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Abstract

In this researchgollaborative learningechniques were designed to examine
their influenceon the achievement of students with different learning sti€3atar
University (QU).Oneimportantissuewaswhethercollaborativelearningin a blended
learning environment hada major impact on studerd achievements and skills
irrespective of their learning styles. Furthermott@s researchnvestigatedother
learning styles to show the importance of collaborative learing st udent s 6

achievementand skills.

Qatar University has chosen as a case study; research was conducted on 81
students, aged between 19 and 22. $tuelentswho were on a research methods
course, werdaivided into three different branchegereeach branch contaidethe
same number of studenthe control group (C), the first experimental group (E1) and
the second expemental group (E2)In the control group, each student worked
separately. The first experimental group was divided small groups of students
who each hada different learning style. The second experimental group was also
divided into four groupswith the students ineachgroup haing the samdearning
style. The two experimental groups followed the course through collaborative
learning, as welas traditionallearning. The students were asked to fill irpra
guestionnaire three times in order to distinguish their learning styles, andodome
themwere eliminated from the analysis process due to instability in their learning
style across the the responses. The final samglemprised of45 studentsn the
controlgroup(C), 44in experimental grougEl) and 46in experimental grougg2).
Finally, equal numbers represented by the f&8tscoresfrom each group were
analysed in order to get mor&ccurataesults through comparing symmetric groups in
terms of the numbers of students in each gr8ujpsequentlyinterviews were carried
out with seventyone (71) studentsfrom all three groups20 students (28.2%) from
the control grougC), 25 student$35.2%) from the first experinméal group (E1), and
26 student£36.6%) from the second experimental group (E@)supportthe study

resuls.

Datawereanalysed using SPSS. The study analysis involfred establishing
whether the data folloed a normal distribution Oneway Analysis of Variance

(ANOVA) was used to compare studentchievemerst due to learning style and



IndependentSample T-tests were utied to discover if statistical evidence was

significanty different

The findingsrevealed thatollaborative learningnad nobeneficial effect on
the students' exercises and poster skills or in their scores for the midterm exam.
However oollaborative learning had a significant effect on the students' proposal
writing scores. Other than that, collaborative learriiagy no effect on exam results

including pretest posttest midtermor final exam

Furthermore, the findings confirmed that therere significant differences in
the posttest midterm and final exam score$ students who underbk collaborative
learning with the same learning stylearblendedlearning environmentlue to their
learnirg style with the converging learning style being associated with significantly
higher scores. Thus, themeas an effect on the posést, midterm and final exam
scores of students engaged in collaborative learning with the same learning atyle in
blendedlearning environmenwhich wasdue to their learning style. On the other
hand, differences in learning style had no significant effect on the achievements of
collaborative learners in the exercises, proposal writing and poster task, or in-the pre
exam. Also, resultsconfirmed that in the control group there was a significant
difference in the students' prest midterm and final exam scores @blended
learning environment due to learning style where collaborative learning did not occur.
This difference was due to the learning style, with the assimilating learning style
showing the best results. However, there was no significant differetioe studers
scores for their exercises, proposal and poster skills or for theitgzbst a blended
learning environment due to learning style where collaborative leadidngpot occur.
Regardingthe first experimentalgroup (E1), learningstyle had ncsignificant effect
on the students' skills and achievensdatores for the exercises, proposal and poster
task, and for the preest posttest midterm and final exam) ia blendedlearning
environment where collaborative learning occurrBoe researchierecommendshat
e-learning centrebe establisheth Qatar universities, distributed in specific centres
in colleges, andhat educationists who are specialised and qualified in collaborative
learning stylesdbe providedso that instruction on this type of learning is based on

correct educational roots ugiprecise scientific techniques.
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Chapter 1: Preface to the Study

1.1Introduction

In the last few years,-kearning ha become an area of considerable research
interest, and has been applied in several fields; introducing the Internet has had a
significant impactin endorsing innovationNowadays, Information and Communication
Technology (ICT) is widely utised in schoold¢o allow teachers to develop the core
curriculum and to enhance student learning and education outcomes. Moreover, ICT
allows significant changes in instruction, helping schools to become more stedéed

and enable more individuadid learning (MuikHerzig 2003.

Research into-&earring is still in the early stagesnd is thrilling, although the
multifaceted nature of-karning makes it complex, as its developmenbased on
creative research in many areas of learning and technology. Recently, it has become
increasingly evident that the Interrteis become a resource for learning and has gained
increasing popularity among education systems, especially in higher tieduca
Generally, the wideémplementation of the Internet in education has promoted and
facilitated increasing innovation in the learning procéBange and Pange 2011).
Additionally, the benefits gained from using such technology can be continuously
maximised through learningind applyng it in effective ways through the us#
collaborative environmentsS{ahl et al. 2006p.415. Simply, elearning is a tooko
deliver learning where many learning resources are available foramase conducted
using a computer,with others conducted using television or other electronic
communication techniques (Johnson 200Ejfective elearning relies on students
undertaking tasks that provide an experience likely to lead thewmn rtew desired

understanding.

E-learning has become hugely prevalent throughout the global community of
students; thereforenterest in building suitablelearning environments has significantly
increased. Thenatter of elearning environments should be brought to puattention.

At the same time, education processes and pedagogical concepts must take their place in
the ICT revolution, and should be a priority in terms of designing and setting up
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sustainable strategies and leiegm plans for the advancement of sociaetyd the
education systemAll well-developed educational institutions are currently seeking to
adopt technological approaches, processes and techniques in order to build a strong
research base and to expand their students' knowledge and education&Vterelthe
knowl edge and educational lecuicatohal edpenercasd s o n
that mearthe students who have enriching early educational experiences will be more
likely to stay in education anthen successfully transfer to the laboararket. The
approaches that should be adopted must depend on appropriate technology and
communication software and systermsaddition, the level of adoption of technologies is

on the rise in academic teachimy.web-basedlearning environment is an edticaal
approach that allows studentsatcesdearning as soon as possiblearning events that

are conducted in traditional classrooms are also available through the internet: it is not
just another evironment that takes more time to develop than othessrooms, but i
provides a wide variety of wa of acquiring informatiomgpens new choices for learning,

and constructs smart and flexible learning environment that gives fresh approaches to
education.Individualisation is considered an essentiapexs of elearning and in any
learning environment via ICT, not least because the student does not necessarily attend
faceto-face classes or instruction. There need not, for example, be specific times or space
limitations, or transportation barriers inved. In other words, the student can interact
with the material from home or from any other location. The level of interactivity, the
sophistication of communication and expense differs in each of these types of learning.
Furthermore, dearning creates great impact on teaching types that are uaeth
developmenand practiceAlso, an dearning environment may provide the student with
privacy, as learneraho participate irthe learning process have the ability to organi

control and change thearning environmenfSoyemi 2012).

E-learning relates to employing electronic processes and applications to aid in
learning. Several elements share in applyiigagnng and in its processes, lik@tual
classrooms, webased trainingand digital collaboration. Content is presented via the
extranet, CBROMs with multimedia capabilities, the Internet, and satellite TV. E
learning is defined as individua#id instruction introduced through a network in two

primary ways: publicly via the Internet, andvaiely through anintranet. Originally, e
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are still being usedh parallel with differencesn e-llearning (Manochehr 2006, p. 10).
Basically, e-learning has two recognisedtypes described asseltpaced (known as
synchronous) and instructted (known as asynchronouflased on thathoth teacher

and student need to attend either classroom or online at the right time to perform tasks
that are required.The level of interaction and the cost and sophistication of
communication are different in each of these types. Furthermdegrreng has an
influence on the three areas$ teaching, training and development. After all, there is
variety between learningpproachesnd these variations and disparities become more

significant in the area of education systems (Manochehr 2006).

According to Garrison (@L1), elearning is defined as amethod that uss
electronic devices such ascomputer, communication techniques andbiles to help
studentswith different learning styleget the informatiorthey require The Internet is
flexible and easy to deal with, and is widely known and used by many people. Because of
this, it may also be considered a style of flexible learning, as the learning process can take
place at any time. In this waglearning can support ffierent learning styles and allow
for greater diversification of students and greater access to education (lAaksgn
Deane and Galyer2011). However the main problem that fasestudents through
learning viathe internet isnot dealingcompetentlywith the new technology. Toreate a
convenientand develope@nvironment, many things should be taken into consideration
suchasthe learndis desirewillingness requirement&nd need In addition, successful
environmerd should focus on the academic differences betWeamersso that theyfit
all the different styles of learningManochehr 2006). In this respedt, is worth
mentioning that learning via computer enables asynchronous communication in
individual learningstyles, which may correspond with the needs of students who avoid
voicing their opinions and who are reluctant to speak up or discuss topics in front of other
people. Therefore, in asynchronous communication, they may be more relaxed and
willing to participate in the relative anonymity of the electronic medium (Tu and Mclsaac
2002), and can receive individual comments in a private mode. Thus, asynchronous
communication allows users to interact with content without being connected directly

with the tutor owith other students. This form of communication also allows participants
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to place messages on a networkstver, whichother students can visit and dea

Moreover, each student has the opportunity to post a reply or comment in response to the

first messag. Subsequently, readers can comment upon the original post or on earlier
commentgPenaShaff and Nicholls 2004for example, students can receive an activity

from the tutor and respond to it later. Some students prefer to think carefully, search and
organse their answers rather than responding immediatéty.some dearning

environments, students are able to contribute as much or as little as they want, when they
want to. I f they prefer to Al ur ko, I . e. rea
students are allowed to choose a discussion from the list, or set up their own topic to be
discussed with each other. Small groups can coalesce spontaneously around a topic of

mutual interest (Warger and Dobbin 2009).

Bl endi ng r ef @ajedsand learnimgnsigrifiesangintegrationof new
i nf or m@shabatalaNdeyaNdereya and Merw014, p. 102)Staker and Horn
(2012, p.3) stated that blended learning is an official learsystemthat combines parts
of traditional classroom learning with internet learning as leaareralowedto develop
their thoughts, generate ideas and participaténstruction online.Moreover, blended
learningprogrammes could include different types of leéng instruments, which include
selfpaced, Welbased, realime, virtual, or collaboration software, knowledge

management systems, and courses.

This study will tdk about ceteaching Co-teaching mixes the experisof two
professionals that ar@general teacher araspecidist teacherwherethe main goal in
combination istalealwi t h t he various studentsd needs w
(Anderson 2008). Moreover, Lindeman and Magiera (2014) definedgaohing as a
particular kind of ctlaboration, such asledicatedteaching for students with special
needs This categoryenablesthe students to get better education within traditional
teaching schoolroom4t is also an instructional delivery model for particular and general
teaching, providing an educator formulation, which is supportive of students with
disabilities obtaining instruction in comprehensive environmentse@ching outcomes
in amendedprogranmes improve strength and persistence by decreasing the student
teacher ratio and enhancing student engage(fezy and Kafl2014).



In contrast to these levels of individualisation, there is also a considerable body of
research that has argued éwilaborative learning as having powerful effects on student
learning,including student characteristics, group composition, and task characteristics,
particularly for lowachieving students (La2011). Thus, it beconseimperative to
understand the impact ¢éarning styles on an online learning environment to accurately
definedifferent types of learner€ollaborative learning shifts some of the duty to teach
onto students, since the intention is that they become researchers adulestdtl
learners, as well as taking responsibility for their own learning (Dooly 2008, 22). Ideally,
the teacher should understand the principles of collaborative learning and the preferred
learning styls of their students, and thus imprdiae cooperativeducation programe
Also, collaborativelearninghasmanycharacteristis such as coperative behaviour, the
acquisition of knowledgedelegating decisions, etc. to develop student trust and
retention, whichadd value to both student and classrd&taH, Koschmann and Suthers
2006, 414)Hence, the teacher can determine how to introduce collaborative learning and

also where to begin.

Higher education has a significant impantchanging the curriculum related to e
learning so this allow# to reacha wide varietyof learning resources.-g/stems have
become one of the principal aspects of effective education systems in ddyloation
organisationdecause they are seen to provide easy access to learning resdthces
available techniques and teolhat can be accessed at anytime, anywhere (Ghaleb,
Daoud, Ha s n aSeoud and EB6fany2006)Elh addition, applying-kearning
in the education system ensures that goals are attained with little time and effort. An e
learning system also offers the means to support several forms of shatarnttor and
studentstudent interactions that meit students torelate through synchronous and
asynchronous means of communication, thereby supporting the social construction of
knowledge (Hasan and Fook 2012). For exampi¢hin Qatar University, the many
benefits of using dearning/technology havalready been realised. Howeyave still
need to see how students with different learning styles are able to work collaboratively or
not within such an environment, to ensure dikaning benefits are realised to the full

potential. Thereforethe arrert study aims to examinéhe impact of collaborative



learning on the achieveants of students correspondingdigerse earning stylesit Qatar
University (QU)

1.2 Importance of the Study

So, as already noted, technology nowadays playsn#isant role in facilitating
many factors acrossvide areas of life. Since education plays a fundamental role in
development in different fields, new applications have been adopted to enhance levels of
education. In general, education tools and items can be allocated for each student and
adapted dependinon their field of study as well as their intellectual interests (Marshall
2002). The recent development of distance educgfogramme has been reinforced
through the growth of technology and the Internet. It seems that education via the Internet
can dange the educational landscape. Also, it is essential to involve technological
innovations to enhance distance learning; however, it is not enough to guarantee that
distance learning will be effective. There are several learning styles that are priejerred
different students: some of them prefer learning using listening and watching, while
others prefer learning based on reading, or on doing and moving in a-drands
environment . Hence, based on previougs resear
styles in parallel with developing distanl@arning courses. As Zapalska and Brozik
(2006) indicated, online education is considered to be a vital approach to learning for
students. In order to teach more effectivety online courses, teachers are s to
know more about differences in learning and how to deal with the different sorts of
learning styles that are found amongst their students. Teachers who know about
differences in learning styles are more capable of changing their teaching teclamdues

strategies in online education.

Moreover, elearning and online teaching comprises a massive new research area
that has attracted researchers concerned with the education process and education
systems. There is need fionprovement, which reflects aeducational process amnabls
to contribueto the learning environmenasthey continue to evolve. In addition, these
fields examine positive and negative aspects, which are considered to be effective and
sensitive issues, in order to find out the wesdses and strengths in the system. These

factors are also important in addressing the contents of the entire system, such as teaching



presence, distance education, collaborative pedagogy and critical thinking. On the other

hand, one must highlight the eobf upgrading based on the development of the quality of

education; for example, enhancing the role of interaction as a crucial technique for the
education process (Course 2002). Thus, teachers and officials can also collaborate with

each other to develdpe delivery of education by making it more interactéecording

to Dooly (2008) there are many factors that affect collaborative leasuidly asskills,

knowledge, trust and communication of studenthis means that students should

understand and know how to interact with one another in the group in a successful way,

and this can only be achieved by everyone coc
engagement is necessary for fuecess of gawhole group can be a strong motivational

factor.

Furthermore, higher education plays an important role in a wide range of different
bodies and aspects, including the national economy and the industrial sector. Currently,
from this vision, it has becomeecessary to generate new advanced approaches and
modern methods in education. According todsay (2010), 4earningis defined asa
method of delivering data which helps students to underdearding approaches in
education It achieves this by beingabed on computers and communications technology
in regard to systems arndaching procedured/oreover, it is widely used and may also
be considered a style of flexible learning, as the learning process can take place at any
time. Individualgation of learningis management of the education process to suit its
needs and abilities which aims to adapt the learning stgesadaptation allows the
learner the freedom to choose an activity that fits him/her in terms of prior background
knowledge ad learned pattern of behauioto achiee the desired objectives with a

degreeof perfection

There are positive and negative aspects to both traditional learniregl@aching
methods. For instance, in a face to face environneteraction between tretudents in
the classroom is limited, because tkadher talks more than them. On the other hand,
with online elearning, interaction between the students becomes more effantivieis
clear that the interaction and the level of activities are highainson 2005). Group,
individual and team work seem weak in the classroom, whereas in-ldeneg

environment they are obviously betté@akley et al 2004). On the other hand, an e
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learning environment may provide some students with privacy. Budgents have an
additional role in keepin@ learning environment free from defeetsd under control
Privacy matters for students in a virtual learning environment are more significant than
those in normal campus learning environments, because théxeiligity for students in

the elearning environment and more resilience in dealing with their needs. This might
include access to sources, as well as saving time, which allows them to expand their
perceptions and prospects (JerrBdazic and Klobucar 2(). Thes issues have a
greater impactn many psychological and social aspects. In the caseledreing, the
degree of motivation is high for several reasons. For example, theatiditi of
technology and entertainment within the education process nwtivating factor, in
contrast to classroom or traditional learning where these motivators do not exist. The
most important thing is how to make the studentsetficientin the online environment

for instance, the teacher shouibt have a majorrole, unlike in the traditional
environment, and their role is limited to giving learning material without any
participation from students (Lu 2007). Although there is a lot to do in order to improve
and develop such situations, the characteristicsledraing are still more flexibland

elastic In addition to this, the structure of lessons and courses totally change, making e
learning seem more dynamic, because this structure is affected by the groups and teams

of students.

In general, the use of tecHogy and modern methods has a positive impact on
the environment of education with respect to different types of studetdarriing has
benefits and advantages over classical methods; it enhances communication between
learners, opens doors for seriousadission, saves time, and is available twdoty
hours a day. Therefore;learning in an integrated manner is considered to beem
efficient and funcional than a face toface environmentThe era of technology and e
learning environments require greateliability in order to be applicable to education
institutions and to the pedagogical process (NHerzig 2004). As an arbitrator in this
comparison, the -karning method provides three major advantages in the field of
education, namely time, flexilly, and interactions. In other words, there is a greater
range with respect to communication with other bodies in order to develop and improve

educational skills and competencies through the use of effective tools, such as the
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personal profile ine-learring systems. Furthermagreghe flexibility of an electronic
educational systemmodelis regarded as an elastic system compared to the traditional and
classical education system represented by classrooms. This makes it easier to access
databases and obtainformation for study, research or other purposes. H@awng is

also a defining feature, making available a lot of opportunities and using time more

efficiently than the classical model (Mandic 2012).

Learnerand karning approactare poles ofthe learning environmenso the
interactions between these teements are therimary function of education to analyse
classroom activitiesn the one handnd the methods of learning fiearnerson the other
hand Thus, focused attentioron building an integrated environment isecessaryin
which the learnex play an essential role, and thiele of the learning methods te
supportand directhem(So and Brush 2008, pp. 330).

Focusing on Qatarthe leap of using of -eearning methodsequires many
measures and necessities to be put into place, such as the use of modern information
technology and sophisticated ICT. Institutions also need to set up networks within the
overall system of education (JerrrBd a § i | and Kl o b immpoatant 2005) .
elements include utding digital tools and methods for assessment purposes and
strengthening professional development, interaction and collaboration between the
different bodies of information technology and the collaborative environment, wghich
related directly to higher education and the education system in general (Ruengtam
2012). Considering the truth athe education sector is crucial in achieving sustainable
development, which is an essential requirement of any reform process related to
upgrading the community and its componemtsd it has become necessary for
technology, information and communications to take their place in the procession of
changes to keep up with modern educational and pedagogical systemdition, since
educationis seenas a hugely significantnhainstayin any country that aspires to be a
contemporary and flourishing nation, there is a need to address the issue of the learning
process. One must be more familiar with the continuous requirements associated with the
learning development process, all of which need to be integrated withielongplans
and objectives (ABulaiti, 2011). Education has manifold and complicated relationships

with various fields, such as the economic and social systems, and is also comgdgrned
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the creation of youth generations with a high degree of awareness and maturity to ensure
their capability and competence in dealing with new obstacles. It is true that there are
many possibilities on the horizon, but at the same time, there arenaiserous
challenges. In generalslearning has been useecently as a basic sourceenfucation in

Qatar. However, previous studies in the field of collaborative learning, especially in the
Arab Gulf statesare few and d not ahieve the desired and eeqied needand interest

in the context othe concept ofearning styles and their relationships withearning

This type of research is needed to:

- Develop the educational process.

- Adopt modern teaching methods.

- Cater for the steadily increasingumbers of students seeking to obtain a
university education.

- Adopt the principles of lifelong learning and sklarningand to dfuse the
literature on the benefits offered by modern information technologies and the

ability to disseminate knowledge angpthe educated in many ways.

It is imperative then, to undertake research and development to establish a solid
strategy. This strategy must be transferred into reality to arrive at a stage of stability in
this field by using fixed steps in the contexttioé educational and pedagogical process
(Taatila and Raij 2012). In higher educatioflearning resources are commonly used. At
this point, this research has probably passed the first stageaiéng implementation
experimentation. The importancetbfs investigation lies in the need to study the impact
of making learning collaborative through examining the teaching of the Online Research
Methods Course at Qat University, to investigate the impacof the elearning
environmenton the progressioof learner§ knowledge and practical skills with respect
to their different learning styles. The achievements of students at two unilevslty
Online Research Methods clasdesvhich differ only in the degree of collaboration
embedded will be analysecby usi ng t he st asdeariabtedlthit ear ni ng
researchcollaborative learning techniques were designed to examine their influence on
the achievement of students with different learning stylesaddition to investigaig

whethercollabordive learning ina blended learning environment haanajorimpact on
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students' achievements and skills irrespective of their learning,styliéght of the role

played by learning style as an effective factor. It will also look at the impacts and
reperaissions of learning styles on education in gendifa research will focus on an
examination of the impacts of collaborative work on knowledge or applications of skills

in light of various learning modes. In brief, the significarafethis research is that
addresses the pivotal issue of how it could be possible to improve the education process
in an integrated manner and with a comprehensive outtzakpegin to look for modern
learning methods. Sahis research will examine the effect of group ardividual work

in the elearning environment on student accomplishment and practical skills. Previous
studies have claimed that if learners work collaboratively, they will do better than
individuals working alone, because in the first case they will aid faatitate each

ot herds efforts and share and exchange thei

who lackaccomplishment and progression benefiting the most from such collaboration.

1.3 TheNeed for Theory

E-learning has numerous targets in ordembtold high quality knowledge and
skills to improve learning processes and technigues. There are many deficiencies and
insufficiencies related to teaching methods and approaches to education, whether in
respect to content delivery, time and time managenieigiface desigmor weakness in
pedagogical background, etc. (Mayes and Freitas 2004). There are also many problems in
the traditional facdo-face teaching processes within classrooms for theoretical subjects
including, for example, long study period6 o mor e t han one hour 6s ¢
reduce studentsd concentration in the cl assi
within both traditional and onlinelearning environments ray develop and improve
teachingas this leadsto more effective and @&€ient learning by students (Ruengtam
2012). Thus, collaborative learning lagee a critical concept to studits effect on the €
learning achievement of students. Providiegipiricallybased considerations of the
variablesis also imperative to knowhe effect of the learning process, as well as provide
clarification of its influence as it comes about (Mayes and Freitas 2004). According to
Pange and Pange (2011), successful learning should offer a deep understanding rather
than surface knowledge and imitat. It is thus necessary to take into account that e

learning research emphsss several pivotal concerns, such as quality and efficiency.
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Often, though, the essence oflearning cannot be shown to offer additional

improvements and enrichments to theaation and pedagogical process.

Since elearning trends revolve around the development of education and its
components through ¢huseof technology to support and improve learning practices,
theories associated withlearning need to be examined. Thare numerous theories
that areconcerned withe-learning issugand matters of learning via the exploitation of
the ICT sector, although case can be made that previodeaning studies have not
paid sufficient attent i oour fot reasoss reladed totthe 6 t hi n
characteristics of-&earning environmentsSn, Tsai, Finger, Chen and Yeh 2D0Bhe
theories abroad include constructivist theories of learning, which are broadly described as
the active construction of modern and contempor y knowl edge rooted i
previous experience. In practice, constructivism generally aims to implant learning in
realistic and relevant frameworks, bringing together a set of aspects in order to deal with
the learning process as a whole. Téarhing process consists of the system of education,
swch as: main design factoiearning assessment design factors eslthborative design
factors all of which create a learneentred model to use in the generdka&mning
environment (KoohandRiley, Smith and Schreu2009). Despite though, the application
of constructivist theory to -kearning environments in recent years, there is still no
detailed approach to enhance such environments in a comprehensive manner. It is true
that there is continuougsearch in this field and learning theories are improving. In this
respect, the most important theorlessed learning approaches are now being combined
with technology in learning to create a new and expanding field of specific learning
theories (Koohag et al. 2009). For instance, a mixture dearning practices that have
been developed, as well as the most recent theories and approaches, support the
effectiveness and success of the teachleagning process and ideologiéanderson
2008). As part of the preparation of a knowledgagsed economy and organisational
learning, theories such as community, adaptive,saaffoldlearning can be incorporated
into combined dearning practices. These might include multimedia training CDs, extra
learning content and online conversation (including debate and live broadcasghimty)
aim to expand and develdparningmethodsin light of the educational and pedagogical

process as an entire integrated system (Tsai 204dgording to active learning dory,
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learning is any educational and pedagogical plan that connects students to the learning

and teaching process (Alzaghoul 2011; Moore et al. 2011; Pange and Pange 2011).

1.4e-Learning and Collaborative Learning in Qatar
In 2007, the Institute of Admistration Development (IAD), the Supreme Council of

Information and Communication Technology (SCICT), dim& Ministry of Information

and Communications Technology (ICibunded the dearning Porth It becameesasy to
solve management and busingssblens andaimed to help university studentsand
government employeesdertakingoffice trademanagemerandarchivingelectronically

in addition to providing a website to book and custanelectronic resources withe
easeof a new online strategy (ECWA 2007). In addition to thisctQATAR (2014)
found that more than 2,000 people had completed esuising the -earning Portal
Strategy. This includd15% of nonlIT business employees and 30% of state employees.

It was concluded thattQATARG &uture efforts would be focused on these strategies:

1

Encouraging broader usage of the 3,008agning courses available on the portal.

2- Empowering organisations, especially small and mediimed enterprises, with

enterprise learning management systems.
3- Suwpporting private sector and government organisations in tHeareing efforts.
4- Increasing awareness of the benefits-tdaning.

5- Supplying training and technical support for organisations to control and

supervise the portal.

This qualitative leap towds the use of the-learning approach in Qatar requires
many measures and necessities, such as the use of modern and sophisticated ICT and the
need for a network within the overall system of education. Other important components
include digital tools andmethods for assessing and strengthening professional
development, interaction and collaboration between the different ICT and collaborative
environment bodies. To sum up, the aim and target from 2008 to 2010 ifehmmiag
for oLiIi fe Str 2t awsiaeimpiémenttecienoleyih combinatiofth
the formation of 21st century learning environments, whedsstyle evaluation

expectations were overestimated (Lindsay 2010).
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E-learning, then, has emerged as one ofrfust importantchangeso hit the
education system not only @atarbut in other Gulf nationsThat said, the general aims
of applying elearning systems in Qatamclude training effective teachers, improving
academic achievement, creating sbiected learners, and providing cRi Learning
Experiences (RLE) (Weber 2010). In the kest years,Gulf Cooperation CouncilGCC)
countries,but mainly Qatar, have read significant assets inlearning projects. For
example, a major operational framework feearning projects in Qar is the new Sidra
Hospital, which opened in 2012 with a $7.9 billion (USD) permaherd. This hospital
provides digital medical records to access medical histaigsatients by usingan
Electronic Medical Records (EMR) system (Weber 2010). Techpadhag developed
from being only an instructional means sglil by educators or a simple addition to the
teaching process. Now, technology is an integral compafehe elearning procedure
through the integrated Microsoft educatigateway framework. Initiatives such as
iCtQATAR have undertaken a total education revolution, a huge step into a reform that
will drive society to a new world of improvements and opportuniiigg€QATAR 2007,
p.2). Qatar has set a good example and promgpiteel countries to start their own e
learning process. As within other Gulf countries, there has been widespread support and
enhancement of -government structures. -lEarning in Qatar is frequently closely
connected to bigger general ICT strategies ieprto incorporate technology into all
areas of the Qatari economy. In this sendeaeing provides an ideal chance to study
cultural variancesn classroom behaviour, instructional approaches, learning styles and
the crosscultural influenceof learning objects. Hearning can represent selirected
learning and collaborative learning, like the Flat €laem Project at Qatar Academy
where learnersare divided into several set® plan and carry out multimedia

developmentsoncerning current global isss (CtQATAR 2007, p.2).

Qatar University, launched in 2003, has taken a series of decisions and
comprehensive reforms reala to the development of academic procedures and
integrating information networks at the university, afl which have contributed to
dramatically improve the quality of education provided by the unive(ditySaai et al.
2011). Elearning, therefore, was considered as one of the important outputs of

innovations and developed technologies within the country, anddased by QU with
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the aim of improving its academic reform planning goals. The creation olesarneng
environment, and the building of its infrastructure, has been baseteamag concepts

and practices at the University: thus, the administrdtave prepared classrooms with all

the necessary technological requirements, and instructors and employees have also been
trained to adapib a moderre-learning environmentlso, delivery system&ave several

models and tool$or hosting elearning coursg® such as Blackboard, Harvard, learning
Space, E3, Model, Web Course Tools (Web CT), Top Class and Cyber Psychology. The
administrators in Qatar University (QU) adopted the Blackboard system three years
before the academic reform planning began in thereusity (Al-Saai et al. 2011).
Blackboard became auniversityiwide system for supervising and implementing
academic courses, therebgatisfying the increasing need foinformation and
Communication Technology (ICT) ieducation purposesspecially inimplementirg e-

learning methods and technologin an e-learning environmentFor instance, the
university hasused the Blackboard system to host its courseme since 2006, and
encouragefaculties to integrate technology in its courses (Hadsang and ldus2011).

There have, therefore, been numerous training programmes at QU on the $hatems
apply elearning apptatiors like the Backboard system, which contributes to increlase
interaction between learners andearning method in an elearning environmentThe

past development and the preseifganing conditions in the University are seen to have
contributed to improving the education, political, social, and financial fiekds.
university level, theBlackboard systemvas degnedto make efficienciesin teaching

and learning with recent improvementsn the capabilites of the system, with
characteristics such as the discussion board, the Virtual Classroom and the contents page.
These provide excellent opportunities fearnersto interact online withall educational
operation factors such aeaches, instructional materialand peers, whicHead to
increased awareness. It also enables individual group members to become experts and
teach others in the process {®daiet al. 2011; Hasan and Fook 2012).

Inordertoencour age Qatar Universityodos faculty
effectively, annual awards were started in 2008 for members who successfully used
aspects of the Blackboard system to provide their couhsesddition, the Blackboard

system is applied to provide course content
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The Blackboard system also serves as a means of communication between the instructor
and students. Students can use the visual classisdisn board forums and email to
discuss assignment tasks or questions with their teachers and peers. Different teachers
can provide several course modules across Blackboard using the same course syllabus,
exam guestions, content, and assignments. Ontliee loand, substantial challenges have
originated through the application of sucHearning technologies. These include the
limited number of Arabic language learning topics, general computer literacy, reliability
and bandwidth of the Internet, and thsuiss of interoperability, as well as crgdatform
problems that affect the learning objects flooding onto the market. Blackboard itself was
not always well received by students, who were disturbed by the lack of consistency in
how resources were planned different Blackboard sites. Added to that, Blackboard can

be timeconsuming and expensive, for example, as documents need to be copied and
pasted into Word for cosffective printing. Many @nvironments involve the uploading

of digitised content matels to elearning management systems. At present, the main
activity of students is in downloading content materials from his/her lecturer only. This
means that the-environment loses any competitive advantage over other approaches to
teaching and learngn Further, in the event, Blackboard did not integrate well with other

QU administration systems, and this meant @Blaickboard users needed to-emter

passwords and log in and out from one system to another (Hasan and Fook 2012).

At the same time, in 2008, Qatar University adopted a collaborative learning
strategy: this is the main strategy that is to be usedearaing education in classroom
settings in Qatar, not least becausis geen as a tool for more effective learnimgl @n
active learning environment for online learning. Collaborative learning has been seen as a
methodto beused in classrooms to enable groups of students in their learning tasks.
Where students of various levels work together towards the same aimbdbeme
accountable for their own learning and that of others in their group (Mddamsor,
Shafie and NayaB009).Collaborative learning is not only sitting studemsgroups but
encouragesvorking and interaghg togetherto achievecollaborative weok goals It can
be done so the lessons build sucm @nvironmentthat students are already working
cooperatively with each othearhich requires an understanding of the eleméimés make

collaborative work beucceshlil. In brief, in order to ke successfulcollaborativework
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should matctbasic elementsuch as positive interdependence, individeabonsibility;

direct interaction and treatment of the group's work (Laal and Ghodsi 2012. pp. 488).

Collaborative learning andlearning are not ingapatible approaches, and there
are many kinds of collaborative learning strategubsch maybe usedin ane-learning
environment . These include studendrectéd t eam a
learning, learning together, small group projects, debates, simulations, role playing, case
studies, forums, talk pairs and insidetside circles, and thresepinterviews (Hasan
2003). Maesin et al. (2009) have indicated that collaborative learning needs elements of
individual accountability, facéo-face contact, encouraging interaction, positive inter
dependency, and appropriate gtition of collaborative skills ahgroup processing. It
encourages communication, positive interdependency and team hargtlidgnts are
given chances to teach through research under the guidance of an instructor, and
simultaneously to develop leadership skills, interpersonal skills camdmunicative
skills. Students will also increase the probabitifyeactingwith peers and acquaintances
about differentb el i ef s, guestion othersdé conceptual
actively participate i n c 0 | koapematiorddasedv e l ear
societiesbo, cur r i c alaborativeddeavnag, ikpinstanhdhat and a t he
bulletin boards, is very useful. This model is beneficial for bettearning and peer
teaching in the classroom, as it significantly increasesléarning of both teacher and
student. It might also decrease the pressure on instructors as the only source of
knowledge (Weber 2010As Golub(1988 p.74 points out,

Collaborative learning has as its main feature a structure that allows for
studenttalk: students are supped to talk with each othand it is in this talking
tha much of the learning occurspolaborative learning produces intellectual
synergy of many minds coming to bear on a problem, and the social stimulation of
mutual engagemenh a commonendeavour This mutual exploration, meaning
making, and feedback oftémadto better understanding on the part of students, and

to the creation of new understandings for all teachers and students

Based on these perspectives, collaborativenieg aims to create a suitable

learning environmento encouragelearnersto strengthen and increase their own
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knowl edge and e alo hadditmon, hderingd the indepéntdentr leatning
activities in a research course, students are offered chemdéearn through their self
expertise under the guidance of an instructor, and will simultaneously develop leadership
skills, interpersonal skills and communicative skills. Students will also have more
chances to interact with pegrachieve divergent thking, conceptual frameworks,
defend ideas andeffectively participate in cooperative teaching Furthermore,
collaborative learning connects students to the knowlstigeng process by enabling
them to motivate each other, depend upon each other and emgagtive social
communication in a group contexthus, collaborative learning is mainly based on the
ability to use a social interface rather than being a mechanical process without interaction
or dynamic behaviour or thinking. So, collaborative leagnineory is regarded as an
individual attitude rather than just a classroom method and procedure. Since collaborative
learningis based on the abilitgf using a social interface, as well atearning offemg a
different kind of social platform and inface, connecting both concejtecoms critical

to studyng their effect on the studerdsffectiveness. To sum up, the collaborative theory
approach is without a doubt essential for successkeaming and education processes,
and plays a critical rolén distance learning methods (Brindleglaschke and Walti
2009).

1.5 TheResearch Problem

Generally, then, this research intends to adopt a collaborative theory of education,
and specifically dearning Anderson 2008 A collaborative theory aims to provide a
rational relationship between theoretical viewpoints -tdagning andapplicationof its
tools to think about technology and learning contexts as a mixture of two related and
supportive components forlearningenvironmental criteria. Frorthe point of view of
both educational and pedagogical theories, this research also aims to emphasi
necessity of a design which is motivated by characteristics of learning. The dessgn aim
to segregate learnensto small groups to allow them tmmmunicateand act as a team,
as well as to join forces to accomplish mutual and shared objectives and achieve
aspirations. I n this context, the | earning e
internal or exgérnal surroundings that serve to support learrtagicational environment

must be commensurate with the needs and abilities of the student so that he can interact
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with other students anddhenvironment alike thahcreass the quality of collaborative
learning (Sanjaya and Wijaya 20Dp7Moreover, in order to extend and develop a {fong
term strategy to enable learners in the education process to improve their practical skills
and achievement (as well as their level of knowledge andeseliing potentialas
derived from the collaborative learning theory), this aforementioned design should take
place in the learning system. For example, what is needed is the provision of
environmental criteria and conditions that enable the creation of effective learoupgsgr

to carry out a certain mission. This might include writing a report, fulfilling a project,
accomplishing assignments or creating a white paper, with groups being required to
achieve their tasks in the learning environment criteria in a single sessioRr several
weeks (Lu 2007).

Thus, this study is concerned with tke#ect of collaborative learning on the
achievement of students with different learning styleithin a blended learning
environment. This research aims to examine the effectirafluding collaborative
learning in an online Research Methods course at Qatar University (QU) on the
achievement of students with different learning styles. Accordingly, the empirical design

sets out to achieve the following objectives:

1. To examine the edffct of collaborative/group work ira blended learning
environment on studentso0 Ramdaehevemdnt Met hod.

irrespective of their learning styles

2. To examine the effect of learning styles, regardless of whether or not
coll aborative | ear ni ng achisvemerdetattd tothen st ude

Research Methods Courseablended learning environment

3. To examine the effect of collaborative Ieisng on application of skills and
achievementrelated to the Research Methods Courseaiblended learning

environmenfor students with different learning styles.

The study research questions are as follows:
What is the effect of collaborative learning thre achievement of students with different

learning styles withim research methods coure
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The research sufpuestions are:

1. Does the use of collaborative learnirgifect the knowledge, skills and

achievementsf students irablendedearningenvironment?

2. Do student8learning styles affect their practical skills, in particular in a Research

Methods Course iablendedearning environmentjue to collaborative learning?

3. Conversely, does the use of collaborative lear@iifgct student8learnng style
and knowledge of the Research Methods Courseaiftlended learning

environmentdue to collaborative learning?

As the researcher, my intention is to use two main groups of variables to examine
the effect of collaborative learning in this online research methods course. The dependent
variables are learning method (collaborative vs.-cdiaborative learning irblerded
learning environments and collaborative learning style graupThe independent
variables are the knowledge of skills application and achievements of students in the
research methods course. Hence, this research will examine the following main null

hypotheses:

- Collaborative learning ina blended learning environment has no effect on
studentsod achievement

- Collaborative learning ina blended learning environment has no effect on
studentsodo skills.

From these main hypotheses, the following-sub-hypotheses are raised:

Learning styl e, regardl ess of coll aborat

research methods courseaiblended learning environment

Learning style, regardless of collabbra on, has no effect on st

in a research methods coursainlended learning environment

Learning style, regardless of ngnol | abor ati on, has n o ef f

achievement in a research methods coursélanded learning environme

Learning style, regardlessofnrono | | abor ati on, has no effec

a research methods coursaiplended learning environment
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1.6 Overview ofthe Chapters and Appendices

This first chapter has presented the purpose, importancedbarch questions of
the study. The second chapter will focus on describing theiQatatext, the education
system and the need to explore collaborative learning within this cpmiexithird
consists of a literature review that gives a background on the study variables plus
education in Qatar, higher education, education crisis in Qatar, andcattexew of

related literature.

Chapter Four offers a detailed description of the ouxlogy, materials, and
procedures used for collecting the data in this study. It includes information about the
schools, participants, and the research instruments employed for data collection. The next
two chapters, Five and Six, look at the analysisdiscussion of the study results and the
recommendations dependent on these resGlapter Seven gives a summary of the
study results and provides conclusions based on these results, as well as
recommendations and suggestions for further research basled obtained findings.
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Chapter 2: Education in Qatar

The Qatar Nati onal Vi sion is founded
leadership, based on four areas: social development, environmental development,
economic development and human resodeeslopment. Arguably, the most essential of
these areas is human resource development, which includes education, health, manpower

development, and training (Aulaiti 2011).

In this chapter, several aspects of the Qatari education system are introduced and
discussed. These subjects start with the beginning and development of education in Qatar,
then the objectives of education and a description of the educational systenmain Qat
generally (including the nationés higher
the education system in Qatar which recognises the education crisis and the problems that
are faced by the current education system. Finally, Qatar Specialist&dusab v i e ws
education reform in this context are debated.

2.1 The Emergence of Education and its Development in Qatar

There is no doubt that an educated population plays a primary role in a
comprehensive and sustainable development process, which riedng could be
considered as the real wealth of a country. Accordingly, countries are eager to give their
education systems particular attention, and seek to enhance it with additional capacities
and capabilities for the benefit of their citizens, whisha central human right and
requirement of all societies. Therefore, many countries are interested in providing
education in standardised environments and achieving high quality learning outcomes

and also in setting future plans to accomplish this enah@etaehr 2006).

Since His Highness Sheikh Hamad bin Khalifa Al Thani, Emir of the State of
Qatar came to power, attention has been directed on improving human resources (Al
Sulaiti 2011, p.1). This has led to improvements to the education system in Qatar by
taking into account that high quality education supports the creation and implementation
of effective educational strategies and tools as described and adopted in the vision of
Qatar 2013 (AlSulaiti 2011).
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At the beginning of the 1950s, a formal eduaatsgystem was adopted in Qatar,
and in the same year, Qatardés Ministry of
provided free education to citizens of both genders, and also provided a monthly stipend
for Qatari students. The government provides frducation to the children of expatriates
whom it employs (Stasz, Eide and Martorell 2008). Education in Qatar is separated into
three stages: six years at primary level, three years at middle level and three years at
secondary | evel .EdWQaionas fansled M thei Gatarr goverament
(Yamani 2006).

In the early 1960s, after the Gulf Cooperation Council (GCC) countries asserted
their independence, state universities were established in Qatar. The poor results in terms
of training in the pubt universities led to the establishment of private universities during
the 1990s; however, the accomplishments of the latter were limited (Romani 2009).

According toStasz, Eide and Martorell (2008) huge investment in education since
the 1990shas contribted tothe ratesof ability to read and write risg over the years,
achieving a level of 98.2% amongsti19 year olds in 2004 (Stasz et al. 2008). Qatar
University is the most significant higher education institution in Qatar, and is currently
makingefbrt s t o achieve the governmentds ai ms

of education process to face any difficulties in the current education era (Yamani 2006).

In May 2001, Sheikh Hamad bin Khalifa-Bhani headed the Education for a
New Era (ENE)initiative. The ENE is a groundreaking education reform initiative to
convert Qatari schoolingto a system of worldlass education, antlis regarded as a
crucial step in continuing the success of the wider economic, political and social reform
efforts in Qatar. This shift involves transforming the rigid and centralised education
system from a lowperforming system into a decentralised ®etinaged), modern and
effective one. The two fundamental components of this reform involved establishing
annualstudent evaluations and reviews to assist in monitoring student performance and

learning, and constructing new governmeamtded Independent Schools (Yamani 2006).

2.2 Goals of the Education System in the State of Qatar
The main aim of the Education folNew Era initiative in Qatar is to establish an

advanced,world | ass public school system that wil
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with a higher level of education. The letgym aim is to prepare the forthcoming

generations for productivity in sotyeand the world in general (Yamani 2006, p.3), to

monitor private schoolsdé education regul arl

performance level. Moreover, the Qatar National Accreditation Unit for Private Schools
works constantly to develoghé education stages from kindergarten to twelfth grade.
They make sure that parents and students can access and utilise necessary information,

which informs students how to achieve their certificates with the high quality academic

standards (Szyjko 2012).

According to Figure 2.1 below, the state of Qatar seeks to achieve many goals related to

the education system; these goals are represented within five dimensions:

- Educational leadership: this aim includes achieving goals efficiently and

effectively, raisng the morale of students and facing the risks of the future.
- Educational performance and | earni
learning environment, quality assessment, and a leaewvimlgationschedule.

- Development and care for learners: timsludes firstly, behaviour and discipline

of students, secondly, care for different categories of students, thirdly, academic

achievement for students and fourthly, student connectedness.

- Resource management: this aim is represented by the management and

distribution of school resources, training and professional development, and

monitoring and distribution of staff.

- Parental and community partnership: this indicates school community relations

and parental involvement.
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Figure 2. 1: The main goals of the Educational System in the State of
Qatar (Szyjko 2012, P.127).
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2.3 Description of the Educational System in the State of Qatar

Generally, in the state of Qatar children are taught in single sex schibels.
government of Qatar providdeee education irgovernmentschools to Qatari students,
and pivate schools providéee-payingeducation for children of Qatari citizemgho can
afford it andto children of resident expatriates. There are two types of these-sigle
schools: private Arabic schools adopting theiMsmit r y6s curricul um and
adopting curricula from other countries. For example, Doha College adopts the British
curriculum, and the elite Qatar Academy provides an International Baccalaureate (IB)
programme Leaders in Qatar became worried tttihe education system was not
producing high quality results, and that the education system was not just old but difficult
to repair. Thus, in 2001, Qatar started major reform efforts to improve and adjust the
system in | ine wit bocidl Rr@mnomioana fgolitical@aesiré¢d8tasy el opi n(
et al. 2008).The aim of this reform was to make Qatari students better prepared for the

world of work in the modern era.

Fundamentally, the Education for a New Era reform reflects four vital principles
(Yamani 2006) which are:

1. Autonomy by allowing schools and teachers to recruit their staff, select
approaches, teaching methods, and the wa
and parentsd demands.

2. Accountability by distributing responsibility to all sool leaders, teachers, and
parents for the success of the students.

3. Variety- by encouraging schools to participate in several different kinds of
instructionalprogrammes.

4. Choice-by enabling parents to choose what they think is best for their children.

Qatar is carrying out a partly decentralized system by opening various new private
schools that are financed through the government but controlled bgavennmental
parties. Standardised national exams adjusted to 'internatidr@thmarked curriculum

standards' are utilised as a component of the school evaluation $3gigko 2012).
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2.4 Higher Education

Higher education institutions are among the organisations that are moving
forward and managing the issues associated with globalisation. Hencesthereed to
produce citizens who can display high performance in any situation. Individual
performance has become a significant issue to public and private institutions of higher
learning (SolisGadea 2010).

According to Baum and Payea (2004), highéuaation is a key building block
for any society that has an ambition for democracy. The best academic environments for
teaching and learning enhance smhfidence, strong social awareness, and project a real
sense of responsibility towards the stud€iigitman and Gibson 2011). Based on this
guidance, developing countries started improving their universities and other institutions
of higher education to offer what was needed for younger generations to succeed
(VicenteMolina, Fernandeséainz and Izagie-Olaizola 2013). Furthermore, McMahon
(2010) concluded that higher education is of paramount importance if economic and
social development is to occur. In terms of economics, institutions of higher learning are
mainly responsible for providing individwalwith the advanced information and
capacities needed to enter positions in government, business, and other important
professions (Vicentdolina et al. 2013).

Higher education has a significant role for the national economy and the industrial
sector. Ovethe last five years, programmes that utilise ICTs to develop the way in
which Qatar provides education, healthcare, and public services to its people have taken
place. In general, when implementing any new education tool many issues must be
considered sth as the student degree, and student's intellectual interests. Therefore,
educational institutions in Qatar seek to develop a bbesed integrated strategy and
plan, which will make digital content available for educational purposes and pedagogical
maters (Watt 2013).

Nowadays, there is a need to implement a comprehensive plan so there has been a
lot of speculation from several bodies, such as scientific research centres, universities,
and government agencies, regardingdecation initiatives. Improvin information

technology criteria is also important, as well as providing frameworks, visions, and
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standards that can be applied in schools and education institutes in Qatar when
introducing new technology. Many look to create a nationhlbeary that indudes

digital and electronic books and other learning resources. ICT training and professional
upgrades should be offered to educators and the country should look to enhance and

support the role of information and experience exchange between differems sefct

society (Qatardés National I CT Pl an 2013) .

Added to that, as a development to education in Qatar, the Qatar Foundation (QF)
was set up in 1995. This is a national multibilhdollar initiative to finance the operating
costs of the wandegpdrted umesities. ft Bostobuanch campuses of
five American universities (Virginia Commonwealth University School of the Arts in
Qatar, Weill Cornell Medical College in Qatar, Texas A&M University at Qatar,
Carnegie Mellon University in Qatagnd Georgetown University School of Foreign
Service in Qatar). This approval of the establishment of branches of campuses in the
Education City complex in the Qatari capital, Doha, provides Qatari people with

advanced educational and research opporturiiascouti 2016, p.183).

Khodr (2011) claims that educational institutions in Qatar affect the dynamics of
international institutions and such global dynamics need extensive procedures, measures
and decisions regarding the progress of educational systeetogment. The higher
education system is one of the most important areas for development as a key factor in
social progress. In fact, many Arab regions are reforming their education sectors
(especially higher education) because this is regarded as thevdedor preparing a

strong generation to solve national c hal

eng

published in 2008, represents the government

into a sophisticated country, and its vision includsgucation. It argues for the

moderni sation of the higher education infra:

position within the region, through equipping all schools with the required tools for
learning as well as involving them in curriculavdldpment and teacher training sessions.
This may then also have an impact on globalisation, the internationalisation of education,
and transnational higher education. Therefore, it is clear that the reforms regarding the
structure of the education systemQatar, particularly in higher education, are heading in

the right direction.
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In addition, with the recent developments in thieaning field, the concept of
Blackboard appeared to enable students, teachers, staff, and leadership across an
institution by opening up widganging data in student information and learning
management systems. Blackboard is a widespread suite of packaged analytics
applications, enabling users to deal with limited resources and high responsibility
environment, by seléerviceaccess to trustworthy data, key metrics, and dashboards to
progress decisiemaking and progress performance. Moreover, the concept of
Blackboard is as a live collaboration platform which is designed for education that goes
beyond web conferencing andditonal direct messaging to facilitate highly effective,
connecting online education, and to help in administering meetings. It involves the basic
capabilities of web conferencing, enterprise instant messaging, mobile collaboration, and
voice authoring. Tis helps institutions to minimise costs by removing travel and
introducing operational efficiencies, raise income by expanding classroom reach, and
progress outcomes by enabling engagement between the students, global collaborations,
and effective access help (BbWORLD 2013, p.14).

2.4.1 Qatar University
Qat ar Uni versity, -gpdnsoredn achdernicalfy sdireated | vy st

institution, was founded in 1977.

Qatar University is a pivotal tertiary education national institution, which is the

driving force in creating a future national workforce for a multitude of cutting

edge <careers. I ts main target is to sit
institutions, as well as to achieve a good reputation as a modern, technology

driven institution that is comitted to international standards of environment

sustainability (Greenberg 2012, p. 2).

Qat ar Universityods Col l ege of Educati on
degrees before 2000, and most Qatari public school educators studied and/or trained
there. A agree in Education is no longer provided, though students are able to gain a
Bachelor of Arts (B.A.) degree in Arts or Physical Education, or a diploma in special or
early-childhood education. Qatar University initiated efforts to implement a new vision in
2003 and to introduce strategies to achieve this goal (Stasz et al. 2008).
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In the past, education in Qatar was associated with studying the Quran and
Islamic law. The early establishment of Qatar University was as a primarily secular
institution in 1970 and then it was converted into a university with six colleges, where, in
theautumn of 2008 more than 7,000 students enrolled. The university runs bachelors and
master'sdegree programmes. A doctorate degree is still relatively uncommon amongst
postgraduate opportunities. It also awards various postgraduate diplomas and certificate

to students who finish two to five semesters of study in specific subjects.

Due to the customs and traditions prevailing in the Arab countries, Qatar, like
other countries in the region that take into account the cultural and societal norms, sees
teacing based on gender segregation. Thus, at Qatar University all classes and
extracurricular activities are gendeseparated. The teachirsgaff teachedoth sexes.

This separation of men and women undergraduate students has not been changed by

educationatlevelopments and is still in place today (Moini et al. 2011).

In 2005, the dearning system for basic computer and programming courses was
set up by a group of academics in the Department of Engineering and Computer Sciences
in Qatar University (Weber 20). In addition,Qatar University offers many disciplines
that fit both the desires of students and the needs of the market. Nowadays, Qatar
University is wide ranging in its disciplines, from Humanities and Social Studies,
Economics and Technology, to $ha 6 a and | sl ami c Studi es, E
Business and Engineering. The University is keen to insert new scientific sections and
units, introduce its instructional plans, and evaluate the compatibility of the curriculum
and programmes offered withirsifaculties and address the concerns and demands of the
community. It also aims to better support Qatari Ph.D. holders and faculty members
(Watt 2013).

2.4.2 Supreme Education Council in Qatar
The Supreme Education Council (SEC) is an organisation that plays a significant
role in supervising Qatardés education refor.
by Emiri decree no. 37 in November 2002 (six months after the inaugural reform plan)

and was formally created in January 2002 and has played an effective role in
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implementing the reforms. The members of the Supreme Education Council were

selected from the best in business, trade, and academia in Qatar (Yamani 2006).

It was led by the Cnan Prince and Heir Apparent, His Highness Jassim Bin
Hamad Al Thani, and Her Highness Sheikha Mozah Bint Nasser Al Missned as vice
chair. Also, there are many people in the council that have had a significant role in
upgrading higher education in Qatar ¢Bter et al. 2007). As a new education authority,
the Supreme Education Council was responsible for making a number of significant
decisions. For instance, some of these decisions reflected the importance of building a
relationship between the Ministry ofiEcation, relevant institutions, and the public. The
members of this council must believe in and support education reform and must be
acceptable to the Ministry, to promote teamwork amongst education leaders and improve
their participation in the develominchanges. The Council consists of at least seven

members who operate and meet monthly for tyese renewable terms.

In addition to overseeing the reform efforts, the Supreme Education Council leads
the work on three vital subodies: the Higher Educatidnstitute, the Education Institute
(which focuses on curriculum standards and instructor training), and the Evaluation
Il nstitute. The Supreme Education Council
of ensuring the establishment and inclusiomeiv independent schools throughout the
entire Qatari school system. In addition, an agreement was signed between Qatar and a
New Zealanebased education service supplier to assist in mentoring Qatari schools via a

process of decentralisation and modermsatYamani 2006).

2.4.3 Western Higher Education in the Middle East and Qatar
In spite of the educational opportunities and learning results differing from state
to state, the Middle East area devotes 20% of governmental expenses to education, which
meansaccess to schools and increased reading and writing ability has dramatically
improved. Moreover, the crowning achievement for the Middle East region has been the
eradicating of the education difference between men and women and equality in basic
educations almost complete. Despite this achievement primary and secondary education
in the Middle East need a big improvement if students are to graduate at university and
college level. While there are many countries in the area that are producing competitive
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schools and students, especially those states in the Gulf area and Jordan and Lebanon, too
many schools throughout the Middle East are staffed by under qualified teachers using
dated materials for instruction. Rather than develop critical thinking andepnaiollving

skills, students in many countries continue to memorise materials and are only expected
to repeat that information in examinations without using new learning styles such as

cooperative and collaborative learning (Rupp 2009).

The public and privi@ universities in the Middle East states have made efforts to
increase collaboration between Arab and US Colleges and universities, but they remain
few in number relative to the needs of people and are not adequately preparing their
students for the locar worldwide job market. In the last few years, Arab governments
and educational elites have taken many steps to highlight the importance of indigenous
higher education colleges and have begun an organised chain of projects that are
cooperating to maker@al change. The states belonging to the Gulf Cooperation Council
(GCCQ) including Kuwait, Saudi Arabia, Bahrain, Qatar, the United Arab Emirates, and
Oman, have poured billions of dollars in to the development and expansion of new
private higher educatianstitutions in the last decade (Rupp 2009).

2.5 Education Crisis in Qatar

The Arab world witnessed revolution and development with multiple dimensions,
and a new wave of higher education as part of the growing internationalisation and
privatisation of uniersities worldwide. For example, The Middle East and North Africa
region (MENA) has made significant progress in numbers of universities from 10 in 1940
to 260 by 2007, approximately tvtbirds of which were established after the 1980
Gulf Cooperaton Council countries participated in this new wave of education. In 2003,
only eight universities were working in Qatar, but since then more than 100 universities
and colleges have been established. In addition, the yearly budget for higher education in
Qaar has increased. Qatar has also instituted foreign branches in forty western
universities during the same period. Community colleges, tedicieing institutes, and
other institutions have also increased to about 1,139. Private sector institutionstacc
for approximately 36% of the total, and their contribution is even larger in some

countries. Private sector institutions make up over 80% of all universities in Qatar,
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Palestine, Bahrain, the United Arab Emirates, and Lebanon, while they consstite le
than 20% in Iraq, Morocco, Algeria, and Libya (Masri and Wilkens 2011).

Funding for higher education in Qatar is provided mainly by the Qatar
Foundation. The Qatari capital has gained at least eight foreign universities since 2003,
including six from Anerica and two from Australia. Qatari funding tends to include the
majority of building costs; however, foreign universities are still wholly private

institutions (Romani 2009).

This section explains the critical problems for education in Qatar. Afterwigge
the major problems and negative patseducation in Qatar in the region, this section

wi || briefly explain Qatar Specialist Educat

2.5.1 Main Problems and Negative Aspects of Education in Qatar

Several reports and sties have shown that a large percentage of graduates from
Qatari schools and universities prefer to work in the arts field rather than fields like
science, engineering, medicine, etc. This is so because of an incompatibility between the
vocational and tdmical education (Weber 2010). As Gonzalez (2008, p. 50) stated, the
graduate students from Oman, Qatar, UAE, and Lebanon are still not yet ready to enter
the labour market wittenough and proper practices or to enter innovative university
disciplines Staz et al. (2008, p. xv) also concluded that in educational institutions males

work in careers which are out of demand and contradict their major.

However, there are some recognised weaknesses in the current education system
in Qatar. In many governmentahdh private schools, the curriculum is outmoded, being
based on rote memorisation. There is also no suitable and general vision of education
quality and the structures required to support it. The system often misses its own
performance indicators, and theseno drive to connect the performance of students with
school performance. This results in many bored students and offers little chance for
studentteacher interaction. Insubstantial performance information is supplied to
administrators and teachers, pted with the fact that few have the authority to make
changes in schools. Finally, although Qatar is a rich nation, investment in the area of
national education is still modest. Teachers get little professional development and are
poorly paid, and classoms are crowded because most school buildings are badly
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designed (Headquarters 20@Bfewer et al. 2007)Therefore, it is clear that the reforms
regarding the education system in Qatar are going in the right direction, and given the

weaknesses within tH@atari education system, timely initiatives are necessary.

2.5.2 Qatar Specialist Educatorsodo Views on
Qatari leaders were elected to establish an ideal strategy and plan for education
reform, based on the observations conducted at the tino f *Rnitial év@lsation.
Such evaluation assists decision makers and policymakers by providing the best available

information at the time.

Qatardés educational system used the natioa
until the late 1990s. Aér that and in order to start building a new educational system the
Qatari leadership approached the Rand Corporation to examine and analyse the existing
educational system and recommend options. After conducting a number of analyses and a
study of the edcation system prevalent in Qatar the Rand Corporation suggested that the
education system in Qatar was rigid and did not conform to international standards in
education. Therefore, to reform the educational system it must follow a system of
Independent Swols setting a new curriculum standard, and to find the most effective
systems for Qatari students to succeed along international and particularly Western
benchmarks, the teaching profession should be developed. Added to that, the reforms
refer to key pinciples of autonomy, accountability, variety and choice. New reforms
have stressed initiatives improving professional development for teachers tigreingh

licensing and increased professional development programmes (Nasser 2017).

In 2004, AFAmmari canducted an exploratory study with the aim of investigating
the views of Qatari female elementary teachers regarding the particular advantages and
limitations of applying computers as educational methods, and to examine their views
and opinions toward traimg them to use computers and IT labs. The study found that
teachers had freedom but lacked support, and suffered from high workloads. There was
support for facilitating a change, but the t
school administrats.

1 The RindCorporation is a nonprofit institution that helps improve policy and decision making through research andsanalysi
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According to Brewer et al. (2007, p. 57), in order to aim for an ideal model in a
world-class system, however, they realised that building and fulfilling this system would
need important financial investment. Social realities and politics dependrging out
any educational reform plan. Thus, the leadership in Qatar agreed on a basic educational
reform plan. During August 2002, the Rand Corporation elected to refine the Charter
School Model and tailor it to the Qatari context. However, the Qatadership rejected
the first educational reform plan, because this plan was like the educational reform
attempts in the past, which had made particular advances and improvements but resulted

in most of the education system not being improved (Brewadr 2007).

Moreover, in 2010 AlObaidli conducted a descriptive study to investigate the
vision and opinions of female English teachers on the reforms in Qatar and investigate
their experiences of using a new approach for teaching English as a secorajéangu
(ESL) and identifying professional development needs. The study found that teachers had
freedom but lacked support, and suffered from high workloads. Facilitating the change
was suppded but t he teachersodé views wer e di f f
administrators. In addition, it was found that the process of reform in Qatar was widely
conceptualised from the top down, and there is a need to pay close attention to the role of
female ESL teachers in the implementation process. This was particidasyde reform

depends on continued professional training development for ESL teachers.

According to Nasser (2017Rand introduced a new organisational structure to
supervise the school system. The new systieggestedhe development of a structure to
enhancethe Ministry of Education, known as tisepremeEducationCouncil (SEC),and
which was operationally and structurally different from the Ministry of Educafibe.
SupremeEducationCouncil consists of three main orgsations; the Education Institute
and the Evaluation Institute were the first to be establisfeddwed by the Higher
Education Institute. The new orgaatiional structure worked in parallel with the Ministry
of Education with straight administrative connections to the newly formegédndent
Schools. In 2016, there wasstructuring of the Supreme Education Council and the
establishment of the Ministry of Education and Higher Education, and that moved to
establish a unified structure of the educational system and reorganized the e&Suprem

Education into a ministry.
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The governance of the schools that became independent Sadwulsts ofa
principal, an academic vice principal as well as an administrative and financial vice
principal. Each school had subject coordinators, teachers, and teaching assistants.
Moreover, the most important change that occurred in the schools was the developmen
of curriculum standards in four subject areas: Arabic, English, Mathematics, and Science.
In addition, the schools were given the chance to develop their own curriculum that
aligned to new standards which gave teachers the ability to use new curriculuior a
students tde assessed by national exams, which were developed by the newly formed
Evaluation Institute of the Supreme Education CouiNaisser 2017).

In conclusion, after investigating the critical problems for education in Qatar and
after revieving the major problems and negative pafteducation in Qatar in the region,
these problems can be summarised as: the curriculum is outmoded, and based on rote
memorisation; there is also no suitable and general vision of education quality and the
structures required to support it; the system often misses its own performance indicators,
and there is no drive to connect the performance of students with school performance.
Al s o, it can be concluded that (Meivdomr i nves
Education Reform) the process of reform in Qatar was widely conceptualised from the
top down, and there is a need to pay close attention to the role of teachers in the
implementation process. This is particularly because reform depends on edntinu

professional development for teachers.
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Chapter 3: Review of Related Literature

This chaper will present astudy of the related literature on the concegft®-
learning blended learning and collaborative learning, as well gsaching and teaching
styles. It will also discuss other studies which highlight the difference between
collaborative and cooperative learning, and difeerent learning styles. Finally, it will

describdearningstylesin detail

3.1 Elearning

E-learningis considered as a huge and distinct fiefdnquiry, which attracted
widespread attention from different areas, such as computer science (CS),
communications, information science (IS), management and educational psychology.
There are numerous terms dséo refer to dearning including online-delivered
instruction, computerassisted instructiongomputerbased instruction, rdine learning
technologybased instruction, distance education and comjbatsed simulatior(Bell
and Federman 2013).

3.1.1Concept

According to Sun et al. (2008, p. 2ZJaearningis mainly electronidechnologies
that deliver data to student by usiagcomputer in an orderly manner which helps to
becomea good learnerRuiz, Mintzer and Leipzig(2006) stated that the standaedl,
delivered and manageetearning material may be produceoly content, whre this
content contains all educational material whose difficulty varies between divided
components and larger instructional units. On the other hand, Ruiz et al. (2006, p. 208)
realised digital learning components as a set of digital resources organiged vi

significant technique and connected to an educational objective.

The learning components characteriseif-controlled elements of instructional
resources which are gathered, separated or combined in order to form educational
resources that are as la@®possible: for instance, complete courses, classes or modules,
or to cope with the demands of a determined curriculum, such aslges®e learning

modules, hypermedia, simulations, cassed learning and tutorials. Content authors
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employ pedagogical prciples and instructional design in order to make instructional

materials and learning objects (Ruiz et al. 2006).

3.1.2 Advantages

E-learningtechnologies help teachers to explore their content eastyspeedily
and allowstudentsto check the contergimply, learning faster and isequence, which
enables learners to achieve personal learning goals and create effective learning
environments. Online techniques provideag@portunity for extensive delivery of digital
content to various users at the sameetandin any place or time. Another value of e
learnirg includes interchangeable course content and distribution, whereas the automated
tracking and descri bi rsghe fadulty bdenmistnatea lsadl. act i o
Online techology provides a number of techniques and software tihae developed in
the field of computerand information to assistteacher in learning and teachismce
theyare usedis means and toadler participants to enable them to take advantage of the
service(Ruiz etal. 2006).

In light of the increasingly widespread use ofearning in postsecondary
education, Bell and Federman (2013) conducted a-arebysis to investigate three key
issues through an extensive research review of about 232 studies between 1985 and 2002,
which contraste@-learning with oldstyle or classroorbasedtieaching and measure$
accomplishment, student attitudes, and course completion. Tdmysed on two
categories of 4earning: asynchronous and synchronous. The first category involved
activities that occurred between learners at different times, sucbri@spondence and
online courses, whereas the second category involved activities occurring between
learners at the same time, such as teleconferencing and sagske deliveryincluding
K-12, graduates, military students, and undergraduates. Udhe Stowed that the growth
of ellearning has been accompanied by a continuing debate about its effectiveness and by
the recognition that a number of barriers impede its widedpesloption in higher

education

Also, the results shosd that therewasa tiny significant differencen favour of
classroom instructiomn comparisonto asynchronous-garning. There waa difference

between dearning and olétyleteachingin tems of accomplishment, although there are
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many problems faced bsynchronous 4earningincluding the issue oflecreasing the
dropoutrates, which have negatively impacted on the effectivenesdeafreing Some
differences between dearning and olétyle teaching will beliscussedn the sections
below. (Bell and Fedrman, 2013).

Since the current study sheds light on investigating the effects of collaborative
learning on the achievement of students with different learning styles, it is necessary to
identify any significant di théydavoarrclassroomn st ud e

instruction or online classes.

As well as,sincea blended learning environmeig investigatedn the current
study itis important to determinbow e-learning contrastedith old-style or classroom
based teaching and measuodsachievement, student attitudes, and course compjetion
especially where the resalsupport the aims dahe current studyfor example if here

wasa difference between-kearning and olestyle teachingn terms of accomplishment.

3.1.2.1 Synchronous Delery
Synchronous delivery includes instructed elearningin reaktime, in which all
students are given the information at the same time and communicate instantly with other
students, through instant messaging, teleconferencing (audio, video, or labth)esinet
chat forumgRuiz et al. 2006).

3.1.2.2 Asynchronous Delivery
In asynchronous delivephe data and information is sent at the same timéhieut
students are responsible for the pace of their owneski€ationand learning. The
teachers and students communicate {mgadl or feedback technologies, but not in real
time. Various different approaches can be used for asynchronous delivery, suuhigs e

Weblogs, list serves, newsgroups and online bulletin b@Rids et al. 2006).

3.1.2.3 Linear Learning
The benefits of linear learning are derived from theoretical assurances of
structured output prediction. This learning approach applies techniques from
combinatorial optingation to address the complexity of thederlying illation needed in
this type of model. This approach also involves global structural features and restraints

over the output components in an effective training and prediction environment. The role
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of this learning approach concentrates on makipatial meaning representations from

text to discover a virtual world (Kordjamshidi and Moens 2013).

3.1.2.4 Collaborative Learning

Collaborative learning can beaaleavailable through certain technologies, such
as email, weblogs, message boards, chatsgl, t@leconferencin¢Ruiz et al. 2006)There
are several advantages of collaborative learning: for example, collaborative learning
allowsthe fosteing of a spirit of cooperatioramong the studentenhancethe potential
of the studentsand increase their ability to debate.In addition, the missionof the
collaborative learning desigis to provideopportunities for students to communicate
effectively to encouragemutual support in order to aster the purpose of the lesson
Bower and Richards (2006%ased thathere were somskills benefits, whicthave had a
large impact on collaborative learning presslike the evolution ofoverall connection
influences, sypnpathy, andcooperation This pressure depends on the teacher not as the

major supplier of information or control, but as a facilitator.

3.1.3 History
Generally, school teachers have increasdde i r u s a ghea soefd Ocl onnt teer mt e

and Oresourceso6 i n thhseusually eceusrad dhooogh a mihar s gr o\
number of tecksavvy educators and technology orgars trying other tools in order to
offer feeding content and spread learning outside e i nboundstandthe dassroom
walls. These attemptsare commonlyunofficial standalone systems, but frequently
constructed on computéased pedagogicaburses, which precede extensaseeptance
of the Internet.

In recent years, Internet use has significantlg i sed t he | evel of o6di
sour ces 0also encodragddahe introduction of distietel systems, in which
instruction involves a blend between faodace and online learning. Nevertheless,
severalprogramms have integratednline content from suppliers like the Monterey

Institute for Techology and Education and Apex Learning (Watson 2008).

The use of blending learning is thus a wedtablished means of learning, and not
only a way of teaching. The expressiotb | ended | earni ngdé was firs

was frequently linked with supgienting oldstyle classroom learning with sestudy e
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learning activities. Lately the pedagogical importanagf supplying blended learning
opportunitieshas attracted substantial consideration, and the exprdsssoteveloped to
cover a more extensivgroup of learning environments and approaches. Nowadays,
blended learning is able to relati® any combination of dissimilaways of learning,
different learning styles angarious learning environments. In brief, the operative
application of blended leamg is primarily about creating chances for learning

opportunities and instruments to achieve the optimal learning environment (Marsh 2012).

3.1.4 Role of the Teacher
As mentioned above collaborative learning has a variety of common skills
benefitssuch as sympathy and cooperatidhis depends on the teacher not as the major
supplier of information or adrol, but as a facilitatothusit is important to investigate
the teacher role ineducational operationThere are several roles for teachers in e

learning, as follows (Bafiados 2013):

1- Devel oping students6é confidence as they b
online.
2- Posting messages to each student individually and to the group as a whole, in
order to met their need for support.
3- Posting explanations to guide students in more complex tasks.
4- Encouraging students to communicate, emplgwgll the platform tools they have
at their disposal to facilitate their work and do their individual assignments.
5- Tracking continuously student improvements and giving a boost when motivation
starts to decrease.
6- Checking and marking the online assignmen

and writing feedback on their operation in their online portfolios.

7- Encouragingstudents to accomplish their collaborative work ta3kss type of
learning is usually difficultasthe students have different schedules and are not
used to working collaboratively to attain learning tasks.

In addition, Bjekic,Krneta and Milosevic(2010 determined the roles of-e

teachers in#earning as follows:
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1- Content facilitator, who actdike a field professional, translator and leader

throughouthe ideasof education.

2- Metacognition organiser, who focusesn education actions, results and
improvements to learninapilities.

3- Process organiser, who supporsst ud e nt s 6 stilatagesv laral dtighe

management.

4- Consultantwho supplies pastoral support and a route to institutional/local support
systems.

5- Assessor sometimes called examiner, who provides feedback on task

accomplishment, performance and assignment growth.
6- Technology guide, who supports learning with tools and technologies.

7- Resource supplier, who describes and positions, formulates and dekedoprces

in order to offer learning provisidn requirement time.

8- Manager and administrator, whsupportthe direction of the courseamaintain

records and controls enrolment.

9- Designer, who interveneassists and plans the course path and the lessoniitself

educatesndcompleteghe tasks.

10- Co-learner: frequently, theeeeacher 6s function is not as
even oO6guide on the sided6, but imgevighl | y &6fr i
the studenparticipants and learning alongside them,

11- Researcher, who is able to reflect on his/her experience, and who works on the

basis of this @eaching experience.

From the researchgyerspectivethe major role of the teacher is to verify the
occurrenceof targetededucational operatiorsnd encourage the inteed behaviours of
studentsto interact with each other. Moreover, the teachersaas an educational
facilitator, who provides guidance and aWs learners to discover learning materials on

their own, without interfering in their learninth
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3.1.5 Role of Students
The aim is for learners to be involved with thdearning contents to gain
knowledge. This will make them ready to practice andeutake new activities (Alonso
et al. 2005). All activities in online learning depend on the Internet and conijaged
learning, which means that it is limited to learning through the use of computers
(Maguire and Zhang 2007).

Regardingthe student exgrience of dearningin higher educationthere are
differences in the students' vies collaborative work, where some students believe that
it is positive and effectivayvhereasother students believe that it is boringstrating and

do e 4 helpprogressn the academic proceflglason and Weller 2000, p. 197)

The distinguismg elementin e-learningis that it does not put pressure and
responsibility on the learnersyhereby the learners feel more comfortable which
increass the educational achiements Wagner et al(2008, p. 3) determined the role

of e- students in éearning through the following:

(1) Awareness: recogsing the importance of -karning, performing tasks more

efficiently and improving skills.

(2) Orientation:the student must barepared to deal with the different stages of the

study on the Internet.
(3) Disciplined:assignmentandprojectsshouldbe completed.
(4) Organsed: study obligations should be followtra time schedule.
(5) Selft-directed: the ability and potential to motivate.

(6) Internal or externally motivategrompt the students act.

3.2 Cooperative Learning

Cooperative learning is a practise proposed to help in the accomplishment of a
specific final target through persom®rking mutuallyin teams. In cooperativiearning
teachersan keep control of what happens in the classroom and whether the learners are
operating in groups (Dooly 2008bThis section provide a brief descriptionof the

cooperativeconcept and some related issues.
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3.2.1 Concept

Cooperative learning is a model wfaching wiere studens work togethemith
othersin order to reduce the negative outcomes and increase the contetitat@ames
through the operation at a high | evel of
effective learning model in higher education. This type of learning provides many
advantages for students: for example, cooperatively instructed learners want to
demonstrate higher academic accomplishment, improved-lévgh reasoning and
critical thinking skills, and encourage more positive behaviouhe direction oftopic
fields and advancedelfesteem, deeper understanding of learned subjects, additional
positive and supportive interactions with colleagues, increased time spent on tasks and

reduced problem behaviour in the classroom, improvetierent motivation toward

teaching and greater power to consider si

levels of anxiety and stress (Felder and Brent 2007).

Cooperative learning is a component ofeam of education/learning methods,
whereaslearners caperatewith each other in order tgain objectivesand to address
mutual learning objectives. Cooperative learning is significantipre than placing
learners together in setd hoping for thebest. It is an extensive official means of
arranging actions in a learning environment that containscpkar factors aimed to
providethe potentiafor effectiveand pue study for the learner$he essential advantage
of cooperative learning is its dity to deal with different circumstances in an orderly
manner and that makes it easier for learners to move from one phase to dnother.
addition Cooperative Learning models comprise the following basic rules (Macpherson
2008):

- Designing the group taskn order to be convenient for group work.

- Building positive interdependence and cooperation, which are vital for students to
succeed.

- Giving class time and attention to the development of interpersonal/cooperative
skills.

- Encouraging students to ledrom each other in small groups-%2members).

- Asking questions individually for learning and participation.
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- Changing the missioof teacherso ago act as an educational facilitattinjs

provides guidance to students to interact with each other.

However, Tsay and Brady (2012) argubdt the effectiveness of peer evaluation
canbe limited if the learners feel a sense of competition toward one another, as this can
adversely affect the reliability of feedback. Moreover, students may still worryt disu
way they and their colleagues are rankidorder to address such concerns, moving
learners away from their team ontee a ms 6 e X lzavei beea tcomplatesd will
probably lead to moreeliable reactions. An additiondhctor that might increase
competition and motivation for cooperation is to apply a principferenced ranking

system to assess teamwork instead of rating on a curve.

3.22 Instructional Design and Cooperative Learning
Cooperativdearning, an instructional strateggcludes stuents workingogether
to achieve a mutudhrget incircumstances, which contains the followitagtors (Felder
and Brent 2007):

- Positive interdependence, as all members of the s#awompelled to trust each
other in order t o ascTherefope) ifiosehof theim éailstoe a moé s
accomplish the assigned work, the others members will suffer the consequences.

- Faceto-face promotive interaction:iteam work as a process to work
collaboratively to promote interaction inste@idhatachievedseparately, but only
through team work, by distribng the subtasks between team members,
supporting each other, getting feedback, motivating, and possibly most
significantly, instructing and inspiring one another.

- Appropriate use of collaborative skijl as learners are urged and assisted to
improve and apply decisiemaking, trustouilding, communication, conflict
management skills and leadership,

- Group processing, evaluate the members of a groups regularly in order to
determine whether or not eachmmger is working on the group goals, how he is

working on the overall objectives and how

future.The tablebelowviews the differences between collaborative and

cooperative learning
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Although there is convergence in thense that there are common areas and
overlaps in concepts between the collaborative and the cooperative approach, there are a
lot of differences in the finer detail, as well as a set of disparities, especially when the
matter is examined at multiple levelhe table below (Tabl8.1) illustrates these issues
in brief according to Markulis and Strang (2002) and Ruengtam (2012).

Table 3.1: The differences between collaborative and cooperative learning (Markulis and
Strang 2002;Ruengtam 2012).

Aspect or Area Collaborative Cooperative

Prescriptiveness of _
Highlevel Lowlevel
Activities

Favourablenterconnection,
Online and classroom learning
singularresponsibility face-to-
environments and can take
Computersupported face promotivecollaboration,
place synchronously or
suitableuse of collaborative
asynchronously. _ _
services, group processing

How to group student Homogeneous Heterogeneous

There are a number 0 The assessment of cooperati

challenges in using grougased| |eaming has shown that it helg

tasks to assess caboration. students to improve their

The assessment of collaboratiy performances on both formative

Assessment learning has shown a good eV 5nq summative assessment tasl

of validity, but educators nee{ geyerafiorms of valuatiorwould

to rethink the individualistic be applied to small group

foundations of assessment iactivities, involving the

higher education. assessment of performances,
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tasks, and projects.

Skills components

Mostly previouslhexisting

Training provided within small

groups to create it

Some Examples

Forums, chat rooms, blogs, an
wikis as well as Skype. In
addition, Folksonomy sites suc

as del.icio.us and Flickr.

Micro-worlds, online drills,

simulations or games.

_ Wellorgansed, official Seltderived
Configuraion
Interactive learning: the
students construct information|  Active learning: the students
Interaction by inquirybased collaborative | constructinformationby inquiry

interaction, between students,
teachers and content (Sessom
2008).

based treatmenof digital

artefacts.

The Role of the

Teacher

Supervisionparticular,control

Facilitative, training, guiding

The Role of the
Student

Conventional

Determined by student

Type of Knowledge

Conventional, legal

Constructivistfends toadoption

Goals

Have common goal

Each one has his own problem

Management in

Less managed

More managed
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Concept

Longterm _
Openended Resultsoriented

Environment

In other words, during cooperative learning, students come together as partners or
groups in order to cooperate in all practices, uncovering or discovering the details
together. Also, the students come together as partners or groups to share information or

details they have gathered, so tla¢socollaborate.

3.3 Collaborative Learning

Nowadays, blended learning is able to relate any combination of dissimilar ways
of learning, different learning styles and various learning environments. In brief, the
operdive application of blended learning is primarily about creating chances for learning

opportunities and instruments to achieve the optimal learning environment (Marsh 2012).

3.3.1 Collaborative Concept
The idea of collaborative learning datgack to between 1950 and 19&0that

used by doctors to deal and communicate with medical students, where it was noted that
the students who were working in groups nagdicalassessment and results better than
thosewho were working alone which reflecktéhe great success of this id@de kest

way to understand the hed of collaborative learning isvith the definition of these
conceps asviewedby Swan et al. (2006, p. 46):

- Collaborative learnings a teaching strategy that includes a small grodp o
learners working together in order to develop the educational experience to the
maximum extent possible.

- Collaborative learnings defined as the work of individuals as members of
groups, and eaclstudentof the group is linked tamental,emotional, and
behavioural functions to achiewhe objectives of the community and systems
whoseclear objective help learnersin the decisiormaking process and increase

the sense of community.

48



- Collaborative learning stasan the idea that leaing is a naturally social act in
which learners talk amostthem and among the talk the learning occurs.

- Collaborative learning ifa case, where suchcase includgethe following main
aspects: firsttwo or more studestlearn or try to learn something together
second dwo or moré&may be explained as a pair, a small group &ibjects) or
a class (2680 subjects)third, 6darn somethingmay be explained as follow a
courseor perform learning activities such as preinl solving. Finally dogethed
may be explained as many forms of interaction which may betdefeee or

computer mediatex

Arguably collaborative learning aims to support the most effective teaching
possible for the greatest number of studdraal ard Laal (2012, p. 49293) pointed out
that here are five basic elementsanollaborative learning environment

- Collaborative learning obviously perces/positive correlation; members in the
work group are comntgdto depend on one another to gain gjoal. And if any
member fai to perform their task or responsibility, all membersthe group
suffersthe consequenced his meansthe teacher must plant in the hearts of the
learners the importance of collaborative teaching to build a collaborativenigar
environment.

- Greatcommunication and interaction: developing effective communication skills
to interact with others contribigeto an exchangeof information and ideas
through various channels to achieve the goals. Furthermore, successful
communication depends on several factors such as the interaction between the
teacher and the learner and the means of delivery in adtititve effects of the
surounding environment.

- Individual accountability and personal responsibility; each student in theiseam
responsible for performing their task am@ching a high level of mastery.

- Social skills:understanding behaviour of each student is imperative dcesd
There are a set of social skills learnst®uldhave such as confidence, calm,
decision making, empathy, snmsj@nd communication.

- Group selevaluating:in order to improve the teaching and learning process and

development this should focus on the importance af teacher competency
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standardin educational process and student assessswait as philosophy of
education goals, definingurriculum conteneand textbooks under consideration,
identifying objectives and analysing their ontent, and knowledg®f
theirlearning styles.

On the other hand, many previous studies and literature cartfiersignificance
of effective participation and collaboration by students in supporting the effectiveness of
the learning processThe evaluation of collaboration negdh radical rethinking of
approaches and methodologiés.this context Swan edl. (2006, p. 4647) pointed to
three main issues which are involvedhe assessment process:
- The variety and kinds of goals faollaborative learning: these include
distinguishing between the teacher who built the learning goals for his
students on a collaborative basis, and between the teacher who built it on a
competitive basis, or individually. In addition, collaborative leagnghould
distinguish between students who work in the form of learning groups, or
conventiondl, and among the students who work in the form of cooperative
learning groups. Furthermore, collaborative learning should distinguish
between each element oktbasic elements of cooperative learning that have
been implemented in the successful image.
Arguably, even with these different graphe same kind of evaluation will not
be suitable because learning goals differ from implementation to implementation,
for instance, as Swan &kt (2006, p. 4647) stated
€ distinguish between structured and emergent collaboration schemes. In the
latter sorts of collaboration activities, assessment must also emerge. What is
consistent across the varieties of online almdiration is that collaborative
learning will be more successful when it is valued, and that any such
assessment should begin with a very specific understanding of desired
learning. And in some collaboration activities, learning to collaborate is seen
as a important part of what is to be learned; in others, it is merely a means to
an end. In some collaborative activities, collaboration is focused on producing
a group project, in others it is designed to improve the quality of individual

work.
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In conclusion particular requirements for collaboration, contagn detailed
evaluation concentrated on crucial collaborative processes, will assist students
achievethe desireciims
- Other issus refer to the complication of evaluating individual and group
behaviours, where collaborative learning represantomplicated activity
and to support collaboration, individual and group aspects must be evaluated.
This means the main building block of successful collaborative leaising
integrated between the objees of collaborativelearning on the one hand
and the goals ofhe learners on the other hand. Howewerensure the
continued success afcollaborative learningtrategy, it should succeesh
anindividual level.
An example of this type of evaluatiaccording to Swan etl. (2006, p. 47)s:
using summative testing is to give each student a grade based on some
combination of their test score and the average score for their group. Another
frequently used scheme is to give a common assessment foua gn@ect
and have group me mber s rate their peert
averaged for individual grades. Unfortunately, these kinds of grading protocols
are not often seen in online courses where the common approach is to assess
either individual &ort e.g., (online discussion participation) or group products
(collaborative projects).
- Collaboration on assessment itselfsessment for learning achievaed its
effect becomesecessary whethe practice is rooted ispirit andthe heart of
the teachng and learning proces¥hus, the teacheruses apackage of tools
aimed at providing assistance through the presentation of aspects and activities
of the collaborative learning plato find the desired interest such as rebound,

guestions design armbmmentrapped correction.

Actually, collaborative learningan bea definedteaching technique, whicis
investedn thelearning process, ar@hnenable more than onéeaner (a group of three to
five people, a class of twenty to thirty studentspenmunity of hundreds or thousands

of people, or even millions of peopl&) learn somethingelated tostudying course
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material, following a course, problem solving (or other learning activities) or even
learning from lifetime work practicetogether (including several classes of
communication, synchronous or neynchronous, traditional (face to face), common in

time or not, computer meatied, common effort or separigté€Dillenbourg 1999.

Moreover, collaborative learning requires working together tdsvar joint aim.
This type of learning is also known as collective learning, cooperative learning, peer
learning, learning communities, team learning, collaborative learning, or peer teaching.
However, collaboration is more than cooperation. Collaboratieans the whole process
of learning, which consisbf students teaching the teacher, students teaching one another
and the teacher teaching the students. More significantly, it also means that students have
a responsibility towards another learner in additto themselves, such that achieving
collaborative learning method goals involves students assisting each other to learn and
understand (Dooly 2008a).

Interaction is the key portion of the educational process and is a principabfocus
education through online methods in order téacilitate continued educational
communication. Garrison and Clevelaimhes stated that the goal of the educational
process, regardless of the method of education (orniadifional or a blended version),
is to make he educational process effective, accomplishing specific learning results.
However, interaction must be more systematic and structured (Garrison and Cleveland
Innes 2005).

Furthermore, in the collaborative classroom, it is primarily through the
interactiors and relationships between learners that knowledge is created. Thus, in order
to be successful, this learning process needs to pay attention to developing a sense of
community among the learners. Online learning includes activities planned to make a
socid environment that represents support for collaborative learning. Throughout the
execution stage, the teachers nurture and encourage a sense of community among

learners.

Garrison and Clevelanithnes (2005) classified the interaction into the following
types: learnérearner, learnéteacher and learrigsontent. On other hand, Sessions
(2008) classified the learning process based on technologies into three types: expository
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instruction (digital equipment transfer knowledge), active learning (which invallies
effective teaching practices that encourage interaction between the learnéineand
teachey and interactive learninggchnology that enables interaction between the learner
and the material presented the teacher containing images and sound in otdenake

learning more interactiye

In other words, Marsh (2012) indicated that there are several types of interaction
in the education process. These include students interacting wHlifeewdtive speakers,
students actively participating onlinepersonaked pair and grouvork activities in the
classroom, interaction with media, studemstudent interaction in the classroom,
studentto-student interaction online using a variety of Web 2.0 tools (such as forums,
chat rooms, blogs, and wikis)né reattime audio and video conferencing applications
such as Skype.

3.3.2 Theory Frame

Collaborative learning depends on constructivist theory, which posits that
knowledge is built and translated through students. The learning process mustseé reali
as something learned through activation of the existing cognitive structurgswoitding
new cognitive structures that adap new input. Instead of passively acquiring
knowledge,learning take placebetween all the students and teachers & pitocess.
Furthermore, collaborative learning is described from different angles: social presence,
motivational forces, cognitive presence and community of inquiry (Lowyck and Poysa
2001). Thus, the studexwit Qatar University need tools that enatilemto take charge
of the learning process itself rather than following the traditional metmetin schools
and collegesin addition the students need projects amatkshopshat aim toencourage
and develogheir skills through courses in differefields, which support collaborative
learning.For instance, the mixture oflearning practices that have been developed, as
well as the most recent theories and approaches, support the effectiveness and success of
the teachindearning process and ideologies (&nsbn 2008)In a blended learning
situation,there will be a combination of fade-face instruction with computenediated
teachingto offer a comprehensible learning solutidks part of the preparation of a
knowledgebased economy and organisationarieng, theories such as community,

adaptive, and scaffolding learning might include multimedia training CDs, extra learning
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content and online conversation (including debate and live broadcasting) in order to
expand and develop teaching and learning ghtliof the educational and pedagogical
process as an entire integrated system (Tsai 2011). According to active learning theory,
learning is any educational and pedagogical plan that connects students to the learning
and teaching process (Alzaghoul 2011gdvk et al. 2011; Pange and Pange 2011).

3.4 Blended Learning
This study will first briefly discuss the concept of blended learning, the
importanceof designof blendedearning, the role of students and teachers in this type of

learningandfinally, the challenges and difficulties relevant to blended learning.

3.4.1 The Concept

Bl endi ng r e fobjectsand learnifignsignifiesm gntegrationof new
i nf or m@shabatalaNdeyaNdereya and Merw014, p.102). Staker and Horn
(2012, p.3) stated that blended learningais integrated system designed to help the
learner through each stage of learning, and is based on a combination of traditional
education and-&earning within the classroanMoreover, blended learningrogramme
could include different types of learning instruments, Whiclude seHpacedyreattime,
virtual software, knowledge management systems, and courses. Blended or hybrid
|l earning has been defined by GI| i-tokace( 2008,
instruction learning with computenediated teachintgp offer a comprehensible learning
solutiono, Tamhlii |, eaRiEPakiafa¢R005, p.1) defined it as a course that
mixes traditional facgo-face, World Wide Web and (Webgsed learning (WBL)
approaches in a pedagogical environment that isspeuific in terms of time and place.
Moreover, blended learning encouragassitive interaction between the teacher and
students which fostethe human aspects of communication between students aaswell
flexibility in the application of different learning styles that fit the individual needs and
requiremerd (EI-Mowafy et al. 2013, p. 133).n addi t i on, it invol ves
members of the community to combine fdoeface workshops, where personal
relationships can be established with a sustainable online community for critical

reflection and discussi 8008, m95)pr acticeo (Stac
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Recently, blended learning has increased as part of the education process at lower
levels of education institutions (Eiter and Woll 2011). In addition, improvements in
technology provide new chances for educators to plan and prindeourses in a way
t hat supports and pr oreasonirgsvoltements, the eole ofer s 6
teaches and the social environmenBlended learning technologies may offer ways to
(Bath and Bourke 2010):

1- Expand the areand opportunitiefor learning.

2- Provision the educational management process in terms of its interaction,

evaluationdelivery, determination and feedback quality.
3- Provisionthe supply of data and tools to learners.
4- Conneciand motivate learners withoollaboration andhteractivity.

Bonk and Graham (2004, p. 3) identifietended learning systems as systems
formed from a blentbetween two different learning techniques, such astle faceto-
face learning techniques andistributed learning techniqueGraven, Hansen and
MacKinnon(2009) stated that blended learninguigtyle of learningin which elearning
characteristics integrateith traditional faceto-faceeducation factorand characteristics
within the traditional classroom or virtual classrooRurthermore;Torrisi-Steele (2011)
indicated that blended learning is charaststi by teaching methods, integration and
variation in learning styles and delivery methods. Blended learning also focuses on
improving the learning process instead of sitij technology ér its own sake. Blended
learning efforts must inevitably force educators to reconsider how students learn best,
how they teach and how best to apply feméace interaction with technology to provide
diverse experiencesTherefore, blended learning musiraw attention to learner
experience, strategy and tools. Torfi¢eele (2011) proposed that blended learning
educators formulate and carry out a problotving exercise that aims to discover how
best to facilitate the achievement of desirabkgults fo different groups of learners. The
accessibility of technology as a tool, overlaps with fetace (student with each other)
methods and creates a possible learning process design that is more congruous with the

educational needs of modern socidtyl.s important here to confirm that constructivist
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theory states that humaisiild their own external and internal information, whiak

influenced by the surroundingwronment, society and language.

In addition, theconstructivist theory is based on salgorinciples such athat
knowledgein the individual mind is incompletend the society in which an individual
lives has darge impact othe construction of knowledge (Taber, 2011, pi2).

3.4.2 Advantages and Disadvantages

Blending offers severabenefits over the use of any single learning delivery
medium alone. It is able to optisai the cost and time of development, offers learners the
ability to be more efficient and more effective in learning, and extends the reach of
learning and knowledge i{&h 2003). Moreover, blended learniisgconcerned with the
interior of the learner cognitive proces$ough synchronous instruments such as social
networking sites, discussion boards, blogs and group chats on Skype. Moreover, blended
learning is knowras a helpfutechnique for enhancing educational practidehabalala
et al. 2014).

In addition, Bath and Bourke (2010) stated that blended learning is concerned
with effectively incorporating information and communication technology services into a
course plan to improve the teaching and learning stalldearners and educators. It does
this by allowingthem to engagen means that would not generally become useable or

efficientin their common environment (whether faoeface or at a distance).

Bath and Bourke (2010) found that blending techniques accompligtanced
learner skills and results, and furtheeffective and effectualeducation and course
management performance, through mixing learning styles, delivery modes and teaching

approaches.

Bonk and Graham (2004) stated that there are six reasons t@mpkEmploya
blended learning technique: personal agency, access to knowledge, cost effectiveness,
social interaction and ease of revision. Blended learning is marked by increased online
learning &periences, as well as different specific contextual requirements and urgent
situations, involving the fundamental principles and dynamic resatgon of education

and learning, discipline, and the level of growth of resources. Garrison and Kanuka
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(2004) mentioned blended learning as an efficient integration of two categoriedoface

face and Internet technology.

On the other hand, offering a higjuality classroom experience is not enough
anymore, asiniversitiesare looking for learning that is transile to the workplace,
with concepts and frameworks that can be put into practice and add valuable solutions.
Since there has been recent proliferation and broad use of new communication and social
media technologiesuniversitiesreconsider blended leangy as an effectual learning
technique at the executive level, as a result of economic pressures, slctised

learning, and the embracing and combination of new technologies (Eiter and Woll 2011).

Taradi et al.(2005) defined blended learning envinments as a pedagogical
means tcencouragenugechallenges and compensatifor educatorsand learners. This
environment offera chanceo reconsideeducationand accompliskeducationaims that
might once have been out of reach. Thus, it may bring ghasitive change and add

value, according to the technigusswhich online actionare planne@nd supplied.

1) The design and use of blended learning face many challenges (Glick 2008), such
as providing expert improvement for teachers learning online apdddace.

2) Modifying resourcesfor local learners in order to make them culturally and
educationally applicable.

3) Offering studentsthe technological abilitieso achievein computermediated
environments in addition to fade-face.

Kenney and Newcombg&2011) investigated thalifficulties faced and the
strategies used when testing a 6blended ins
conducting an action research study. The study sample was a large class within the
College of Education at a mediusized university. The need to develop student
contributions, planning, and consideration, as well as to encourage a dynamic instead of a
passive approach to teaching (which is exceptionally complicated in huge undergraduate
courses) pushed the researchi&rsuse a hybrid method. In order to document the
adoption process and to estimate the effect of the hybrid approach, the researchers
employed an action research study, the results of which showed that the implementation

of new learning strategies led toetlappearance of issues and barriers. Thus, once

57



finance, training and provision had been
members with pioneering ideas that helped and inspired. t8groethe currentstudy
investigats the effect of collaborative learning on student achievements with different
learning style, itis significantto determinethat any expected challenges and barriers

from the implementation afew learning strategies, be addresseaghiideal way.

Adasand Bakir (2013) conducted an experimental study to describe the situation
of teaching and learning and the modality of combined writing behaviours. The study
involved a total of sixty secondand thirdyear undergraduates from a traditional
university inPalestine. Another group of students were used as the control group. The
study classified the sample into two groups: the experimental group, which used blended
learning, and the control group, which used traditional -fadace lectures. The
researcherasked the students in both groups to write as much as theyretaileto a
heading chosen previously at the beginning of the semdsterresearchers rated the
papers and pointed out strengths, weaknesses and points of improvement for each student
whenthey returned them, and then discussed the answers with the students in class and
online. The collected data were analysed using the PR&FammeThe results showed
that differences were found in students' achievement ssinesthe experimental group
had interaction with the instructions and internal and external activiteggs than the
control group As the current study shetight on the impact o€ollaborative learning on
student achievementis a blended learning environmg it can be noted that blended
learninghelped studens to perform betterin otherwords,it enhancd the achievements

of students.

On the other hand, Tshabalala et al. (2014) exploredpiméons ofacademic staff
regarding blended learning, addition to identifying the issues and obstacles faced by
academic members which influenced the implementation of blended learning in the
Faculty of Education at a developing university in South Africa. The sample for the study
consisted of sixteen lectusg eight heads of departments, and the dean of the university
(giving a total of 25 academic members); the data were collected through a survey and a
series of interviews for lecturers, and sepanaterviews for heads of departments and

the deanThe twls used for the study were the Technology Acceptance Model (TAM)
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and the Innovation Diffusion Theory (IDT) in a qualitative exploratory research design.
The study concluded that opiniomdfecting e-learning ora blended learning policy,
faculty provisionby management, the existing computer abilitEarnersaand teachers,
and insufficient access to computers on the part of the students impede the
implementation of blended learning in South Afrieenceon theseresultsmany factors
should be taken into consideratioie guaranteean effective blended learning

environment

3.4.3 Blended Learning vs. Traditional Learning
Traditional education is comprised of faweface classroom education to study
theoretical principle®r practical exercisethat improve technical skillaseach of them
helps to develop educational process by ustgaming technologieEl-Mowafy et al.
2013).Blended learning utides both traditional and modern instructional design.

The termé bl ended | earning6é assa resuth of growengul ar | y
interest from academia and business, mainly in higher education institutions (Bonk and
Graham 2004). Moreover, higher education institutions are applying blended learning to
increase accege learning environments, improve pedagogy, improve-effsttiveness,
and increase the flexibility of learning environments. In addition, the main reasons that
drive faculty acceptance of blended learning are that it develops student learning,
involves students more in the learning process, and increases student engagement

(Kenney and Newcombe 2011).

The role of higher education institutions is to offer efficient learning experiences
to fulfil the requirements of learners who are oriented to digitabgssBlended learning
has appeared as a means to provide for these requirements and is trusted by several
higher education institutions. Nevertheless, the hosting of blended learning by institutions
does not mean that all faculty members will follow it, pitss the fact that this learning

approach provides several advantages for teachers (Tshabalala et al. 2014).

3.4.4 The Challenges that Lead to the Development of Blended Learning
Most of the éucators stated that they are faced with many challengeth€by
DfES and funding councils¥or instance:ithey are obliged to change blended learning
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software, tools and pgpammeswhen they are usingearning technologies. Some of
these challenges according to Gulc (2006, p.2) represent with the following:

- Most of the learning strategies require sequences of proceducésas
replacing someraditional methodsy using elearning to enable a new
relationship with learners to develop their skills and take them outside the
boundaries of the traditional ckEsom, expanding collaboration and
allowing teachers to apply new resources into their teaching, where such
resources derived from a world of digital libraries. In otwerds, blended
learning neesl to implement several mixes of online and facédace
methods to establish more flexible learning and accreditation opportunities.

- "The early concentration on infrastruc
pedagogy, and on connecting electronic communications with other
processes, in a new blend of approaches dmieg and teaching, where
distance learning is now seen as one end of a continuum wiesenang
of fers opportunities across all, progrart
for most teachers the main reason for using blended learning is that its
procedires allow them to support learning abé focused on the best

learning style for each student.

So, the reasondlended learningis preferred by teachers can be sumseari
according to Gulc (2006, p-? as below:

- Blended learningncreass the effectiveness of educatitimrough improved
education outcomes by providing a better link between the needs of the
learner and the education programand increasethe accessibility of
information, and achiewdhe best results in the field of work.

- Blended learningrovidesthe divesity of the means of knowledgkrough
an appropriate way to capabilities asdills, which helg students to gain
more knowledge and raisthe quality of the educational process.

- Blended learning providgdearningthrough activity thatocuses on the role
of active learner interactiorthrough a combination of individual and
collaborative activities and projects instead of the negative role of the learner

of receiving information.
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- Blended learning enaldenteractionduring education througtealing with
teacher and colleagues face to face, by means of electronic and traditional
interaction, which helps to strengthen the human and social relationships and

trends of learners while teaching.

In conclusionblended learing empowes teachers and students and impoie
quality of the learning experiencehile expandhg the scope of the teach&ulc (2006,

p.3) views these achievalidenefits as:

- Blended learning providesufficienteducational flexibilitythrough thebuilt-
education systento meet individual needs and learning styles of learners
depending on levels aragjes

- Master practical skills: particularly the practical skills associated with the
medicine, engineering and technology education and other practical
disciplines.

- The provision of training and practice in theaitning environment: This
achieves the possibility of training in the school environment, and provides
handson training and prace of skills and provide appropriate
reinforcement of performae to achieve educational goals.

- Achieving satisfaction with educatiorthrough communicatiorwith the
Internet programmes to strengthen and increase information collegtion
follow-up physical training and increase the effectiveness of the education
processand learner satisfaction toward learning.

- The credibility of the assessment adds value to educational prtduesgh

live and direct followup of the learners during the evaluation.

3.4.5Role of Teachers and Students
Bonk and Graham (2004) determinex ishportant topics which are applicable to
schemingblended learning techniqueBhe topicsare dealing with the digital divide, the
function of online contact, the functioof studentselectionand selregulation, cultural
adaptation, obtainingequilibrium between invention and construction, and finding

models for support and training to improve the ofsen elearning environment.
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On the other hand, in order to improve the oka blended learning environment
for learning introductory programing in universities, Boyle et al. (2003) conducted a
descriptive study with a sample of around 600 students from London Metropolitan
University. The data were collected via three questionnaires distributed at three different
time intervals throughout the e me st er . The studydharactedsul t s s
the modificationsvas affectedy two aspects: analysing the problem and the educational
ideas that generate enhanecett udent s6 | earning practices. Th
that there wer@bviously developments in the rates of success in instituttmsn the
current study to improve the blended learning environment, it must be notethehat
characteof the modificationsvas affectedyy two aspects: analysing the problem and the

educaibnalideas that generate enhancet udent s6 | earning practice

Stacey and Gerbic (2008) divided the success factors for blended learning into
three main categories, each of which containedfactors which are a specific approach
to meet the needs ttie educational process. Institutional, teacher and student factors are
the main categories of success factors for blended learning. The first category,
G nstitut i oconihed fea sufactarss amely organisational preparation,
adequate techrat resources, encouragement from the education institution,
communication and feedback between education institution and students, ability to
provide traditional learning (fage-face) as well as active learning, having an obligation
to the blended leamg technique, reconstructing the courses to include the new

technology, and disseminating the results of using blended learning in the educational

processbyonducti ng a sy sTteeantahteirccohmscstfdoamssade nt . o]
factors, namelyprofesional development for instructors with adequate intsriai

developmentc ont i nuous pedagogi cal and technical
concerns about their inability to control,

@Gt udent cofsiate df threessébactors, namely mixing and preparing for bledd
learning with students' requests for independent learning, developing learning and time
management skills, and understanding the blended learning prdoess.this study the
researcherseels to adopt the principles of lifelong learning and de#drning to
understand the blended learning process.
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On the other hand, Singh (2003) determined eight factors that contribute to the
success of blended learning: institutional, pedagogicalntdaical, interface design,
evaluation, management, resource support, and ethical. Each factor addresses a range of

issues:
(1) Thelnstitutional factoraddresses organisational, managerial, academic affairs.

(2) ThePedagogical factoaddresses the mixte of issues related to delivery (content
analysis), studentequirementgaudience analysis), knowledgdjectives (aim
examination) and the design and strategy-leaening.

(3) The Technological factoraddresses the learning content management system
(LCMS) that catalogues the reantent (online content modules) for the learning
programme as well as determining the best learning management system (LMS)
requirements that would manage multiple delivigpes.

(4) Thelnterface Design factoaddresses blended learnipgpgrammecomponents.

(5) TheEvaluation factoraddresses the ease of a$@ blended learningrogramme
In other words, aprogrammemust be able to asse$sarning efficiently in
addition toassessing he | earnersd rendering.

(6) TheManagement factoaddresses the blended learnprggrammemanagement,
including infrastructure and logistics, in order to accompbsiveraldelivery
types, registration and notification, and arrangatof the diversecomponent®f
the blended topics.

(7) TheResource Support factoaresource provision may be a therapist/teacher who
is continuously available, whether personally or vaail, or on a chat system,
contracts with diverse types oésources (whether offline or online or both)
existing for students and managing them appropriately.

(8) The Ethical factor:identifies the ethical issues which are essential to be taken into
consideration during the blended learnprggrammeenhancementfor instance

equal opportunities, cultural diversity, and nationality.
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These classitations of factorsshowthe maininfluences that contribute to the
success of blended learniagd shold be take into consideration tenablea succeskull

learning environment.

3.4.6 Motivation

Any skilled teacher recogses that without good motivation for students to
involve themselves in learningventhe most effectively designed learning process will
be unsuccessful. In other words, learners whonaogvated to study will have greater
success than those who are not. Moreover, students who study well will be more
motivated to do so in the future (Hodges 2004). Thus, motivation is the main factor in
any learning environment. Motivation can also banidied as the main source of student
success in the learning process. Motivational beliefs consist of various different
constructs that have been generated by different theoretical models, such as goal theory,
intrinsic motivation theory, and attributiotheory (Yukselturk and Bulut 2007).
Motivation is an ability to motivate and interest an identified population of learners
(Leacock and Nesbit 2007, p. 45).

Greenel(2008) classified motivations into four types as follows:

1. Competencenotivation, which isconcerned wittsuccessfulearningpractices.

2. Extrinsicmotivation, which is related to competencerhigh marks.
Extrinsicmotivation is involved when an action is completed for the purpose of
achieving some independent outcome. Extrinsic motivatitiars from intrinsic
motivation, which relates to participating in an activity just for the enjoyment of
the activity itself, instead of looking at its instrumental value.

3. Intrinsic motivationis concerned witlknowledgeandunderstandingf subjects.

Intrinsic motivation is a vital instrument for opended cognitive expansion, as it
is Athe driver of spontaneous exploratio
2008, p. 1).

4. Achievemenmmotivation is concerned with improved self
esteenthroughachievements Achi evement motivation the
choices of people in achieving tasks, persistence on those tasks, force in carrying
them out , and performing on themdo (Wigfie
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Motivation is necessary for both teachers and learaad it isnecessaryto
determine how to motivate studentsanyl ear ni ng environment ( Oc ¢
2013).Key factors that allow conceptual change to happen include clear aims for both
teachers and students, collaboration with peers, teachingdvalbgue that promotes
activities to encourage deeper understanding, freedom for the student to engage
meaningfully in the task, and motivation that is intrinsic to the student (Marcus et al.
2004).

In addition, Sugie (2012) conducted a descriptive stadgentify the motivation
of Japanese learners regardingllaborative blended learning of Chinese language
|l earning at AChinese as a Foreign Languagebo
used the systematic language learning model, which wgtilisdormation and
Communication Technology. The participants in this study were novice learners in
blended learning. The course used faeéace grammatical practice, wddased training,
and a bulletin board system that allowed students to interact withe§e native
speakers. Qualitative analysis was used to assess the students. The study found that
Japanese students showed enhafeehgs of fulfilmentand efficiencyas a result othe

involvementof actualon-line Chinese voicethteractionwith locd speakers.

Liao (2006) indicated that there axo major categories of theories within the
cooperative learning model: firstly, motivational theories, and secondly, social cognitive
theories. With regard to the former category, education must be arienkelp students
see their ability to develop their skills and increase their capacity for control throughout
the teaching mission. Students must attain competence through being made to see that
their power is making a difference, and must be enabledate improvements relative

to their own past performance instead of their classmates.

Furthermore, Liao (2006) demonstrated the social cognitive theories and claimed
that social upbringing is the foundation of cognitive growth, and that the procedure of
cooperation with colleagues promotes students in respect to their knowledge, as it enables
them to work together in the area of development. In addition, cooperative learning was

found to have a significant positive effect on motivation and strategy use.
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Moreover, Quinn (2006) conducted a survey to determine the influences of
cooperative |l earning on students®6é motivatio
sample consisted of twentyne students randomly selected from a sclage GED
programmés sciece lessons. The researcher asked the students to fill irt@sprevhich
was administered to the students before they were classified into gamgipa, postest
that wasapplied to assess and compare their progress and achievenhertsder to
evaluate the influences of cooperative learning on motivation, the researcher analysed
students6 attendance before and during coope
students were positively motivated and achieved high levels of accomplishment after
participating in cooperative learning. However, the researcher was not able to discern the

influence of cooperative | earning on the stu

3.5 Teaching Styles

This section will start by giving some further details on the concept of teaching
styles andheir effects, and will then discuss the most widely known teaching styles and
their classifications. Finally, it will explore the relationship between learning styles and
teaching styles under two approachesnelyteachercentred and studegentred.

3.5.1 Concepts
Teaching styles refer to the learning style of the person and the thinking process
of the individual. Learning style is defined as the means by which human beings start to
focus on engaging with, processing and remembering new and difficult(Alzad
2010).

Faruji (2012) indicated that teaching style is regarded thes demands,
impressions, and behaviours that educators show in the classroom. Teaching style is
multi-dimensional and affects how educators demonstrate data, supervise coursework,
manage classroom tasks, mentor students, mix studemie field, and inter@ with
students.This mears thateducatonor t eaching style relates to
characteristicswhich remain constant even if situatiorfattorsalter. It is a mark related
to several available and recognisable sets of reliable clasdoebavioursseen in a
teacherirrespectiveof the content that is being taughAinother definition is the formula

for the total of oneés beliefs, values, phil
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3.5.2 Teaching Styles: Classifications
Kassaian andAyatollahi (2010) created a framework to describe five liberal
teaching styles, each entailing different levels of direction: formal authority, personal
model, delegator, expert and facilitator. It was asserted that these styles are not separate
characterghat affect only a few educators. Instead, they are prevailing fields of faculty
presem in their classrooms, and they act with students' learning styles in certain ways.
They also supply researchers witie means to reade the nature of teachstudent

interactions.

3.5.2.1 Formal Authority
The first category is formal authorityeachers with this style are attached to their
reputation as welkkducated people, founding learning objectiibey supply positive
and negative feedback, expectations ardigg principles for students and underline the
correct, standard and acceptable means of doing things. They also supply students with

the structures they require to learn (Kassaian and Ayatollahi 2010).

3.5.2.2 Personal Model
The second category in thisontel is the personal moddleachers with this style
teach through personal example and establish a nmafdebw to think and how to
behave. They supervise, direct, and guide through demonstrating how to do things, and
promote the learner to detect and pate with the approach (Kassaian and Ayatollahi
2010).

3.5.2.3 Delegator
The third category in this model is delegatdieachers with this style are
concerned with developing the students' capability to operate autonomously. Students
work separately omnasks or as part of sdfirected teams. The teacher is available as a

resource at studentsd request (Kassaian and

3.5.2.4 Expert
The fourth category in this framework is expert. An expert teacher is one who
shows the knowledge and expsetithat students demand and strives to retain his or her
position as an expert through demonstrating detailed knowledge and through challenging
students to increase their competence. Such a teacher is concerned with carrying data.
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This approach includes acdotic speaking, such as the Confucian view of education that

is prevalent in some East Asian countries (Kassaian and Ayatollahi 2010).

3.5.2.5 Facilitator

The fifth category in this model is facilitator. With this styllee personal nature
of teachesstudent relationsis emphasisedTeachers with this styléead and direct
students through suggesting alternatives, asking questions, exploring options and
encouraging them to formulate criteria to make informed options. Their gehgzative
is to formulate in students the capability for initiative, independent action and
responsibility. Such teachersvork with students on task in a consultative style and
attempt to supply as much affirmation and encouragement as possible (Kasghian a
Ayatollahi 2010).

3.5.3 Learning Style and Teaching Style

Teaching styls can be categorised as follows) Direct learningfrom teaches;
(2) Telephone assistance for persaaalilearner suppqr(3) Live events, such as virtual
classes by means ofmmputerbased video conference, in which the teacher explains
detailedlearning subjects to the group and studastsfurthequestionsThis might also
include teacheled learning actionsn which all students participat€4) Interaction
between students and the teacher, and between the students themsedties)late
group learning. Tools might includeneail messages, threaded discussions and online
chat (5) Learning experiences ata ¢ h s bwnaépeedtaddsin hiswn time,which
the learnes finish individually, like interactive, Internebased or CEROM training, (6)
Support and query lines for topics in learning management (enrolment LMS platform
problems etc;)(7) Onthejob orientation materials that improvearningretentionand
transmission, containing PDA downloads and PDf@B$ Measuremenio f student so
knowledge through examinations. Rresessments arise before live or-palfed events,
to define previouknowledge, and postssessments may take pladfeer scheduled or
online learning actions, to asses learning trang®rThe presentation of a certificate or
diploma that confirms having taken or passed the course (Alonso et al. 2005; Thomas and
Reinders 2010).
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3.5.4 TeacherCentred Learning
Teachercentred teaching styles focus on controlling behaviour. Teachers should
attempt to control their teaching styles so
Nevertheless, incompatibility might sometimes be crucial, particularly withldgel
students, as they feel disappointed at the early stages of teaching, but this should be
handled with care (Awla 2014).

3.5.5 StudentCentred Learning
The studententred learning (SCL) approach is diametrically oppasedhe

philosophy that is fundamental the traditional method of learning. In addition, student
centred learning permits students to form their own teacmethodsand places upon
them the responsibility to actively enter into constructing their own meaningful
educational procedure. Studaer@ntred teaching styles can also be regarded as supporting
autonomy. Each learner may need different means of learning, exploring and examining
the data availableSome students may need more support when embarking on a
programme of studies that appliestadericentred learning approach, particularly when
it comes to getting optiorisasedon their learning styles and examining the implications
of any such options. Others may already be accustomed to such an approach and demand
less help in this respect {tard 2010).

Qatar has adoptetie latest methods in teaching, as the country is committed to
further enhancing the role of teachessdhas embraced key global developmantghe
field of teaching, such aseteaching and the modern tools in stadehools.
The ministerof education in Qatar said]mproving the finantal and professional
conditions of teachers remains a priority for the government".
He statedthat the ministry would continue with this development and excellence in all
aspects ofite educational process by following the strategic education planZ2r7
(Watt 2013)

3.6 Learning Styles
This section will describe learning styles. It will then review the experiential
learning theory, individual differences and instructional prefsgebearning style and

motivation, social culture and discipline (specialism), as well as the stadestsing
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styles and their background will also be discussed. Finally, it will identify the community

of inquiry.

3.6.1 Concept

SadlerSmith (2001) described three types of learning style: (1) Dependent
learners: these studentend to choose teachatirected and extremely integrated
programmes with explicit appointments adjusted and evaluated by the teacitegs
computerassised learning and open learning, distance or flexible learning; (2)
Collaborative learners: these students are concerneddvgithissionand prefer group
projects, as well as collaborative appointments and social interaction, such-playple
discussion ghups and business games; (3) Independent learners: these students prefer the
content and structure of learning databases within which the teacher or educator is a

resource, such as lectures or tutorials.

Since the learning style is considered as a aital critical aspect in the success of
the education process, Pt owi I be i mperati ve
towards their own ways of learning in order to increase the efficiency of education
system outputs (Ghoneim and Budi 2012)céwling to Sen and Yilmaz (2012), it is
notable that the identification and determining of learning styles can enhance self
efficacy belie§, whicharec onsi dered i mportant in increasi
furthermore, helps to develop their problspiving skills and overall performance by
creating a better education environment. From this standpoint, it is clear that considering
the learning style within teaching techniques will resultamimproved quality of

education.

According to Kazu (2009}he significance of learning style stems from its ability
and potential in providing procedures to opseni i ndi vi dual sé | earning
hand, the need to incorporate the learning style approach stems from the importance of
responding to more vadebodies of learners and increasing the level of communication
and interaction within the environment of the education process, and ensuring that the
out put s of education mat c h t he future di s
(Montgomery and Groat 189 Al-Shehri 2009).
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According to Zhang, Sternberg aRéyner(2012, learning styes areconsidered
important,as theycan orgarse and explain importanaspects of individudkearning by
establishing featuregjualities and traitsthat each stylgpossessesSpecifically, it is
important torecognise thaall styles share a key feature in that they are different from
abilities, andhatthere aredifferences between learning styles, thinking styles, cognitive
styles, mind style, modeof thinking, @ teaching style However,it is now agreedhat

"style" constructs are included the term intellectual styles.

Furthermore, according to Manolis et al. (2013), learning styles exist within a set
of environments. These stglean bedivided as indicated into four typethe affective
learning environment, the symbolic learning environment, the perceptual learning
environment and the behavioural learning environment, as shown in the figure below
(Figure3.1). All of these are differdriearning environments but are considered the most

appropriate for accommodating the diverse learning styles.

Concrete
Experience (CE)

Accommodator Diverger

Active Reflective
Experimentation (AE) Observation (RO)

Converger Assimilator

Abstract
Conceptualization (AC)

Figure 3.1: Learning style environmentsKolb's Experiential Learning Model
(Manolis et al. 2013)
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3.6.2 Experiential Learning Theory

There are numerous classifications, models, and theories associated with the area
of learning styles. Kolb has adopted specific aspects to create his own version, but there
ar e ot her approaches. T h endhase keyn principlé s Bl o0 0 m¢
represented in assumptions about the mechanisms by which students store and retrieve
data and knowledge obtained from the education process. Such tendency adopts the line
of preferences for thinking, dealing with ideas and approgchork on discovering how
students learn within the education system. The findings of this taxonomy are in the form
of a set of domains of learning styles, which are cognitive, associated with the level of
realisation and the progress of intellectubehaviours and skills, affective and
psychomotor, which is concerned with motor and dynamic skills. One of the most
common learning style evaluations is the Myers Briggs Type Indicator (MBIT) (Jizani
2007).This is based on Bloom's Taxonomy, and statesntlaay teaching methodologies
are tailored to specific learners. Furthermore, Robert Gagne highlightedthebry of
learning stylethat rational skills and eclectic behaviourism were the major starting points
in creating his own model. Kolb's methodygests that the learning process is similar to
a computer's information processing, where learning revolves around certain key issues,
namely attention, encoding and recovery of information and facts. In addition, the
Gregorc Style Delineator, which is cdered as an important classification, incorporates
a belief in seHanalysis and recogss the moderating channels used to deliver and
express information, but it should be kept in mind that this style delineator was developed
purposely for adults andsayet no typology has been proposed for children (Harris et al.
2007).

Another orgarsationof learning styles is the Feld&ilverman Learning Style. In
this scheme, Felder has harnessed a number of dimensions and elements to create his own
criteria of learning style,such asthe aspect of orgasation, which ranges between
inductive approaches like facts and attitude remarks, and deductive approaches like
general principles and attitudes (Montgomery and Groat 1998). Moreover, according to
Cassidy (2004)there are numerous models regarding learning styles, such as Honey and
Munforddos famous Learning Style Questionnai

Kol bbs experiment al approach in that it i s
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mentioning the Kauhann AssimilatoiExplorer Model, the core idea of which is based
on a cognitivecentred approach and cognitive personality style. Such a model will be
more attractive for individual&ho needo deal with challenges and problems during the

learning process

According t o Ri chmond and Cummi ngs (20
classification constitutes four categories of learning styles: accommodative, assimilative,
divergent and convergent. If any one of the above styles is combined with another, this
combiration will result in one of the following learning modes: concrete experiences,
reflective observation, abstract conceptaion and active experimentation. In other
words, the matter revolves around four styles of learner: the theorist, the praghmatist,
activist and the reflectgAbu Zaid 2011).

3.6.3 Individual Differences

Accommodating learners are characsliby their opeminded attitudes, and are
not sceptical. This tends to make them excited about any new experience. They work and
then look for the consequences latemd theyhave a tendency to thrive on challenges
relating to new opportunities but areorbd with accomplishment and longerm
consolidation. Diverging learners think carefully before making any decision or
conclusion, adopt a cautious philosophy towards anything, prefer to stand back and
wonder about experiences, and study any issue femeral diverse standpoints. On the
other hand, assimilatingarnerdike logic, analysis, etc. In other words, they incorporate
dissimilar facts into rational solid theories, prefer to achieve solutions with conviction
and assurance and feel uncomfortabith subjective findings and lateral philosophy.
Converginglearnersare charactesed by efforts to try anything that they have learned
immediately, and are impatient with pondering and egtted discussions. They treat
new problems as a challenge atehl with new challenges in a practical manner (Koob
and Funk 2002).

In addition, according to Kolb and Kolb (2005), there is a set of advantages
related to the adoption of a | earning style
style specificallym educati on systems. Sucompreheasion er s | n¢

and the level of the learning process from their own experience and increase their
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awareness of how they learn and progress, which increases their capability towards meta
cognitive control ofearning procedureshich enabésthem to monitoand select tactics

that attain maximum achievement in diverse situations. Moreover, this approach
encourages the provision of a language of learning style in terms of education measures
that help to facilit at eationdiththeantost effechve andt ent i o1

functional learning environment.

3.6.4 Instructional Preference
The instructional learning model (also known as instructional systems design)

provides teachers with the capacity poovide personaked elearning processes that
focus on certain pedagogical objectives and on the features and demands of learners. This
instructional view depends on the | earnerds
teaching should happen for learners to optimalin ¢fze knowledge). In order to achieve
an effective instructional design model, teachers must use best practice and innovative
teaching methods, such as blended learning. Thus, specialist sequences in the subject

urge a blended learning process.

3.6.5 Leaning Style and Motivation

In addition, the amount of effort a learnaakes isaffecied by the motivational
guality of a learning obje@nd the capacitio invest in working withand learning of the
object The Expectancyalue theoryis one of the impdant theories to explain human
motivation The essence of expectancy theory suggests that the desire or the inclination to
act in a certain way depends on the strength of the expectation that it will be followed by
work or a certain outcomelt alsodepend on the willingness ahe individual in those
results Leacock and Nesbit 2007).

Varioustheories have been founded according to the various forms of motjvation
includingattribution theory, expectanaxalue theory, and goal theorttribution theory
is social theory, which tries to explain the causes of human behaviour through perception
of self and othersThose causes could be fixed andf@anageabléHodges 2004, p. 2).
The expectancy- value theoryis when learners expect specific results from their
behaviour.The nore valuedhe results,the more probable it is that someone will act in
the necessary way. An example is when a student wants or expects to achieve a good
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gradein an exam, andaccordingy studes for it extensively.Goal theorypresumeghat

the setting up of goals motivates behavidunris theory holds that the ultimate objective

is determined byhe strategy that should be followed. To achieve that, several objectives
are taken into acunt at the time of achieving objectives such as performance or learning
goals.(Hodges 2004).

3.6.6 Community of Inquiry

In general, elearningand online teaching comprise a new and extensive research
area that has attracted researchers concerned with the education process and education
systems. Furthermore, thereaseed for improvement as well as the development of
educational methods andcteiques where such environments continue to evolve. On the
other hand, it is important to analyse the terms that are related to such techniques and to
realise and accommodate the core notion of the community of inquiry (COIl): for
example, community of ingry and cognitive presence with respect to conceptual and
empirical aspects. In addition, these fields examine positive and negative aspects, which
are considered effective and sensitive issues, in order to identifgtibegths and
weaknesses in the sgm, and to become involved with the contents of the entire system,
such as teaching presence, distance education, collaborative pedagogy and critical
thinking. On the other hand, one must highlight the role of upgrading based on the
development of the qlity of education; for example, enhancing the role of interaction as
a crucial technique for the education process.

3.6.6.1 Concept
The community of inquiryas acommunity structure represents a procedore
producing a pure and constructivist learniagperience that is comprehensive and
integrated.This could be achiewkthroughthe growth of three connected elements
social, cognitive, and teaching presence. After that, thededisition of this community
of inquiry is a group of individuals whare involved in a collaborative approach through
consequential conversation to construct personal meaning and ensure mutual

understandingGarrison and Arbaugh 2007).

According to Garrison and Arbaugh (2007), the community of inquiry in general
consists b a set of terms that form its framework. These include social presence,
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cognitive presence and teaching presence, and take into account supporting discourse,

climate setting and the selection of content, as shown in FagRkelow.

Community of Inquiry

Supporting
Discourse

SOCIAL
PRESENCE

COGNITIVE
PRESENCE

EDUCATIONAL
EXPERIENCE

Selecting
Content

Setting
Climate

TEACHING PRESENCE
(Structure/Process)

Communication Medium

Figure 3.2: Communication of Inquiry Framework (Garrison and Arbaugh 2007, p. 158)

Moreover, fromthe viewpoint ofGarrison et al. (2000), the community of inquiry
is a process model or a certain method of online learfihg theory assumes the
increasing interest in development of communities which helps dramatically to improve
high order learning in any educational environmé&htch improvement is not a trivial
challenge in the online environment. In addition, the fraork of such an educational
system, which is a dynamic model based on core bdsagnitive presence, social
presence, and teaching presence), requires the activation of all components of each
element for the purpose of developing the community and aofjigéive optimum level of

inquiry in any educational or pedagogical environment.

3.6.6.2 Cognitive Presence
Effective learning with high efficiency performance must take into account both
the internal cognitive process and the external contextual itemadtelerate and affect

the behaviour of thinking. Moreover, cognitive presence is concerned with the process
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and procedures of both reflection and discourse, construction of the structure, and

confirmation of significant learning outputs.

Generally, cognitive presence is considered as the major tool that makes the
education process in the community of inquiry and the learning environment successful.
Whereasthe benefitsand the significarce of cognitive presencés strongly relatd to
critical thinking, as cognitive presence is an important element in the creation of a solid
environment and conditions to enable a high level of thinking and learning. Cognitive
presence also plays a significant part in the activation of the comnainitguiry with
respect to education boundaries. In addition, its process and procedures take into
consideration the experience of perception, which develops the level of awareness in
general and the experience of conception in particular. It enhancesotheideas,
principles and basics, all of which play a vital role in light of cognitive methods of
thinking and help the community of inquiry, which ultimately serves to upgrade the
education system. Furthermore, cognitive presence makes it easy to cs@mimenity of
inquiry in practical ways, whether on the level of the private world or the shared world or
in respect to discourse or reflection (sees Big. All of these aspects are considered as
indications regarding the ability and quantity of ediccatelated skills that are
concerned with integration itlhe learning system and with the resolution processes and
related details: thus, cognitive presence has numerous strengths and advantages (Shea and
Bidjerano 2009).
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Figure 3. 3: Practical Model for Cognitive Presence (Akyol and Garrison 2011, p. 235)

Cognitive presence is probably the most challenging a$petiie improvement

of ellearningand the education environment in general, where investigagiated to the

development of inquiry regarding the learning environment plays a positive role in

promoting the concept of the COI framework, as well as supporting the idea of advanced

methods for improving the quality of the education proddssvever, all such issues are

critical approaches because of the sensitive situation and complex conditions with respect

to pedagogical measurements. Thus, cognitive presence has the ability to evaluate the

level of quality for critical inquiry as a functioof providing a means for evaluation

regarding the systematic evolutiaf thinking over time. In addition, one apparent

advantage in the process of critical thinking, as reflected by the perspective of a
community of inquiry, is the potential to develspt udent s 6
skills. This activates the positive role of such systems and fortifies the modern ways of

thinking and dealing with the various procedures relating to the educational process to

cognitive

ensure a higlguality teaching and leamg environment with positive and solid

outcomes at the end (Garrison et al. 2013).
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However, the concept of cognitive presence has various deficiencies and
limitations; these are not necessarily flaws, but they could be considered as negative
aspects. In ddition, from the vision of integrated development, it is significant to
undertake further investigation of such a system in order to provide a suitable and
comfortable education environment. Specifically, cognitive presence could be affected by
other compnents, such as the community of inquiry in general. For example, teaching
presence and social presence are integrated with the community of inquiry; this precise
and sensitive situation is enough to create a state of complexity within which numerous
factas should be taken into consideration and must be addressed in order to ensure a
state of stability during the education process when applying this pedagogical approach.
Moreover, the environmental conditions of debate, controversy and sparring could be cu
short due to time limitations, and such educational stress might have an effect on the core
concept of cognitive presence and on the community of inquiry as a whole. Therefore,
numerous negative aspects start to appear when the education procesded waitbc
respect to several elements of cognitive presence. For instance, it is beneficial to convert
the education system from one that focuses on mathematical knowledge and direct
instruction to one where the teacher poses challenges and providesnguesticder to
create thinking and develop communication skills to build solid knowledge and make it
applicable in ways that encourage innovation and creative thinking, but these behaviours
and methodologies could be difficult to use with sensitive systenth as cognitive and

teaching presence (Colt 2008).

One of the properties of the community of inquiry in general and cognitive
presence in particular is that individuals question each other, and pursue the reasons for
their beliefs and principles to bditheir own knowledge. In other words, learners always
try to benefit from ot hetedesirdiidelel of easningnd exp
However, the problem lies in ensuring that the lgrgn vision is concerned with
providing an appropriate emonment for education requirements based on cognitive
presence, where it becomes not just a need but an essential requirement, and the
complexity associated with the situation of cognitive presence affects the overall issue of

thecommunity of inquiry(Shea and Bidjerano 2009).
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3.6.6.3 Teaching Presence
Teaching presends defined as the presence of adequate knowledge, personality
and social relationships to achieve the goals of education and bring about the desired
change in the educational proce$$is element contains many categories, including
design and orgasation (e.g. setting the curriculum and methods), facilitating discourse
(e.g. sharing personal meaning) and direct instruction (e.g. focusing discussion)
(McKerlich et al. 2011).

3.6.6.4Social Presence
Social presence is defined g degree of interaction and communication that
teachergpromotein an educational environmestich as encourayy learners to show
their emotiors, providepositivemessages thaire clearandeffectiveandfeel a personal
connection to others and encourage collaborgtteKerlich et al. 2011).

3.6.6.5 Advantages

According to Swanson and Hornsby (2000), there are several advantages and
benefits of the community of inquiry style. For instance, the communitinepfiry
learning style encourages the learning of thinking skills, as it emphasises thinking skills
rather than learning skills themselves, so that the education research skills developed are
more flexible and more useful in terms of rbfd application Moreover, it focuses on
the concept of educational and pedagogical processes, unlike other methods, which adopt
the approach of information gain only, and thus makes it possible to open the doors
towards activation as well as to promote the role of #mous thinking types, namely

critical, creative, and complex thinking.

According to Garrison et al. (2000), the community of inquiry provides many
useful prospects and advantages, such as encouraging the spirit of collaborative work and
information exchage, allowing a solid vision to be built in education methods and
processes. It is worth mentioning that the community of inquiry also plays an important
partin developing the core idea of making learners create their own knowledge and
experience as well as building seibtivation towards their intentions and interests.
Moreover, the community of inquiry system allows student to improve the skill of self
correction. In other words, the community of inquiry develops the capacity of thinking
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regarding different levels and several orientations. In addition, students who learn in the
community of i nquiry get i nvol vo&kmbwledge each o
exchange, and learn how to be opeimded towards various fields of educatidne adi n g

to capacity building. They also learn how they should pay attention to the serious
situations of education and research, as well as how to be confident in thegiealago

system.

3.6.6.6 Disadvantages

The time issue is considered as an obstacle in the field of the community of
inquiry, because there are rigid time constraints, as the 8triet schedule which is
generated from such a system impedes progress, and be a limitation in the
education process, whether with respect to the learner or to those who control the matters
of a successful education system. Thus, the issue of time is sometimes a disadvantage in
this field. Other disadvantages include the lrfeoral mediation, in which three verbal
mediation challenges appear: speaker delays, irrelevance of matter, arithiskar
insularity, as well as dynamic issues, as such an environment carries with it specific
dynamics that challenge s@bnfidence antherefore make the gaining of sesurance

unsafe and risky (Swan et al. 2009).

Moreover, dealing withthe community of inquiryin the education process
sometimes creates limitations in one way or another. For instance, instibadtedcher
answeringst udent sé6 questions directly, it shoul c
opportunity to answer and interact with each other. Therefore, it is clear that there are a
set of limitations and negative aspects in the community of inquiry, but it isof$§si
rely on enhancing and promoting its strengths and work on activating the positive role of
the community of inquiry in order to overcome many of these obstacles critical
analysis of the community of inquiry could help in developing and improving the
education process armhcourageelated terms such as cognitive presence and teaching
presence. One can expand the area of the community of inquiry to involveisvario
aspects of the education process and pedagogical procedures, such as developing the

skills of communication and interaction (Pardales and Girod 2006).
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3.6.7 Learning Style and Social Culture

Learning stylewithin the sociologyof educations based o the assumption that
students will be ffected by the trends of others, theulturesand their behaviours. This
mears that they can leatoy observingand imitatingresponseandthis is what giveshe
characterof education becaus&arning is not done in a vacuum but in a social
environment Learningtheory indicatesthere aretwo types of learning style First,
observational learninga new behaviourwill be noted which affects the performancé
otherswho listen, watch and ognise. Second, stop and editing: avoid the performance
impeding behaviouof the individual when thesituation is deserving of punishment

because opreoccupationvith this behavioufJoy and Kolh2009).

36 8 Student sd LeaBackgnougyd St yl e and their

La Lopa (2013) indicated that teachers mt
and then match their way of teaching to e
performance. Several differences have been found between students, including their
backgraund knowledge of what is being taught and their concetreingtaughtit. La
Lopa (2013)pointed out that learning theories differ in their viewsthveach of them
having strength and weaknesses with respect to knowledge and learning styles, where
someof these theories naetheir objectives andreconsidered as acceptadlike other

theories thatdnot correspond to the cultures of all students

3.6.9 Learning Style and Discipline (Specialism)

The experiential theory of learning vievtsas the introduction of knowledge by a
shift in experience and suggests that various learning styles are assodiatdifevent
kinds of knowledge. Academic disciplineary their principles for academic qualignd
productivity, knowledge structure,search approaches, waykrecording and depicting
knowledge technologies and products and teaching metiadglemic environments
include many students that differ in their abilities, their personalities and their vahaes,
teaching stafaire in addition,obliged to deal with different learning styles which suit the
students' skills, and these differencésthe focus will lead to raising the level of
achievement in universitiesThe process for studedtgrowth is a creationof the
collaboration within their individual options and acculturation experiences in academic

disciplines. That meanthat the individual st udent 6 s t e nadckoicedfes r es u
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educational experienceghich accord with those moods. The result of experiences added

supportto similar choice dispositions for subsequent experiences (KolKalc2005).

In generalthere is a notable lack asfudiesand researcin the Arab worldon
learning styls, their relatedissues and conceptnd their impact on the achievemeift
students at all levelgspeciallyin Qatar Hencethe importance athis studyto shed light
onlearning style concept and issues, and to investigate the efiadtadforativelearning
in an e-learning environment at Qatar University (QU) on #Hehievement ofstudents

with differentlearningstyles.

3.6.10 Models of Learning Style

There are many models of learning stylekich includeKo |l bés | earni ng
Honey and Mumfordds | earning styl e, Gregor c¢
Kogabs <cl assification of | earning dBtiggd es, Ri c
Type I ndicator (MBTI) , Jacksondés Learning S
Al linson and Hayesd Cogniti vieavodbthegdnedela nd Ver n

will be summased in tre following tables (Table3.2, 3.3).

36 10. 1 Kol bds Learning Style

Table3.22 Kol b6s |l earning style

Design of the model According t ocatino Process, level and style compone
of learning styles,thereis a four must be inserted into the learni
step cycle that includes four cycle.

adaptivetypes oflearning: Active
experimentations (AE), concret

experience (CE), reflectiol
observation (RO) and Abstra
conceptualisations (AC),

depending on experiential learnir
theory,which includes growth anc
development. This learning style
stable and flexible.

Reliability The authors (Koob and Fun There is a long history of public dispu
2002; Kolb, 2005 Coffield et al. over the reliability of the LSI, and th
2004) found that when th third version is still undergoing testing
instrument was changed, tt
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consistency of the learning sty
inventory (LSI) increased.

Validity

There is a serious challeng® the
learning style inventory (LSln terms of
construct validity

Its predictive validity is low, but it way
formulated for another function as a s€
assessment practice.

Implications for
pedagogy

Kolb stated thathe theory of
experiential learning offers .
practicable framework for thi
management andesign ofall

learning experiences

Both teachers and studen
could be induced to study ar
improve their learning models
All students would become
effective in all four learning
styles (concrete, reflective
active and abstract) in order-
createbalance and integratio
among learners.

Teachers wouldattempt to

discover the range of learnin
styles within students an
would consequently change
their education.

Teachers would develo
additionalempatly with their

students through dialogue,
well as more capable to ass
them to improve their skills
and knowledge.

The idea of a learning cycle could
severely flawed, as the implications f
teachirg have been described reasong
from the theory instead of resear
outcomes.

Assessment

This model is considered as one of the first learning styles druidtn explicit
theory. But there are some problems with its reliability, validity and

learningcycle.

Key sources

Coffield et al. 2004Kolb 2005
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36 10. 2 Honey and Mumforddés Learning Styl e

Table 3.3: Honey and Mumfordés | earning sty

Design of the model Ko | bnibdel characteriseswith The questionnaire seem® be a
new terms for style preference consistent and internally reliable

(activists, reflectors, theorists ar measure both of behaviouraand

pragmatists), which are adjusted attitudinal dimensionshowever, it is

the four phases ofthe learning not obvious that it supplies a suitak

cycle. substitute to K

way of evaluating learning styles. F

example, 8% of the variance

explained by pesonality and learning

style.

Reliability Moderate internal consistenchas
been detected

Validity Face validity is confirmed throug Validity has not been evaluated by t

the study (Freedman and Stum authors. More evidence is requir
1978; Kolb 2005 and Coffield et a before the LSQ is acceptable.
2004).

Implications for pedagogy - Helping managers an All the propositions are deduce
employees to prepare persor logically from practice by applyin
development plans. the Learning Styles Questionnail
- Managersare shown how but they have not been strict
to help their staff to karn. examined to ensure thttey work.

- It is a starting point for
discussion and advaimg with a
knowledgeable instructor.

Assessment Has been extensively applied in businessnegtdgo be restyled toemove
or overcome theveaknesssdiscovered by researchers.
Key sources Honey and Mumford 2000; Coffield et al. 2004
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36.103Al l inson and Hayesdé Cognitive Styl e

Table3.4: Al l inson and Hayesd Cognitive St

Design of the model  This model was designed on a single bipc This dimension is very wide an
dimension from intuition-analysis, and consists of various relate
Allinson and Hayes stated that this bipo characteristics.
dimension addresses and supports of

facds of learning style.

Reliability According to both interiorand exterior
evaluations, the teégtetest reliability and

interior uniformity are high.

Validity Cognitive Style Index correlates with scal - There is clear evidence tha
from other devices, like thiur types from intuition and analysis are n
opposites.
the MyersBriggsIndicator. - Theauthorsacknowledge that
Analysis is linked with greater job further study is required to
satisfactionat junior levels than intuition, realise the relations between
intellectual ability, education

while intuition is related with success : -
achievement and cognitive

entrepreneurship and with seniority style.
business.
Implications for - In generaljntuitive managers arbetter - It is clear how far outcomes
pedagogy liked, regardless of the style of the are contextlependent.

subordinates. - Implications, at best are

- Matched styles are frequently efficie interesting propositions whic
in instructingrelations must be examine

- If it were to be demonstrated th empirically.

identifying a greaterassessmenibn
intuitive performance through studen
of university resulted in bettdyusiness
results and a more successful care

changes in human resource pedagt
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and evaluation would biedicated

Assessment Generally, theCognitive Style Index has the greatgsbof of reliability and
validity of the thirteen models examined. Although the pedagogical implical
of the model have not been fully researchtfte constructs of analysis al
intuition are relatedo work performance and decisiomaking in severadettings.
The Cognitive Style Index is a desirable instrument for exploring and refle
on instructing and learning, particularly if covered as a measuteofspects

rather tharone.

Key sources Hodgkinson and Sadlgmith 2003; Coffield et al. 2004; Allinson and Hay
2012

36.104Ver munt 6s Learning Styles

Table3.5: Vermunt déds | earning styles
Design of the model -  Based on interviews with students. - It ignorespreferences fo
- It attempts to incorporate cognitiv representing data.
conative affective and metacogniti - Not complete: no point
procedures. on the control of motivation
- Learning strategies, need for learni feelings or care.
and preferences for orgaimng data are - The interpersonal conte
contained. of learning is  under

emphassed. It is not relevan
to every part ofstages and
types of learning styled
Feelings of onstructive and
destructive friction are ng

examined
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Reliability
Validity

It is utilised to evaluate method$ learning

reliably and validly.

Implication for

pedagogy

- Itis based on context: for example, t
interaction between personal ai
contextual effects is a learning style.

- It supplies a sharethnguage to allow
learners and teachers to talk about ¢
encourage variationsn learning and
education.

- Its stresds not on individual variances
but on the whole teachintarning

environment

Assessment

A fertile model, suitable for application in human resources contexts,
potential for more worldwide employment in pd$€t education where tektased
learning is significant, to formulate more effective approaches to lear
Reflective use of thénventory of Learning Styles in learners and teacher

encourage more creative approaches to learning.

Key sources

Coffield et al. 2004VYermunt 1998
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3.6.11 List of Learning-Styles Instruments and Theories

Table 3.6: List of learning-styles instruments and theories

Allinson and Hayes Cognitive style index (CSI) Intuitive 1996
Analytic
Dunn and Dunn Learning Style Questionnaire Environmental 1979
(LSQ) Emotional 1975
Learning Styles Inventory (LSI) Sociological 1979
Productivity Environmental Physiological Processing 2003
Preference Survey (PEPS)
Building Excellence Survey
(BES)
Gregorc Gregorc Mind Styles Delineato Concretesequential 1977
(MSD) Abstract
Random Abstract
Sequential concrete Randot
Herrmann Brain Dominance Instrument Theorist 1995
(HBDI) Humanitarian
Organiser
Innovator
Honey and Mumford Learning Styles Questionnaire Activist 1982
(LSQ) Reflector
Theorist
Pragmatist
Jackson Learning Styles Profiler (LSP) Initiator 2002
Analyst
Reasoned
Implementer
Kogan Sorting Styles into Types Three types of Style 1973

1- Maximal performance

(ability) measures
2- Value directionality

(advantageous)

3- ValueDifferentiated

Measures
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Kolb Learning Style Inventory (LSI) Accommodating Diverging 1976
Revised Learning Style Converging 1985
Inventory (RLSI) Assimilating 1999
LSI Version 3
Myers-Briggs Myers-Briggs Indicator (MBTI) Perceiving Judging 1962
Sensing Intuition
Thinking Feeling
Extraversion Introversion
Riding and Rayner Cognitive Styles Analysis Holist analytic 1991
(CSA) Verbaliser imager
Vermunt Inventory of learning Styles Meaning Directed 1996
(ILS) Application Directed

Reproduction Directed
Undirected
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3.6.12Learning Style and Cognitive Style

Cognitive style is described as a predisposition to process data in a particular way
that includes awareness, perception, reasoning and judgment, which is related to an
i ndi vidual 0s pr ef er ofecdordratmg and eobstititingadata. me t h o d
Cognitive style is defined as the method that identifies the way in which individuals
perceive, remember information and think, or their preferred methods of employing such
information to figure out a problem and solve it. fiheare several dimensions of
cognitive style, including HoligSerialist, WholistAnalytical, Verbaliseiimager and
Field-Dependence/ Fielthdependence (Mampad011). Learning style is described as
a typical preference for approaching learning generalhjch is related to how a student
interacts with the environment and acquires data in his or her own way (Bakar and Ali
2013).There are several different theories and models of learning styles with changing
dimensions and features, which mean that wffe theories concentrate on different
areas, including cognitive processes, sensory modalities, cognitive preferences, talents,
thinking styles, personality descriptions and learning processes (Bostrém and Hallin
2013).

The terms o661 earmiithigvetgtl yelbebanalr edciomt i mat
frequently applied interchangecaghisayceandBot h wo
are presumed to be less amenable to change and conscious control (Howles 2007). Thus,
the relations between cognitive style,dr ni ng styl e and knowl edge
strategies are the most important issues in the leapmoaesswhich attempts to make

desired behavioural changesais t u d e n t péosessdBakat andcAli 2013).

Graf and Lin (2008have studied the cognitive traits atietirimpact on learning
styles in the FeldeBilverman learning style modedsthey found that there is a clear
relationship between cognitive traits and learning methods as described in working
memory capacity. Alsdheysuggestedhat there aréwo types of learnershe firsttype,
with high working memory capacityend to adopt a sequential, reflective, and intuitive
learning style, while the othaype, with low working memory capacityend to adopt a
visual,active, global, and sensing learning styl#.these relationshipcan be applied to
enhancethe student model. This relationship can also shed light on the process of

incorporating the addedinformation about a learning style into the proceduid
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identifying cognitive traits and vice versa. This contributes to a more authentic student

model.

3.6.13 Learning Style and Thinking Style
Thinking style is defined as a student's preferred manner of employing personal
abilities when handling life problemblere, it is necessary to distinguish between style
and ability- style is a pattern where the functions should be performed optimally, while
the ability means that possessesharacteristics and capabilities to perform the (&
et al. 2013).

Vengopal and Mridula (2007) examined the differences between learning styles
and hemispheric preferences and thinking for information processing in children. A total
of 250 studentshoth boysand girls, fromYear 7 infive English schools were chosen.

The tool used was Styles of Learning and Thinkifidhe authorsfound significant
differences between the learning styles and thinking and concept preferences among
children of both gendersThese were demonstrated in the right and left (brain)
hemispherereference for information procedure betweéildren, with girls being more

left hemispheric oriented and boysore right hemispheric oriented in information

procedure.

Furthermore, Sharma (2011pvestigatedthe relationship between academic
achievemenand the learninghinking stylein secondary school studen#s total of 140
Year 10 secondary school students participatedodd® and 70 girls from schools in
di fferent areas. Mean and Peawastbaod ssedPr oduc't
in this case. A positive relationship was found between leasttimiking style and
academic achievement. Students with high academic achievement were also found to be
better for teaching. Sharma (2011) concluded that academic achievement is an aspect
which influences the learninthinking style of secondary school students. The study
found that the students were different in respect to their learthingking style. No
significant difference was found between boys and girls in respect to their academic

achievement.
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3.7 Summary

This chapterprovided an explanation of the concept oflearning blended
learning cooperative learningnd collaborative learning, as well as teaching stytes.
addition, it discused other studies, which highlighted the diference between
collaborative and cooperative learning, and the different learning styles. Finally, it
describd learning style irmuch detail

Firstly, it observedthat e-learning technologies help teachers to explore their
content easilyand speedily.E-learning technologies help students check the content
easily, learning faster and in sequence, which enables them to orient their experience to
cope with personal learning targets. Internet technologies provide the opportunity for
extensive delivery of dital content to various users at the same time and at any place or
time. Then it discussed cooperative learning as a&omponent of a team of
education/learning methodsyhere learners ceoperatewith each other in order to
achieve tasks and to addressitual learning objectivesand it argued that cooperative
learning is significantlynore than placindearners together in setésd hoping for the
best. It is an extensive official means of arranging actions in a learning environment that
contains particlar factors aimet enhaning the potential for rich and pure learning for
the participantsAfter that, the chapter moved to define collaborative learning as a
method employed in the teaching process wherre than one person learns or tries to

learnsomething together

Moreover, the current study ainio explore the effect of collaborative learning
student achievement ia blended learning environment, so this chapter talked briefly
about blended learning, and defined it as an official learsysgemthat lets learners
participate by delivering content and instruction online with some element of student
control over time, place, path, and/or pace to distinguish blended learning from

technologyrich instruction at a managédick-andmortar placeaway from home.
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Chapter 4: Research Methodology

4.1 Introduction

In this chapter, the research methodology is descnbedetail including the
research aims and objectivds will outline and justif the approaches and methods
chosen for the studytp achieve the research aims and objectives. There are different
approaches to collecting data for various types of researdithe current study used
mixed methods research, aadase studyAs theresearch idooking at the impacts of
collaborative leanmg on the achievement of students, its research method must depend

on constructivist theory.

Moreover, this chapter will highlight the practical part of this study. In addition, it

will explain in detail how to measure the variables that are includdteistudy model.

This chapter will begin with the research method and approach, which will give the
reader an idea of théirection of thestudy and general strategy. Thérere will be a
description of the method, hypothesis of the study, study populatohdatacollecting
methods and tools, dependent and independent variabl#se iresearch studyand
implementation of the method. Following this, the details of the considerations of the
reliability and validity measures will bdiscussed followed by adescription of the

ethical issues regarding the research, the models for the study and statistical methods and

summary.

4.2 Research Method

This research was considered to be experimental in nafAgeording to
Cresswell (2008) expermental research idefined as axontrolled condition that is
placed for the phenomenon (the subject of the study), which aims to determine
deliberatechallenge and hypothesis under these conditions to detect facesulté
There arefour basic componestto a clear experiment: manipulation, control, random
assignment, and random selectioaf which the most significantelements are
manipulation and control. The madefinition of manipulationis that the researcher
purposefully changes somethimgthe environmentControlis mostly utilisedto prevent

external aspectsfrom influencing the research outcome. It increasesrttes ear cher s 0
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confidercet hat t he mani pul at i o rhe fittgadon srampolatadh e out c
and controlled and then thmutcome occursAlso, experimentenable researchers to

minimise error and biagrough closeontrol and systematic actignshich increaseshe
reseacohérsgeénce that the manCrgswdl29G8). on ficause

Furthermore gxperimental research in generalemployedasthe most suitable
method forshapingcausal conclusions about instructional interventidos example,
which instructional method is most effective for which type of studender which
conditions. Alsg expearimental researchs ideal for establishing whether one or more
factors cause change in an outcome becauséso$trong ability to enable fair

comparisongCreswell 2008).

In this research, a mixed method approashone of thenost commommethods
and strategies in scientific resegroias usedto collect and analyse dataheck
compatibility results and integrateresults and conclusiondlixed Method Research
(MMR) is defined as a blend of qualitative and quantitative techniques genbyatieel
researcher dpy a research teanthis approach aims to obtain depth as well as width of
realsation or confirmation with a high level of support within a single study or directly
related studie@Creswell and Clark, 2011)

According to Creswel(2008), mixed methadresearch is a specialised form of
study thatcombinesguantitative and qualitative data observe, analyse and integrate.
Moreover, according to Creswell and Clark (2011), the mixed method approach is a
practical approach in whichetresearcher gathers data both quantitative followed by
gualitative techniques or vice versa, or even simultamgd@seswell and Clark, 2011).
Thus, the method that was used by the reseamshelved firstly an experimen(with a
guastexperimental design) to gather the quantitative diatégwed by interviews to

gather the qualitative data.

Furthermore if the researcher collects data through a quantitative approach
(quastexperimental design) and follows this up by cartthg interviews with persons
who participatedin the experiment taliscussthe experimental resulis greater depth
(Creswell and Clark 2011), the findings will be more useful and will generate added
value. It should also be borne in mind that the conadiged merging could take place in
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a concurrent, sequential, parallel way. In other words, MMR is a methodological
approach, whiclnas been built on the basis that it may be more valuable and productive
to consider how the strengths of quantitative analitptive techniques can be combined

such that the outcomes can enhance and develop the overall understanding of the topic of

the study.

Arguably, his method has been developed in order to find more suitable answers
to the questions. There asmme ofdisadvantagesegarding this approach, such as
descriptive credibility, interpretive validity, a sense of legibility and the need for the
researcher to learn more than one method. Some mixed method aspects of research
continueto be fully operatedy reseech methodologists, but thedienitations can be
addressed in order to limit its impacts and consequences and accomplish the maximum

benefits from the mixed method approach (OstjMddngstrome, and Dewa2011).

However, mixed method research has mamgnsfths, such as the fact that the
researcher can answer questions using a wider and more complete range of options and
can also compensate for many of the weaknesses in one research methodology by using
an alternative approach, whereas if one single msansed, there is a possibility that
important findings will be missedlhe continued development of guidelines wallso
help researchers to carry out mixed methods research, which in turn will raise the quality
of research into -€earning in generahnd other learning stylegMigiro and Magangi
2011).

The quantitative and qualitative approach is important as it geserae in
depth and accurate information about the research topic. The first approach is the
gualitative approach, and it is used to providgights tohelp in developing ideas or
hypotheses for potential quantitative research. It is also used to dedveeanme
familiar with underlying reasons, opinions, and motivations. Qualitative data aggregates
various methods using unstructured or sstnictured techniques. In addition, there are
some popular methods used in qualitative approaches, such as igdiociis groups
(group discussions), individual interviews, and participation/observations. This approach
is used when the sample size is small, and where individuals are selected to fulfil a given
guota. Moreover, the qualitative approambtainsmore detd and greater amounts of
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information, as it give the respondentfree space to explore their thoughts (Richard,
2009).

The second approach that will plied in this study is the quantitative
approach, which is usually used to determine problems bgrggmg numeric data that
can be converted into statigidt is used to determine behaviours, situations, and points
of view. Quantitative data collection methods are much more popular and structured than
gualitative data collection methodsQuantitatie data collection approaches include
various types of surveys such as: online questionnaires, paper questionnaires, mobile
surveys, face to face interviews, telephone interviews, longitudinal studies, online polls,

website interceptorand finally systemat observation (Richard, 2009).

Usually thereis confusion between the two types of researches: multi
methodology research and mixagthod.When adopting anulti-methodology research
approachthe researcher utiis both quantitative and qualitative data but dedth both
asdistinctdatasetswhilst when adopting anixed method researctapproachtheaimis
to check whether there is a connection betwash the qualitative and quantitatidata
(Migiro and Magangi 2011)The mxed methods approacis used in the current study,
because tls methodcan help the researchierinterpret factsto avoid weakness pos)t
to checkcompatibility and to address a question at different lev€iegwelland Clark
2011)

Explanatory Sequentialis a data gatheringdesign techniqueised withinthe
mixed-methods approachThis design begins with gathering and analysing quantitative
data, which is importartb solvea research problenfollowed by collectinggualitative
data to facilitate the process of getting the outcomasa methodthe distinguising
motiveisits ability to combine the advantages of quantitative and qualitative data, which
fits with various types of studs and enabganvestigatordo interpret, analysand solve
theresearctproblems(Creswell and Clark 2011).

For this study,if the data resourceare inadequate to explain initial results
perfectly, thenarmother method is needed nhancethe primary methodgiving the

experiment multphases; thexplanatory sequentiatlesign isan appropriate methotb
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present excellent solutions tiee current problem irthe most effective mannewhich is

not found in other designs

- o - _

Figure 4. 1: The Explanatory Sequential Design

Moreover, itis worth mentioing that the case study methow usel in many
social science studies especially wherd@pth explanations of a socibéhaviourare
sought. Case studies explore and investigate contemporafifegaienomenon through
detailed contextual analysis of a limited number of events or conditodstheir
relationships. Moreovethe case study method enables a researcher to examine the data
closely within a specific context. In most cases, a case study method selects a small
geographical area or a very limited number of individuals as the ssilojestudy.This is
unlike quantitative analysis, which observes patterns in data at the macrahevefore
because of the frequency of occurrence of the phenomena diesegved;case studies

observe the data at thacro level(Zainal, 2007.

Add to that, thecollectingof data forcollaborative learning depends mainly on
constructivist theory where tools were designed accordingisahfory, which posits
that knowledge is built and translated through students. The learning process must be
understod as something learned through activation of the existing cognitive structures or
building new cognitive structures that ad&pnew input. Instead of passively acquiring
knowledge,learningis related toall the students and teachers in the learning ga®c
(Migiro and Magangi 2011)Furthermore, collaborative learning is described from
different angles: social presence, motivational forces, cognitive presence and community
of inquiry (Sandoval and Bell 20047 his meanghese theories include the constructivist
theory of learning, which is described as an active construction of modern and
contemporary new knowledge rooted i n the
practical side, constructivism aims generally to implaatning in realistic and relevant

frameworks, bringing together a set of aspects in order to deal with the learning process
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as a whole. Where the learning process consisasydgtem of educatiothe main design
elements, collaborative design elemeatsl learning assessment design elements, all
create a learnazentred model to use in the generd¢@ning environmenfThe current
research is looking atollaborative learning and its effectsh the achievement of
students, so for exploring issues agdestions in this contexthe kind of research

methodsbest to uselepend mainly on constructivist theory.

In conclusion, the current study used mixed methods research, and bedause it
looking at the impacts of collaborative learning the achievementfostudents, its
research method must depend on constructivist theory. Thus, the next sections@ovide

description of such methodology.

4.3 Description of Methodology

It is preferable to use a comparative approach, and one issue that is of
considerablesignificance is the mechanism by which the groageformed. In this way,
it is easy to embody the conceptsation of the research a comparativestudyi and it

might be possible to go beyond the wideticipatedconsequences.

The researchatepended on three classes to participate in the experiment (class C,
class E1, and class E2) as tablel) shows where each classas charactesed by its
situation: inthe control class students perfoecha task separately, while in class E1
studentsperformed a task by collaborang with each otheandfinally, in classE2 the
educationstyle favoured bystudentsis takeninto considerationln other wordsjn the
control class the studentsddnhot collaboratevith eachotherand each student waell alone on
the taskWhile in class Elthe studentsvereplaced in groups to collaborate with each other
and work on the set taskhe studentswere specifically chosemwith different learning style
although they were not aware tbkir preferred learningtyle. Finally, in class E2the students
with the same learning style wepéaced in a group in which members assisind supposd

each other as one bady
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Table 4.1: Methodology Description

Number of | General Description Detailed Description

Classes
for the

experiment

-
In this class the studentare placed in groupto

Class E1 collaborate with each othemnd work on the se
task In other words, the studerdse chosenwith

2 Mix Style L _ _
specificdifferent learning styles which meamat

these studentare chosen withouthem knowing

their preferredlearning style.

.-
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(O ON(®ely1if0) (each student works alone on the
task

w, the students are chosen with
specific different learning style

Class E1
Mix Style

The figure
classes

wthe class (each student) are
chosen with the same learning
style; the education style
favoured by students is taken into
consideration within this class

Class E2

Same Style

Figure 4.2: SampleGroups

below presents the three

according to theigrouping:

To achieve the desired aims of this study aqurestionnaire was distributed to all

students and their answers were used to classify thased on their preferred learning

style. The third (E2)classof studentsvereselectedbased ortheir preferences in terms

of learning styleso allwere thosaevho prefer collaborative learning (Sandoval and Bell

2004).

Following allocation into the abowmentioned three groups (Individual Group,

Team Work Group, and Collaborative Work Grougiter a period of time, a postst

was applied to assess and compare progress and achieveshéhésstudents in each

class/group.
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This was followed by interviews withseventyone of themto enhance our results and
obtain more irdepth data from studentsegarding their preferred style after the
classification process as well as valuable feedback. The figure below explains the

sequential steps of this method:

B — I

Figure 4. 3: Sequential Data Collection.

In conclusion, in order to address thesearch question this study admpa mixed
methodsapproach where the methodology desigwas experimentaland consised of
setting up three groups, Control, Experimental 1 and 2, as seen in the works by Sandoval

and Bell (2004). Pre-tests angbosttests vereused beside quaskperimental methods.

4.4 The Study Hypotheses

This study is concerned with the impact of collative learning on the
achievement of students with different learning styleithin a blended learning
environment. It alsoaims to examine the effect of including collaborative learning in an
online Research Methods course at Qatar University (QU) on the achievement of students
with different learning stylesHence, this research will examine the following main

hypotheses:

1. To examine the effect of collaborative/group work @n blended learning
environmenton studentsd Research Methods appl

their learning styles.

2. To examine the effect of learning styles, whether or not collaborative learning is
used, 0 n aclievemdngetated 16 the Research Methods Coursea

blended learning environment

3. To examine the effect of learning styl@ghetheror not collaborative learning is
used, on studentsodo skills r ealadlersled t o t he

learning environment
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4. To examine the effect of collaborative learning achievementelated to the
Research Methods Course anblended learning gimonmentfor students with

different learning styles.

5. To examine the effect of collaborative learning on application of skills related to
the Research Methods Courisea blended learning environmdnt students with

different learning styles.

45 Study Variables

45.1 Independent Variables
In this researchhe researchetonsideed Ko | b 60 s dtylesas indeperglent

variables within collaborative learning artthese areategoriseds follows:

- Diverging: a person with a diverging style hesncrete experience (CE) and
reflective observation (RO) as his or hwminant learningskills. Individuals
with this learning stylexcelat observingtangiblematerialfrom severabifferent
points of view.

- Assimilating: an individual with an assimilating style has abstract
conceptuakation (AC) and reflective observation (RO) as his or her leading
learning abilities.People with thislearning style arebest at synthesizing a
widespread range of knowledged drivingit into short, logicaform.

- Converging: a person with a converging style has abstract concsatioali(AC)
and active experimentation (AE) as his or her dominant leaskitig. Persons
who have this learning stylare best at resugltapplied usng thoughtsand
concepts.

- Accommodating: a person with an accommodating style has concrete experience
(CE) and effective experimentation (AE) as his or her dominant leashifig.
Persons who have this learning stylave the capability to learn from mainly
Ahaowod® experience.
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4.5.2 Dependent Variables
Dependent variabge arerepresented in studehtachievementsTo presentthe
theoretical literature on the topic, the researdegended on the followingsources:
- Academic achievements, as assessed in theemd final and practical exams and
ontline course methodology.
- Educational attainment.

- Knowledge.

45.3 Control Variables
Since the current study will depend on an experimental approach, so it will
depend on both a pre and ptest. A pretest is given to measure the outcome variable
before the experimental manipulation is implemented. Atgseis followed by a post
test,which is the same test as the-pgst, after the experimental manipulatioes been
implemented. This pre/pesstdesign allows the researcher in the current study to test
what the effect of collaborative learnihgson the achievement of students wdifferent
learnirng styles at Qatar universijtif any Bell and Federman, 2013
- A pretestwill be administered to the students before they are classified into
groups based on their prefexdlearning style.
- A posttestwill be applied to assesand compargrogress andchievement of

students withdifferentlearningstyles at Qatar University

4.6 Study Population
For this study,students at Qatar University (QU) whaostudy the Research

Methods Coursare targetedbr the study sample

4.6.1 Study Sample
The study samplevas81 femalestudents, whose ages ranged between 19 and 22
years at the time of the study and who were registered in the three branches of the
Research Methods course at Qatar University. The sample was divided intdabsee
the controlclass(C), the first experimentallass(E1) and the second experimentilss

(E2), each of which contained the same number of stu{@hssudentsn each group)
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In the controlclass each studentvas required to work individually In the
experimentalclassEl students werdivided into small groups of four students, such that
every student in the same group had a different learning style. The second experimental
classE2 was also divided into four groups but all students in the sgnogp had the
same Learning Style. The two experimemfalsss were to study the Research Methods

course through collaborative learnirag, well asaceto-face learning.

The students were asked to fill in a questionndikeo | khisswill be expaned
on in a later sectiohthree times in order to distinguish their learning styles, and some
were eliminated from the analysis process due to instability in their learning style across
the three responses. The final sample thus constituted 45 stirdelatssC, 44in class
E1l and 46in classE2. However, the final study sample was 81 female students and
equal numbers represented by the first 27 students' scores from each group were analysed
in order to get more accurate results through comparing symrgeitps in terms of the

numbers of students in each group.

Interviews were conducted with a representative and intentional sample consisting
of seventyone college students from the three classes. -teafaEe interviews
(interviews with each studeseparately) were conducted in a suitable and quiet location

at the College of Education.

4.7 Tools of Study

Datawere collected using a mixed methods approach, aedetveretwo main
sources of information for the gathering of dagimary sources and secondary
sourced which were used to geinough data for this study. The soureese designated

as show below:

4.7.1 The Primary Source
In this study, the primary source gatheringdatawas characterised mostlgy
guestionnaires and interviews, which welesigned in line with the study goals and
objectives. Detailed descriptions of both toale provided below, in terms of their

contents, justifications for their choices, and further necessary details.
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47. 1.1 Kol bds LSI
The questionnairgvasused to categorise students in terms of different learning

styles, as the objective of the study is taraine the effect of collaborative learningan
Research Methods course at Qatar University (QU) on the achievement of stutients
different learning stylesThe LSI (learning style inventory)s dependnton Kol bds
experiential learning concephd issuperiorto othermeasure®f learning styls used in
teachingbecause itlrawsuponthe completeconceptof learningand development (Kolb
and Kolb2005, p. 2).

4.7.1.2 Development and use @&folbG LSI toidentify andform studentgroups
The main aim behind using this questionnaire was to investitampact of
collaborative learning on the achievement of students with different learning styles. The
guestionnaire focused on the Kolb Learning Style Inventory, the teaching teclmfique

the ®urse and the course content:

- Appropriate statements were dravitom these questionnaires and restateul
reformedto suit the needsf thisresearch.

- The researcher then presentbds questionnaire tder research supervisor at the
University, and to some academic instructarsrking at Qatar University, who
provided the researcher with valuestesand recommendesbme alterations

- At this stagethe questionnaireonsistedodf twelvestatementspreadover the Kolb
Learning Style Inventory dimensions.

- The questionnairewas thentranslated into Arabic byhe researcherbecause all
course students are Arabs who might havead problems completing the
guestionnaire in English

- Then, the questionnairéArabic version) was again presentéal some of the
academic instructonsorking at the Curriculum and Instruction Department for their
views concerningthe suitability of the translation, its clearness, the correlation of
each question with respect to tipgestionnaire dimensions and the correctness of the
Arabic grammatical phrasing of the questiohs increase the credibility of the study

instrument, it was revised through various steps:

106



4.7.1.2.1 Questionnaire Translation

The first step was the tramasion of the questionnaire from English to Arabic.
After thetranslation, it was revised by an Arabic language editor to improve its language.
Thena professional colleaguwas askedor whom English is her first language (native
speaker) and Arabic is heecond language, to-tenslate the questionnaire (Arabic to
English), toallow a comparson with the original version of the questionnaire wéh
coll eagueds version in order to check for
the final copy 6the questionnaire before the distribution process. Thus, the questionnaire
passed through three stages of translation and revision (EAghbic-English), for both
Arabic and English versions. Examples of these changes inctbderemoval of some

inappropriate words in the meaning and the grammatical structure, especially in the first

paragraph of the cover page, such as the
ending thatdefresow you | earned best o, whi oédxt was
to the sentence ending that bestdefjnesur | earning styl eo.

The researchechose a Likertype scale for the questionnaire. This style
involves asking the participants to respond to each rémaighticking the suitablébox
from betweerfour chaces.

- The reliability of the questionnairgasconfimeda nd Cr onbachés al pha

to checkthe consistency of the results produced by the scale. According to

f

C

Mo

Sekaran (2004) , the wvalues of Cronbacho

guestionnaire andof the entire questionnaire should exceed 0.60 in order to
consider the result acceptable.

- To computethe reliability coefficient SPSS was used (Cronbach's Alpha)

refl ect t he trustworthiness of t he rese

consistencyevel.

4.7.1.3 Interviews
The study intervieed studentsto determie their views and sensitivities
regarding the teaching techniqueed in the Online Research Methods Course. These

interviewstook place after thdinal exam the practical examand the gquestionnaire to

explain the studentso6 scor ewereosad tad difmas e devi
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degree ofquality controlregarding the variousocumentsand focus attentionon the

main topics and issues in the studyhey were also costeffective intermsof numbers,

peer discussion antbnnectionsThe questions and discussions in the intervieigrred

to learning experiences within this module amdight to identify the difficulties the
students faced, in addition to covering thenefits that they gained and lessons they
learned through the stages of this module. Moreover, information about how students

viewedtheir learning style after finishing this counsasgathered.

Interviewswereconducted with a representative sample consistirsgeéntyone
college students. Fade-face interviews (interviewsiith each student separatelygere
conducted in a suitable and quietationat the College of EducatioriThese interviews
were conduted with a total of seventyone students fromthe threeclasse: twenty
students (28.2%) from the contralass C, twentyfive (35.2%) from the first
experimentatlass(E1l), andwenty-six (36.6%) from the second experimertkss(E2).

There were morestudents fromthe two experimentalclasss, as they worked in a
collaborative environment, but the firstas® s poi nt of view was
addition, the researcher requestib@ memberd permissionto usea voice recorder
throughout the interviews$o allow subsequent analysis of their respon3é® next

section will shed lighbnthe measures thatereused to assess students.

4.7.1.4 Final Exam
Every year, the tests and exams for Reésearch Methodsourse are planned and
set by expert persons @ising of a small group of instructors in the same secfldre
Research Methods class is a compulsory course. Thus, it is very important to check the

validity and reliability of the exams for this course.

Consequently, the following pointgere checked in advancas thisexam would
be used with the study research participants
- The appropriateness and relevance of each question to the goals of the course
- The appropriateness and relevance of each questidinet purposesf the course
units
- The linguistic clarity of each question
- The correctness of the scientific content of the questions
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- Making sure that each question measures what it purports to measure

The importance of the final exam is sumrsadi by its role as the main and most

significant resource to measure studémtshievement and their progress level in the

curriculum. This exans multiple-choice questionbasedon the content of the Research

Methods course.

4.7.2 Secondary Sources

To presentthe theoretical literature on the subject, the researcher used the

following resources

Arabic and Englistibooksandarticles

Journals, articles, published papers and previous stodie same subjedtom

different countries

Internet sites andlectronic publications.

4.8 The Implementation Process (Procedures) of the Study

T

As formerly describedin the second semestef 2014, the three branches
(classs) of student who were taking the Research Methods Course were selected
for the researcher bthe Department of Curriculum and Instruction. Those
group was selecteat random (by the researchedthe first experimenat class a
second group was selectad the secondxperimentaklassfor the experiment,
anda thirdgroup was selecteasthe controlclass

As previously explaingdthe three branches (groups) were taking the Research
Methods Coursethe only differencavas in the instruction techniquesed inthe
course

The researcher asked the College of Education to add her as indwutthree
groups in Blackboard.

Someresourcesnd learningupplies(books educational links from the Internet
educational flmsand PowerPoint presentationgreneeded.

At the beginning of the research process, some demographic data weredaollec

from students in each group according to age, college, high school GPA
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academic disciplines, average use of computers and the internet, and marital
status
The researcher informed all threlasss of studentsabout the studyn the first
meeting and provided an information pagad consentform (seeAppendiy),
which she asked them to sign if they were willing to participaibe
guestiomairesweredistributed as follow:
- Week one: prdest applicationl6/02/2014 t020/02/2014)to classify them,
based on their prefexdlearning style
- Week two: application questionnair23(02/2014 to 27/02/2014)
- In thethird week,the studentsveredivided intoclasss:
1 Class(C) control- individual work
1 Class E1 (experimental)students with different learningtyles
working togetherin small groups (Mixed.earningstyles).
1 ClassE2 (experimentaljeamwork in small groups (Sanhearning
style)
In the sixth week the questionnair¢LSI) was applied for the second time
(23/03/2014 t027/03/2014).
Theresearcher intended to apply the questionnaire for the fourth time in May,
but due to mieseason leave and the approaching final examinations, the
seventeenth week had to be used for the application of theepastfrom
25/05/2014 t029052014
In the sewenteenth weekthe interviewswith students wereconducted to
determine their viewand sensitivitiesegarding the teaching techniqueed in
the Online Research Methods Course
The finalexamtook place between 08/06/2014 and 19/06/2014

Final resultavere obtained at the end of June 2014.

The control class studied the Research Methods course usiaditional and
familiar methods used at the college. faceto-face lectures on Tuesdays and
Thursdays from 9 am to 11 am

Classinterviews were conducted in the seventh week.
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4.9 Challengesin the research process

There are some obstacles facing resetirahaffect the quality of information, so

they must be taken into account, such as:

- There was a problem with lack @boperation from faculty members in the
College of Education at Qatar University. When the researcher sent them an email
requesting permission to enable studéotparticipate in the research, most of the
members declined, except for Dr. Anoud Al Thanhorexpressed welcome and
willingness to cooperate in the implementation of this research.

- The researchequired the same teacher for the three classes (E1, E2, and C) which
was not available and forced the researtbetivide the threeclasss as follovs:
Classs E1 and E2were assignedo the same teachemnd ClassC to another
teacher.

- -The researcher also faced difficulty at the end of semester when one of the
studentsmade a complaint thditer degrediad been affected by her participation
in the study The researcher had designed exercises and assignments with the
decision. But after investigation, it was found that all duties in the course
specificationwere formalised by Qatar University.The University's policyis to
have a committee for each coursdio establisithe goals, duties and costs with
due respect to all scheduled exams, and grades were distributed before the
researcher had applied her experierneaddition there waghe constraint that
the researcher dao work under the Qatari Universitggulations and was not

able to change course contenttugpedagogic approach

4.10Online Research Methods Course Design

The Online Research Methods Couf@RMC) is defined as one of th&andard
academidheoreticalcourses that angrovidedto all Qatar University students. The goals
of ORMC arerepresented ihighlightinga generatiorof students that have many of the
skills, abilities and capabilities, where students in this course besrsubjectedto
training programmes and workshopsOnline Research Methods considered as a

universalrequiredcourse (module) for all studergarolledat the College of Education in
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four academic departments: English, Bibgl Education, Art and Music. Since the

current study revolved around this course it important to briefly descrgeotlrse.

The Online Research MethodSourse contains units in the following fieldm
introductionto theideaof curriculum (traditional and modern conceptbp elements of
scientific researchresearchobjectives and their importanc&his is in addition to
addressin@ny research proposalvhich allowsteachergo deal with the courseontent

It alsodeak with research methadogy.

1  Definition of Objectives:

The Online Research Methods Course is approved and provided by the Research

Methods committee. The objectives of the course include understanding the

concepts and components of the research process and clarifying research

procedures.t also aims to clarify research problems and their sources, create

awareness of different research paradigms and their implications for doing research,

develop the ability to suitablselect and cite information sources related to different
study topics, develop thebility to effectively prepare a research proposal, and
finally to understand and demonstrate commitment to research d#ocsover,
this Online Research Methods Course consigheffollowing main contentsaé

described o the QatarUniversitywebsite)

Unit one: introduction
At the end of this unit, the studersie expected to kable to:

1. Describethe ideaof the research.

2. Identify theobjectives, types of scientific research methods, and characteristics of

good research.
3. Explain the ways o&cquiring knowledge and ethical issues in doing research

4. Recognisehehistorical background and development of scientific research

Unit Two: Elements of scientific research

At the end of this unit, the studeraie expected to lkable to:
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1.

Identify research problems: definition, types of research problem, and sources of
research problems, research problem selection criteria and research problem
statements.

Determinethe need for research questions and hypotheses, how questions differ
from hypothesesand the importance of hypotheses, hypothesis formulation

standards, and types of hypothesis.

Unit Three: Research objectives and importance

At the end of this unit, the students are expected to be able to:

1.

Recognse research terminologies: theoretieald procedural definitions. Explain
terminology definition standardsinderstand theelationship among teaching and
planning.

Identify research procedures: research methodology, research sample, population,
and data gathering tools, research design aegssinvolved in conducting
research. Understand the importance of the literature review, research

determinants, results, recommendations, references, appendices.

Unit Four: Research proposal

At the end of this unit, the students are expected to beable

1.

2.

Choose and formulate a research problem, relating it to the literature in the field
(literature review/previous studie®rovideexamples about warmp lessons in a
diversity of teaching positions.

Write an abstract, write a paragraph of a literatergeew, cite references within

the paragraphand give examples of reinforcement.

Unit Five: Research methods

At the end of this unit, the students are expected to be able to:

1.

o bk~ 0N

Explain Survey methodology
Explain Correlation methodology
Explain Experimental methodology
ExplainHistorical methodology.

Define Sampling.
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6. Determining the time and the place that every method may be applicable.

4.11How to Teach the ExperimentalClassesand the Control Class

In the context othe experimentatlassesthe researcherarried out thdollowing
experience with thetudentsthrough a facdo-face class, terms were clarified for the
students using PowerPoint slides, though only briefly and not in .détarie debatand
team working followed thisOutsidethe classthe students were required to go online
using the Blackboard ELE (for the first experimerdisy. These methods were also
usedby the second experimentahssfor online debating using discussion board with
other students in the course, conducting research and asking the instructor questions
online if any clarificationwasrequired. After that, the studenigere given time task
guestions and make comments relating to the online disoussid online activities

during al5-minute periodht the beginning of the lecture in the next faiweface class.

In the context of the controtlass the researcher used theell-established
teaching approach used at Qatar University: that is-ttatace blended learning of

teaching alone.

1 Blackboard:
The researcher decided to use Blackboardbémefit from its interactive
environmentwhich enabledstudentsto share in debates and activitiestorshare their
ideas and experiences.
- Contact can occur between students and their colleagues or between the
researcher and students, siBtackboard providesommunication tools.
- Questions can be answered via the-asfessment tool offered by Blackboard,
which transmits instant feedbacktte student.
- The participant can also access reference boeksrénce activities) in Word and
PDF formats

4.11.1Assessment Method and Grading

The Department of Curriculum and Instructiossued the researcher with

directives onassessment methods and grading. As a result, the researcher was provided
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with a copy of theassessment approach by tHead of Departmentor the online
methods course, whidiadto be used:

Table 4.2: Assessment method for th®©nline Methods course

Assessment Methods I Grades

Class discussions

Achievement Portfolio (Exercise®oster) | ‘

Research proposal |

Mid-term Test

Final Test |

This is considered the real implementatiointhe system to the onlineourse

method, and this stage comes after the development process

4.12 Pilot Study

Prior to the planned studg, pilot studywasconductedIts aimswereto test the
research process, reduaayavaste of time and effort, and solve unexpected problems
Gardner et al. (2003, p. 719) pointed out that to gain a robust understandistudf a
design, apilot studyis necessarylLikewise, the advantages afpilot study hae been
studied by several researche i n or der to speci felore,ttheei r 0se
purpose of a pilot studis not only to gather research datd aimsto test and check
procedures thaare to be undertaken the research, so that any modificatiocsn be
madebefore collecting the actual data. Moreover, the pilot stashydentify whether the
planned statistical analyses warkthatany problems or mistakes that might ocicuthe
data collection procedures or the statistical analgs@sbe corrected before the main
study(Gardner et al. 2003)
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From a statisticaperspective, pilot studies are not effective for estimating the
impactor efficiencyof an associatior its weaknesses or strength in an observational
study. Thisis becauseilot studies are very small and so it is not possible to obtain a
dependable ahreliable estimate of the effects of the study. This means, as Abu Hassan
et al. (2006) pointed out, that thenfidence intervahround the experimental impact size
will be very large, and there ia possibility that all valueghat occurwithin the
confidence interval may be essential values of the actual effect size. The effect size is
usually used for calculation in a pilot study based on the confidence intentihe
number of respondenteeded in a large trial is significant to measure the efifedtis
statistically significant. The incorrect assumption here is that the resulting extent of the
effects represents the true outcome. In order to providedication ofvariation, it is
beneficialto usepilot studiesasmeasurement for this aimsthe standard deviation can

be used for calculations for the main study (Abu Hassan et al. 2006).

Thus, based on the above, the researcher conducted a pilot sty parpose
of detecting weaknesses in design @noicedureandalsoto provideproxy data forthe
selectionof a probability sample. A pilot study collects data for a sisedile exploratory
research project that uses sampling, but does not use difficult standards, and the purposes

of apilot study (Abu Hassan et &006) are to

- Examinequestionnaire wording
- Examine question sequencing
- Examine questionnaire layout
The test analysis procedures of the pilot study focus on the key factors which are
usedto shape the questionnaire, which contributesbtaining the necessary data for

ansvering the research questions afterwards.

Thus, based on the above, a pilot study is undertaken in order to detect design and
instrumentation weaknesses, as well as to display proxy data that results from varied
probability samplesd sections. Ov eanad | , a
in order to create a smaltale exploratory research projetilising different levels of
sampling and although it is rigorous set standards are not applied. The purposes of a pilot
study (Abu Hassanl et al. 2006) are to:
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- Test the wording of the @stionnaire.

- Test the sequencing of the questions.

- Test the layout and format of the questionnaire.

- Acquire a more substantial familiarity with the participants.

- Test the arrangements armfganisation of fieldwork arrangements (when
required).

- Produce traied fieldworkers (when required).

The test analysis procedures of the pilot study focus on the key factors that
contribute to shaping the questionnaire, which then contribute to gaining the necessary
data for answering the research questions afterwardsonclusion, hsed on the test
analysisof the pilot study the toolstechniquesand inventoriesvhich were developed
elsewherewereadapted and validated and wexg@table for use in Qata

4.13 Ethical Issues
Ethical issues can be definedthesethat are related to the principles of morality
(Orb 2000) . Ethics are concerned with righ
conveying moral blessing in accordance with principles of conduct that are Hebeve
correct, especially those of &vgn profession or group. There are various reasons why it
is crucial to adhere to ethical norms in research. Many ethical rules in research, for
instance rules for writing, copyright and patenting contracts, data distribution policies,
and privacy rulesn equal review, are designed to keep intellectual property interests

while supporting collaboration.

The ordinary researcher wants to receive credit for their contribution @sthalo
want to have their ideaslantedor releasedoo soon Most importanty, the ethical
patterns help to ensure that research can be made accountable to the public (Resnik and
David, 2011, p. 57).

. Ethical issues were taken into serious account in order to complete the research
to ensure that it conforms with the moral crideaf academic researchers and to ethical

considerations in the Qatar.
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All research projects have ethical issues concerning recruitment, volunteering,
participants, and the right to withdraw, all of which are main ethical considerations that
have been kepin mind during this research procggsderson 2009, p. 155). Ethical
issues were taken into consideration while conducting the research to ensure that it
conforms to the moral standards of researchers who work in academic areas. The
researcher for thistudy asked for official consent from Qatar University before
accessing its students. The university provided awghtayn, and concerns relating to the
research (such as objectives, access, and time) were tentatively outlined with the students
involved. In accordance with the research instrument, this was done with full awareness.
The researcher assured the University that the details and information from the
methodology would not create any discrimination or bias. The process of data collection
and stoage was fully compliant with the Data Protection Act. In the context of
anonymity and confidentiality, data were carefully and securely stored throughout the
duration of the research, to guarantee the authenticity of the data collected. It is important
to note that the dateollected wergrimary data, which means that they come directly

from the source.

Furthermore, Brunel University London ethics policy stipulates that all
researchers must apply for ethical approval and, subsequently, prior to emloarking
research, a request for such approval was obtained on 23/3/2014, although the study
began on 16/2/2014. In addition, prior to the questionnaire process, all the participants
were informed of the overall purpose of the research and suitable tmparficipation
were arranged. Nonetheless, potential participants were duly notified about the ability to

withdraw at any given time without needing to provide a reason.

The researcher ensured that there was no objection to the study on ethical grounds
and wasgranted a letter of approval from the Research Ethics Committee of the
Department of Education at Brunel Universitypyndonconfirming permission to conduct
the study (see Appendix). A letter was provided for the researcher from her research
supervsor, Professor Mike Watts, requesting Qatar University to allow her to carry out
the research at the College and to work with and teach three classes of students on the
Research Methods Course 2014 (see appendix). Consent was also provided by the Dean

oft he Coll ege of Basic Education to the
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College had decided to allow the researcher to carry out the research at the College of

Basic Education (see Appendix).

The questionnaires were written and prepared usirggdgoft Word, enabling the
researcher to avoid needing to learn new skillsvaei collected upon completiowjth
their contents nobeing seen by anyone other than the researcher. This elidittage
chance of responses being alteredmisused by anber party. To ensure that all data
wer e obtained clearl vy, Il ntervi ews wer e rec
permission. Audio recording of interviews brings several advantages: it is not possible for
the researcher to take full notes in intervieas,recording can overcome this challenge
by storing longg er m 6 not esod. The recordings also yi e
the final analyses. Recording also frees up time in the interview for the researcher to
observe the behaviours of participgnivhich can be used in the building of sense
throughout the analysis. Audio recording is preferable to video recording in the context of
Qatari traditions and culture. The interviewees were invited to freely convey their
opinions by informing them that exything said would be held in the strictest confidence,
and they were told that they were allowed to go beyond thelgsigned content of
guestions. Group interviews were used to offer a degree of quality control regarding the
various documents and focastention on the main topics and issues in the study. The
interviews in this study were sesiructured for a similar reason that the questionnaires
were. The advantage of structured interviews is that the standardisation of all questions
can give quantiible data in addition to replication possibilities. The data is also
considered more reliable because of internal consistency that allows a degree of
generalisation of the results to the population from which the sample was taken.
However, restrictive qugtioning leads to restrictive answers and it can be insensitive to

participants' need to expredem

The researcher guaranteed that the details and information from the methodology
would not cause any possible discrimination or bias. Data collection and storage was
done in strict accordance with the oO0Data Pr.
corfidentiality, data was carefully and securely stored for the duration of the research,
and this increased the authenticity of the datawsatcollected. It should be noted that

data vascollected as primary data, meaningaie directly from a source.uRhermore,
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the questionnaire had been designed appropriately, based on the scientific research
conducted in the field, and distributed according to acceptable means. The same methods

wereused while conducting interviews.

4.14 Statistical Methods

After collecting the data, the researcher atidl the Statistical Package for Social
Sciences (SPSS) as a tool for analysing the data collected from the questioiihaires.
statisticalteststhat were used in this researale presented below, alongside a brief

explanation okach one dé/ed from Walliman and Baich@001)

1 Normal distribution of the data: tascertainwhether the data follow a normal
distribution

1 Cronbach's alpha: a measure of internal consistency. Usually, it is used to
measure theeliability of tools usedto collect data.

1 Independent sample -tBss were utilised for testing thequality of the
experimental and contralasgs through the control variables

1 Oneway analysis of variance (ANOWAwas used tocompare student's

achievemendue to learning style.

Data collected from interviewsvere analyse by content analysisThe first
definition of content analysis was by Berelsahose stdydese i bed it as 06t he c
systematic and guantitative description o f
(Berelson, 1952, p. 18) but, over time, it has expanded to also include interpretations of
latent content. There are several authors that haveess#tl content analysis (for

example, Berelson, 195&raneheim & Lundman, 20p4

Content analysis was first developed in the social sciences as a way of studying
cultures at a distance. It can be used to determine the beliefs, values, ideologies, role
perceptions, behaviour norms and other elements of a culture through systematic analysis
of its words and pictures. The basic technique of content analysis entails literally
counting the number of times pre-selected words, themes, symbols or picturesrappear
given medium. More refined applications categorise and quantify relationships among the

selected units.
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Earlier uses of content analysis were usually limited to words, while more recent
applications include computassisted colour breakdown of picts and other advanced
graphic analysis. Content analysis can be performed on printed material (newspapers,
magazines, books) or on virtually any medium with verbal and/or visual content (radio

and television programs, recorded meetings, movies, and g&mggendorff, 1999.

Although content analysis was used in an objective and systematic manner
starting in the 1920s and 1930s, it was performed largely by hand until the 1960s, when

computers began to play an important role.

Throughout this research, wds of interviews analysed by content analysis

through coding and summairig of content obtained valued outcomes.

4.15 Summary

In conclusion, this chaptdreganproviding a full illustration of the approaches
that wereemployedthroughout this study and gives proper justification for choosing and
using thesemethodologies It then providd a clear description of the tools of data
collection in terms of their design, contents and distribution procedures. This was then
followed with a brief about the way in which collected datsimterpreted and analysed,
followed by a summary of the main ethical issues that this sbakyinto consideration
through the research stagé$is chapter presesd a proposal for the chosen model and
variablesfor this study, after reviewing in brief the many studies on challenges. After
reviewing this chapter, the reader will have a thorough understanding of the procedures
and steps followed in the collection and analysis of the research data. Thehayebetr
will explore the results of the study and discuss it in detail by comparing it with the

results of previous studies to justify its conclusions

Chapter 5. Analysis and Discussion of Results
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5.1 Discussion of Results

While the previous chapter focused on the research methodology which was
adopted for this study fter outlining and justifying the approaches and methodsearho
for the study, and #&rief explanation of each methodological tool chosendata
collectionand analyseshis chapter will examine the process of analysing the collected
data in the form of students' scores and interviews using SPSS and content analysis,
followed by an explanation and discussion of the results in comparison with previous

studies. Also, the following tests wesgpplied

1- Normal distribution of the data: to show whether the data fsllawnormal
distribution.

2- Independent sample-fEst: this test is used for measuring the variations in the
achievement and skills of the students between the cookask who use
individual learning, and the interventiodass (E1), who use collaborative
learning and work imblendedearning environment

3- Oneway ANOVA to assess the differences made by learning style on students'
achievements and skills in the thidasses

4- Cronbachdés al pha, to confirm the reliabil

the study.

5.1.1Respondent Demographic Data
The study sample included 81 studemtbpse ages ranged between 19 and 22

years at the time of the study and who were registered in the three branches of the
Research Methods course at Qatar University. The sample was divided into three classes:
as shown in table (5.1)he controlclass(C), the first experimentatlass(E1) and the
second experimentalass(E2), each of which contained the same number of students. In
the controlclass each student worked separately. The first experimesitals was
divided into small groups of four studensuch that every student in the same group had
a different learning style. The second experimentasswas also divided into four
groups but all students in the same group had the dearaing style. The two
experimentaklas®s followed the coursertbugh collaborative learning, as well as face
to-face learning. The students were asked to fill in a questionnaire three times in order to
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distinguish their learning styles, and some were eliminated from the analysis process due
to instability in their leming style across the three responses. The final sample thus
constituted 45 students frookassl, 44 fromclass2 and 46 frontlass3. Finally, the first

27 students' scores from eadhsswere analysed in order to get more accurate results
through compring symmetriclas®s in terms of the numbers of students in ecglaks

Table 5.1 showthe general equivaley of the groupgo be studied

Table 5.1: the sample of the study divided

Number of General Detailed Description The sample for each
Classes Description group
1 Class C In this randomly chosen 45
Individual class, the students work
Work separately and do not
collaborate.
2 Class E1 In this randomly chosen 44
Mix Style class, the students are plac

in groups tacollaborate with
each other and work on thé

set task.

3 Class E2 In this class, the students & 46
Same Style placed in a group in which
members assist and suppo

each other as one body.
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5.12 Normal Distribution of the Data

The normality tesis necessary to see if the variables are normally distributed.
The data are distributed in normality withanhistogram graph. Figures(l) shows the
maj or vari abl es. Tlefshapehokthest udy

hi stogram of

histogram is acceptably close to the normal cuies confirms that the data follow a

normal distribution: i.e. they are parametric data. Figbr&$o 5.7 show the distribution

of the data.

Histogram

Frequency

LE1

)

Figure 5. 1: Distribution of the Exercise Data for Three Groups
The above figure5 1) shows the tests of normality for the exercise data for the
group variables, the probabilities (sig) are less than 0.05 for the variable so the data are

subject to normal distribudn.
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Histogram
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Figure 5. 2: Distribution of the Proposal Data for Three Groups.

The above figureX.2) shows the tests of normality for the proposal data variable,
the probabilities (sig) are less than 0.05 for the variable sdateeare subject to normal

distribution.
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Figure 5. 3: Distribution of the Poster Data for Three Groups.

The above figure5.3) shows the tests of normality for the poster data variable,

the probabilities (sig) are letlsan 0.05 for the variable so the data are subject to normal

distribution.
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Figure 5. 4: Distribution of the PreTest Data for Three Groups.
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The above figureH.4) shows the tests of normality for the ftest datavariable,

the probabilities (sig) are less than 0.05 for the variable so the data are subject to normal

distribution.

Histogram
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Figure 5. 5: Distribution of the PostTest Data for Three Groups.

The above figureH.5) shows theests of normality for the postst data variable,

the probabilities (sig) are less than 0.05 for the variable so the data are subject to normal

distribution.
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Figure 5. 6: Distribution of the Mid-Term Data for ThreeGroups.

The above figureH.6) shows the tests of normality for the mt@m data variable,
the probabilities (sig) are less than 0.05 for the variable so the data are subject to normal

distribution.
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Figure 5.7: Distribution of the Final Exam Data for Three Groups.
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3.07
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Figure 5. 8: Distribution of the Learning Style Data for Three Groups.

The figure(5.8) s hows the tests of normality for
probabilities (sig) are less than 0.05 for all variables so the data are subject to normal

distribution.

5.1.3Testing Hypotheses
The current study aimed mainly to expléhe effect of collaborative learning on
student s 6 vtk difierent leammigrstyles andto achieve suclan aim and to
answer the research questiort irdportant to test research hypotheses. Thereiorihis

section, thdollowing hypotheses will be tested:

- There is a significant difference in the achievement of students who work
individually in a blendedlearning environment in the control class and those who
collaborate irablendedearning environment in the first experimental class.

- There is a significandifference on the achievement of students who engage in
collaborative learning ira blendedlearning environment due to their learning
style.

- There is a significant difference in the students' achievements in term of

collaboration used in the thretasses due to learning style.
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- Main Hypotheses
5.1.3.1 First Hypothesis
H1: There is a significant difference in the achievement of students who work
individually in a blended learning environment in the control classand those who
collaborate in a blendedlearning environment in the first experimental class
To test this hypothesis, an independsainples test was used to compaiiee
controlC and Elclas®s to assess the effect of collaboration on students' achievements as

follows:

- Exercises

An independent samplegtdst was used to examine the effect of collaborative
learning on the exercise scores of students by assessing the variations between the control
classC andthe first experimentatlassEl in a blendedlearningenvironment. As shown
in Table 5.2 below, the H1 hypothesis is accepted. This indicates that thasean
essential difference inthe exercisescores between the contralass and the first
experimentaklass Sig value for the exercise scores sfudent}y was .000, whiclwas
l ess than U waSa s@tBtcally sigrifivast diffeheace eetwettre control
class and the first experimental class in favour of the control class, where its mean value
was (7.56)However,regarding the effect of collaborative learning, it can be concluded
that there is no effect of collaborative learning on the exercise scores of students, as the

mean value or difference iis favour ofthe controlclass not the experimentalass

Table 5. 2: Differencesin the exercise scorebetween the ControlClassand the First
Experimental Class

Levene's Test for
Equality of Varianceg
F Sig. t df Sig. (2 Mean Std. Error
tailed) |Difference| Difference

t-test for Equality of Means

. Equal variancel 4 g5 | 178 | 4348 | 52 0.000 | 1.778 0.409
Exercises assumed
(11.5) Equal variance 4.348 | 46.586| 0.-000 1.778 0.409
not assumed
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Table 5.3: ClassStatisticsfor the exercise for theControl Classand the First Experimental

Class
Classname N MeanScore Std. Std. Error
Deviation Mean
Exercises Controlclass(C) 27 7.56 1.219 0.235
(11.5) E1 class (collaboration withou 27 578 1739 0335
learning style) (E1) ) ) '

According to Tablé.3, the controlclasshasa higher mean score (7.56) than the
collaboratingE1l class(5.78). This indicates that there is a significant difference in the
exercise skills; with the controlclass C performing better than their peers in the

experimentatlassEl

8 7.56

6
5
4
3
2
1
0
Control group (C) E1 group (collaboration without learning style) (E1
m Mean

Figure 5. 9: Difference in Exercise Skills between the Conti@lassand the First
ExperimentalClass
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- Proposal

An independent samplestdst was used to examine the effect of collaborative
learning on the proposal scores of students by assessing the differences between the
control classand the Elclass As shown in the table below (Tabte4), there is a
significant difference in proposascores between the controklass and the first
experimentalclass as thelevels of probability (p)is 0.001, which is below the
significance level of 0.05. The Klasshas a higher mean value (see Tdh#. Thus, it
can be concluded that there is an effect of collaborative learning profesal scores of

students.

Table 5.4: Differencesin the Proposalscoresbetween the ControlClassand the First
Experimental Class

Levene's Test for .
Equality of Variances t-test for Equality of Means
F Sig. t df Sig. (2 Mean Std. Error
tailed) |Differencel Difference
Equal variance 11 g46 | 0001 | -4527| 52 0.000 | -4.444 | 0.982
assumed
Proposal (25) Equal variance
not assumed
Table 5.5: ClassStatisticsfor the Proposal for the Control and E1Class
Classname N Mean Std. Std. Error
Deviation Mean
Controlclass(C) 27 15.48 1.909 0.367
Proposal 1 ol laborati h
(25) class (collaboration withou 57 1993 | 4731 | 0910
learning style) (E1)

According to Table5.5 and Figure 5.10 the E1class(collaboration without

ranking students according to learning style) has a higher mean value (19.93) than the

control class(15.48). This indicates that a significant effect of collaborateféort on

student sé achi evement was found iclassElhei r

performing better than their peers in the conttassC.
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15.48
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Control group (C) E1 group (collaboration without learning style) (E
H Mean

Figure 5.10: Differencein the Proposal Skills between the Contri@lassand the First
ExperimentalClass

- Poster

An independent samplegtdst was used to examine the effect of collaborative
learning on poster scores of students by assessing the variation between thelesstrol
and the Elclass From the table below (Tab6), there is a significant difference in
poster scoreschieved bythe controlclassand the first experimentallassgEl, as the
levels of probability (p)2-tailed) is 0.000, which is below the significance level of 0.05.
The controlclasshas the higher pan value: see Tabfe7. Thus, it can be concluded that
there is no effect of collaborative learning on the poster scores of students, as the mean
score for the contratlassis higher than the mean score for thedilss whichindicates

that collaborative learning had no effectdassE 1 6 s scores for the post
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Table 5.6: Difference in the poster scores between the controlassand the first
experimental class

Levene's Test for .
Equality ofVariances t-test for Equality of Means
F Sig. t df Sig. (2 Mean Std. Error
tailed) |Differencel Difference
cdual varancel p7g7 | 001 |-17.836| 52 | 0.000 | 43702 | 0245
Poster (10) assumed__
Equal variance 17.836| 41.921| 0.000 | 4370 | 0.245
not assumed ] '

Table 5.7: ClassStatistics for poster scores for the control and

The first experimental class

Classname N Mean Std. Std. Error
Deviation Mean
Controlclass(C) 27 8.52 0.643 0.124
Poster (10 i i
(10} E1 (_:Iass (collaboration  withou 27 515 1.099 0.212
learning style) (E1)

According to Tablé.7 and Figures.11, the controklasshas a higher mean value
(8.52) than the first experimentelass(5.15): this indicates that significant differences
were found in the poster scores, with the conttaksC performing better than their

peers in the experimentabssE L
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9 8.52

Control group (C) E1 group (collaboration without learning style) (E1]

H Mean

Figure 5.11: Difference in the Poster scores between thentrol Classand theFirst
ExperimentalClass

- Pre-test

An independent samplesidst was used to examine the effect of collaborative
learning on prdest scores of students by assessing the differences between the control
classand the first experimentalass As shown in Tabl&.8 below, there is no signifiant
difference on the preest achievement between the contidass and the first
experimentatlass as thdevels of probability (p)2-tailed) is 0.620, which is above the
significant level of 0.05. This means that collaborative learning has no effect on the
scores between students in the first experimetaakand the controtlass
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Table 5.8:; Difference on the PreTest Achievement between the ContraClassand First
Experimental Class

Levene's Test for .
Equality of Variances t-test for Equality of Means

F Sig. t df Sig. (2 Mean Std. Error
tailed) |Differencel Difference

Equal variancey .-, 061 | 0498 | 52 0.620 0.296 0.595

Pretest (17) assumed . . .
Equal variance 0498 | 51195 0.620 0.296 0.595
not assumed ' '

- Posttest
An independent samplegtdst was used to examine the effect of collaborative

learning on postest scores of students by assessing the differences between the control
classand the EXklassscores Table5.9 below, shows there is no essential difference on
the posttestscoresdetween the contralassC and the first experimentalasskl, as the

levels of probability (p)2-tailed) is 0.208, which is above the significance level of 0.05.
This indicates thatollaborative learning does not enharice scores of students in the

first experimentaE1l class and thus has no effect on their achievements.

Table 5.9: Difference on the PostTest Achievements between the Contrdllassand First
Experimental Class

Levene's Test for .
Equality of Variances t-test for Equality of Means

F Sig. t df Sig. (2 Mean Std. Error
tailed) |Difference| Difference

Equal variancel 0885 | 1276 | 52 0.208 1.148 0.900

Posttest (25) assumed . . .
Equal varianceg 1.276 | 51.875/ 0.208 1.148 0.900
not assumed

- Midterm
An independent samplegdst was used to examine the effect of collaborative

learning on the midterm scores of students by assessing the differences between the
control classand Elclass From the table below (Tablg.10), there is a significant

difference inscoresin the midterm examination between the contilalssand the first
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experimentaktlass as thdevels of probability (p)2-tailed) is 0.000, which is below the

significance level of 0.05. The mean score is significantly higher for the cafdsd

(See table 31). Thus, it can be concluded that collaborative learning did not enhance the

experimentaklas® s

learning on this achievement could be observed.

ac hi iae the mdiarmh exam, and no effect of collaborative

Table 5.10: Difference on the Midterm Achievement between the ControClassand First
Experimental Class

Levene's Test for .
Equality of Variances t-test for Equality of Means
F Sig. t df Sig. (2 Mean Std. Error
tailed) |Differencel Difference
Equal variance a5, | 0964 | 8878 | 52 | 0000 | 7.296 | 0822
. assumed
Midterm (25) Equal .
qual variance 8.878 | 51.076| 0.000 7.296 0.822
not assumed
Table 5.11: ClassStatistics for Midterm scores for the Control and E1Class
Classname N Mean Std. Std. Error
Deviation Mean
Midterm (E:intr?lclass(cl)I — - 27 20.4 3.216 0.619
(25) class (collaboration withou) o7 1274 | 2809 | 0541
learning style)

According to Tables.11 and Figure5.12, the controlclasshave a higher mean
score (20.4) than the Etlass (12.74). This indicates that that controlass are

performing better than their peers in the experimesitelsE1l, and there is no beneficial

effect

of

col |

aborat.i
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Control group (C) E1 group (collaboration without learning style) (E1
H Mean

Figure 5. 12 Difference on the Midterm Achievement between the Contetdssand First
ExperimentalClass

- Final exam
An independent samplegsidst was used to examine the effect of collaborative
| earning on studentso final s theconra@clagsy asses
and the first experimentatlass scores Table 5.12 below, showsthat there is no
significant difference in finakcoresbetween the contrallassand the first experimental
class as thelevels of probability (p)2-tailed) is 0.031 which is above the significance
level of 0.05. This indicates that collaborative learning did not enhance the scores of the

Elclass

Table 5.12: Difference in Final Achievement between the ControClassand the First
Experimental Class

Levene's Test for
Equality of Varianceg
F Sig. T df Sig. (2 Mean Std. Error
tailed) | Difference| Difference

t-test for Equality of Means

Equal variance 119 | 0152 | -2223| 52 | 0031 | -2296 | 1033
assumed

Equal variance 2223 |50.338| 0.031 -2.296 1.033
not assumed

Final exam (30
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5.1.3.2 Second Hypothesis
H2: There is a significant differencein the achievementof students who engage in

collaborative learning in a blended learningenvironment due to their learning style.

To test this hypothesig, oneway ANOVA testwasused to examine the effeat
different learning styls of studentsengagingin collaborative learning ontheir
achievementfor the controlclassC and the second experimentahss E2. Student
achievementwas measured via scoreachievedfor the following tasks:exercises, a
proposal, and a poster as wadlapre-posttest, midterm and final exams. Moreover, four
learning styleswere used in this widy: diverging, accommodating, assimilating and

converging.

- Exercises

Table5.13 below, with a Sig value forthe exercise scores of studenias .481,
whichismore than U (0.05), thus theei@athe s no st
st u d exertise écores due todifferences in learning styldét can be concluded that
difference in learning styles has no effect on students' exercise skills in collaborative

learning environments.

Table 5.13 ANOVA for Exercises Skills of E2Class

Volume Sum of Squares DF Sig.
Between group 8.988 3
Within group 81.012 23 0.481
Total 90.000 26
- Proposal

Table5.14 below, shows that there is no significant difference in students' scores

on the proposal due to differences in learning style, adetreds of probability (p)is
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0.443, which is above 0.08.can be concluded that learning style has no effedhen

students' proposahskin a collaborative learning environment.

Table 5.14: ANOVA for proposal skills of E2 class

Volume Sum of Squares DF Sig.
Between group 41.757 3
Within group 344.762 23 0.443
Total 386.519 26
- Poster

As shown inTable 5.15 below, there is no significant variation in the students'
scores for the proposal due to differences in learning style, dsvideof probability (p)
is 0.347, which is above 0.06.can be concluded that difference in learningeshas no

effect on the studentgtoposakaskin the collaborative learning environment.

Table 5.15: ANOVA for Proposal Skills of E2 Class

Volume Sum of Squares DF Sig.
Between group 3.236 3
Within group 21.431 23 0.347
Total 24.667 26
- Pre-test

As shown inTable 5.16 below, there is no significant variation in the students'
achievemerst in the pretest due to differences in learning style, as kaeels of
probability (p)is 0.523, which is above 0.06.can beconcluded that learning style has

no effect on students' achievement in thetpst in a collaborative learning environment.

Table 5.16: ANOVA for Pre -Test of E2Class

volume Sum of Squares DF Sig.
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Between group 14.243 3
Within group 141.831 23 0.523
Total 156.074 26
- Posttest

Table 5.17 below, shows that there is a significant difference in the students'
achievemerst in the postiest due to differences in learning style, as kieels of
probability (p)is 0.012, which is below 0.05. The converging learning style has the
highest mean scoré. can thus be concluded that learning style does have an effect on

students' achievement in the ptesit in a collaborative learning environment

Table 5.17. ANOVA for Post-Test of E2Class

Volume Sum of Squares DF Sig.
Between group 14.243 3
Within group 141.831 23 0.012
Total 156.074 26

Table 5.18: Descriptive PostTest of E2Class

Volume N Mean
Diverging 7 9.57
Accommodating 5 8.80
Assimilating 12 10.58
Converging 3 13.00
Total 27 9.48
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According to Table5.18 and Figure5.13 learners with a converging learning
style have the highest mean score (13.@@jch indicates that students with converging

learning styls are performing better than their peers with other learning styles.
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Figure 5. 13: Difference on the Postest of E2Class

- Midterm exam

Table 5.19 below, shows that there is a significant difference in the students’
achievemerst in the midterm exam due to different learning styles, aslakels of
probability (p)is 0.002, which is below 0.05. The converging learning style has the
highest mean scer see Table 20. It can be concluded that difference in learning style
has an effect on the students' achievement in the midterm exam in a collaborative

learning environment.

Table 5.19: ANOVA for Midterm Exam for E2 Class

Volume Sum of Squares DF Sig.
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Between group 100.668 3
Within group 108.962 23 0.002
Total 209.630 26

Table 5.20: Descriptive Statistics for Midterm Exam for E2 Class

Volume N Mean
Diverging 7 10.71
Accommodating 5 10.40
Assimilating 12 14.7
Converging 3 15.33
Total 27 12.70

According to Tables.20 and Figure5.14 students with the converging learning
style have the highest mean score (13.00). These findings indicate that significant
differences were found in the midteewam with students with the converging learning
style performing better than their peers wither learning styles.
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- Final

Table 5.21 below, shows that there is a significant difference in the students'

achievements in the final exam due to different learning styles, adetieés of

probability (p)is 0.009, which is below 0.05. Again, the converging learning style has the

highest mearscore (see Tablg.22). It can be concluded that learning ss/impacton

the students' achievements in the final exam in a collaborative learning environment.

Table 5.21: ANOVA for Final Exam of E2 Class

Volume Sum ofSquares DF Sig.
Between group 132.421 3
Within group 206.098 23 0.009
Total 338.519 26

Table 5.22: Descriptive for Final Exam of E2Class
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Volume N Mean
Diverging 7 17.43
Accommodating 5 20.20
Assimilating 12 21.58
Converging 3 24.67
Total 27 20.59

According to Tables.22 and Figure5.15 the converging learning style has the
highest mean value (24.67). This indicates that students with lg¢hr®ing style

performed significantly better than their peers with the other learning styles.
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Figure 5.15: Difference in the final exam scores of Class E2
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5.1.3.3 Third Hypothesis
H3: There is a significant difference in thestudents' achievements in terra of

collaboration used in the three classes due to learning style.

To test this hypothesis, a cmay ANOVA was used to compare the thobeses
T the controlclass (C) and the first and second experimertlses (E1, E2)i to
investigate the effect of different learning styles on the students' achievement and skills
by assessing the differences in learning style in the tHasees regardless of whether or
not collaborative learning was used. The achievemeantsskills were measureasing
the scoresachieved by the studerfor the following tasksexercises, a proposal and a
poster, as welhspre-posttest, midterm and final exam scor@e four learning styles
consideredverediverging, accommodating, assimilating and converging.

- Control Class
To test this hypothesis, oneway ANOVA was used to investigate the effect of
different learning styleson the students' achievement and skills where collaborative
learning did notoccur The achievement and skills were studied through the use of
students6é scores on exercises, asaheipresalisos al wr

for thepre-posttest, midterm and final exam.

- Exercises

For the controlclass Table 5.23 below, Sig value forthe exercise scores of
studentsvas0.671, whichismor e than U (0. 05), thus there
differencesin the exercisescoresdueto learning style where collaborative learning has
not occurred It can bethereforeconcluded that learning style has no effect on the

students' scoran theexercise¢askwhere individual learning takes place.

Table 5.23: ANOVA for Exercises Skills of the ControlClass

Volume Sum of Squares DF Sig.
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Between group 2.465 3
Within group 36.202 23 0.671
Total 38.667 26
- Proposal

Table 5.24 below, shows that there is no significant difference in the students'
scores on the proposal task due to different learning styles where collaborative learning
has not occurred, as thevels of probability (pvalue is 0.842, which is greater than
0.05.1t can be concluded that difference in learning style has no effect on the students'
proposakaskwhere individual learning takglace.

Table 5.24: ANOVA for Proposal Skills of the Control Class

Volume Sum of Squares DF Sig.
Between group 3.289 3
Within group 91.452 23 0.842
Total 94.741 26
- Poster

Table 5.25 below, shows that there is no significant difference in the students’
scores for the poster task due to different learning styles where collaborative learning has
not occurred, as thevels of probability (pyalue is 0.836, which is greater than 0.@5.
can be concluded that there is no effect of the difference of learning style on the students’

postertaskwhere individual learning takglace.

Table 5.25: ANOVA for Poster Skills of the Control Class

Volume | Sum of Squares | DF \ Sig.
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Between group 0.385 3
Within group 10.356 23
Total 10.741 26 0.836
- Pre-test

Table 5.26 below, shows that there is a significant difference in the students'
achievement in the prtest due to different learning styles where collaborative learning
has nottaken placeas thdevels of probability (pyalue is 0.024, which is smaller than
0.05 This difference is because the assimilating learning style has a higher mean value:
see Table 27. It can be concluded that the difference in learning style has an effect on

the students' achievement in the-fest where individual learninigas takemplace.

Table 5.26: ANOVA for Pre -Test of the Control Class

Volume Sum of Squares DF Sig.
Between group 46.399 3
Within group 93.231 23 0.024
Total 139.630 26

Table 5.27: Descriptive Statistics for Pre-Test of the Control Class

Volume N Mean
Diverging 13 2.46
Accommodating 4 4.00
Assimilating 8 5.50
Converging 2 4.00
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Total ‘ 27 ‘ 3.70

According to Tablés.27 and Figure5.16 learners with the assimilatingarning
style havethe highest mean score (5.50). This indicates that significant differences were
found in the prdest achievement, with students with the assimilating learning style

performing better than their peers with other learning styles.
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Figure 5. 16: Differencein the PreTest of the ControlClass
- Posttest

Table 5.28 below, shows that there is no significant difference in the students’
achievements in the petast ina blendedearning environment due to different learning
styles where collaborative learning has tadten placethelevels of probability (pyalue
is 0.169, which is above 0.05. It can be concluded that different learning styles have no
effect on the students'l@evement in the podest where individual learning takes place.

Table 5.28 ANOVA for Post-Test of the Control Class
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volume Sum of Squares DF Sig.
Between group 52.093 3
Within group 217.981 23
0.169
Total 270.074 26
- Midterm

Table 5.29 below, shows that there is a significant difference in the students’
achievements in the midterm examarblendedlearning environment due to different
learning styles where collaborative learning has not occurred, ésviie ofprobability
(p) value is 0.002, which is below 0.05. This difference is because the assimilating
learning style is associated with a higher mean value {sdxe 5.30). It can be
concluded that different learning styles have an effect on the studenés/eanbit in the

midterm exam where individual learning takes place.

Table 5.29: ANOVA for Midterm Exam of the Control Class

Volume Sum of Squares DF Sig.
Between group 80.261 3
Within group 188.702 23 0.040
Total 268.963 26
Table 5.30: Descriptive Statisticsfor Midterm Exam of the Control Class

Volume N Mean

Diverging 13 20.38

Accommodating 4 20.25

Assimilating 8 20.88
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Converging 2 14.00

Total 27 20.04

According to Tableé.30 and Figures.17, students with the assimilating learning
style have the highest mean score (20.88). This indicates that significant differences were
found in the midterm exarscores with students with the assimilating learning style

performing better thatheir peers with other learning styles.
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Figure 5. 17: Descriptive statistics for Midterm Exam of the ContrGlass
- Final exam

Table 5.31 below, shows that there is a significant difference in the students'
achievement ithe final exam due to different learning stylesen collaborative learning
has not occurred, as thevels of probability (pyalue is 0.009, which is below 0.05. This
difference is due to the assimilating learning style, which has a higher mean value (se
Table 5.32). It can be concluded that learning style has an effect on the students’

achievement in the final exam where individual learninggakace.
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Table 5.31: ANOVA for Final Exam of the Control Class

Volume Sum ofSquares DF Sig.
Between group 136.215 3
Within group 306.452 23 0.009
Total 442.667 26

Table 5.32: Descriptive statistics for Final Exam of the ControlClass

Volume N Mean
Diverging 13 17.62
Accommodating 4 16.00
Assimilating 8 21.13
Converging 2 13.50
Total 27 18.11

According to Tablé.32 and Figures.18 students with the assimilating learning
style have the highest mean value (21.13): this indicates that significant differences were

found in achievementm the final exam, with students with the assimilating learning

style performing better than their peers with other learning styles.
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Figure 5.18: Descriptive statistics for Final Exam of the Contr@lass

- First ExperimentalClass

To test this hypothesis, a em@y ANOVA was used to examine the effect of
different learning style on the students' achievemerdnd skills by assessing the
differences in learning style for the first experimemiaks wherecollaborative learning
had occurred. Achievements and skills were examined via scores for exercises, a proposal

writing task and a poster, as welke-posttest, midterm and final exam scores.

- Exercises

For the Elclass the table below (Tablg.33) shows that there is no significant
difference in the students' exercise scores due to learningveitydee collaborative
learning has occurred, as tlegels of probability (pyalue is 0.338, which is greater than
0.05.1t can be concluded that differelgarning styles have no effect on the students’
exercise skills in a collaborative learning environment.

Table 5.33 ANOVA for Exercises Skills of E1Class

Volume Sum of Squares DF Sig.
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Between group 10.521 3
Within group 68.145 23 0.338
Total 78.667 26
- Proposal

Table 5.34 below, shows that there is no significant difference in the students'
skills in a collaborativéblendedlearning environment due to different learning styles, as
thelevels of probability (p)alue is 0.836, which is above 0.06can be concluded that
different learning styls have no effect on the students' propdaakin a collaborative

learning environment.

Table 5.34: ANOVA for Proposal Skills of E1 Class

Volume Sum of Squares DF Sig.
Between group 20.820 3
Within group 561.032 23 0.836
Total 581.852 26
- Poster

Table 5.35 below, shows that there is no significant difference in the students’
postertask in a collaborativeblendedlearning environment due to different learning
styles as thelevels of probability (pyalue is 0.836, which is greater than 0.0%an be
concluded thatlifferent learning styles hauwao effect on the students' postaskin a

collaborative learningnvironment.

Table 5.35: ANOVA for Poster Skills of E1 Class

Volume | Sum of Squares | DF \ Sig.
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Between group 2.157 3
Within group 29.250 23
Total 31.407 26 0.643
- Pre-test

Table 5.36 below, shows that there is no significant difference in the students'
achievements in the ptest in a collaborativdblendedlearning environment due to
differences in learning style, as thevels of probability (p)value is 0.256, which is
greater tha®.05.It can thus be concluded that differences in learning style have no effect

on the students' achievement in the-fgst in a collaborative learning environment.

Table 5.36: ANOVA for Pre -Test of E1Class

Volume Sumof Squares DF Sig.
Between group 17.191 3
Within group 91.327 23 0.256
Total 108.519 26
- Posttest

Table 5.37 below, shows that there is no significant difference in the students’
scoresin the postest in a collaborativélenda learningenvironmentdue to different
learning styles, as tHevels of probability (pyalue is 0.286, which is greater than 0.05.

It can be concluded thatifferent learning styles haveo effect on the students'

achievement in the pestst in a collaborativblendedearning environment.

Table 5.37: ANOVA for Post-Test of E1Class
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volume Sum of Squares DF Sig.
Between group 44.350 3
Within group 253.650 23 0.286
Total 298.000 26
- Midterm

Table 5.38 below, shows that there is no significant difference in the students'
achievements in the midterm exam in a collaboratiemdedlearning environment as a
result of different learning styles, as tlegels of probability (p)alue is 0.807, which is
greder than 0.05It can be concluded that learning style has no effect on the students'

achievements in the midterm exacoresn a collaborative learning environment.

Table 5.38 ANOVA for Midterm Exam of E1 Class

Volume Sum of Squares DF Sig.
Between group 8.358 3
Within group 196.827 23 0.807
Total 205.185 26
- Final exam

Table 5.39 below, shows that there is no significant difference in the students'
achievement in the final exam in a collaboratiendedearning environment as a result
of different learning styles, as thevels of probability (pyalue is 0.553, which is greater
than 0.05.I1t can be concluded that learning style has no effect on the students'

achievement in the final exam in a collaboarablendedearning environment.
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Table 5.39: ANOVA for Final Exam of E1 Class

Volume Sum of Squares DF Sig.
Between group 26.132 3
Within group 280.386 23 0.553
Total 306.519 26

This sectionsummariseghe mainquantitative findings of the study, providing

detailed descriptions of each hypothesis as below:

First hypothesis (H1): To test this hypothesis, an independent samp#sttwas
used to compare the control and ElAsss to assess the effect of collabaration

students' achievements and skills.

Second hypothesigH2): To test this hypothesia,oneway ANOVA was used to
examine the effect of differences ikearning styls of students who followed
collaborative learning on their achievements and skills by assessing the differences
between the contratlassand the second experimentdhss Achievements and skills
were measured via scores for exercises, a proposal, avgtea ps welaspre-posttest,
midterm and final exams. Moreover, four learning styles were used in this study:

diverging, accommodatg) assimilating and converging.

Third hypothesis (H3): To test this hypothesis, a emay ANOVA was used to
compare the threelasss ithe controlclass(C) and the first and second experimental
classs (E1, E2)i to examine the effect of different learning styles on the students'
achievement and skills in ehthreeclasss regardless of whether or not collaborative
learning was used. The achievements and skills were measured via scores for exercises, a
proposal and a poster, as wal pre-posttest, midterm and final exam scores. Four
learning styles were axined in this study: diverging, accommodating, assimilating and
converging.

5.1.4Interview Results

Having discussed the thredas®s results through their achievements in the

exams, postersaind proposal taskhe studyinterviewedstudents to determine their views

and sensitivitiesegarding the teaching techniqused in the Online Research Methods
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Course. These interviews took place after the tast, the practical examand the

guestionnaire

used to offera degree of quality control regarding the various documandts focus

t o

e X p these devicesh @roup intardesvs Wwesed

attentionon the mairtopics and issues in the study.

The interviews in this study were sestructured for a similar reason that the
guestionnaires were. Each interview lasted for about twenty minutes and edrtain
guestions. The key feature of the structured interview is in th@lanming of all the

guestiongo beaskedto allowfor exact replication of the interview with others.

The advantage of structured interviews is that the standardisation of all questions
can give quantifiable data in addition to replication possibilities. The data is also
considered more reliable becausé internal consistency that allows a degree of
generalisation of the results to the population from which the sample was taken.
However, restrictive questioning leads to restrictive answers and can be insensitive to

participants' neexto express themseds

The following section will present the qualitative resultata, whichwere

collectedfrom such interviews.

The interview sample was made up sgiventyone college students, who were
divided into threeclas®s: twenty students (28.2%) from the contotdss twenty-five
(35.2%) from the first experimental group (E1), amenty-six (36.6%) from the scond
experimental group (E2Yable5.39below, shows the distribution of the three groups.

Table 5.40: Classification of ThreeClasses

Frequency |Percent (%)
Controlclass |20 28.2
Elclass 25 35.2
E2class 26 36.6
Total 71 100

Table 541 shows the soctdemographic characteristics of the studems.

majority of the students (fourteen students: 19.7% of the sample) spetiah
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international affairsin this research, collaborative learning techniques were designed to
examine their influence on the achievement of students with different learning styles, in
addition to investigating whether collaborative
environment had a major impact on students' achievements and skills irrespective of their
learning styles, in light of the role played by learning style as an effective factor.
Moreover, the achievements of students at two univdisrgl Online Research Methods

classed which differ only in the degree of collaboration embeddedere analysed by

usi

ng

the studentso

earni

learning

ng

in a blended

styl e

Table 5.41: SocioDemographic Characteristics of the Students

Frequency %
1.| Engineering 5 7.0
2.| Education 4 5.6
3.| Sociology 7 9.9
4.| International affairs 14 19.7
5.| Arts 3 4.2
6.| Social service 2 28
7.| Islamic studies 1 1.4
8.| Policies &planning 5 7.0
9.| Management 3 4.2
10 Vital medical 1 1.4
11 Languages 4 5.6
12 Biological science 1 1.4
13 Environmental 2 2.8

science

14 Accounting 3 4.2
15 Administration and economy 2 28

159

learning

as

a

vari



16 Sport science 1 1.4
17, Arabic language and media 6 85
18 Computerscience 1 1.4
19 Early childhood 1 1.4
20 Marketing 1 1.4
21 Law 1 1.4
22 General science 2 238
23 General Business 1 1.4

Total 1 100

Throughout this researchesults of interviewsvereanalysed by content analysis
through coding and summarig of content,from whichvalued outcomewere obtained
Content analysis was first developed in the social sciences as a way of studying cultures
at a distance. It can be used to determine the beliefs, values, ideologies, role perceptions,
behaviour norms andther elements of a culture through systematic analysis of its words
and pictures. The basic technique of content analysis entails literally counting the number

of times pre- selected words, themes, symbols or pictures appear in a given medium.

Interviewswere conducted with a representative sample consisting of semeaity
collegestudents: twenty students (28.2%) from the control class C, tviesty35.2%)
from the first experimental class (E1l), and twesity (36.6%) from the second
experimental claséE2. Faceto-face interviews (interviews with each student separately)
were conducted in a suitable and quiet locatiom@tGollege of Basic Educatiomhere
were more students from the two experimental classes, as they worked in a collaborative
envirome nt , but the first cl assds point of vi
researcher requestedh e me mb e r std usp & voina recerdeo throughout the
interviews to allow subsequent analysis of their responses. The next sectiexawilhe

the measurethatwereused to assess students.
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The interview consisd of two parts;the first onewasgeneralinformation about

the respondent, kereas the second omess theinterview questions.

5.1.5Interview Questions

Regarding interviews thatwere conducted with students, the researcher
summarsed their answers according to study sub questiomswing that the interviews
were sentstructured interviews, as the language of the interview was in Arabic, and then

translated into English, dsllows:

1. Doyou prefer to perform tasks given to you by the course instructor by yourself?
Why?
Most of the students in the contiéssstated that they preferred to perform tasks
by themselves. They preferred individual work to collaborative work for several reasons
such as gaining more knowledge, learning from their mistakes, gaining a better and
deeperundetand ng of t h,aevelapiagktteio skills,dedacisg time and effort,

getting more accurate and efficient results and feeling more comfortable.

For example, interviewee 7 statedl ptefer to perform tasks given to me by the
course instructor by myself, as | gain more \ktezlge and learn"Interviewee 4 saidl"
prefer to perform tasks given to me by the course instructor by myself, because it is more
accurate and efficient'Interviewee Xtated,’l prefer to perform tasks given to me by the
course instructor by myself, ¢muse | will gain knowledge and learnlh addition,
interviewee 3 respondet, prefer to perform tasks given to me by the course instructor
by myself, because | feel more comfortabighjle interviewee 6 said;l prefer to
perform tasks given to me lyetcourse instructor by myself, because it saves time and

effort".

Similarly, most of the respondents from experimentassE2 also preferred to
perform tasks by themselves. They cited several reasons, suedusng the problems
that they face when working with other pegpsaving time and effortfeeling more
adaptive and learning more in order to develop their practical and scientific knowledge,
increasing their achievements, feeling more comfortablee@simg their understanding

and being able think deeply about the tasks, gaining more knowlestijecing their
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mistakes getting moreorganisedand accurate information, getting the best results in the

tasks and developing their skills.

For exampleaccading to interviewee 7'l prefer to perform tasks given to me by
the course instructor by myself, in order to reduce my mistakes and gebrgaresed
and accurate information that will lead me to get the best results in the t&ds&sgover,
interviewee 2 said, Yes, this makes me feel comfortable and increases my self
confidence; while interviewee 20 stated that working alone made it possiéle t o

achieve my tasks rapidly with accurate and orderly reults

The majority of interviewees from experintahclassE1l also stated that they
preferred to perform tasks by themselvEbey cited a number of reasons, including
achieving better results, producing more accurate work, gaining more knowledge, saving
time and effort, increasing their understandingtddir roles ando help in evaluating

their performance.

For example interviewee 7 said:yes, it can be considered as indicator in
evaluating my performance in doing tasKsiterviewee 4 said,Y'es- it will reduce time

and effort, as well as achieve the tasks accurately

Thus, across all thregdas®s, students agreed that they preferred to perform tasks

by themselves, as it enabled them to save time and effort and to gain more knowledge.

2. Do you prefer to perform tasks given to you by the course instructor with your
colleagues? Why?

In the controlclassinterviews, most of the students stated that they preferred to
perform tasks given to them by the course instructor with their colleagues. They gave
several reasons for their preference for teamwork, such as discussing and exchanging
their ideas with eachther, helping to solve problems faced by other students, increasing
their understanding, discussing and comprehending tasks, gaining knowledge from each
other, playing a beneficial role achieving tasks, increasing information, learning from
their misakes, saving time and effort, achieving the tasks in good time, enhancing

collaborative learning and achieving better performance.
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For example, interviewee 1 said, prefer to perform tasks given to me by the
course instructor with my colleagues, becatiseteamwork is better for me and it saves
time and effort"Interviewee 3 a i I grefer io perform tasks given to me by the course
instructor with my colleagues, in order to exchange information and share opinions".
contrast, other students statédttthey did not prefer to perform tasks set by the course
instructor with their colleagues because the teamwork might waste their time and effort
and decrease their focus, leading to less accurate outcomes. Some stated that they
sometimes preferred to ferm tasks collaboratively in order to gain more information

and exchange ideas.

On the other hand, most of the students frldassE2 stated that they did not
prefer to perform tasksollaboratively because many of them were not sufficiently
responsik@ to fulfil their role in the team. They cited a number of other reasons,
including: wasting time, other students causing problafissupting task completion,
negative aspects such as dependency on others, reducing their focus and lacking
understanding ofheir mistakes. However, some stated that they sometimes preferred to
perform tasks with colleagues in order to save time and effort through distributing tasks
to each member of the team, as well as to gain more knowledge. A small number of
students statkthat they preferretb perform tasks with colleaguégcause this allowed
them to exchange opinions, gain more information, solve problems, save time and effort,
make better achievement of tasks, share ideas and engage in discussion to find the best

soluions.

For example, interviewee 1 said,do not prefer to perform tasks given to me by
the course instructor with our colleagues, as it causes lots of problémsontrast,
interviewee 3said,fi | prefer to perform tasks given
my colleagues, in order to save time and effort through good distribution of roles to each

member of the team".

Respondents from experimentdassEl provided a diversity of opinions @it
the preference for teamwork or individual work. Some of them stated that they preferred
to perform tasks with colleagues in order to enhance participation among the students and
create a better environment for learning, which would lead to bettevaoieat of tasks.
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For example, interviewee 7 said that teamwogke'n hances the <coll abor e

students and has a positive effect on the learning process and achievement of the tasks
In contrast, other students stated that they sometimes preferpifeom tasks with
peers as it could reduce their workload and save time and effort. Intervievsael 6
"sometimes, because it will save time and effadther students indicated that they did

not prefer to perform tasksollaboratively because madst their colleagues did not
collaborate well with others, such as interviewee 2, who s&id, students do not

achieve their role effectively".

These threelases disagreed with each other, as most of the students from the
control classstated thathey preferred to perform tasks with thpeers while students
from classE2 did not. Students fromlassEl had a range of opinions: some stated that
they preferred to perform tasks with colleagues whilst others did not, and a few stated

that they prefeed to perform tasks with colleagues on some occasions but not others.

3. How do you feel when working in eclass?

In the controlclassinterviews, most of the students stated that they felt anxiety
and did notadaptquickly to working with other members ofi¢ team. Interviewee 7
stated I' feel anxiety when working in @ass. Interviewee 4'l do not quickly adapt to
the members in the teamQther interviewees stated that they felt comfortable when
working in aclass such asnterviewee 4iil feel comfortable and quickly adapt to the

members of the team".

Similarly, most of the students froalassE?2 also stated that they felt anxious and
did not quickly adapt to the other members in the team. Interviewee 20 stateel, "
anxious when working in @ass because I'm thinking all the time about the score that |
will get for the task Another interviewee 4 said| feel anxiety when thegre working in

aclass because | cannot be sure if the tasks will be finished iri.time

Similarly, many of thestudents frontlassg1l also experienced anxiety and did
not quickly adapt to working with other members of their teams. Interviewee 2 $tated,
feel anxious when working in @dassbecause most of the students do ta&e enough
responsibilityfor their role in the teary while interviewee 3 claimedl 'feel anxious

when working in a&lassbecause of wasting tinfe
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Respondents from the thretases agreed that they experienced anxiety when
working in clasgs and did not quickly adapt to teamwprk other word they cannot

quickly adapt to the other members in the team

4. How would you describe your abilities as a team member?

In interviews with students fronthe control class C most of the students
described themselves as effective team members, cdagpns such as accepting other
members' opinions, discussing and sharing ideas with each other. For example,
interviewee 7 said,|'m an effective team member because | discuss, share ideas with

others and accept other members' opinfons

Most of the inérviewees fronctlassE2 also described themselves as effective
team members through accepting other members' opinions, discussing and sharing ideas
with each other. Interviewee 7, for example, statédy an effective team member by
giving suggestions ansupporting my ideas and suggestion with important points that

will make our achievements better

Interviewees frontlassE1l also described themselves as effective team members
for the same reasongnterviewee 7 said,'I'm an effective team member thréug

continuing active collaboration with each member in the team"

Thus, students across all threles®s described themselves as effective team

members through accepting other members' opinions, discussing issues and sharing ideas.

5. Are you more active indata work or through cooperation with other individuals?
Most of the interview respondents from the contialssC and class Estated
that theywere more active in data work than in cooperation with other individuals.
Interviewee 7from the control classtated,"I'm more active in data work | find it
easier than cooperation'with interviewee 3 from class E1 confirminy, feel more

active when | work with others in data work aswbperate”

Interestingly howeveraccording to EZlassinterviews, most of the students
stated that they are more active through cooperation with other individualsithatata

work. Interviewee 19 said)'m more active through cooperation with other individuals,
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because this saves effort and time, andribistes the tasks to each person, reducing

overload so that each member in the team can achieve his/her task".

Thus, students in the control and Elas®s reported that they were more active
with data work than through cooperation with other individudigt most of the
respondents frontlass E2 disagreed, indicating that they are more active through

cooperation with other individuals than with data work.

6. What tasks or projects need teamwork to accomplish?

In interviews with student frorthe controlclassmost of the students stated that
the proposal task needed teamwork to accomjtlisinterviewee 8 said,The proposal
tasks require teamworkWhile interviewee 6 stated, "THarge research tasks (such as

the proposal) do require teamwork ".

However, nost of the students inlassE2 stated that the proposal tasks need
teamwork to accomplish. For example, interviewee 12 stétteel tasks that do require
teamwork are the tasks that need more research and time to accomplish, such as

proposal tasks".

Most of the students iclassE1l agreed. Interviewee 12 statéthe tasks that do

require teamwork are the graduated tasks such as proposal tasks".

Thus, the threeclasg&s agreed that the proposal tasks need teamwork to

accomplish

7. What are the tasks orduties that do not require teamwork and can be achieved
alone?
In the controlclassinterviews, most of the students stated that the poster and
exercise tasks, as well as exams, do not require teamwork and can be accomplished
alone. For example, intervie®e3 stated, The poster and exercise tasks and the exams

do not require teamwork and the student can do them by himself ".

Students frontlas®s E1 and E2 generally agreed. For example, interviewee 15
from classE2 said, "theposter and exercises tasks dot require teamwork and the

student can do them by himself".
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In addition, according to Edlassinterviews, most of the students stated that the
poster and exercises tasks do not require teamwork and the student tdamduy

himself. Interviewee 8tated, I'felt | didn't need team work e poster and exercise

These threeclasgs agreed that the poster and exercises tasks do not require

teamwork and the student can do them by himself

8. What are the challenges otollaborative learning?

Respondents from the contrdbssinterviews mentioned a range of challenges,
including class opinion, coordinating with each other, dividing tasks between team
members, sharing opinions and helping each other. For example, interviewee 6 stated,
"the biggest challenges in teamwork acassopiniors'. In addition, interviewee 1 said,
"The variation intheclas® s opi ni ons i s a c Wwhaldihtesviewgee i n t he
2 mentionedhe difficultyofiget t i ng results out of | arge nu

Interviewees frontlassE2 mentioned saving time and effort, understanding each
ot her , keeping focused on the tasks, convir
with each other, making great efforts to achieve a good job, discussion and effective
paricipation in teamwork, sharing information and better understanafitgpw to deal
with others Interviewee 6 stated thatthe greatest challenges in teamwork are making
great efforts to achieve a good job, and effective participation in teamwork and

disaussing and sharing information".

Students irclasskEl stated that achieving work, adapting to teamwork, accepting
ideas and understanding them are the biggest challenges in teamwork: interviewee 6 said,
fiaccepting and understanding ideas are the biggealienges in teamwotk

These threeclas®s agreed that the biggest challenges in teamwand

coordinati on, accepting each otherd6s ideas a

9. Through this experience, what was your role within yourclass?
Most of the students in the contidassC suggestedheir roles in teamwork were
as follows: (1) researcher, searching for references on specific topics; (2) divider, sharing

out roles to each member in the team, (3) leader, coordinating the team) afiddt#ve
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member, through sharing and giving information. For example, interviewee 1'regid,

role within ourclassis a leader".

ClassE1 group interviewees mentione{d) researcher, searching for references
on specific topics, (2) divider, sharing out roles among team members, (3) leader,
coordinating the teamwork, (4) effective members, sharing and giving information, (5)
writers, and (6) collectors of specific imfoation. For example, interviewee 1 sdidhy

role within the group is leader, coordinating each member in the team”.

Similarly, in class E2, the roles mentioned were as follows: (1) researcher,
searching for references on specific topics, (2) divider, sharing out roles, (3) leader,
coordinating the teamwork, (4) effective member, sharing and giving information and (5)
explaining points to ther members. Interviewee 9 saidily role within ourclassis an

effective member through sharing and giving information ".

These three groups agreed that the key roles within teams were as follows: (1)
researcher, searching for references on specificdpg2) divider, sharing out roles
among team members, (3) leader, coordinating the team, and (4) effective members,

sharing and giving information.

10.Through this experience, did you share out your work?

Most of the students in all thredasgs stated that through the collaborative
learning experience, the work was divided among all members ofcldss As
interviewee 5 stated)'esthe workis divided'.

11.Through this experience did each person clearly know his role?
The majority of the students in all thredasgs stated that through the

collaborative learning experience, all members oftcthssclearly knew their roles.

12.How many times did you contact yourclassmembers?
Most of the students in the contrdbssC reported that they had been in contact

with other members of thelassbetween terto fifteen times for example, interviewee 9
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said 10 to 15, while interviewee lalso reported that such contact had occurred
"between 10 and 15 times

In contrast, members afassE2 said that their groups had been in touch three to
four times, while the majority of members dassE1 said that their groups had been
contact twentyone times or moreTherefore, there was significandéference between

the threeclas®s in terms of group contact.

13.Do you think that teamwork disrupts or impairs task completion?

Most of the students in the controlass believed thatcollaborative learning
disrupts or impairs task completialue tolack of cooperation, frequent controveragd
lack of time commitment. For example, interviewee 3 saidthiihk that teamwork
disrupts or impairs tasks completion due to lack of cooperation and frequent controversy,
which is a difficulty inclassworking". In addition, interviewee 1 said] think that
teamwork disrupts or impairs tasks completion, because of lack of time commitment in

classworking".

Similarly, the majority of respondents fromlass E2 agreed that teamwork
disrupts or impairs task completion, with lack of collaboration being the main issue
mentioned. For example, interviewee 16 saiks, there is sometimes no collaboration
with each other in the teamwork&nother interviewee (14)agd, "l think that teamwork
disrupts or impairs task completion due to lack of cooperation in teamwarkddition,
interviewee 10 mentionetvasting time"as another way in which teamwork disrupts

task completion

ClasskE1 group interviewees agreed withese points, and members of thiass
raised another factor: interviewee 7 stateSprhe students ladlesponsibility, which
leads to lots of wasted tirhe

Thus, all threeclassesagreed that teamwork disrupts or impairs task completion
for several reasons, such as lack of cooperation and frequent contrdaeks\of
responsibility on the part of some students, lack of collaboration and inadequate time

commitment.

In conclusionthe key findings emerging from the interviews represented with:
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The majority of interviewees from experimentalass E1 stated that they
preferred to perform tasks by themselvébey cited a number of reasons,
including achieving better results, producing more accurate work, gaining more
knowledge, saving time and effort, increasing their understanding of their roles
and helping in evaluating their performance.

Respondents fromxperimental class E1 provided a diversity of opinions about
the preference for teamwork or individual work. Some of them stated that they
preferred to perform tasks with colleagues in order to enhance participation
among the students and create a betteir@mment for learning, which would

lead to better achievement of tasks.

Respondents from the thretases agreed that they experienced anxiety when
working in groupsand did not quickly adapt to teamwork, in other words they
cannot quickly adapt to theher members in the team

Students across all threlas®s described themselves as effective team members
through accepting other members' opinions, discussing issues and sharing ideas.
Students in the control and Elas®s reported that they were maetive with

data work than through cooperation with other individuals, but most of the
respondents froralassE2 disagreed, indicating that they are more active through
cooperation with other individuals than with data work.

The threeclas®s agreed thahé proposal tasks need teamwork to accomplish

The threeclas®s agreed that the poster and exercises tasks do not require
teamwork and the student can do them by himself

The threeclas®s agreed that the biggest challenges in teamarerkoordination,
accepting each otherds ideas and under st a
The three groups agreed that the key roles within teams were as follows: (1)
researcher, searching for references on specific topics, (2) divider, sharing out
roles among team members, (3) leadeqrdinating the team, and (4) effective
members, sharing and giving information.

All three classes agreed that teamwork disrupts or impairs task completion for

several reasons, such as lack of cooperation and frequent contrdaekspf
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responsibility @ the part of some students, lack of collaboration and inadequate

time commitment.

5.2 Summary

This chapter has introduced and explored the major quantitative findings of the
study, providing detailed descriptions of the results for each hypothesis itroadd
tabulated data. It has also presented the results of the interviews in order to support the

guantitative results.

Throughout the chapter, it has appeared that collaborative learning has an effect
on some tasks but not all. It had effect on the students' exercises and ptass&sor on
their scores for the midterm exam. Collaborative learning had a significant effect on the
students' proposahskscores between the contdhssandthe first experimentatlass

however, it hd aneffect on students’ scores in the exams (mid and final).

Learning styls have a significant effect on the pestst, midterm andinal exam
scores of studentkearning collaborativelywith the same learning style ia blended
learning environmentDifferences in learning style had no significant effect on the
achievements of collaborative learners in the exercises, proposal writing and poster task,
or in the preexam. Moreoverthere was a significant difference in the students' pre,
midterm and ihal exam scores ia blendedlearning environment due to learning style
where collaborative learning did not occur. Students waatlassimilating learning style
did significantly better in these exams. However, significant diffeenege found in
the students' scores for their exercises, proposal and pasksor for their post exam
due to learning style whergtudentshad not learned collaborativelyFinally, learning
styles haveno significant effect on the students' achievement ésctor the exercises,
proposal and poster task, and for the pre, post, midterm and final exanplended

learningenvironment where collaborative learningd taken place
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Chapter 6: Analysis and Discussion of Results

6.1 Discussion of Results
This chapter will discuss the research results in relation to the research questions

against the background of previous research covered in the literature review.

Do the achievements and skills of students who work individually ira blended
learning environmert in the control classC differ from those who collaborate in a
blended learning environment in the first experimental class E1

The studyods mai nhattherenwdhs ansmrsficaot aifiefence im thel
achievement and skills of the control class students, who worked individually, in
exercises and poster tasks and in the midterm exam compared to those in the first
experimentalclass E1 who collaborated ina blenced learning environment. This
difference was in favour of the contralass C thus, it can be concluded that
collaborative learning did not have a beneficial effect on the students' exercises and
poster skills or in their scores for the midterm exam. dbalfative learning had a
significant effect on the students' proposal writing scores between the adasoCand
the first experimentatlass El(collaborative withdifferentlearning stylg). Other than
that, there was no significant difference in the achievements and skills of students who
worked individually in the préest, postest and the final exam between the conttass
C and the first experimentatlass E1 who collaborated ina blended learning
environment. This indicates that collaborative learning had no effect on students' scores

in these exams.

This effect concurs with the findings of many previous studies: for example,
Waring and Evans (2014) stated that students must emgtigeach other, especially on
long-term tasks, in order to gain more knowledge and share ideas, which will make them
learn better than they would if working individualli. also supports Gulbahar and
Al perds (2011) f i ndi ngenttldaraihg styles Dasedlom thairn er s h
individual characteristics, and thus prefer to choose facilitating and learning situations
and interactions individually, especially in asynchronous learning activities (like the
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poster task in this study). However, Guiba and Alper (2011) also found that learners
prefer collaborative learning in synchronous learning activities such as exercises and
exams, but the present findings do not support this. Moreover, this study agreed with Lee
and Kim (2014), who found that Kean students prefer individual learning to
collaborative learning styles. It also found that most students prefer diverging and
assimilating learning styles to converging and accommodating styles. Moreover, Shen,
Hiltz and Bieber (2008) found a signifidarelationship between collaborative learning
and students' exam scores, as their collaboratassachieved higher exam scores than

the individualclass and this was agrdewith bywith the current studyin addition, Adas

and Bakir (2013) found a significant difference in students' achievement scores, with the
experimental class performing better than their peers in the contothss The
experimental students stated that they enjoyed relating insidacinshs and illustrations

to outside activities using technologidditionally, Frey and Kaff (2014), in a study
focusing on a comprehensive school, found a positive effect of course content and
teaching in collaborative learning on the postirse knowldge of students in terms of
awareness of the school 6s practice for st u.

knowledge.

However, the present findings disagree with the results reported by Hassan, Fong
and Idrus (2011), which showed a significant eliénce on podest skills between
students who followed collaborative learning and students who followed individual
learning ina blended learning environment. In contrast, Yang (2012) found a positive
significant effect in the experimentelass(collabaative students using a digital game
based learning strategy) in terms of improvement in their prebtdwing skills. There
was no significant improvement in the contotdss Cusing traditional instruction. The
experimentaklassalso had higher learrgnmotivation than the contrallass C The
present findings also disagree with Hassan and Fook (2014), who found that scores on
Arabic language achievement for students using collaborative learning were significantly
higher than those of students withocllaborative learning ima blended learning

environment.

Moreover, Zhu (2012) indicated that collaborative learning might improve not

only the total individual performance, but alslassperformance, through raising the
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quality of taskscompleted such as improving the formulation of ideas and opinions. Zhu
also found that collaborative learning increased the learning activities for knowledge
construction byclass interaction. In addition, Cash (2013) showed that students
undertaking collaborativéearning scored significantly better than those engaged in
individual learning in the performance of higkk reading taught with the Reciprocal

Mapping intervention.

The present findings also disagree with Essaid et al. (2011), who found a
significantdifference in postest scores between students using collaborative and non
collaborative learning, with those engaged in collaborative learning achieving higher
scores. They also found a significant difference between learning achievement and
performance.Additionally, Rosen and Rimor (2009) found a significant relationship
between students' achievements and different learning styles. Collaborative students
scored better in the collective standards of knowledge building than did individual
students, whilendividual students achieved higher scores in the personal standard of
knowledge construction (arguing and debating theoretical considerations to verify their
performance) than did collaborative students. Collaborative students had more collective
knowledee than did individual students. Similarly, Bostrom and Hallin (2G28nhd a
significant difference between collaborative students and individual students in admission
scores. All the students in their study preferred collaborative learning. They found tha
nursing students preferred a converging and accommodating learning style. On the other
hand, onehird of the students in their second and third years preferred a diverging and

assimilating learning style.

Maesin et al. (2009) found that all the undadyrate students in their study
preferred collaborative learning in English lessddgreover, Azani (2010) found a
positive relationship between cooperative learning and students' achievementto: face
face and online environments. They stated that cmldlye learning enabled students
with low abilities to improve their knowledge of tasks, which led them to increase their
grades in tests. In addition, Azani (2010) indicated that all students in their study believed
that collaborative learning would impre their achievements better than individual
learning. Furthermore, Khan (2013) indicated that collaborative learning improves

student so e mg lWewded fe@mng environment. The present findings
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supported those reported by-8&ai et al. (2011)who found no significant difference in
students' preand postachievement scores between individual learning and collaborative
learning in a blended learning environment. However, they disagree with the significant
difference in the scores gained by dsnts undertaking individual and collaborative
learning, with higher scores for those using collaborative learning. In addition, Cooley,
Holland, Cumming, Novakovic and Bur(®014) found that some students stated that the
collaborative learning develops and improves their interpersonal skills, while others
showed negative attitudes towards collaborative learning because they did not have
enough ability to collaborate well igroups without direct intervention. A positive
significant difference was also found in prand posttourse scores between the
collaborative group and individual learners, with the collaborative group scoring higher
through evaluation of continuation abltaborative learning when returning to university,

as well as perceived group supportiveness and effectiveness.

What is the effect of the different learning styles of students who follow
collaborative learning on their achievement and skills ina blended learning
environment?

From the above results, after reviewing the hypothesis testing, the main finding was
that therewere significant differences in the pesist, midterm and final exam scores of
students who underbk collaborative learning with the same learning styleaiblended
learning environment due to their learning style, with the converging learning style being
associated with significantly higher scores. Thus, tiveas an effect on the pogest,
midterm awl final exam scores of students engaged in collaborative learning with the same
learning style ima blended learning environment due to their learning style. On the other
hand, differences in learning style had no significant effect on the achievements of

collaborative learners in the exercises, proposal writing and poster task, or in-éxampre

This effect concurs with the findings of numerous previous stuB@sexample,
¢tcakerojlu (2014) stated that | eahiavamerng st yl e
in online synchronous settings, with this effect being seen in converging and

accommodating learner$hese results also support the findingsyahg (2012),who
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showed that converging and assimilating learning styles had a significant effett-o

test and postest scoresMoreover, Essaid et al. (2011) showed that the appropriate
learning style and collaborative learning led to improved outcomes in a virtual learning
environment. Generally, it was also found that the converging learning stythe
collaborative students improved the learning environment. The authors concluded,
however, that these results demonstrate that students knew the learning process and
preferred collaborative learning, but that they preferred the individual leguroegss in

the posttest. Furthermore, Li (2015) discovered that students preferred using a wiki as a
collaborative learning tool, and that there were significant differences between the
different learning styles in terms of accepting a wiki in the legrpiocess, with students

with converging and accommodating learning styles being more accepting of this tool.
Moreover, Sharma (2011) observed that there was a positive significant relationship
between learning style and academic achievement in secorderyl students: as the
students' achievement increased, it led to improvements in the learning process. Sharma
concluded that the academic achievement of secondary school students is one factor that
impacts on the learning style. No significant effect ehder on students' academic
achievements was found, although there were significant effects of learning style, with

the diverging and assimilating learning style having an impact on achievements.

The results of the present study also concur with tho3sayf and Brady (2012),
who found that collaborativéearning had a positive impact on students’ academic
performance. Moreover, there was a significant difference in task scores between
students with different learning styles, with the approaches of agingerand
accommodating learning having a significant beneficial effect. In addition, Zapalska and
Brozik (2006) found a positive effect on learning style and improvement in achievements
in an online learning environment. They also found that each lealigbt ose several
learning styles in order to get the best knowledge in a specific manner, which led to
improvements in their academic achievement in online learning. Accommodating
learning was found to lead to the greatest improvement in the academiodganotess
in the individual l earning style. The aut hor
ability and control and thus to improve their academic achievement, teachers should

share information about the best learning styles and their gfeua8e in an online
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learning procesdn addition, online learning environments allow students to choose the
best learning style to cope with different approaches and teaching methods. There was a
positive significant difference between collaborative learners with different learning
styles interms of the effectiveness of the learning process in respeognitive learning

style. Zapalska and Brozik (2006) concluded that appropriate online course design and
the use of the newer version of the questionnaire for learning style classificaiidds

lead to a learning process that is suitable for all kinds of students.

The present results disagreed with o s e r eported by kengg¢l
found that teachers prefer assimilating and converging learning styles. Teachers in their
study sated that the collaborative learning style could improve the learning process. They
found that most of the students in the mathematics department had an assimilating
learning style, while only a small number had an accommodating learning style. They
also bund that most of the teachers in their study preferred the assimilating learning
style, while only a small number of teachers preferred the accommodating learning style.
However, it appeared that learning styles had no significant effect on academic tasks
Older students preferred the converging learning style, while younger students preferred
the assimilating style. It was also indicated that teachers prefer the assimilating learning
style for students, and that students aged 23 and over also prefentieeging learning

style. There was no significant relationship between learning style and gender.

What is the effect of learning style on the students' achievement and skills whether or
not collaboration exists?
From the above results and after reviewing the hypothesis tests above, the main

findings may be confirmed as follows:

Control Class:

There was a significant difference in the students' pre, midterm and final exam
scores imblended learning environment due to learning style where collaborative learning
did not occur. This difference was due to the learning style, with the assimilating learning
style showing the best results. However, there was no significant differencesindeets’
scores for their exercises, proposal and poster skills or for their post exami leamiag

environment due to learning style where collaborative learning did not occur.
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First Experimental Class (E1):
Learning style had no significant effeoh the students' skills and achievement

(scores for the exercises, proposal and poster task, and for the pre, post, midterm and final

exam) inablended learningnvironment where collaborative learning occurred.

This effectconcurs with the findings o$everal previous studies. For example,
Conner and Sliwka (2014) indicated that sometimes collaborative classes of learners with
the same learning style do better than collaborative classes of learners with different
learning styles and vice versa, depegdion the nature of the tasks. Furthermore,
Manochehr (2006) stated that learning style has an effect on the achievements and skills of
students who work individually ia blended learning environment. The lecture, paper and
exam scores of the students whorked individually and followed an assimilating learning
style in an dearning environment were better than those of their peers who followed other

learning styles.

However, the present findings are in contrast to the results of Essaid et al. (2011),
who found a significant effect of learning style in students undertakinecolaborative
learning, depending on the nature of the tasks performed. They also indicated that students
with individual learning styles usually follow the assimilating learnindestin addition,

Ali (2011), examining both collaborative and individual learning, found no significant
effect of learning style on students' knowledge and application in a project management
course at a level of higher education institution in Trinidadl & obago.Moreover
Merchant et al. (2014) found a significant difference in students' knowledge between the
different learning style and tasks, with converging and accommodating learning styles
having a positive effect. The assimilating learning styls ¥eaind to be the best, as it is
more suitable for declarative tasks, while the converging learning style is more suitable for
procedural tasks. In addition, individual learning was found to improve the performance of

the students more than collaboratigarhing.

The present results agreed with those reported by Kuoet et al. (2015), who found a
significant difference between collaborative learning with the same learning style and
collaborative learning with different learning styles, with the former showing brettalts.

In addition, the performance of the collaborative students with the same learning style was
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much better than that of individual students. The performance of students working
collaboratively was better than that of individual students, whethemtbeged with others

who had the same or different learning styles. Moreover, there were no significant
differences between the four learning styles (diverging, assimilating, converging and
accommodating) in terms of learning performance in collaboratermiteg with different

styles. The collaborative students working in classes with the same learning style were able
to communicate, negotiate and achieve consistent answers. However, the performance of
collaborative students working in classes with diffetearning styles was not significantly
different from those with the same learning style, but the collaborative students with
different learning styles did better than those with the same learning style in thtegbost
Students with the converging andcammodating learning styles achieved the highest
scores in collaborative classes with the same learning style, while among collaborative
students working in classes with the same learning style, the different learning styles had no
significant effect onte st udent sd achievements scores.
found that most of the Korean students in their study of auditory style preferred individual
learning with diverging and assimilating learning styles, while some preferred individual
learning with converging and accommodating styles and only a small number preferred
collaborative learning. They suggested that the students prefer to study English with a more
diverging and assimilating learning style rather than a converging and accommodating
style. Additionally, most of the collaborative students working in classes with the same
learning style achieved greater improvement in their English scores than did collaborative
students working in classes with different learning styles. Learning style haldoa
significant effect on the performance of collaborative learners working in classes with the

same learning style.

The present results agreed with those reported by Saadi (2012), who concluded that
there is a positive relationship between learnigglstt s and studentsdé readi
individual learning style and suggested that the planning of the reading curriculum in the
Saudi education system must take into account the different learning styles to fit with the

|l earner sé6 demands.

In contrast GarciaRos et al. (2008) found that the diverging learning style had a

positive effect on motivation and the level of learning in students working collaboratively

179



in classes with the different learning styles. This led them to conclude that the swittents

the diverging learning style could get more information and collaborate more effectively
with each other, whether their class was homogeneous or heterogeneous in learning style.
Moreover, Huang et al. (2012) demonstrated a significant relationshiedre different
learning stylesand students' performance through the mediation of online participation.
Collaborative students with an assimilating learning style had a higher level of
performance, while collaborative students with diverging and accontmgdiarning
styles had a lower level of performance. Prior knowledge had a positive impact on the
moderator between online participation and learning perform&uctermoretherewere

no significant differences between the collaborative learning gnatipthe same learning

style and the collaborative learning group with different learning styles in the learning
process in a collaborative learning environment. However, there was a significant
difference between the different learning styles in termsderstanding of learning goals

and objectives, with the simulation learning style being associated with better
understanding of learning goals and objectives in a collaborative learning environment
compared to other learning styles, and thus with graaiprovements in the learning
process. They suggested the use of simulations and experiential exercises instead of the
accommodating and converging learning styles in the learning process. Collaborative
learning with the same or different learning styleswzetter at improving the learning
process. In addition, Markulis and Strang (2012) concluded that in order to improve their
academic achievemengarners must know about differences in learning style and which
ones are suitable for the tasks set. Thelteof the present study are in contrast to the
findings of Hassan et al. (2011), who indicated that collaborative students working in
groups with different learning styles achieved significantly higher scores in théepbsn

the perceptions of commisation skills compared to individual students anblended

learning environment.

6.2 Summary

This chapter has offered a summary of

them in comparison with previous studies.
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The study findings disagreed withe results of the majority of previous studies,
which found that the achievements and skills of students engaged in collaborative learning
appeared better than those undertaking individual learninga ibhlended learning
environment.

Our study found thatni the majority of the tasks, collaborative learning has no
beneficial effect, and that students tend to prefer individual learning, although they find
collaborative learning useful in some tasks. Regarding learning style, the present findings

concur with he previous literature in some areas but not others.
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Chapter 7: Summary of Results, Conclusions, and

Recommendations

This chapter introduces a summary of the study results and provides conclusions
based on these results, as well as recommendatiorsuggdstions for further research

based on the obtained findings.

7.1 Summary ofthe Purpose and Questions of the Study

This study set out to establish the effect of including collaborative learning in an
online Research Methods course at Qatar Univer§@iy) on the achievement of
students with different learning styles. The key problem of the study can be summarised

in answering three main questions:

1. Do the achievements and skills of students who work individually biended
learning environment in theontrol classdiffer from those who collaborate &
blendedearning environment in the first experimenthls®

2. What is the effect of the different learning styles of students who follow
collaborative learning on their achievements and skillsaiblended learning
environment?

3. What is the effect of learning style on the students' achievements and skills whether

or not collaboration exists?

This study answered the research questions through adopting an experimental
approach and using mixed methodspresented in questionnaires and interviews, to
collect the required data. The first stage was the process of collecting and analysing
guantitative data (whiclvasdone using a quasixperimental approach) to address the
three questions studied above, followed by the collection and analysis of qualitative data
(using class interviews) to support the quantitative results. Also, the study sample
consisted of eightpne students at Qatar University, with equal numbers for ekads

represented by the first twersgven students from each of the three classes, in order to
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get more accurate results through comparing symmaasgses in terms of the numbers

of studentsn eachclassand accurate learning styles.

7.2Summary of Study Variables

In this study, the independent variable was whether the teaching method used
collaborative learning (collaborative/group work versus -ooltaborative/individual
work). The adoptin of collaborative learning was applied withenblendedlearning
environment to assess its effect on particip
dependent variable was represented in students' achievements in all types of exercises
and exams. Learning styles represent the moderating variablefirsthiedividual class,
which moderated and made a difference to the achievement of the students. In the second
and third experimentatlasss, learning style moderated the relationship between

coll aborative | earning and studentsd achieve

7.3 Summalr of Study Results

Results related to the first question of the studyDo the achievements and
skills of students who work individually iablendedearning environment in the control
classdiffer from those who collaborate i blendedlearning environmat in the first
experimentatlas®

The studydéds main findings for this quest:.
difference in the achievements and skills of the conttass students, who worked
individually, in exercises and poster tasks and in the midterm exam compared to those in
the first experimentatlass who collaborated ira blendedlearning environment. This
difference was in favour of the contrdhss thus, it ca be concluded that there was no
beneficial effect of collaborative learning on the students' exercises and poster skills or in
their scores for the midterm exam. Collaborative learning had a significant effect on the
students' proposal writing scores beem the controtlassand the first experimental
class (collaborative withdifferent learning styls). However, there was no significant
difference in the achievement and skills of students who worked individually in the pre
test, postest and the final>am between the contralassand the first experimental
class who collaborated ina blended learning environment. This indicates that

collaborative learning had no effect on students' scores in these.exams
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Results related to the first hypothesis ofthe study

H1: There is a significant difference in the achievements of students who work
individually in a blended learning environment in the control class and those who
collaborate ina blendedlearning environment in the first experimental class

To test this hypothesis, an independent sampdsttwas used to compare the
control and EXklasss to assess the effect of collaboration on students' achievements and

skills. Each skill was tested separately as follows:

- Exercises: there was a significant difference in the exercise skills, with the
controlclassperforming better than their peers in the experimenitals It can be
concluded that there is no effect of collaborative learning on the exercise scores of
students, as the mean value or difference was in favour of the coiasslnot
the experimentatlass Thus, the hypothesis H1is accepted

- Proposal:therewas a signi ficant effect of col | at
achievement in their proposal scores, with the experimexask performing
better than their peers in the contttdss Thus, the hypothesis H1 is accepted

- Poster:there is no effect of ca@borative learning on the poster scores of students,
as the mean score for the contetdssis higher than the mean score for the E1
class which means that collaborative learning had no effeactlassE 1 6 s s cor es
for the poster task. Thus, the hypotkddilis accepted

- Pre-test: collaborative learning has no effect on the scores of students in the first
experimentalclasswhen compared with the contrallass Thus, the hypothesis
Hlis rejected

- Posttest: collaborative learning does not enhance the scores of students in the
first experimentaklass and thus has no effect on their achievements. Thus, the
(H1) hypothesis H1is rejected

- -Midterm exam:no effect of collaborative learning on this achievementia be
observed because collaborative learning did not enhancehievements of the

experimentatlassin the midterm exam. Thus, hypothesis Héjected
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- Finalexam:t here iIis no effect of coll abor at

in terms of the differences between the contlaksand the first experimental

class Thus, hypothesis HL1lis rejected.

Results related to the second main question of the studWhat is the effect of
the different learning styles of students who follow collaborative learning on their

achievements and skills ablendedearning environment ?

The main finding for this question was that themre significant differences in
the posttest, midterm and final exam scores of students who wuaedollaborative
learning with the same learning style anblendedlearning environment due to their
learning style, with the converging learning style being associated with significantly
higher scores. Thus, theveas an effect on the poegtst, midterm and final exam scores
of students engaged in collaborative learning with the same learning stgylelénded
learning environment due to their learning style. On the other hand, differamces i
learning style had no significant effect on the achievements of collaborative learners in
the exercises, proposal writing and poster task, or in thexane.

Results related to the second hypothesis of the study

H2: There is a significant difference in the achievements of students who engage in

collaborative learning in a blended learningenvironment due to their learning style.

To test this hypothesi® oneway ANOVA was used to examine the effect of
differencesin learning styls of students who followed collaborative learning on their
achievements and skills by assessing the differences between the classahd the
second experimentatlass Achievements and skills were measured via scores for
exercises, groposal, and a poster as wall preposttest, midterm and final exams.
Moreover, four learning styles were used in this study: diverging, accommodating,

assimilating and converging.

- Exercises:therewas no significant difference in the students' exercise scores due to
differences in learning styldt can be concluded that differences in learning styles
have no effect on students' exercise skills in collaborative learning environments.

Thus, hypothesibi2 is rejected.
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Proposal:therewas no significant difference in students' scores on the proposal due
to differences in learning stylt.can be concluded that learning style has no effect on
students' proposal writing skillsn a collaborative learning neironment. Thus,
hypothesis H2 is rejected.

Poster:therewas no significant difference in the students' scores for the proposal due
to differences in learning styl#t can be concluded that difference in learning style
has no effect on the studengoposal writingskills in the collaborative learning
environmentThus, hypothesis H2 is rejected

Pre-test: therewas no significant difference in the students' achievements in the pre
test due to differences in learning stytecan be concluded that learning style has no
effect on students' achievement in the -f@& in a collaborative learning
environmentThus, hypothesis H2 is rejected

Posttest: therewas a significant difference in the students' achievements in the post
test due to differences in learning style. The converging learning style has the highest
mean scorelt can be concluded that learning style does have an effect on students’
achievements in the petst in a collaborative learning environmeand this
indicates that students with converging learning style are performing better than their
peers with the other learning styl@sus, the hypothesis is accepted.

Midterm exam:therewas a significant difference in the students' achievements in the
midtermexam due to different learning styles. The converging learning style has the
highest mean. Thug,can be concluded that difference in learning style has an effect
on the students' achievement in the midterm exam in a collaborative learning
environment. These findings indicate that significant differences were found in
achievements in the midterm exam, with students with the converging learning style
performing better than their peers with the other learning sfjlass, the hypothesis

is accepted

Final exam: therewas a significant difference in the students' achievements in the
final exam due to different learning styldiscan be concluded that learning style has

an effect on the students' achievements in the final exam in a collaborative learning

environment. These findings indicate that students with this style performed
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significantly better than their peers with the other learning styldais, the

hypothesis is accepted

Results related to the third main question of the studyWhat is the effect of

learning style on the students' achievement and skills whether or not collaboratich exists

From the above results and after reviewing the hypothesis tests above, the main
findings may be confirmed as follows:

Control Class: There was a significant difference in the students' pre, midterm and final
exam scores ia blendedearning environment due to learning style where collaborative
learning did not occur. This difference was due to the learning style, with students with
the assimilating learning style doing significantly better. However, there was no
significant difference in the students' scores for their exercises, proposal and poster skills
or for their post exam im blendedlearning environment due to learning styleend

collaborative learning did not occur

First Experimental Class (E1):Learning style had no significant effect on the students’
skills and achievement (scores for the exercises, proposal and poster task, and for the pre,
post, midterm and final exam) & dendedlearning environment where collaborative

learning occurred.

Results related to the third hypothesis of the study:

H3: There is a significant difference in the students' achievements in term of
collaboration used in the three classes due tearning style.

To test this hypothesis, a em@ay ANOVA was used to compare the thidasss i the
controlclass(C) and the first and second experimeistabss (E1, E2)i to examine the

effect of different learning styles on the students' achievenmehsldlls by assessing the
differences in learning style in the threlasse regardless of whether or not collaborative
learning was used. The achievements and skills were measured via scores for exercises, a
proposal and a poster, as wall prepostteds, midterm and final exam scores. Four
learning styles were examined in this study: diverging, accommodating, assimilating and

converging.
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- Control Class

To test this hypothesis, a em@y ANOVA was used to examine the effect of
different learningstyles on the students' achievements and skills where collaborative
learning did not occur. The achievements and skills were studied through the use of
Sstudentsd scores on exercises, a proposal wr

for the pe-posttest, midterm and final exam.

- Exercises:therewas no significant difference in the students' scores on exercise skills
due to learning style where collaborative learning has not occultrechn be
concluded that learning style has no effect onstoelents' scores on exercise skills
where individual learning takes place. Thus, the hypothesis is rejected.

- Proposal:therewas no significant difference in the students' scores on the proposal
task due to different learning styles where collabordgaening has not occurred.
can be concluded that difference in learning style has no effect on the students'
proposal writing skillsvhere individual learning take place. Thus, the hypothesis is
rejected.

- Poster therewas no significant difference irhé students' scores for the poster task
due to different learning styles where collaborative learning has not occlircaa.
be concluded that there is no effect of the difference of learning style on the students'
poster skills where individual learningke placeThus, the hypothesis is rejected.

- Pretest:therewas a significant difference in the students' achievements in the pre
test due to different learning styles where collaborative learning has not occurred; this
difference is because the assating learning style has a higher mesanore It can be
concluded that the difference in learning style has an effect on the students'
achievement in the pitest where individual learning takes plagéis indicates that
significant differences were found in the ftest achievement, with students with the
assimilating learning style performing better than their peers with other learning
styles.Thus, the hypothesis is accepted.

- Posttest therewas o significant difference in the students' achievements in the
posttest ina blendedlearning environment due to different learning styldeere

collaborative learning has not occurrddcan be concluded that different learning
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styles have no effect ome students’' achievement in the giest where individual
learning takes place. Thus, the hypothesis is rejected.

Midterm: there was a significant difference in the students' achievements in the
midterm exam ina blendedlearning environment due tdifferent learning styles
where collaborative learning has not occurrddhis difference is because the
assimilating learning style is associated with a higher mean. stoas be concluded

that different learning styles have an effect on the studeciséveement in the
midterm exam where individual learning takes pladas indicates that significant
differences were found in achievement in the midterm exam, with students with the
assimilating learning style performing better than their peers withr ddaening
styles.Thus, the hypothesis is accepted.

Final exam: therewas a significant difference in the students' achievements in the
final exam due to different learning styleghen collaborative learning has not
occurred. This difference is duettoe assimilating learning style, which has a higher
mean scorelt can be concluded that learning style has an effect on the students’
achievement in the final exam where individual learning take plBEaes. indicates

that significant differences were fadinn achievements on the final exam, with
students with the assimilating learning style performing better than their peers with

other learning styleg.hus, the hypothesis is accepted.

- First Experimental Class

To test this hypothesis, a em@ay ANOVA was used to examine the effect of

different learning styles on the students' achievement and skills by assessing the

differences in learning style for the first experimemiakss where collaborative learning

had occurred. Achievements and skills wexamined via scores for exercises, a proposal

writing task and a poster, as welke-posttest, midterm and final exam scores.

Exercises:therewas no significant difference in the students' exercise scores due to
learning stylewhere collaborative leanmg has occurredt can be concluded that
different learning styles have no effect on the students' exercise skills in a

collaborative learning environment. Thus, the hypothesis is rejected.
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Proposal:therewas no significant difference in the studersislls in a collaborative
blendedlearning environment due to different learning stylésan be concluded

that differences in learning style have no effect on the students' proposainséills
collaborative learning environment. Thus, the hypothesisgested.

Poster there was no significant difference in the students' poster skills in a
collaborativeblendedlearning environment due to different learning stylesan be
concluded that there is no effect of the different learning style osttigkents' poster
skillsin a collaborative learning environment. Thus, the hypothesis is rejected.
Pre-test therewas no significant difference in the students' achievements in the pre
test in a collaborativéblendedlearning environment due to differemscen learning

style It can thus be concluded that differences in learning style have no effect on the
students' achievements in the g@st in a collaborative learning environment. Thus,
the hypothesis rejected.

Posttest: therewas no significant diffeence in the students' achievement in the-post
test in a collaborativblendedearning environmerdue to different learning stylek.

can be concluded that there is no effect of the different learning styles on the students'
achievements in thposttest in a collaborative-kearning environment. Thus, the
hypothesis is rejected.

Midterm: therewas no significant difference in the students' achievements in the
midterm exam in a collaboratil@endedearning environment as a result of different
learning styleslt can be concluded that learning style has no effect on the students'
achievements in the midterm exam in a collaborative learning environment. Thus, the
hypothesis is rejected.

Final exam: therewas no significant difference in the stud€nachievement in the

final exam in a collaborativelendedlearning environment as a result of different
learning styles. It can be concluded that learning style has no effect on the students'
achievements in the final exam in a collaboratblendedleaning environment.

Thus, the hypothesis rejected.
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