see posts of others when they first
participated in the forum. When teachers were asked what kind of posts they would
expect from others to share, they all described a forum with richer content and
involving direct links to several information sources such as library web pages.
Another thing they pointed out was that the content should be related to pedagogical
and content knowledge. The following examples demonstrated this:

There could be useful information. For example, if there were documents

related to first grade, second grade, or any grade, | would definitely log in, 1

guess. For example, for teachers of third graders it could be something such as
how to teach a subject. This kind [of posts]. (Cemile, Appendix N, 33)
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If it is intended to draw teachers in the platform, then it could be related to
teachers teaching [a subject]. Primarily, it could be this ... among the
activities which teachers conducted in their own classes, the favorable,
successful, ones could be posted there. (Mahmut, Appendix N, 34)
Ersoy also contributed further, saying, “For example, when | find something which
could ease my lesson every time I log in, because | really look for this kind of thing”
(Appendix N, 35).
Then teachers were probed to explain whether they expected only the instructors to
post in the forum. Except for Mahmut, other teachers disagreed and suggested that
both the instructor and the teachers could post on the forum. Cemile explained:
No, well, teachers should also post but I might have discontinued because |
could not see anything at my first sight, maybe because it was an unused web
site. If something was posted at the beginning, then maybe it would attract my
attention much more. (Appendix N, 36)
Cemile related her interest in the forum to existing posts. Akif added, “I have to write
to people that stayed there and | was connected [online] at that moment [during the
workshop]. Thus, the system could function” (Appendix N, 37). Akif associated the
functionality of the online follow-up forum with interactive posting. Since interactive
posting requires others’ posting, Akif might had indicated others posting as an
indication of a functional forum. Similarly, Canan explicitly indicated her
expectation that the administrator of the forum should start posting first: “When the
forum admin starts it [posting], then somehow this way you already know about it”
(Appendix N, 38). Ersoy also emphasized that “when everyone posts something,
when it becomes a place for everyone to share, when this perception is created, then
it does not have to be that way [the forum admin would not have to post on the

forum]” (Appendix N, 39). The word everyone included a reference to other users, so

Ersoy demonstrated an expectation from other users to post on the forum.
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When teachers were asked if they believed that other forum users could have
helped them solve their problems, they generally answered with a conditional. For
example, Cemile stated that other forum users might have helped her solve problems
if they used the online forum. This conditional “if” includes the possibility of non-
participation by others. Canan replied:

If | can find an answer [to my questions] there, it already becomes a platform

for me to stay in. If not, | mean, one of my questions and my next question is

not responded there, then | do not even ask a third question there. (Appendix

N, 40)

The conditional in this answer includes the possibility of not getting help from
others. Similarly, Cihan pointed out that having support from others was possible
only with the participation of experienced and sharing forum users who had positive
attitudes towards the forum by saying that “if someone perceives that platform as
useful, and if someone has certain experiences, then with a sharing person | can find
an answer [to my question]” (Appendix N, 41). Thus, it is obvious that teachers do
not have clear-cut beliefs about getting help from other teachers. Instead, most of
them based their beliefs on other teachers’ activities in the online forum.

Four teachers mentioned some potential negative consequences of posting in
general. Yet all of them except Mahmut added that this would not be likely in the
online follow-up forum. Even though they claimed that these undesired posts would
not occur on the current forum, the fact that they had brought up the issue made it
worth pondering. Among those worries, Canan repeatedly mentioned teachers’ harsh
comments about each others’ teaching styles. Mahmut reported that it was not
guaranteed that some teachers might sabotage others with their posts. Akif added: “it
is mostly unthinkable for the qualified people like us to use it for different purposes”

(Appendix N, 42). He exemplified a misuse as “I do not intend to declare something
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private there. For instance, | went to x place together with Ahmet, or Ersoy”
(Appendix N, 43). Cihan stated:
If I know that it is safe | would stay and post [on forum websites]. Well, in
today’s time, how to say, | do not know who, with which name, does what

there [at forum websites]. Since [some] people are psychologically unstable,
[and] there are unusual social relationships. (Appendix N, 44)

4.3.4.5 Lack of time
The last theme lack of time appeared related to two distinct topics. One of them is
lack of time to use applications, the other one is inadequate time to participate in the
forum. Cihan and Mahmut illustrated the first type of lack of time. When Cihan was
probed to explain if time is related to use of ICT apps Cihan replied as:
We can say [that it is related]. Since | come home, | stay alone. I guess, it
might be different for others’ lives but dinner time also [matters]. | come, then
[lesson] planning for tomorrow, completing extra work if there is, homework,
| give homework every day. Checking homework assignments and giving
relevant feedback already end the night. Then again, time becomes inadequate
at one point. (Appendix N, 45)
Unlike Cihan, Mahmut brought up the issue of lack of time spontaneously after the
interviewer stated, “there must be some reasons that you did not use them”
(Appendix N, 46). His answer was conflicting because at first, he stated that there
was no reason. Then he added that it was laxness. At the end, he proposed workload,
which stemmed from extra duties given by the administration as an underlying
reason.
Akif and Cemile suggested lack of time as a possible reason for not
participating in the forum. Like Mahmut, Akif also indicated the workload that based
on extra duties given by the administration. In addition to this kind of workload,

Cemile pointed out the desire to be with family or sparing time for oneself after with

further probes during the interview.
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Although teachers expressed lack of time as a reason for not using ICT apps
and the forum, classroom observations of some teachers revealed another actor—
educational beliefs. Although, the schools supplied teachers with educational
materials to use in their classes, Cemile and Cihan did not use them during the
observation. Instead, they used an activity which they planned themselves. Planning
these materials obviously required extra time, and these teachers spent their time
creating them instead of using the materials that were supplied by the school.
Therefore, sparing time for planning specific educational materials did not stop these
teachers from using them. When Cihan was asked why she spent her time to prepare
that material instead of using the school resources, she replied:

Because children are in the concrete operational stage, they are in the play

stage. Therefore, if you combine something they like with something they do

not like, you could make more permanent progress... for example, play dough
is not only beneficial for children’s hand-eye coordination due to shaping but
also children participate actively in lessons [this way]. As | said before, this
serves for learning permanently. In addition, children always have mobiles
and tablets in their hands because they are in the age of technology. These are
also attractive for them, and | just associate allurements with lesson subjects

to be learned in the process. (Appendix N, 47)

In this answer, she demonstrated her educational belief. According to her, play dough
activates students and technology attracts students’ attention. She claimed that
combining these attractive materials with the knowledge they are expected to learn
would result in a permanent development, and she had prepared her lessons this way
since she started to teach first graders. To the best knowledge of the researcher, the
school supplies teachers only with paper and pencil activities. These kinds of
activities do not involve attractive materials, so they do not seem to be congruent
with Cihan’s educational beliefs. Therefore, this conflict might push Cihan to prepare

her own suitable material. This suggests that Cihan would likely to allocate her time

trying novel educational methods if she believed that method could bring better
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results in student learning. Thus, this example suggests that some teachers seek
potential classroom use of ICT tools presented in the PD in order to spend time for

preparing ICT material to use in their classroom practices.
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CHAPTER 5

DISCUSSION, IMPLICATIONS, AND FUTURE RESEARCH

The study’s investigation focused on primary school teachers’ participation on an
online platform which was set as a follow-up activity for an ICT PD workshop. The
following research questions were examined:

1. To what extent can teacher demographic, teacher perceived workplace
conditions and teachers’ attitudes to ICT integration in education predict
teachers’ participation in the online forum?

2. How do teachers perceive the online forum?

3. What do teachers think are the factors that affect their participation in the
online forum community?

In order to investigate these questions, this study asked primary school
teachers who had enrolled in a PD workshop about ICT | education to fill out three
surveys. The surveys included questions about teachers’ demographic information,
perceived workplace conditions, and attitudes towards ICT use in education,
respectively.

The sample consisted of 89 primary school teachers who taught in different
branches of the same institution and had self-selected to enroll in a PD workshop
which was conducted with the collaboration of their school and a university. Both
guantitative and qualitative data were collected and analyzed using descriptive

statistics, a direct logistic regression, and the interpretation of patterns and themes.
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5.1 Summary of research findings

Of 89 teachers, only 33 participated in the online follow-up forum. Teachers who
logged into the online follow-up forum got higher scores from attitude and
workplace condition scales than teachers who did not logged into the platform. The
representation of the teachers with different demographics was similar for the whole
group and the online follow-up forum participants. However, the frequency of certain
groups of teachers weighed more in the participated group than in the whole group.
Those were female teachers, teachers with 6-12 years of experience, teachers with an
undergraduate degree, and teachers who had forum experience.

When a direct logistic regression was conducted, demographic variables and
attitude scores did not predict a significant participation. However, teachers'
perceived work place conditions and forum experience were significant predictors of
participation in the online follow-up forum.

The qualitative findings of the study revealed dominant themes of what
influenced teachers' participation in the online follow-up platform. Classroom
observations and interviews helped to explain the ICT infrastructure and teachers'
habits of ICT use in the classroom. All classes were equipped with interactive
whiteboards that were connected to the Internet, and teachers stated that the physical
conditions were not an obstacle to using ICT applications. During the lessons, each
teacher made use of ICT for instructional delivery such as drills and practice and
tutorial tools. In addition to instructional delivery, only the female teachers used ICT
as a behavioral management tool. Teachers separated into two groups in terms of
planning for ICT use. Three teachers used ICT materials which were not among the
school sources. Therefore, they seemed to allocate some time to preparing for these

materials and tools. Two of these teachers had experience between 1 and 5 years and
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the other had teaching experience above 30 years. Others used school sources such as
pdf versions of textbooks, which required no preparation for ICT use. Two of these
teachers had teaching experience above 30 years and the other had 1-5 years of
teaching experience.

Interviews showed that among six teachers, three of them did not remember
the online follow-up forum and the others' perception of the online follow-up forum
were not aligned with the idea of a follow-up activity. Only one teacher described her
understanding of the forum which was very close to the aim of the follow-up for the
workshop, but she seemed unsure about her explanations.

Five main factors that affect online participation emerged from the interview
transcripts. These factors are need for ICT applications, teachers' reactions when
faced with ICT-related problems, training for the forum use, others' posts on the
forum, and lack of time. The qualitative data analysis revealed that teachers use ICT
applications, including online follow-up forum, if they feel a need for using them.
This need is triggered either by teachers' self-improvement tendencies or by
enforcement of an external agent such as the school administration. Even if some
teachers used the ICT applications and faced a problem, this did not guarantee they
would use online forum to solve their problem. Teachers resorted to diverse ways of
solving their ICT-related problems. Among these ways were googling, asking
someone more knowledgeable, and trial and error. However, only one teacher
indicated online follow-up forum, but he also stated that he did not prefer to use it to
solve a problem.

Teachers mostly agreed that a practice-based training for forum use is
necessary, both for getting familiar with the platform and to acquire a forum habit.

Another factor that influenced online participation was others' posts. Teachers stated
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that they expected to see postings on the forum when they first logged in. They
indicated these postings as necessary for them to continue their participation. Also,
existing posts supply teachers with information about other users so that they can
judge the forum as a safe and beneficial environment. Lastly, most of the teachers
claimed that lack of time is a factor for not using the forum and the ICT applications.
However, classroom observation showed that some teachers allocated time for ICT

use even though the school did not force them to do that.

5.2 Discussion
In this section, the result of the quantitative and the qualitative phase of the study are
discussed together. The result of the quantitative phase is discussed based on both the

results of the qualitative phase of the study and the related literature.

5.2.1 Low participation

The number of teachers who logged into the online follow-up forum was quite low:
37% of the whole group. This undesirable picture is not unique in the literature, and
this situation seems more frequent in the online discussion platforms of PD programs
in which teachers’ participation is not compulsory, as in the current study (e.g.,
Owston et al., 2008; Stephens & Hartmann, 2004). On the other hand, structured
online forums which require teachers’ participation have more participants (Chen et
al., 2009; King, 2002; Vonderwell & Zachariah, 2005; Yang & Liu, 2004). Online
forums were structured either through the instructor’s assignment of specific
discussion topics each week or participants’ obligation to lead discussions in turn.
Either this structure or the difference in flexibility of participation to online forums

might bring the disparity between the numbers of online participants. Owston et al.
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(2008) attributed the number of participants in online PD forums to the flexibility of
the participation to online discussions. Similarly, some interviewees in the current
study verified the effect of obligation on the use of the online follow-up forum in
their statements. Therefore, enforcement of online participation by an external agent
might affect the number of participants in online forums which are designed to

facilitate teachers’ professional development.

5.2.2 Perceived workplace conditions as a predictor of online participation

The result of the direct logistic regression showed that the perception of positive
workplace conditions is one of the significant predictors of online participation.
There are several studies which emphasize school culture as an important factor in
teachers’ use of ICT in classes (e.g., Eteokleous, 2008; Serebe, Halvari, Gulli, and
Kristiansen, 2009; Tezci, 2011; Wong, Li, Choi, & Lee, 2008). There are also studies
examining teachers’ online participation in asynchronous discussions, and they
mostly focused on design-based factors which are related to online participation
(Coomey & Stephenson, 2001; Tsiotakis & Jimoyiannis, 2016; Vonderwell &
Zachariah, 2005). However, to the researcher’s best knowledge, there are not many
studies which examine the effect of perceived workplace conditions on teachers’
participation in online communities. Lock (2006) mentioned the school culture as a
barrier to online communities, considering existing educational structures, teachers'
busy schedules and competing educational priorities in the school. VVavasseur and
Kim MacGregor (2008) focused on the positive effect of school principals’
participation in online teacher communities. In the current study, not only school
leadership but also the relationship between teachers and teacher autonomy were

taken into consideration with a holistic approach in order to examine the relationship
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between teachers’ perceived workplace conditions and online participation.
Therefore, this result has a potential contribution to the existing literature.

The qualitative findings of the current study shed light on why workplace
conditions are important for online participation. First of all, perceived autonomy
seems to have an effect. Most of the teachers reported during the interviews that the
school administration does not interfere with their teaching methods. Therefore, they
seemed to feel free to use any ICT tool in their classrooms. If they did not feel
autonomous in their classrooms, they would not be able to use the ICT applications
which they had learned from the workshop. In addition, this obstacle would prevent
teachers from continuing their learning via the forum because the online follow-up
forum participation requires an intention to use ICT applications. As opposed to this
scenario, among five autonomous teachers, three of them participated in the forum.
This finding corroborates the study conducted by Serebg, Halvari, Gulli, and
Kristiansen (2009) in which college teachers’ perceived autonomy influenced
teachers’ intention to continue using e-learning tools in their classes.

Secondly, school leadership can explain the predictive role of the workplace
condition on the online participation through its role on creating a need for ICT use.
As mentioned above, participation in an online follow-up forum requires an intention
to use the ICT applications. Interview data suggested that teachers intended to use
the ICT applications if they felt a necessity to use them. Interviewees who had higher
scores on the perceived school leadership scale reported using some of the ICT
applications, while lower scores coincided with non-use. This difference suggests
that the ICT applications become a part of teachers practice mostly under the school
leadership. Interviewees who did not use the ICT applications explicitly proposed

that if the school or the PD team obliged them to use the applications, their attitude
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would be different towards the ICT applications, including the online follow-up
forum. This finding is supported by the technology acceptance model which was
developed by Davis, Bagozzi, and Warshaw (1989). According to this model, people
intend to use computers if they find a value in using them. The value of the online
follow-up forum might result from the link between the forum content and teachers’
practices because prior findings showed that the participation in online platforms
increases as PD becomes more relevant to teachers’ local practice (Owston et al.,
2008; Thorpe & Gordon, 2012; Vrasidas & Zembylas, 2004). Therefore, perception
of strong leadership for the use of ICT tools might be effective in predicting online
participation.

Moreover, workplace conditions might predict online participation via
relationships between teachers. Teachers’ worries about others’ posts might prevent
some teachers from participating in the forum. Most of the interviewees explained
that it is possible that some teachers’ posts result in undesirable consequences such
as harsh criticism. Mentioning about the possibility of this kind of negative post
indicates lack of group rapport, which is said to be important in the creation of a
learning community (DeSanctis, Fayard, Roach, & Jiang, 2003; Farooq et al., 2009;
Hur & Brush, 2009; Prestige, 2010; Tseng & Kuo, 2014;). In addition, the fact that
teachers expected to see others’ posts before posting on the forum points out the
importance of group rapport because existing posts may supply teachers with enough
information to observe others and to judge the trustworthiness of the online
environment. Therefore, faculty trust might have an impact in explaining the

predictive power of workplace conditions on online participation.
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5.2.3 Forum experience as a predictor of online participation

Forum experience was the other significant predictor of online participation. This
finding is similar to related research that has found that prior knowledge and
experience in online discussions increase the online participation (Prestige, 2010;
Yang & Liu, 2004). Qualitative data indicated two factors in explaining the link
between forum experience and the online participation.

First, forum experience might lead to online participation because it is an
indicator of a habit of forum use upon facing a problem. Learner centered
environments are based on questioning, which results from puzzlement (Sloffer et al.
as cited in Coomey & Stephenson, 2001, 1999). In addition, some studies propose
teachers’ self-directed learning skills as an important factor in online participation
(Chen et al., 2009; Yang & Liu, 2004). However, interview data showed that self-
directed learning skills and questioning does not guarantee online participation.
According to the qualitative data of the current study, teachers’ problem-solving
habits were found to be important for online participation. Even though most of the
interviewees demonstrated self-learning strategies such as searching information by
using general search engines, few of them stated that they follow forums to solve
their problems. Similarly, Cheng (2015) found that teachers’ information seeking
behavior affected their use of educational portals, and he found that teachers
generally used general search engines instead of specific portals. The importance of
adopting a habit for specific platforms is also mentioned by Deng and Tavares
(2013). They found that students engaged more in Facebook as a web-based learning
environment compared to Moodle, and they proposed students’ existing habits of

using Facebook as one of the underlying factors for the difference. Therefore, if
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teachers do not include the forum use in their to-do list, teachers are likely to bypass
the online forum to solve their problems, despite their self-regulated learning skills.

In addition to problem-solving habits, forum experience might predict online
participation through the online practices it requires. Participants use forums for
three different reasons: getting information, listening to debates, and networking with
others (Rojo & Ragsdale, 1997). In the current study, teachers were invited to the
online follow-up forum primarily to share their ICT application practices. However,
interview data suggested that teachers tend to receive information from the forum
rather than exchange knowledge or comments with others. Most of the interviewees
advised the researcher to add more instructional content into the forum. Thus,
teachers’ expectations indicated a forum content which is based on one-way
knowledge transmission. This expectation might be explained by teachers’ existing
online practices. The number of teachers who reported prior forum experience only
in reading (n = 26) is more than the number of posters (n = 19). However, among
posters, 58% of them (n = 11) participated in the online forum, while 58% of the
readers (n = 15) did not log in at all. Thus, it may be suggested that teachers with
forum experience—especially in posting—participate more because their online
practices are compatible with the online follow-up forum use.

Time might be one of the determinants of teachers’ existing online practices.
Compared to reading forum posts, knowledge sharing requires more time. In formal
academic and instructor-monitored online platforms, participants need more time and
effort to write properly (Deng and Tavares, 2013). In online databases, individuals
make a choice between spending their own time and supporting group members, and
participants generally avoid making contribution to the database (Cress, Barquero,

Buder, & Hesse, 2005). Time concerns also may appear when Internet users search
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for information for themselves. Thorpe and Gordon (2012) found that social workers
expect to find “something useable within a very short time frame, with an attention
span of a few minutes being typical” (p. 10). The time issue was also mentioned by
the inteviewees in the current study. Teachers indicated lack of time as a barrier to
online participation. This finding is parallel to the previous studies that examine
factors which affect online participation (e.g. Guan, Tregonning, & Keenan, 2008;
Owston et al., 2008; Yang & Liu, 2004).

Apart from online practices, teachers who have forum experience might have
participated in the online forum due to their higher self-efficacy to use online forums.
People intend to use computers if they find them easy to use (Davis, Bagozzi, &
Warshaw, 1989). This may apply not only to computers but to any ICT tools. Studies
found that the ability of participants to respond online is a factor of successful online
classrooms (King, 2002; Tseng & Kuo, 2014). In the current study, interviewees’
suggestion about training for forum use also points out a need to improve their skills
and knowledge about forum use. Like these teachers, a number of studies also
addressed the importance of supporting participants’ specific forum skills such as
communicating with peers (DeSanctis, Fayard, Roach, & Jiang, 2003; Oren,
Mioduser, & Nachmias, 2002; Sanches & Hueros, 2010; Yang & Liu, 2004). Even
though there existed a tutorial about the forum and its use on Moodle and the
instructor did an oral presentation about the forum use during the workshop,
interviewees seemed unaware of the existence of these efforts. They did not
remember them and explicitly suggested practiced-based training for forum use,
which is also found to be effective in a number of studies (DeSanctis, Fayard, Roach,
& Jiang, 2003; Oren, Mioduser, & Nachmias, 2002; Tseng & Kuo, 2014). Since

there was no practiced-based training, it is possible that there was a difference
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between former forum users and novice users in terms of self-efficacy. Former
experiences in forums might have given teachers these forum skills, so they might

have been more open to participate in the forum.

5.2.4 Attitudes towards ICT in education as a predictor of online participation

It was interesting that attitudes towards ICT did not predict online participation.
Previous findings demonstrated a link between attitudes towards ICT in education
and teachers’ ICT use in the classrooms (Drent & Meelissen, 2008; Inan & Lowther,
2010). Like ICT use in classrooms, participation in the online forum, which
constitutes a PD activity, has the potential to contribute to student learning.
Therefore, it was expected that teachers’ attitudes towards ICT in education would
predict online participation, too. However, this was not the case. This might result
from the fact that teachers perceived ICT use for PD activities as different from
educational ICT use. One of the teachers indicated this, explaining that he is opposed
to ICT use in education, but at the same time he made use of Internet for his PD.
Another explanation for this surprising result might be that teachers did not perceive
the online forum as a beneficial activity for improving teaching and learning.
According to the interviews, the majority of the teachers did not have a clear
understanding of the online forum. Therefore, their lack of understanding about its

potential might have precluded the effect of attitudes on online participation.

5.3 Implications
The aim of the follow-up activity was to provide teachers with an opportunity to talk
about the difficulties or confusion they experienced in using the ICT applications that

were introduced in the workshop. Without using these ICT applications, teachers

108



would not need a follow-up activity. This study showed that there are two ways to
trigger a need for teachers to use the ICT applications: either to increase teachers’
commitment or to enforce the use of these applications. Creating positive workplace
conditions is important for increasing teacher commitment, while enforcement of
specific ICT use requires leadership. Since the PD team cannot affect workplace
conditions, it should undertake a leadership role and set the use of ICT tools as a
compulsory part of the PD and should monitor their proper use.

Online discussions require collaboration among teachers. Even though
teachers intend to use the ICT applications, without collaboration, online follow-up
forum would not be used. In order to collaborate, teachers should have positive
relationships. This again brings the issue of positive workplace conditions. If there
are obstacles to a warm school culture, a follow-up activity such as an online
discussion may not be successful even though teachers intend to use the ICT
applications. Therefore, the PD team should facilitate a sense of community among
workshop participants.

In addition to creating a need for ICT use, teachers should be given practiced-
based training to participate in online follow-up forums. This way, teachers can
obtain the necessary skills to discuss asynchronously and adopt a forum habit to
solve their problems. DeSanctis, Fayard, Roach, & Jiang, 2003 suggested fostering a
mindset of viewing the technology as a platform space for interaction. Practiced-
based training has the potential to serve this aim by exposing teachers to interaction.
Moreover, practiced-based training would help the instructor to set a positive online
environment in which teachers post messages under the supervision of the instructor.

This supervision can prevent undesirable consequences of interactive posting such as
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harsh criticism. Practiced-based training can also supply teachers with a basis to

contribute more on.

5.4 Limitations and future work

There are some limitations to this study. First of all, the result of the study cannot be
generalized to all Turkish teachers. The qualitative part of the study, which is a
phenomenology , obviously poses a problem to generalizability due to its nature. In
addition, participants were selected by purposeful sampling, so the results of the
quantitative part of the study cannot be generalized, either. In order to do that, future
studies could use random sampling.

Secondly, the perceived workplace condition scale has the potential to yield
biased results because the survey was not answered anonymously. In order to analyze
the predictive role of teachers’ perceived workplace condition scores on their online
participation, teachers were asked to write their name on the scales. Since the scale
included items about their institution, it is possible that some teachers believed that
their answers could be accessed by their administrators. As Donaldson and Grant-
Vallone (2002) claimed, this possibility might result in a self-report bias, which often
threatens the validity of research conducted in business settings. Even though the
study was conducted in the field of education, Donaldson and Grant-Vallone’s
(2002) claim about business settings could apply to the current study because it was
conducted in a private school. In Turkish private schools, teachers work on a labor
contract that is used in business settings, and contracts can be terminated by the
administration.

The third limitation is related to measurement of online participation. Log

reports of the Moodle were used to identify teachers who logged into the platform at
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least once. Even though log reports demonstrate a difference between teachers in
terms of online participation, the aim of the teachers who log into the forum is
difficult to determine. There might be some participants who logged in out of
curiosity about the platform and there might be some who logged in to continue their
education. Therefore, this possibility should be taken into consideration. In future
studies, the definition of online participation could be determined more strictly.

Finally, the time period to observe online participation was short due to time
pressures of the study. Oren, Mioduser, and Nachmias (2002) claimed that members’
participation in asynchronous work proceeds through differentiated stages separated
in time. It begins with reading, continues with elaboration, production and delivery,
and finishes with feedback supply or feedback recollection stages. Getting familiar
with each other over time coincides with an increased number of interdependent
postings (King, 2002). A community of practices has distinct configurations
according to the stage it reaches, so differentiating a healthy development from an
unhealthy one is difficult at the early stages of a design (Schwen & Hara, 2003). In
the current study, online activities were followed for three months. Since different
workshop groups were introduced to the online forum on different dates, the online
participation of teachers was followed for two to three months. Even though the
online participation was low at this period, it has potential to increase as the

workshops continue.
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APPENDIX A

DEMOGRAPHIC SURVEY (ENGLISH)

Teacher Survey

1.Gender:
() Male () Female

2. Years of teaching experience:
()15 ()6-12 () 13-20 () 21-30 () 30 and above

3. Age:

() 30 and below ()31-40 ()41-50 () 51 and above

4. Education:

() Upper-secondary () Undergraduate () Graduate (Master) () PhD

5. Please indicate your computer competence
() Inadequate ( ) Average ( )Good ( )Very Good

6. Have you ever participated in an online forum?
() No () Yes

If yes please indicate how you participated.

() I read the posted messages on the forum.

() I posted my comment on the forum.
() l'asked question to the forum participants.
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APPENDIX B

DEMOGRAPHIC SURVEY (TURKISH)

Ogretmen Anketi

1.Cinsiyetiniz:
() Erkek () Kadin

2. Hizmet yilimz:
()15 ()6-12 ()13-20 ()21-30 ()30 isti

3. Yasimiz: () 30 ve alt1 ()31 -40 arasi ()41 -50arast

4. Egitim Durumunuz:
() Onlisans () Lisans () Yiiksek Lisans () Doktora

5. Bilgisayar kullanma yeterlilik durumunuzu belirtiniz
() Yetersiz ( )Orta ()lyi ( )Cok lyi

6. Daha 6nce herhangi bir ¢evrimigi forumda yer aldiniz mi?
() Hayrr () Evet

Evet ise ne sekilde yer aldiginiz1 belirtiniz.

() Forumdaki mesajlart okudum.

() Forumda yorum paylastim.
() Forumdaki katilimcilara soru sordum.
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APPENDIX C
PERCEIVED WORKPLACE CONDITIONS SCALE

(ENGLISH)

Items of the Perceptions of School leadership/culture Survey

Please indicate your ideas about school leadership and school culture in your

institution

Strongly disagree

somewhat disagree

somewhat agree

Strongly agree

The principal lets staff know what is expected

The principal knows what kind of school he/she wants and
communicated it to staff.

The school administration's behavior toward the staff is supportive
and encouraging

Goals and prioritiesfor the school clear.

The extent that the principal or school head helped you improve your
teaching or solve an instructional or class management problem.

In this school, staff members are recognized for job well done

My principal enforces school rules for student conduct and backs me
up when | need it

The principal talks with me frequently about my instructional
practices.

The principal does a poor job of getting resources for this school.

Teachers in this school evaluated fairly

Great deal of cooperative effort among staff members

Teachers participate in making most important educational decisions
in this school

Rules for student behavior consistently enforced by teachers in this
school, even for students not in their classes.

How much actual influence you think teachers have over
determining discipline policy (A great deal).

Necessary materials (e.g., textbooks, supplies,copy machine)
available as needed by staff

Items of the Perceptions of Teacher Autonomy and Discretion Survey
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Please score the following statement between 1 and 6 suitable to your perception

=
[353
[«5]
©
—
[35}
()
st
(@]
<
(o)

1 (None)

N | M | & | O

At this school, how much control do you feel you have in your classroom over each of the
following areas of your planning and teaching?

Selecting content, topics, and skills to be taught

Selecting teaching techniques

Selecting textbooks and other instructional materials

At this school, how much actual influence do you think
teachers have over school policy in establishing
curriculum?

At this school, how much control do you feel you have
in your classroom over disciplining students?
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APPENDIX D
PERCEIVED WORKPLACE CONDITIONS SCALE

(TURKISH)

Okul Kiiltiirii ve Okul Y6netimine Yo6nelik Ogretmen Algis1 Anket Sorulari

Okul kiiltiirii ve yonetimine yonelik goriislerinizi belirtiniz.

Hi¢ katilmiyorum

Katilmiyorum

Katiliyorum

Tamamen katiliyorum

Okul miidiirti, personelinin kendilerinden ne beklenildigini bilmesini
saglar

Okul miidiirii nasil bir okul istedigini bilir ve bunu personeline
aciklar.

Okul yonetiminin personele karst davranisi destekleyici ve tesvik
edicidir.

Okulun amaglar1 ve oncelikleri nettir.

Okul miidiirti, 6gretimini gelistirmek, 6gretim veya sinif yonetimi ile
ilgili bir problemini ¢6zmek icin dgretmenlere yardimci olur.

Bu okulda, 6gretmenler yaptiklari iyi isler i¢in takdir edilirler

Okul miidiirtim, 6grencilerin okul kurallarina uymasini saglar ve
ithtiyacim oldugunda beni destekler

Okul miidiirtim, 6gretim tekniklerim hakkinda benimle sik sik
konusur.

Okul miidiirtim okul i¢in kaynak saglama konusunda yetersiz ¢alisir.

| Ogretmenler bu okulda adil olarak degerlendirilir.

| Ogretmenler arasinda hayli igbirligi vardir

| Ogretmenler, bu okulda egitimle ilgili en énemli karar alimlarina
katilirlar.

| Ogretmenler, 6grenci davranislarina ydnelik kurallar1 kendi
siniflarinda olmayan 6grenciler icin dahi uygularlar.

| Ogretmenlerin disiplin politikalar1 kararlastirilmasinda etkilidirler.

. Ogretmenler tarafindan ihtiya¢ duyulan gerekli materyaller (kitaplar,
fotokopi makinasi, arag-geregler) kolay ulasilabilir.
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Ogretmen Otonomisi ve Sagduyusuna Yénelik Ogretmen Algis1 Anket Sorular

Asagidaki ifadeleri size uygun olacak sekilde 1-6 aras1 puanlandiriniz

1 (Hig)

6 (Cok)

Bu okulda, asagidaki alanlarin planlamasi ve 6gretiminde,
smif i¢i hakimiyetinin ne kadar oldugunu hissediyorsun?

. Konu, baslik ve 6gretilecek becerilerin se¢imi

| Ogretim tekniklerinin segimi

. Ders kitab1 ve diger materyallerin se¢imi

. Bu okulda, miifredat gelistirme politikalarinda 6gretmenlerin fiili
olarak ne kadar etkisi oldugunu diisiiniiyorsun?

. Bu okulda, 6grencilerin disiplinini saglamak konusunda
ogretmenlerin sinif i¢i hakimiyetinin ne kadar oldugunu
hissediyorsun?
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APPENDIX E
ATTITUDES TOWARDS ICT IN EDUCATION SCALE
(ENGLISH)

Items of Attitudes Towards Ict In Education Survey

Please indicate your views about the ICT integration in education

| find ICT use beneficial in terms of reaching the goals of the curriculum

ICT use in classrooms brings extra workload

I believe that ICT use in classroom would improve teachers’ success

| believe that the lessons which are conducted with ICT attract students
interest.

| believe that ICT tools are expensive.

ICT integration in education in our country is luxury.

| believe that ICT integration in lessons is difficult.

| think that use of ICT tools in lessons result in lose of time.

| believe that ICT supported classroom practices ease learning.

I would like to use audiovisual tools in my lessons.

I think that ICT use in lessons improve students’ achievement.

I think that students would actively participate in the lesssons with ICT
integration

I think ICT would contribute significantly to the educational sciences.

My ideal is that our students get ICT supported education.

ICT is not suitable for our country.

| believe that ICT improves the quality of education.

| think that ICT is rival to teachers.

I think that ICT use makes students passive.

| believe that audiovisual tools enhance permanent learning.

| think that it is difficult to benefit from ICT in crowded classrooms.

I think that one of the biggest problem of our education system is that ICT
is not used effectively in lessons.

I think that all teachers should be frequently brought up to date about ICT.

I do not need to get acquaint myself with application areas of ICT.

I believe that ICT use is not necessary to meet the learning objectives.

I like to use educational ICT tools in my lessons.
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| believe that lessons would be more efficient when affordances of ICT are
given place in classrooms.

I believe that ICT is not necessary for each subject area.

| feel deprieved of ICT use since | started my teaching profession.

| enjoy teaching through integrating ICT.

I think that ICT is the source of confidence and courage for teachers.

I think that ICT restricts teachers’ creativity.

| believe that ICT increases motivation in lessons.

| believe that using ICT tools requires knowledge and skills.

| believe that ICT applications are necessary for more effective teaching.

I think that ICT use increases teachers’ responsibilities.

I think that one of the requirements of being a good teacher is using ICT
effectively.

I think that ICT restricts students’ creativity.

| believe that teachers should act authoritatively in classrooms while they
are using ICT.
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APPENDIX F
ATTITUDES TOWARDS ICT IN EDUCATION SCALE
(TURKISH)

Egitimde BIT Kullanimima Y®&nelik Ogretmen Tutumlar1 Anket Sorulart

Bilisim teknolojilerinin entegrasyonu hakkindaki goriislerinizi belirtiniz:

Hig katilmiyorum

BIT kullanimini, $gretim programlarinin amacina ulasmasi agisindan
yararli goriiyorum.

BIT’in derste kullanin fazladan is yiikii getiriyor.

BIT’in derste kullaniminin 6gretmen basarisim artiracagini diisiiniiyorum.

BIT ile gerceklesen derslerin dgrencilerin ilgisini ¢ekecegini diisiiniiyorum.

BIT egitim arag ve gereglerinin pahali oldugunu diisiiniiyorum.

BIT’in egitimde kullanimi iilkemiz igin liikstiir.

BIT’in derste kullaniminin zor oldugunu diisiiniiyorum.

BIT arag ve gereglerinin derste kullanilmasimin zaman kaybina neden
olacagini diigiiniiyorum.

BIT desteginin 6grenmeyi kolaylastirdigina inaniyorum.

Derslerimde gorsel-isitsel araglar1 kullanmak istiyorum.

BiT’in derste kullanimimin 6grencilerin basarisini artiracagini
diisiiniiyorum.

BiT’in kullanim ile &grencilerin derse aktif olarak katilacagini
diisiiniiyorum.

BIT’in egitim bilimine 6nemli katkilar saglayacagini diisiiniiyorum.

Ogrencilerimizin bilgisayar destekli egitim gormeleri idealimdir.

Ulkemiz igin BIT uygun degildir.

BIT’in egitim ve dgretimin kalitesini arttirdigina inantyorum.

BIT’in 6gretmene bir rakip olusturdugunu diisiiniiyorum.

BIT kullanilmasinin 8grenciyi pasiflestirdigini diisiiniiyorum.

Gorsel-igitsel araglarin 6grenmede kaliciligi artirdigina inaniyorum.

Kalabalik siniflarda BIT ten yararlanmanin zor oldugunu diisiiniiyorum.

Egitim sistemimizin en biiyiik sorunlarindan birisinin de BiT’in etkin bir
sekilde kullanilmamasi oldugunu diisliniiyorum.

Biitiin 6gretmenlerin BIT konusunda siirekli bilgilendirilmesi gerektigini

diisiiniiyorum.
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BIT’in uygulama alanlarim tamimaya gerek duymuyorum.

Ogretimin 6zel hedeflerinin gerceklestirilmesinde, BIT in kullanilmasinin
gerekli olmadigina inaniyorum.

BIT ile ilgili egitim arag ve gerecleri derslerimde kullanmay1 seviyorum.

BIT’in imkanlaria yer verildiginde derslerin daha verimli olacagina
inantyorum

BIT’in her ¢esit ders i¢in gerekli olmadigina inanryorum.

Ogretmenlige basladigimdan bu yana, BIT kullanmamin eksikligini
hissediyorum.

BIT yardimu ile ders islemek benim icin biiyiik zevktir.

BIT’in 6gretmenler igin giiven ve cesaret kaynagi oldugunu diisiiniiyorum.

BIT’in 6gretmenlerin yaraticihigim sinirlandirdigini diisiiniiyorum.

BIT’in derste motivasyonu yiikselttigine inantyorum.

BIT’in arag ve gereglerini kullanmanin bilgi ve beceri gerektirdigine
inantyorum.

Ogretimin daha etkili olmasi igin BIT uygulamalarinin gerekli olduguna
inantyorum.

BIT kullanilmasinin égretmenin sorumlulugunu arttirdigini diisiiniiyorum.

Iyi bir 6gretmen olabilmenin kosullarindan birinin de BIT i etkin bir
sekilde kullanmak oldugunu diistiniiyorum.

BiT’in 6grencilerin yaraticiligini snirlandirdigim diisiiniiyorum.

BIT kullanirken 6gretmenin sinifta otoriter rol almas1 gerektigine
inantyorum.
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APPENDIX G
INFORMED CONSENT FORM (ENGLISH)

INFORMED CONSENT FORM
Institution: Bogazigi University

Title of the Study: Teacher Engagement in Online Professional Development Follow-Up:
The Role of the Workplace and ICT Familiarity

Study Director/Name of the Researcher: Serkan Ozel, Canan Giines

Address: Bogazici Universitesi, Kuzey Kampiis, ETA-B Binast, [lkdgretim Béliimii Bebek/
Istanbul 34342

E-mail:

Mobile:

Dear Teacher,

Canan Giines as the master student of the primary education program of the Institute for
Graduate Studies in Social Sciences at Bogazi¢i University conducts a scientific research
project named as “Teacher Engagement in Online Professional Development Follow-Up”.
The goals of the project are to analyze primary school teachers’ interactions in an online
forum which was set as a follow-up activity for a professional development workshop, to
identify the factors associated with teachers’ interactions, and to examine the role of
teachers’ interactions on the frequency of teachers’ educational ICT use. The necessary
consents for the project were acquired from the school administration. We invite you to
participate in our project to help us. We would like to inform you about the project before
your decision. If you would like to participate in the project after you read this information,

please marked the below option “T would like to participate”.

If you accept to join this project, a private account for you to sign in the online forum will be
created by the researcher. You would sign in the online forum through this account and
password. The messages that you would post on the forum will be examined by the
researcher in order to be analyzed. These messages would help us to understand what kind of
interactions occur between teachers on the online forum. You will decide how often you will

participate in the forum according to your wish.

Secondly, we will ask you to fill out a short demographic survey. Demographic survey
includes questions about your age, gender, marital status, years of teaching experience,

education, prior forum experiences, and computer competence. Moreover, we will ask you to
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fill out a survey about school culture, school leadership, teacher autonomy and discretion.
This survey includes 18 questions. We will ask you to fill out these surveys at the end of the

workshop day. It takes approaximately 30 minutes to fill out these forms.

Lastly, teachers who will be chosen randomly among the participants of this project will be
observed in their classrooms and a semi-structured interview about their ideas about the
online forum will be conducted with them. The interview will be conducted in a quite room,

individualy, and will be voice recorded.

This research is conducted scientifically and all information will remain strictly confidential.
The usernames and passwords of the teachers will be kept in the computer of the researcher
and will not be shared either with an institution or with an individual. Surveys and interview
transcripts will be protected in a locked closet and will be destroyed at the end of the

research.

Participation to this research is voluntary. If you participate, you have a right to withdraw
your consent at any phase of the study without showing a reason. In this case, the surveys
and interview transcripts which belong to you will be destroyed; and the messages that you
post on the online forum will be erased. If you want to learn more about the research project,
please contact Canan Giines. (Address: Bogazici Universitesi, Kuzey Kampiis, ETA-B
Binasi, Tlkdgretim Béliimii Bebek/ Istanbul 34342).

If you accept to participate in this research project, please sign this form and send it back to

us in a closed envelope.
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I, (name of the participant) .........c.ccoccevevviivcicie e, , read the above text and fully
understand the aim and content of the research and the responsibilities | have voluntarily
take. | had opportunity to ask questions about the research. | understand that I can withdraw
from this research whenever | wish without stating any reason and in the case of withdrawl |

will not expose to negative consequence.

Under these circumstances, | accept to participate in the current research deliberately,

without any force.

| took a copy of the form / | do not want to take a copy of the form

Date (day/month/year)..... .../ ..............
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APPENDIX H
INFORMED CONSENT FORM (TURKISH)

KATILIMCI BILGI ve ONAM FORMU

Arastirmay1 destekleyen kurum: Bogazici Universitesi

Aragtirmanin adi: Sinif Ogretmenlerinin BIT Kullanimina Yénelik Aldiklar1 Seminer Sonrasi
Sunulan Cevirim I¢i Forumdaki Etkilesimlerinin Incelenmesi

Proje Yiiriitiiciisii/Arastirmacinin adi: Serkan Ozel, Canan Giines

Adresi: Bogazigi Universitesi, Kuzey Kampiis, ETA-B Binas1, [lkdgretim Boliimii Bebek/
[stanbul 34342

E-mail adresi:

Telefonu:

Saymn Ogretmen,

Bogazici Universitesi Sosyal Bilimler Enstitiisii Ilkogretim Boliimii yiiksek lisans dgrencisi
Canan Giines, “Smif Ogretmenlerinin BIT Kullanimina Yénelik Aldiklar1 Seminer Sonrasi
Sunulan Cevirim I¢i Forumdaki Etkilesimlerinin incelenmesi” adi altinda bilimsel bir
arastirma projesi ylriitmektedir. Bu calismanin amaci sinif 6gretmenlerinin mesleki gelisim
seminerleri sonrasinda egitimin devami amaciyla sunulan bir ¢evirim i¢i forumdaki
etkilesimlerini analiz etmek, bu etkilesimler ile iligkili faktorleri tespit etmek ve bu
etkilesimlerin 6gretmenlerin egitsel amacl BIT uygulama sikligina etkisini incelemektir.
Calisma icin okul yonetiminden gerekli izinler alinmistir. Bu arastirmada bize yardimci
olmaniz i¢in siz siif 6gretmenlerini de projemize davet ediyoruz. Kararinizdan énce
arastirma hakkinda sizi bilgilendirmek istiyoruz. Bu bilgileri okuduktan sonra arastirmaya

katilmak isterseniz liitfen asagidaki katilmak istiyorum sikkini isaretleyiniz.

Bu arastirmaya katilmay1 kabul ettiginiz takdirde olusturulan ¢evirim igi foruma giris i¢in
arastirmaci tarafindan sizin adiniza bir hesap olusturulacak ve bu hesap ve sifrenizi
kullanarak sisteme gireceksiniz. Forumda paylastiginiz mesajlar analiz edilmek iizere
arastirmaci tarafindan incelenecek. Bu mesajlar siz 6gretmenlerin ¢evirim igi forumda nasil
bir etkilesime girdigini anlamamiza yardimci olacaktir. Forumlara katilim miktarinizi

ihtiyaciniza gore siz belirleyeceksiniz.

Ikinci olarak, sizden kisa bir demografik bilgi formunu doldurmanizi rica edecegiz.

Demografik form yasiniz, cinsiyetiniz, medeni haliniz, toplam 6gretmenlik deneyim siireniz,
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egitim durumunuz, gegmisteki cevirim i¢i forum deneyimleriniz, gegmisteki BIiT araclar
deneyimizin ve bilgisayar kullanma becerileriniz hakkinda sorular igerecektir. Ayrica
sizlerden okul kiiltiirii ve yonetimine yonelik diisiinceleriniz ile 6gretmen otonomisi ve
sagduyunuza yonelik diistinceleriniz hakkinda toplam 18 soruluk iki anket doldurmanizi rica
edecegiz. Bu form ve anketleri seminer giinii sonunda doldurmanizi rica edecegiz. Bu form

ve anketleri doldurmak en fazla 30 dakikanizi alacaktir.

Son olarak, arastirmaya katilan 6gretmenlerden rasgele segilen katilimeilarin siniflart
gozlemlenecektir. Siniflar1 gdzlemlenen 6gretmenler ile ¢evirim i¢i forum hakkindaki
diistinceleri hakkinda yar1 yapilandirilmis bir miilakat yapacagiz. Miilakat sessiz bir ortamda

bireysel olarak yapilip, ses kayit cihaz ile kaydedilecek.

Bu arastirma bilimsel bir amagla yapilmaktadir ve katilime1 bilgilerinin gizliligi esas
tutulmaktadir. Ogretmenlerin katilimei isimleri ve sifreleri arastirmacinin bilgisayarinda
saklanacak ve higbir sahis ve kurumla paylasilmayacak. Anket, form ve gériisme notlart

kilitli bir dolapta muhafaza edilip arastirma sona erdiginde yok edilecektir.

Bu arastirmaya katilmak tamamen istege baglidir. Katildiginiz takdirde ¢aligmanin herhangi
bir agamasinda herhangi bir sebep gostermeden onayinizi gekmek hakkina da sahipsiniz. Bu
durumda size ait anket, form ve goriigme notlar1 yok edilecek, ¢cevrim i¢i forumda
paylastiginiz mesajlar silinecektir. Arastirma projesi hakkinda ek bilgi almak istediginiz
takdirde liitfen Bogazigi Universitesi Sosyal Bilimler Enstitiisii lkdgretim Béliimii yiiksek
lisans dgrencisi Canan Giines ile temasa geginiz (Adres: Bogazici Universitesi, Kuzey
Kampiis, ETA-B Binasi, {lkdgretim Boliimii Bebek/ Istanbul 34342).

Eger bu arastirma projesine katilmayi kabul ediyorsaniz, liitfen bu formu imzalayip kapali

bir zarf igerisinde bize geri yollayn.
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Ben, (katilmeinin adi) ......ccocceevveeiieciiiiesieeienes , yukaridaki metni okudum ve katilmam
istenen ¢alismanin kapsamini ve amacini, goniillii olarak iizerime diisen sorumluluklari
tamamen anladim. Calisma hakkinda soru sorma imkan1 buldum. Bu ¢alismay1 istedigim
zaman ve herhangi bir neden belirtmek zorunda kalmadan birakabilecegimi ve biraktigim

takdirde herhangi bir ters tutum ile karsilagsmayacagimi anladim.

Bu kosullarda s6z konusu arastirmaya kendi istegimle, higbir baski ve zorlama olmaksizin

katilmay1 kabul ediyorum.

Formun bir 6rnegini aldim / almak istemiyorum

Katilimceinin Adi-SOYadi.......c.coovirieiieiieie e
IMZASI: ..o
Adresi (varsa Telefon NO, Faks NO):.......coiiiiiiiiice s
Tarih (glin/ay/yil):...../ccccofoeenns

Aragtirmacinin Adi-Soyadi:.......occeevvereriieniienieeie e

TNZASI: ..o
Tarih (glin/ay/yil):...../ oo/ ovenans
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APPENDIX |

SCREENSHOTS FROM THE ONLINE FORUM

Tartigma Baglatan Grup Yanitiar  Son mesa)

' Canan Gune
Ekran Alintist Aracy Canan Gunes Doga- ) ; iy BN
205ubal 10 May 2016, Sal, 22.35
. 0 " Canan Ganes
Plickers ah plickers Canan Giines Doga- 2 L 5
27Mart 23 Nis 2016, Cts, 15.12

Mektup Birlestin/Mail Merge Canan Gines Doga- 1 - 3 R e
i # e Rk 27Mart 22 Nis 2016, Cum, 08:34
- < 0a; - Canan Ganes
EKran Alintisi Aracl Canan Gones Doga 0 ; F i35
GNsan 17 Nis 2016, Paz. 13:45
- - Canan GOnes

Portfolyolar icin N2NCopy Canan Gones Doga 0 e O RS
' ‘ GNisan 17 Nis 2016, Paz, 1344

Figure I1 Organization of discussion postings on the online forum

Ynt: tisi Araci
yazan - 10 Mayis 2016 Sal, 1413

Merhabalar,

ligili program indirdim ve kulianiyorum gayet memnun kaldim. Tegekkur edenm.
Ustano goster | Dozelt | Ayir | Sit| Yanitla

" Ynt: Ekran Alintis1 Araci
yazan Canan Gunes - 10 Mayis 2016, Sall, 22:35

Tesekkarler .Hocam. kullanmakta zorluk yasayan hocalanmiz size buradan danssabilirler su durumda:)

Figure 12 An example from the online facilitator’s thank-you messages
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APPENDIX ]

THE RESULT OF CFA
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APPENDIX K

CORRELATION MATRIX OF THE PREDICTOR VARIABLES

Table K1. Correlation Matrix of the Predictor Variables
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APPENDIX L

CONCEPT MAPS FOR QUALITATIVE ANALYSIS
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Figure L4 Detail 3 from Figure L1
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FREQUENCY TABLE FOR CATEGORICAL VARIABLES

APPENDIX M

Table M1. Frequency Table for Categorical Variables

3
~ |2 - |8
s & 8 8 |8 5

e L |g L |5 &

o s}

2
Variable Category N % N % N %
Below 30 50, 56| 20 61 30 55
Age 31-40 200 22 8 24 120 21
41 and above 17 18 58 15 12 21
Gender Female 70 79 26 79 44, 80
1-5 years 49 55 17 52 32| 58
6-12 years 15 17 8 24 7 12

Years in Teaching

13-20 years 7 8 3 9 4 7
Above 20 years 17 19 50 15 12 21
Upper Secondary 8 9 1 3 7 12
Education Undergraduate 70 79 31 94 39 70
Graduate 10 11 1 3 9 16
Medium 23 26 6 18 171 31
Computer Competence |Good 52 59 21 64 31 56
Very Good 13 15 6 18 7 12
Forum Experience Yes 43 48 22 66 21 38
Reading Yes 371 42| 189 55 9 16
Sharing Yes 17 20 10 30 7 12
Asking Yes 8 9 5 15 3 5

2All teachers were above 50 years old.
® All teachers had above 30 years of teaching.

¢ Includes teachers with sharing or asking experience.




1)

2)

3)

4)

5)

APPENDIX N

INTERVIEW QUOTES (TURKISH)

Mesela son olarak diinyanin olusumu ya da iste diinyanin hareketleri konusunda bir
etkinlik yaparken diinyanin iki tane hareketi var diyoruz ama bunun kendi ekseni
etrafinda 23 derece egik olmasi niye vurgulanmuiyor, kitaplarda yok dedik. Mesela
mevsimler meydana gelme olaymin eksen etrafinda yapilan diinyanin dongii acisi, bu
yoktu. Bunu mesela direk paylastim. Onlar da dediler ki evet hocam kitaplarimizda
yok ama biz bunu paylasabiliriz. Sonra da diinya maketleri kii¢iik hani diinyanin
etrafina, glinesin etrafina dort tane seyi koyup iste yakin yakin, uzak uzak
seklinde...Yakinlardaki donen bahar sey yaz, uzaklastigi donemlerdeyse sonbahar ya
da kis olgusu vurgulandi. Gece ve giindiizle beraber

Iste mesela drama egitmi almistik drama egitiminde mesela bir siiri bizden sesli
olarak okunmasini istemiglerdi. Sonra onu bizden alip dinleyeceklermis falan
degerlendirmek icin gibi, diksiyon anlaminda, mesela siiri nasil okuyup
okuyamadigimiz

Mesela yan siniftaki arkadasimin o saatte hangi dersi isledigini, bir saat sonra ben
alip kendi sinifimda onun, o uygulamay1 belki bir giin sonra ben de
uygulayabiliyorum. Bu da her iki meslektas arasindaki bilgi aligverisine neden
oluyor.

Bize gosterdiniz biz biliyoruz nasil yapilacagini ama onun disinda baska birilerinin
de 6grenebilmesi agisindan foruma katilmak istedi mesela bdyle disartya agik olacak
mi1?

Tabi tanimadigimiz insanlar olunca risk biraz daha yiikselebilir. Tanidiginiz

insanlarla en azindan bir arada olma zorunlulugunuz oldugu i¢in onlarla pek fazla
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problem ¢ikmayabilir. Ki bu bir platform oldugu i¢in herkes birbirini tanimadan
gelecektir.

6) hani simdi bununla (online forum) ilgili ne zaman ihtiya¢ duyar, bunu (ICT
uygulamalarini) uyguladiginda uyguluyorsa, uyguladigi zaman bir sikinti duyuyorsa
o zaman ihtiya¢ duyar.

7) Bu (online forum) hani 6gretmen sinifinda neyi daha iyi nasil yapcagini
diisiinmiiyorsa onun i¢in bir ihtiya¢ olmaz.

8) BU biraz da 6gretmenin kendisini yetistirmeye agik olmasi agisindan, demekki
gelisime ¢ok fazla agik degil.

9) ilgin varsa daha ¢ok kullanirsin, ilgin yoksa kullanmak istemezsin....Kendini
gelistirme ilgisi diyebiliriz.

10) nasil olsa excellle bir isim yok diye attin ¢op kutusuna, oradan da ¢ope gitti.

11) yani bos kaldik¢a da yapmaya calisiyorum ¢iinkii, yani evet bundan sonra
muhtemelen bunu(excell) kullanacagiz ve 6grenmek zorundayim

12) doga okullarinda zorunlu olsaydi kesin kullanilird1 diye diisiiniiyorum.

13) sizinle biraraya geldigimde ben yine bunu kullanacagim i¢in 6grenme ihtiyaci duyar
ya da birseylerde kullanma ihtiyac1 duyar orada tekrar bunu uygulayabilirim.

14) bir smif listesi olusturuyorum arama raporu olusturuyorum genelde ama ¢ok fazla
excelli kullanma ihtiyacit duymuyorum ciinkii isim excell ile degil. lazim oldugunda
kullanmam gerekiyorsa da bilmedigim i¢in hop word de bir tablo olusturuyorum
onun iizerinden gidiyorum.

15) Hani bizim biinyemizde bilgi islemler var biliyorsunuz onlara belki bu sekilde
ogretilebilir o hani biz onlardan 6grenebiliriz ama onlar da su an hig birsey

bilmedikleri i¢in?

138



16) Mesela bir sey buldugum zaman ¢6ziime ihtiyacim oldugu zaman google a aratma
yaptigim zaman forum sitelerinde genelleri ¢oziimleri bulabiliyorum.

17) Ben genelde arama motoruna sorarim. Bagkasina bile sormam, arama motorunda
hallederim isimi.

18) Mesela gegen giin evde tektim. 6nce seye girdim google da satir genisletme, ¢cozecem
bunu bu sefer dedim. orada bir takim yonergeler, a-a olmadi. sonra bir bagka siteden
bir bagka birsey olmad1 sonra bilen bir arkadasima mesaj attim o birseyler soyledi
valla en sonunda ¢iinkii ben onu en sonunda kopyaladim silinirse de elimde hazir bir
tane var. orasini burasina basarken dedigim gibi baya bir kor doviisii yaparak sonugta
budum.

19) Ama digerleri gibi diisiindiigiim zaman da genelde insanlar o forum arama siteleri, ki
en kolay bulma sekli arama motorunda tarama, ki bunu bile yapmay1p etrafa
soruyorlar.

20) Yani yanit verecek olan varsa teknik servis vardir. Teknik servisteki arkadagim
sOylerse o belki benden ¢ok daha 1y1 bilgisayar bilgisi var ¢linkii. Veya bilisimle ilgili
olan kisiler oldugunda onlarla bir sikint1 olmuyor. Zaten ben de kendim de siirekli
bilisimle iligkisi olan insanlardan siirekli bu konuda bilgi almaya ¢alisirim. Daha
onceki calistigim okullardaki bilgisayar 6gretmeni arkadaslarla stirekli iletisim i¢inde
olurum.

21) insanlarda orada bir kere aligkanlik haline gelirse zaten, siirekli stisrekli doniip
dontip, oraya bakacaktir

22) Yine gercekten bir insanin foruma giresi varsa. Clinkii hani herkesin Internet
kullanma amac1 farkli hani form kullanicis1 olabilmek de herkesin yaptig bir lsey

degil isin acikgasi.
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23) etkinlik odakli, bunlarin haber siireci de olabilir ya da yapilan isle alakali
paylagimlar olabilir. benim ilgimi ¢eken genelde gezindigim noktalar bunlar yani
Interneti kullandigimda. onun diuinda ¢ok bisey i¢in kullanmiyorum.

24) Ama dedigim gibi bizim ona adapte olabilmemiz i¢in bir ders saati, iki li¢ ders saati
uygulama yapmamiz lazim.

25) devamlilik arzetmeyen seyler aliskanlik haline dontismiiyor

26) o giin mesela yaptigimiz uygulamalara ekstra bunu da kullanip girseydik,
kullansaydik, sey olurdu biraz daha aktif olurdu.

27) forumun ne oldugunu biliyorum ama nasil kullanacagimi bilmedigim igin girmedim

28) Ornegin herhangi bir linkte bir tiirkge okuma yazma 6gretimi, bunun igeriginin
olmasi lazim bununla ilgili video oldugunu ayni zamanda bunu agtigin zaman nasil
kullanilacagini

29) Tam olarak onu bilebilmem i¢in bana onu on kere de anlatsan buradan disariya
¢iktim mi direk unuturum.

30) Seminerlerde yaptiginiz agiklama aklimda degil agikgasi.

31) o giin mesela girdik mi biz bu platforma, s6zel olarak kaldi sadece degil mi. s6zel
olarak kaldig1 i¢inde belki de pek bir islerligi olmadi bizim agimizdan.

32) mesela bilgisayari ile gelecek, sistemi olusturduk zaten agacaz sistemi karsilikli
yazigaca@iz orada bulundugumuz ortamda. Sen bana yazacaksin, ben sana
yazacagim. Bu sekilde, yanimdaki arkadas yazacak buraya bir sey yiikleyeceksem
yiikleyecegim. Yiikledigim hakkinda yazisarak tartisacagiz.

33) isime yarayacak bilgiler olabilirdi mesela birinci sinifla ilgili dékiimanlar, ikinci
smifla ilgili dokiimanlar her sinifla ilgili dokiimanlar olsaydi kesin girerdim heralde.
...Mesela 3. sinif 6gretmenlerine bir konuyu nasil anlatabilirim ile ilgili bir sey

olabilir. O tarz. (Cemile)
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34) eger d6gretmenler bu platformun igine ¢ekilmek isteniyorsa o zaman 6gretmenlerin
ders islemelerine [iliskin olarak].... Ders isleyisine yonelik olabilir. Birinci etapta bu
olabilir...6gretmenlerin kendi siniflarinda uygulamis olduklari etkinliklerin olumlu
olanlarini, basarili olanlarini oraya konulabilir (Mahmut)

35) Ama mesela devamli her girdigimde ben dersimi kolaylastiracak bir sey buldugum
zaman, her girdigimde beni, ¢linkii gercekten ben seye baktigimda gercekten boyle
seyleri ben ¢ok artyorum 6zellikle. (Ersoy)

36) Yoo hani 6gretmenler de koysun ama ilk basta baktigimda ¢ok bir sey goremedigim
icin belki de daha sifir kullanilmamis bir site oldugu icin direk géremeyince
vazgec¢mis olabilirim. ilk yiikliiolsa birazcik birseyler o zaman belki daha ¢ok ilgimi
¢ekebilirdi

37) O anda oradaki kisilere bagli oldugum kisilerle en az bir kere yazismam gerekir. Ki
sistem seyine otursun, rayina otursun.

38) Ucunu bir iste kurucular bir ucundan baslattig1 zaman o bir sekilde zaten siz ¢ok
daha iyi biliyorsunuz.

39) Ama sey oldugu zaman, mesela herkes bir sey paylastigi, herkesin paylasacagi bir
yer olmaya bagladig1 zaman, bu alg1 yaratildig1 zaman o zaman 6yle olmaz (yonetici
mesaj paylasmak zorunda kalmaz)

40) ya zaten orada cevap bulabilirsem ben, benim o i¢inde kalmaya devam edebilecegim
bir ortam olur. degilse zaten, hani bir soruma sonraki bir bagka sorunuma orada bir
geri donlis yapilmiyorsa zaten 3. siinde ben oraya soru bile sormam.

41) gergekten o platformu yararli goriiyorsa ve kendinin de deneyim olarak bazi
tecriibelere sahipse paylasimci biriyle evet bulabilirim.

42) Genellikle zaten bizim niteligimizdeki insanlarin bunu farkli bir amagla kullanmasi

zaten diisiinlilemez.
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43) Yoksa ben burada kalkip da 6zel bir seyi deklare edecek seyim yok. Yani ben
Ahmet’le Ersoy’le beraber suraya gittim.

44) giivenilir oldugunu bilsem kalirim yazarim, hani ¢ok fazla giiniimiiz ¢aginda da nasil
deyim farkli sosyal iligkiler de oldugu i¢in insanlar biraz daha psikolojik olarak eksik
oldugu i¢in orada kim ne isimle ne yapiyor bilmiyorum.

45) Diyebiliriz, zaman ayirma. ¢iinkii eve gidiyorum tekim. atiyorum bagkalarinin
hayatinda daha farkli olabilir. ama yemek siireci de geliyorum yarinin
planlanmasidir. ekstra yapilacak seyler varsa onlarin yapilmasidir. 6dev, hergiin 6dev
veriyorum O0devlerin okunmasi bunlarla ilgili geri doniislerin yazilmasi zaten aksam
bitiyor. yine zaman yetmiyor bir noktada.

46) Kullanmamanizin bazi sebepleri olmali

47) ¢linkii cocuklar somut iglemler doneminde ve oyun gocuklari o yiizden sevdigi seyle
mesela sevmedigi seyi bagdastirirsaniz daha kalict siiregte ilerleme kaydedersiniz. ya
da mesela o oyun hamurlari hem mesela, el g6z koordinasyonu i¢in sekil vermesi
acisindan yararl ayn1 zamanda aktif olarak derse katiliyor. dedigim gibi bu da kalici
o0grenmeye hizmet ediyor ve ¢ocuklar teknoloji caginda olduklari icin siirekli tablet
bilgisayar telefon ellerinde. bunlar da ayn1 zamanda onlar i¢in cazip seyler, cazip

olan seyler le 6grenmesi gereken seyleri ilintili hale getiriyorum sadece siirecte.
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