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The opinions of English teachers on the problems encountered in English teaching in the schools in
Karabük Province were examined in this study, by taking a variety of variables into consideration. There
are 231 English teachers in state schools in Karabük. A total of 67 English teachers serving in the
primary schools, secondary schools and high schools in the central districts of Karabük ProvinceTurkey in the 2018-2019 school year participated voluntarily in the study, in which the Scale for
Challenges Encountered by English Teachers Regarding Their Field, developed previously was
translated into English and used. According to the results of the analysis, it can be said that while
English teachers do not struggle with difficulties regarding collaboration with families, institutions,
organisations and people in immediate and distant vicinities for the most part, they do struggle with
difficulties in terms of making plans that are compatible with English teaching programmes. It was
found that there are no significant differences in the opinions of English teachers regarding the
challenges encountered in English teaching according to the variables of age, level of education,
marital status, term of office, gender and school type. In light of all these assessments, it is thought that
the identification and resolution of problems by determining and evaluating the perceptions of English
teachers regarding the challenges encountered in English teaching will provide contributions to studies
directed towards ameliorating and improving the quality of schools and education.
Key words: English teaching, schools, teachers, programmes.

INTRODUCTION
In order to reach the level of contemporary civilisation
and catch up with the standards of developed countries,
well-planned economic investments are not enough by

themselves, being able to attain the projected standards
also requires well-educated individuals. To this end, the
supreme goal of educational systems these days is to be
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able to cultivate the people of this information age.
Additionally, in a world where the importance of
information is rapidly increasing and transitioning into the
information society, it is seen that the social, cultural,
political and technological changes that are taking place
are affecting education systems and that new
approaches and trends are emerging in education.
According to İşisağ and Demirel (2010), nowadays, when
communication has gained a paramount level of
importance, it has become an indispensable need for
every society to speak one or more foreign language as
well as to familiarise with and understand different
cultures.
Gedikoğlu (2005), who has touched upon the
importance of knowing a foreign language in terms of
scientific studies along with cultural exchange in today‟s
world, states that studies which can be a source for
technological developments and scientific advancements
are mostly conducted abroad in Europe, America or in
certain countries in the Far East. In order to be able to
keep up with the advancements in science and
technology, communicate with other individuals and
benefit from progress of information technology, learning
the prevalent foreign languages is an absolute imperative
of our age. Knowing a foreign language is not merely
limited to the fields of science and technology, it is a skill
that inevitably needs to be possessed by the modern
person in the globalising world (Gedikoğlu, 2005). In this
context, by virtue of the effect of globalisation, our
country is also in intense political, economic and cultural
interaction with the world. It is also seen that foreigners
take an interest in Turkey for similar reasons and that the
most preferred language for the focus of this interaction is
English, as mentioned above (Arslan and Akbarov, 2010;
Başat, 2014; Hamiloğlu, 2005; Özdemir, 2006; Turkish
Ministry of National Education (MoNE)/MEB Yabancı Dil
Çalıştayı 2006). With English having become a mutual
language of communication (lingua franca), the young
and old alike are making efforts in the name of learning
English. Having a command of English is considered an
indicator of power and status in our society, as it is for
many others (Doğançay-Aktuna, 1998, cited in Yaman,
2018).
In modern times, when relations have increased in the
economic, social and cultural areas within the
international arena, it has become an unavoidable
necessity to learn English, the common language of
communication which proves to be the most important
factor in regulating and actualising these relations.
Therefore, the demands oriented towards learning
English in our country are exhibiting an increase in
parallel with this state of affairs. In this vein, there have
been changes in the roles of English teachers also by far.
English teachers‟ qualifications, skills and abilities are
very important and they have big responsibilities for
teaching purposes.
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Foreign language teaching studies in Turkey
It is seen that studies in foreign language teaching in
Turkey have been developing in parallel with efforts to
integrate with the world. The „Foreign Language
Teaching Development Centre‟ was established under
the Turkish Ministry of National Education (MoNE) Board
of Education and Discipline in 1972.
The foreign
language programme which was subsequently developed
began to be implemented in thirty-two schools in the
educational year 1972-1973 and this practice which also
continued between 1973-1977 was extended to all
secondary education institutions. The English programme
for Anatolian High Schools was prepared in 1983 and
began implementation in 1984. The level system started
in 1988 was abolished after one year. In 1997, English
became one of the compulsory courses in the fourth and
fifth grades of primary school and it became a
compulsory course starting from the second grade of
primary school in 2013 (Demirel, 2016; Kırkıç and Boray,
2017).
In the following years, the Bologna process expanded
to include 48 different countries including Turkey (Aksoy
et al., 2018). In all of the countries participating in the
Bologna Process, which Turkey joined on 19 May 2001,
foreign language education was incorporated into the
compulsory courses and it was settled that these courses
comprise 10% of the teaching programme (Durukafa,
2007).
In other respects, in the English programmes which
were prepared in accordance with the contemporary
developments and European Union (EU) standards, the
behaviourist approach that held sway for years is being
abandoned and a student-centered, process-oriented
constructivist approach is being taken as a basis with
communicative functions being incorporated. This
programme in which the mixed-type programme
development approach (structural, situational, subjectoriented, conceptual/functional, process/task and skilloriented approaches) is used, can easily coalesce with
the European Language Passport. This passport shows
student proficiencies in foreign languages. Furthermore,
it supports every foreign language programme aiming to
develop student communicative proficiencies (Kıroğlu,
2008).
In the regulation of the Turkish Ministry of National
Education Foreign Language Education and Teaching
(2006), the aim of foreign language education and
teaching in parallel with the English programme is stated
as: "In conformity with the general aims and fundamental
principles of National Education and by taking the aims
and levels of schools and institutions into consideration in
the foreign language that is being taught, ensuring that
individuals gain listening-comprehension, readingcomprehension, speaking and writing skills, use the
language learned and develop a positive attitude towards
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foreign language teaching".
The teacher factor
Radical changes are being made in our education system
with each passing day. The improvement, development
and sustainability of the country is rendered possible by
the materialisation of these changes, recognition of them,
the healthy operation of this democratic structure along
with the cultivation of qualified workforce. When a
qualified workforce is mentioned in the globalising world,
individuals who have knowledge and skill with regard to
language come to mind, in addition to those with a view
to technology. In foreign language teaching, English
teachers are considered to bear key significance. This is
because it is apparent that the language which has the
most prevalent area of usage as the language of science
and commerce is English. It is seen that the social,
cultural, political, technological and economic changes
affect education systems throughout the world, where the
importance of information is rapidly increasing and where
there is a transition into the information society.
The competitive environment that has formed as a
result of globalisation has resulted in the necessity of
training individuals who have superior qualifications.
When it is taken into account that the way to endow these
qualities is through education, the importance of training
teachers on the global competitive scale will be better
understood.
According to Aydın (2016), Takkaç (2014) and Yalçın
(2017), the competitive environment that has formed as a
result of globalisation in today‟s world has brought forth
the necessity of training individuals who have superior
qualifications and hence, an ideal foreign language
teacher needs to possess certain qualities. First and
foremost, foreign language teachers need to be
proficient, well-equipped and competent in terms of
fundamental language knowledge and skills. However,
the teacher who enters the profession as highly equipped
with regard to fundamental knowledge and skills, will not
necessarily stay at the same level for his/her whole
professional life. For this reason, the ideal teacher needs
to commence the profession having gained an adequate
level of research skills to guide them in the subsequent
years. In other respects, Demirpolat (2015, cited in
Alagözlü, 2017) and Seferoğlu (2006), state that teacher
preparation is a complex task and requires careful
planning and skilful adherence of a quality standard for
pre-service training. This solution would enable the
teacher to access to the target language in order to
render them capable of establishing communication in
the foreign language in the class, and to assess their
teaching skills before commencement of a formal
teaching program.
Routinely, language teaching is generally discussed

from the perspective of the teacher. It should not be
forgotten that the purpose of teaching is to enable
learning, and that learning is not an exact reflection of
teaching. For as much as a teacher‟s beliefs, aims,
attitudes and decisions regarding teaching affect their
teaching, a student‟s beliefs, aims, attitudes and
decisions regarding teaching and learning affect their
learning. In the interpretation of many foreign language
learning models, the student‟s beliefs regarding teaching
and learning play the fundamental role (Akalın and
Zengin, 2007).
In this study, the opinions of teachers regarding the
challenges encountered in English teaching in schools
have been evaluated. One of the most important aims of
the study is to set forth the precautions to be taken by
identifying the challenges encountered in English
teaching.

Research Questions
The research questions of this study were composed as:
"What are the perceptions of English teachers regarding
the challenges encountered in English teaching in
schools?"
The sub-problems categorised are as follows:
1) What are the opinions of English teachers regarding
the challenges encountered in English teaching in
schools?
2) Do the opinions of English teachers regarding the
challenges encountered in English teaching in schools,
exhibit significant differences according to the variables
of:
a) Gender
b) Age
c) Level of education
d) Marital status
e) Term of office (experience)
f) School type

METHODOLOGY
Research model
The research is descriptive and was conducted using the survey
model. Survey models are research models which aim to describe a
situation from the past or still current (event, person, object) as it is
and with respect to its own conditions. General survey models are
survey arrangements which are applied in a population consisting
of multiplexed members and carried out on the whole population or
a group, example or sample to be taken out of it, with the aim of
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reaching a general estimation about the population (Karasar, 2006).

Study group
Karabuk is a small province with the population of more than
100000. Totally, 3149 teachers are available in Karabük Province
(https://karabuk.meb.gov.tr/). Out of 3149, there are 231 English
teachers work for state schools in Karabük. 67 English teachers in
20 schools accepted the participation voluntarily in the survey.
These English teachers serving in primary schools, secondary
schools and high schools in Karabük Province-Turkey in the 20182019 school year. The questionnaire was distributed among the
participants and about five minutes were given to respond it.

Data collection tool
In the study, The Scale for Challenges Encountered by English
Teachers Regarding Their Field developed by Özel (2011), has
been adapted, translated into English by the author and used. Its
validity value was found reliable. The questionnaire used in the
study consists of two main parts. The first part of the questionnaire
comprised of personal information questions (gender, age, level of
education, marital status, term of office-experience, school/institution
of affiliation). The second part of the scale comprised of questions
verbalising the difficulties encountered by teachers regarding their
field and scaled as Yes (1), Partially (2), No (3) in compliance with
the 3-item Likert Scale.

Data analysis
The answers given to the data collection tool by the teachers were
coded and loaded into the SPSS 22 statistics software pack. This
program analysed the data given automatically. The 2 poles
(ranges) on the scale for challenges encountered by English
teachers regarding their field were divided into 3 options (2:3=0,66)
and by adding the retrieved number onto the lowest number
representing the options, it was evaluated as:
1.00 - 1.66= Yes, 1.67 - 2.33= Partially, 2.34 - 3.00 = No.
In the analysis of the survey questions, descriptive methods such
as mean and standard deviation were used along with parametric
tests (t-test and OneWay ANOVA for the independent groups) and
the results have been expressed through tables. Since the
Cronbach Alpha value of reliability which had been sought in order
to determine the reliability and validity of the data was 0.90, the
reliability of the data has been found to be high. In the
interpretations, the arithmetic means of the groups and "p"
significance value have been taken into account.

FINDINGS
Descriptive findings regarding the participants
The findings regarding the 67 participants who
participated in the study and answered all of the
questions in the survey are given in Table 1.
When the Table 1 was examined in detail, it was seen
that 48 of the participants (71.6%) were female and 19 of
the participants (28.4%) were male. It was determined
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that 19 participants (28.4%) were in the 20-29 age group,
12 participants (17.9%) were in the 30-39 age group, 18
participants (26.9%) were in the 40-49 age group, 15
participants (22.4%) were in the 50-59 age group and 3
participants (4.5%) were aged 60 and above. It was
ascertained that 57 participants (85.1%) attained
undergraduate degrees, while 10 participants (14.9%)
attained postgraduate degrees. It was seen that 41
participants (61.2%) were married, 26 participants
(38.8%) were single, 18 participants (26.9%) had
completed 0-5 years of service, 7 participants (10.4%) 610 years, 8 participants (11.9%) 11-15 years, 10
participants (14.9%) 16-20 years, 8 participants (11.9%)
21-25 years, 16 participants (23.9%) 26 years and above
and 11 participants (16.4%) worked in primary schools,
16 participants (23.9%) in secondary schools and 40
participants (59.7%) in high schools.
English teachers’ opinions regarding the challenges
encountered in English teaching in schools
English teachers‟ opinions regarding the challenges
encountered in English teaching in schools according to
their perceptions are given in Table 2.
When Table 2 is examined in detail, it can be seen that
while the participants responded to the proposition of
Making plans that are suitable for the English teaching
programme, with the lowest degree in the level of „Yes‟
with a mean of ( =1,63), they have shown a high level of
participation to the proposition of Collaborating with
families and institutions, organisations and individuals in
immediate and distant vicinities for students to use the
foreign language, with the highest degree in the level of
„Partially‟ with a mean of ( =2,33). Thus, it can be said
that while the English teachers do not encounter
challenges for the most part in terms of collaborating with
families and institutions, organisations and individuals in
immediate and distant vicinities for students to use the
foreign language, they do encounter challenges in terms
making plans that are suitable for the English teaching
programme.
The general mean is seen to be at the level of „Partially‟
with a mean of ( =1,90). Thus, it was extrapolated that
the perceptions of English teachers regarding the
challenges encountered concerning their field are at the
level of „Partially‟ and that they encounter challenges
concerning their field from time to time.
The comparison of the opinions of English teachers
regarding the challenges encountered in English
teaching in schools according to the gender variable
The results of the t-Test carried out for the differences
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Table 1. Descriptive analysis regarding the participants.

Variables

Number
48
19

%
71.6
28.4

Age

Ages 20-29
Ages 30-39
Ages 40-49
Ages 50-59
60 and older

19
12
18
15
3

28.4
17.9
26.9
22.4
4.5

Level of Education

Undergraduate
Postgraduate

57
10

85.1
14.9

Marital Status

Married
Single

41
26

61.2
38.8

Term of office (experience)

0-5 Years
6-10 Years
11-15 Years
16-20 Years
21-25 Years
26 years and above

18
7
8
10
8
16

26.9
10.4
11.9
14.9
11.9
23.9

The School of Affiliation

Primary school
Secondary school
High school

11
16
40

16.4
23.9
59.7

Gender

Category
Female
Male

Table 2. The perceptions of English teachers regarding the challenges encountered in English teaching in schools.

Propositions

N

Making plans that are suitable for the English teaching programme
Organizing the suitable settings for English teaching
Understanding what is read in English
Using materials and resources which are suitable to the process of English teaching
Ensuring that students speak English accurately and comprehensibly
Using methods and techniques that are suitable to the process of English teaching
Interpreting the assessment results directed to determining the language development of
the students and providing feedback
Developing students‟ listening/watching skills
Carrying out formative assessment in English teaching
Preparing different tools and methods for assessment and evaluation that can be used in
English teaching
Developing students‟ reading skills
Being a model for students in terms of speaking English fluently and accurately
Writing in English
Developing students‟ writing skills
Understanding what is being listened to in English
Using the assessment and evaluation tools and methods which are to be used in the
teaching process by benchmarking them in terms of practicality, validity and reliability

67
67
67
67
67
67

1.63
1.75
1.76
1.78
1.78
1.79

0.76
0.79
0.72
0.69
0.71
0.59

Level of
participation
Yes
Partially
Partially
Partially
Partially
Partially

67

1.79

0.66

Partially

67
67

1.82
1.82

0.72
0.72

Partially
Partially

67

1.82

0.78

Partially

67
67
67
67
67

1.84
1.84
1.84
1.87
1.94

0.69
0.77
0.79
0.76
0.74

Partially
Partially
Partially
Partially
Partially

67

1.96

0.68

Partially

SS
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Table 2. Contd.

Reflecting the studies he/she carries out which are directed to his/her professional
development on the teaching process applications
Designing new assessment and evaluation tools
Knowing the culture of the language that is being taught
Preparing original activities which will improve the use of English in daily life
Collaborating with families and institutions, organizations and individuals in immediate
and distant vicinities for students to use the foreign language

67

2.03

0.74

Partially

67
67
67

2.15
2.15
2.15

0.70
0.76
0.80

Partially
Partially
Partially

67

2.33

0.77

Partially

Table 3. The t-Test results according to the gender variable of the opinions of English teachers regarding the challenges
encountered in English teaching in schools.

Gender

N

X

S

Female

48

40.21

8.24

Male

19

38.79

10.07

SD

t

p

65

0.596

0.553

*p<0.05

according to the gender variable of the opinions of
English teachers participating in the study regarding the
challenges encountered in English teaching in schools
are given in Table 3.
According to the analysis results in Table 3, it is seen
that a significant difference does not manifest between
the opinions of participants regarding the challenges
encountered in English teaching in schools and the
gender variable. [t(65)=,596; p>,05]. While the arithmetic
mean of the opinions of female teachers regarding the
challenges encountered in English teaching in schools is
( =40,21), the arithmetic mean of the opinions of male
teachers regarding the challenges encountered in English
teaching in schools is ( =38,79). The quantitative
difference between them does not constitute a
statistically significant difference. This finding can be
interpreted as that the participants‟ genders do not cause
any differentiation in the opinions of participants regarding
the challenges encountered in English teaching in schools.

The comparison of the opinions of English teachers
regarding the challenges encountered in English
teaching in schools according to the age variable
The ANOVA results for the difference of the opinions of
English teachers regarding the challenges encountered in
English teaching according to the age variable are given
in Table 4.
According to the results of the analysis in Table 4, it is
seen that there is no significant difference between the
opinions of the participants regarding the challenges
encountered in English teaching in schools and the age

variable [F(4-62)= ,841; p>,05]. This finding can be
interpreted as that the ages of participants do not cause
any difference in the opinions of participants regarding
the challenges encountered in English teaching in
schools.
The comparison of the opinions of English teachers
regarding the challenges encountered in English
teaching in schools according to the level of
education variable
The t-test results for the difference in the opinions of
English teachers regarding the challenges encountered in
English teaching according to the level of education
variable are given in Table 5.
According to the analysis results in Table 5, it is seen
that no significant difference manifests between the
opinions of the participants regarding the challenges
encountered in English teaching in schools and the level
of education variable. [t(65)=1,299; p>,05]. While the
arithmetic mean of the opinions of teachers who hold an
undergraduate degree regarding the challenges
encountered in English teaching in schools is ( =39,23),
the arithmetic mean of the opinions of the participants
who hold a postgraduate degree regarding the challenges
encountered in English teaching in schools is ( =43,10).
The quantitative difference between them does not
constitute a statistically significant difference.
This
finding can be interpreted as that the participants‟ level of
education does not cause any differentiation in the
opinions of participants regarding the challenges
encountered in English teaching in schools.
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Table 4. One-Way Analysis of Variance (ANOVA) results for the difference of english teachers‟ opinions regarding the challenges
encountered in English teaching in schools according to the age variable.

Variable
ages 20-29
ages 30-39
ages 40-49
ages 50-59
60 years and older

Age

The Source of Variance
Between Groups
Within Groups
Total

KT
259.533
4780.944
5040.478

SD
4
62
66

N



S

19
12
18
15
3

37.00
39.67
40.61
42.33
40.67

7.99
11.63
9.15
6.84
5.69

KO
64.883
77.112

F
0.841

p
0.504

Difference
--

Table 5. The t-test Results of the Opinions of English Teachers Regarding the Challenges Encountered in English
Teaching in Schools According to the Level of Education Variable.

Level of Education

N

X

S

Undergraduate

57

39.23

8.24

Postgraduate

10

43.10

11.09

SD

t

p

65

1.299

0.199

*p<0.05.

Table 6. The t-test results of the opinions of English teachers regarding the challenges encountered in English teaching
in schools According to the marital status variable.

Marital Status

N

X

S

Married

41

39.90

7.75

Single

26

39.65

10.27

SD

t

p

65

,113

.911

*p<0.05.

The comparison of the opinions of English teachers
regarding the challenges encountered in English
teaching in schools according to the marital status
variable
The t-test results for the difference in the opinions of
English teachers regarding the challenges encountered in
English teaching according to the marital status variable
are given in Table 6.
According to the analysis results in the Table 6, it is
seen that a significant difference does not manifest
between the opinions of participants regarding the
challenges encountered in English teaching in schools
and the marital status variable [t(65)=,113; p>,05]. While
the arithmetic mean of the opinions of the married
participants regarding the challenges encountered in
English teaching in schools is ( =39,90), the arithmetic

mean of the opinions of the single participants regarding
the challenges encountered in English teaching is
( =39,65). The quantitative difference between them
does not constitute a statistically significant difference.
This finding can be interpreted as that the participants‟
marital status does not lead to any differentiation in their
opinions regarding the challenges encountered in English
teaching in schools.

The comparison of the opinions of English teachers
regarding the challenges encountered in English
teaching in schools according to the Term of Office
variable
The ANOVA results for the differences in English
teachers‟ opinions regarding the challenges encountered

Tosuncuoğlu
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Table 7. One-way analysis of variance (ANOVA) results for the difference of English teachers‟ opinions regarding the challenges
encountered in English teaching in schools according to the term of office variable.

Variable
0-5 years
6-10 years
11-15 years
16-20 years
21-25 Years
26 years and above

Term of office

The Source of Variance
Between Groups
Within Groups
Total

KT
290.401
4750.077
5040.478

SD
5
61
66

N



S

18
7
8
10
8
16

36.94
41.14
38.75
39.90
40.63
42.50

8.73
11.58
8.58
10.89
6.80
7.03

KO
58.080
77.870

F
0.746

p
0.592

Difference
--

Table 8. One-Way Analysis of Variance (ANOVA) Results for the Difference of English Teachers‟ Opinions Regarding the Challenges
Encountered in English Teaching in Schools According to the School Type Variable.

Variable
Primary School
Secondary School
High School
School Type

The Source of Variance
Between Groups
Within Groups
Total

KT
167.813
4872.665
5040.478

in English teaching according to the term of office
variable are given in Table 7. According to the analysis
results in the Table 7, it is seen that a significant difference
does not manifest between the opinions of participants
regarding the challenges encountered in English teaching
in schools and the term of office variable [F(5-61)= ,746;
p>,05]. This finding can be interpreted as that the
participants‟ term of office does not lead to any
differentiation in their opinions regarding the challenges
encountered in English teaching in schools.

SD
2
64
66

N



S

11
16
40

36.55
41.56
40.00

9.41
8.67
8.56

KO
83.906
76.135

F
1.102

p
0.338

Difference
--

that a significant difference does not manifest between
the opinions of participants regarding the challenges
encountered in English teaching in schools and the
school type variable [F(2-64)= 1,102; p>,05]. This finding
can be interpreted as that the school type in which
participants serve does not lead to any differentiation in
their opinions regarding the challenges encountered in
English teaching in schools.

DISCUSSION
The comparison of the opinions of English teachers
regarding the challenges encountered in English
teaching in schools according to the school type
variable
The ANOVA results for the differences in English
teachers‟ opinions regarding the challenges encountered
in English teaching according to the school type variable
are given in Table 8.
According to the analysis results in Table 8, it is seen

Sixty seven English teachers serving in 20 schools which
comprised of primary schools, secondary schools and
high schools in the Karabük Province, participated in the
study. 48 of the participants were male while 19 of them
were female. The ages of the teachers in active service
were between the band of 20 and the band of 60 and
above. According to the data obtained from the English
teachers, 11 of them served in primary schools, 16 of
them served in secondary schools and 40 of them served
in high schools.
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The quantitative difference between the opinions of male
and female teachers regarding the challenges
encountered in English teaching in schools does not
constitute a statistically significant difference. This finding
can be interpreted as that the gender of the participants
does not cause any differentiation in the opinions of
participants regarding the challenges encountered in
English teaching in schools. Moreover, it can be
extrapolated that the ages of the participants does not
cause any differentiation in their opinions regarding the
challenges encountered in English teaching in schools.
Fourteen of the 67 English teachers who participated in
the study held a Master‟s degree. The results have also
been compared according to the level of education and it
has been understood that the participants‟ level of
education does not lead to any differentiation in their
opinions regarding the challenges encountered in English
teaching.
In other respects, there is not a considerable difference
between the arithmetic means of the participants, 41 of
whom were married and 26 of whom were single,
regarding the challenges encountered in English teaching
in schools again, according to the findings obtained, it
was ascertained that the participants‟ terms of office does
not cause any differentiation in their opinions regarding
the challenges encountered in English teaching in
schools.
As mentioned above, English teachers who served at
the primary, secondary and high school levels participated
in the study and it has been determined that the school
type in which the participants serve does not cause any
differentiation in their opinions regarding the challenges
encountered in English teaching in schools. Hence, it can
be stated that the opinions of English teachers regarding
the challenges encountered in English teaching in
schools, do not exhibit significant differences according to
the variables of; gender, age, level of education, marital
status, experience, school type.
Nonetheless, according to the results of the data, it can
be said that while the students of the English teachers do
not encounter challenges in terms of „participating in
collaboration with families and institutions, organisations
and individuals in immediate and distant vicinities‟, they do
encounter challenges in terms of „making plans that are
suitable for the English teaching programmes‟. Thus, it
was extrapolated that the perceptions of English teachers
regarding the challenges encountered concerning their
field are at the level of „Partially‟, and that they encounter
challenges concerning their field from time to time.
This inference corresponds to the views of: Işık (2008),
who complained about there not being a proper foreign
language teaching programme; Enginarlar (2014) who
expressed that programmes should be revised; and
Tütüniş (2014) who pointed out the curricular problems
that are caused by not taking the opinions of English
teachers at the stage of preparing teaching programmes

and course books. Moreover, Yılmaz and Yücel (2017)
added that course books play a very great role in
language teaching. In parallel with these, when the issue
of English teaching in Turkey is viewed in a general
sense, in the joint study carried out by the British Council
and TEPAV (2013) called „Turkey National Needs
Assessment of State School English Language
Teaching‟, problems such as English teachers not being
able to reflect their potential to their classes, being too
dependent on the course book and the teachercentralism of education were mentioned. On the other
hand, Unal and Ilhan (2017), in their research on higher
education state that “students and instructors‟ suggestions
also centered upon „educational system”, „instructional
program‟ and „learning environment‟, and there were very
limited suggestions about teaching materials.”

Conclusion
In this study, the teacher opinions regarding the
challenges encountered in English teaching in schools in
the Karabük Province and the responds for aforementioned research questions have been investigated. In
the light of all of these assessments, it is thought that the
identification and resolution of problems by determining
and evaluating English teachers‟ perceptions regarding
the challenges encountered in English teaching will
provide contributions to studies directed towards
ameliorating and improving the quality of schools and
education.
Revealing the challenges encountered by teachers in
the application of various curricula and presenting
proposals for solutions with this study, will prove
instructive for the more effective and successful
implementation of the programme in the future. Within
this scope, for as much as the study is presumed to
contribute to the improvement of English teaching
programmes, it is also considered that it will be an aid in
the clarification of more effective, useful and realistic
teaching programmes through the detection of the
reasons that hinder the attainment of the specified goals
and the corresponding solution proposals.The fact that
information has shown quantitative and qualitative
increase and that the individuals need to learn the
information in a systematic manner has also increased,
has laid the groundwork for the improvement and change
of education programmes and learning approaches.
RECOMMENDATİONS
This research study aimed to identify the perceptions of
English teachers who teach at primary, secondary and
high schools. When it is taken into account that success
cannot be achieved despite all the changes and
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innovations made in foreign language teaching and
programmes, this study will prove most instructive in
order to make the best use of the labour, effort and
economic resources allocated to education. However,
this study is limited by the survey of Karabuk Province in
order to understand the perceptions of English teachers
regarding the challenges encountered in English teaching
in schools, many more cities can be included for further
studies in order to obtain a more general and common
conclusion and to develop some generalizations.
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Learning process varies from student to student. In a related research, it is argued that one of the basic
elements for this variation is due to student’s distinct learning styles. Planning learning situations
based on the knowledge of learners’ learning styles can be more effective and efficient. With the
learning-teaching process designed in accordance with the learning styles of students, it is possible to
develop positive attitudes towards the courses and to increase academic success. Pre-service
teachers' awareness of their own learning styles can be effective both for their own development during
their pre-service training and for the development of their students during their in-service professional
career. The purpose of the current study is to determine the learning styles of the pre-service basic
education teachers and to examine the relationships between their learning styles and gender, age,
program type, grade level and grade point average. In data collection, the Kolb Learning Style Inventory
was used. The current study was conducted on 493 pre-service teachers randomly selected from
among the 1st, 2nd and 3rd year students attending the Basic Education Departments of Classroom
Teaching and Pre-school Teacher Education in the Education Faculty of Necmettin Erbakan University,
in 2017/2018 academic year. In the analysis of the collected data, SPSS 24 program package was used.
The pre-service teachers’ learning styles are presented through descriptive statistics, frequencies (f)
and percentages (%). Whether the pre-service teachers’ learning styles vary significantly depending on
the variables of gender, age, program type, grade level and grade point average was tested with ChiSquare Test. Of the participating pre-service teachers, 398 (80.7%) are females and 95 (19.3%) are
males; 250 (50.7%) are from the department of classroom teaching and 243 (49.3%) are from the
department of pre-school teacher education. The results of the current study have revealed that the
participating pre-service teachers have adopted the “Diverging” learning style to the greatest extent
and the “Converging” learning style to the smallest extent.
Key words: Basic education, student, learning styles, variables, evaluation.
INTRODUCTION
The learning process has always been one of the
research subjects in terms of both individual development
and social development. Research has led to the
development of behavioral, cognitive or social-cognitive

theories and yielded many attempts to explain the
learning process in terms of these theories. Despite many
differences existing among these theories, the common
aspect of all is that learning process occurs through the
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experiences of an individual (Başbay et al., 2018). When
these experiences are examined, it is seen that these
experiences can vary depending on factors such as
individuals’ cultural backgrounds, societal roles, sociocultural and economic conditions, epistemological beliefs;
in this regard, individual differences are seen to be a
variable directly affecting learning.
Individual differences cause learners to develop
different responses to the same learning process. One of
the reasons for this differentiation is the learning style of
the learner (Ekici, 2002; Genç and Kocaarslan, 2013;
Yazıcı and Kaya, 2010). Learning style refers to the
learner's approach to learning process, his / her
preferences in having access to and processing
information. Learning styles are defined as ways followed
by the individual to receive and process information
(Kolb, 1976).
Scientists such as Carl Jung, Felder and Silverman,
Gregorc, Kolb have developed various learning style
models. In the current study, the learning style model
developed by Kolb has been adopted. According to this
model, one of the following ways is more strongly
adopted to find a solution to a problem encountered;
concrete experience, reflective observation, abstract
conceptualization and active experimentation. The
learner designs the learning process by feeling or
touching in a concrete experience, watching in a
reflective observation, thinking in an abstract
conceptualization, and directly doing in an active
experimentation. From these four modes of learning, one
of the learning styles determines the dominant learning
style of the learner: Accommodating, Diverging,
Converging and Assimilating (Kolb et al., 2001).
Knowing which learning style the individual has will
enable academic success to increase by providing easier
and more effective solutions to the problems encountered
in daily life, while leading to success in business and
social life. Determination of the learning styles of the preservice basic education teachers who will work in preschool institutions and elementary schools, which make
up the first level of education, is important for both their
academic achievement and daily life. It is important to
determine pre-service teachers’ learning styles and
strategies for them to develop their qualifications (Ünal et
al., 2013). Thus, it is thought that pre-service teachers
will be supported to acquire the required cognitive,
affective and psychomotor basic skills.
In the current study, it is aimed to determine the
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learning styles of the pre-service basic education
teachers. To this end, answers to the following questions
were sought:
(i) What are the learning styles of the pre-service basic
education teachers?
(ii) Do the pre-service basic education teachers’ learning
styles vary depending on gender, age, program type,
grade level, grade point average?
METHODS
Research model
This study employed the survey model to determine the pre-service
basic education teachers’ learning styles. The survey model aims to
describe a past or a present situation as it was, or is. The event,
individual or object that is the subject of research is described as it
is (Karasar, 2014). This model is preferred in the current study as it
is aimed to reach a description by surveying the collected
quantitative data.

Study group
The current study was conducted on 493 pre-service teachers
randomly selected from among the 1st, 2nd and 3rd year students
attending the Basic Education Departments of Classroom Teaching
and Pre-school Teacher Education in the Education Faculty of
Necmettin Erbakan University in 2017-2018 academic year. Of the
participating pre-service teachers, 398 (80.7%) are females 95
(19.3%) are males; 250 (50.7%) are from the Department of
Classroom Teaching and 243 (49.3%) are from the Department of
Pre-school Teacher Education; 177 (35.9%) are 1st year students,
186 (37.7%) are 2nd year students and 130 (26.4%) are 3rd year
students.

Data collection instruments
In data collection, a personal information form and the Kolb
Learning Style Inventory developed by David Kolb in 1971, revised
in 1985 and adapted to Turkish by Aşkar and Akkoyunlu in 1993
were used. The inventory consists of 12 items and each item has
four statements defining Concrete Experience (CE), Reflective
Observation (RO), Abstract Conceptualization (SK) and Active
Experimentation (AE). For each item, the respondent is asked to
order these statements from 1 to 4. Thus, the total score to be
taken for each component can vary between 12 and 48. Yet, in
order to determine the learner’s learning style, combined scores are
needed. The combined scores are calculated by taking the
difference between Abstract Conceptualization (AC) and Concrete
Experience (CE)
and
the difference
between Active
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Table 1. Learning styles of the pre-service basic education
teachers.

Learning styles
Diverging
Assimilating
Converging
Accommodating
Total

f
220
115
74
84
493

%
44.6
23.3
15.0
17.0
100.0

Table 2. Correlations between learning styles and gender.

Gender
Female
Male
Total

Diverging
f (%)
175 (44.0)
45 (47.4)
220 (44.6)

Learning styles
Assimilating
Converging
f (%)
f (%)
94 (23.6)
63 (15.8)
21 (22.1)
11 (11.6)
115 (23.3)
74 (15.0)

Accommodating
f (%)
66 (16.6)
18 (18.9)
84 (17.0)

Total
f (%)
398 (100.0)
95 (100.0)
493 (100.0)

X2=1.448; sd=3; p=0.694; p>0.05.

Experimentation (AE) and Reflective Observation (RO). The scores
to be obtained in this way can vary between -36 and +36. If the
score obtained by combining AC and CE is positive, it means that
learning is abstract; if it is negative, it means that learning is
concrete. Similarly, if the score obtained by combining AE and RO
is positive, it means that learning is active; if it is negative, it means
that learning is reflective. By determining the intersection point of
the combined scores, the dominant learning style of the learner is
found. The pre-service teachers were informed about the inventory
and then the inventory was administered to the ones who were
voluntary to participate. The administration of the inventory lasted
for 15-20 min. Within the context of the current study, Cronbach
Alpha reliability coefficient was calculated for four dimensions of the
inventory and the coefficients were found to be ranging from 0.76 to
0.85. These values show that the inventory is a reliable instrument
to be administered to the study group of the current research.

Data analysis
In the analysis of the collected data, SPSS 24 program package
was used. The pre-service teachers’ learning styles are presented
through descriptive statistics; frequencies (f) and percentages (%).
Whether there are significant correlations between the participants’
learning styles and their gender, age, program type, grade level and
grade point average was tested with Chi-square test. This is
because of the calculation of the combined scores obtained from
the Learning Style Inventory. It was found that the students’
learning styles are Diverging, Accommodating, Converging and
Assimilating.

FINDINGS
The findings related to the first sub-problem of the current
study “What are the learning styles of the pre-service
basic education teachers?” are presented in Table 1. As

can be seen in Table 1, 44.6% (220) of the pre-service
basic education teachers have the Diverging learning
style, 23.3% (115) have the Assimilating learning style,
15% (74) have the converging and 17% (84) have the
accommodating learning style. Thus, it seems that the
pre-service basic education teachers have the Diverging
learning style to the greatest extent and the Converging
learning style to the smallest extent.
Findings related to the second sub-problem of the
study “Do the pre-service basic education teachers’
learning styles vary depending on gender, age, program
type, grade level, grade point average?“ are presented in
Tables 2, 3, 4, 5 and 6 respectively. As can be seen in
Table 2, no significant correlation was found between the
pre-service basic education teachers’ learning styles and
2
gender (X (3)=1.448; p>0.05). Both the female and preservice teachers were found to have the Divergent and
then the Assimilating learning styles the most while they
have the Accommodating learning style the least.
As can be seen in Table 3, no significant correlation
was found between the pre-service basic education
2
teachers’ learning styles and age (X (3)= 7.149; p>0.05).
The highest number of the pre-service teachers in the
age group “19 years and under” have the Diverging
learning style with 41.3% and the smallest number of
them have the Accommodating learning style with 19%.
The highest number of pre-service teachers in the age
group “20-21 years old” have the Diverging learning style
with 44.6% and the smallest number of them have the
Converging learning style with 16.6%. The highest
number of pre-service teachers in the age group “22
years old and under” have the Diverging learning style
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Table 3. Correlations between the pre-service teachers’ learning styles and age.

Age

Learning styles
Assimilating Converging
f (%)
f (%)
24 (19.8)
24 (19.8)
76 (26.3)
36 (12.5)
15 (18.1)
14 (16.9)
115 (23.3)
74 (15.0)

Diverging
f (%)
50 (41.3)
129 (44.6)
41 (49.4)
220 (44.6)

19 years old and under
20-21 years old
22 years old and over
Total

Total
f (%)

Accommodating
f (%)
23 (19.0)
48 (16.6)
13 (15.7)
84 (17.0)

121 (100.0)
289 (100.0)
95 (100.0)
493 (100.0)

X2=7.149; sd=6; p=0.307; p>0.05.

Table 4. Correlations between the pre-service teachers’ learning styles and program type.

Program type

Diverging
f (%)
116 (46.4)
104 (42.8)
220 (44.6)

Classroom teaching
Pre-school teacher education
Total

Learning styles
Assimilating Converging
f (%)
f (%)
45 (18.0)
48 (19.2)
70 (28.8)
26 (10.7)
115 (23.3)
74 (15.0)

Accommodating
f (%)
41 (16.4)
43 (17.7)
84 (17.0)

Total
f (%)
250 (100.0)
243 (100.0)
493 (100.0)

X2=12.581; sd=3; p=0.006; p<0.05.

Table 5. Correlations between the pre-service teachers’ learning styles and grade level.

Grade level
st

1 year
nd
2 year
rd
3 year
Total

Diverging
f (%)
75 (42.4)
86 (46.2)
59 (45.4)
220 (44.6)

Learning styles
Assimilating Converging
f (%)
f (%)
35 (19.8)
30 (16.9)
49 (26.3)
21 (11.3)
31 (23.8)
23 (17.7)
115 (23.3)
74 (15.0)

Accommodating
f (%)
37 (20.9)
30 (16.1)
17 (13.1)
84 (17.0)

Total
f (%)
177 (100.0)
186 (100.0)
130 (100.0)
493 (100.0)

X2= 7.646; sd=6; p=0.265; p>0.05

Table 6. Correlations between the pre-service teachers’ learning styles and grade point average.

Grade point average
2.99 and lower
3.00 and higher
Total

Diverging
f (%)
44 (51.2)
176 (43.2)
220 (44.6)

Learning styles
Assimilating Converging
f (%)
f (%)
17 (19.8)
12 (14.0)
98 (24.1)
62 (15.2)
115 (23.3)
74 (15.0)

Accommodating
f (%)
13 (15.1)
71 (17.4)
84 (17.0)

Total
f (%)
86 (100.0)
407 (100.0)
493 (100.0)

X2=1.867; sd=3; p=0.600; p>0.05.

with 49.4% and the smallest number of them have
Accommodating learning style with 15.7%.
As can be seen in Table 4, there is a significant

correlation between the pre-service basic education
teachers’ learning styles and the department they are
2
attending (X (3) = 12.581; p<0.05). Both the pre-service
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classroom teachers and pre-school teachers were found
to have the Diverging learning style the most. While the
pre-service classroom teachers have the Accommodating
learning style the least, the pre-service pre-school
teachers have the Converging learning style the least. As
can be seen in Table 5, no significant correlation was
found between the pre-service basic education teachers’
2
learning styles and grade level (X (3)=7.646; p>0.05).
The first year students have the Diverging learning style
the most with 42.4% and the Converging learning style
the least with 16.9%. The second year students were
found to have Diverging learning style the most with
46.2% and the Converging learning style the least with
11.3%. The third year students were found to have the
Diverging learning style the most with 45.4% and the
Accommodating learning style the least with 13.1%.
As can be seen, there is no significant correlation
between the pre-service basic education teachers’
2
learning styles and general point average (X (3)=1.867;
p>0.05). The pre-service teachers with a grade point
average was “2.99 and lower” and the pre-service
teachers with a grade point average “3.00 and higher”
have the Diverging learning style the most. In addition,
the pre-service teachers with a grade point average “2.99
and lower” and the pre-service teachers with a grade
point average “3.00 and higher” have the Converging
learning style the least.

DISCUSSION
In the current study conducted on the pre-service basic
education teachers, it was found that the learning style
possessed by the highest percentage of the pre-service
teachers (44.6%) is the Diverging learning style. Other
studies conducted on learning styles (Kılıç, 2002;
Karakış, 2006; Kaf-Hasırcı, 2006; Can, 2011; Genç and
Kocaarslan, 2013; Bahar and Yıldırım, 2017; Dikmen et
al., 2018), found that the “Assimilating” learning style is
the one most adopted by students. In the literature, there
are some other studies reporting that the converging
learning style is the most possessed one (Mutlu, 2008;
Bahar et al., 2009). In the current study, the Diverging
learning style was found to be possessed by more preservice teachers than the others are. Not much research
has been found in current literature supporting this
finding. The individuals having the diverging learning
style have advanced skills of concentrating on the ideas
of others and relating ideas to each other. They mostly
focus on abstract concepts and ideas while creating
products (Can, 2011). The individuals having this learning
style tend to appreciate course materials depending on
their experiences, interests and professional careers of
future. These individuals ask the “Why” question more
often (Kolb, 1976; Felder, 1996). Thus, the instructional
environments for the pre-service basic education

teachers should be organized in such a way as to provide
opportunities to ask more “Why” questions. Moreover, the
course materials to be offered to these pre-service
teachers should reflect their experiences and interests.
For these reasons, pre-service basic education teachers
should be provided with learning environments where
they can express their opinions and establish
relationships between these ideas through brainstorming.

CONCLUSION AND RECOMMENDATIONS
In the current study, it was found that the pre-service
basic education teachers’ learning styles do not vary
significantly depending on gender. Both the female and
male pre-service teachers have the Diverging learning
style the most and the Accommodating learning style the
least. This result does not concur with the findings
reported by Arslan and Babadoğan (2005), Mutlu (2008),
Can (2011), Ünal et al. (2013), Bahar and Yıldırım (2017)
as well as Dikmen et al. (2018). Though in these studies,
it was also revealed that the learning styles do not vary
significantly by gender, they showed that both the female
and male participants have the assimilating and
converging learning styles the most. In this connection, it
can be argued that gender is a variable not influential on
the learning style possessed.
It was also concluded that there is no significant
correlation between the pre-service basic education
teachers’ learning styles and age. This finding is similar
to the findings reported by Arslan and Babadoğan (2005)
and Eskici (2008) but differs from the findings reported by
Ergür (2010) and Can (2011). It can be argued that
students’ being in different age groups is not an influential
factor in the development of their preferred learning
styles. In light of the findings of the current study, it can
be argued that across all the age groups, the most
dominant learning style is Diverging and the least
dominant ones are Accommodating and Converging.
In the current study, it was found that there is a
significant correlation between the pre-service basic
education teachers’ learning style and the department
attended. This finding is similar to the finding reported by
Gürsoy (2008) yet differs from the findings reported by
Mutlu (2008), Bahar et al. (2009), Genç and Kocaarslan
(2013), as well as Zengin and Alşahan (2011). The
reason for the pre-service teachers from different
departments having different learning styles may be
because they are accepted to these programs based on
different kinds of university entrance exam points and
different curriculums and courses taught in different
programs. Another reason for this difference may be that
the pre-service teachers from different departments will
teach different student groups in the future; thus, they
can condition themselves differently in their learning.
Another finding of the current study is that the pre-service
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basic education teachers’ learning styles do not vary
depending on their grade level. This finding is similar to
the findings reported by Kaf-Hasırcı (2006) as well as
Arsal and Özen (2007) yet differs from the findings
reported by Hamurcu (2002), Karademir and Tezel
(2010) as well as Çelikkaya (2012). When the pre-service
teachers’ learning styles are examined, it is seen that the
dominant learning style in three of the groups is
Diverging.
Another finding of the current study is that the preservice basic education teachers’ learning styles do not
vary significantly depending on grade point average. This
finding concurs with the findings reported by Yenice and
Saracaloğlu (2009) as well as Dikmen et al. (2018) yet
differs from the findings reported by Snyder (2000) and
She (2005). This might be because there are many other
factors affecting the grade point average.
In light of the findings of the current study, following
suggestions can be made for researchers and
practitioners.
(i) Instructional processes that can affect different
learning styles should be developed.
(ii) More specific research to be conducted by keeping
some demographic features fixed will be important in
terms of determining the variables leading to changes on
learning styles.
(iii) As there is a large amount of quantitative research in
the literature, qualitative research and meta-analysis
studies are needed more.
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People in Dhaka, where disaster risk of earthquake is the most due to its high population density and
rapid urbanization, are in extreme danger of earthquake. However, the study on assessment of the real
scenario of residents’ perception of earthquake risk is very little. The purpose of this cross-sectional
study is to assess the seismic risk perception and preparedness about earthquake among high school
students in Savar, Dhaka. A questionnaire has been developed, and data collection has been done
about a group of high school students in seven classrooms. The author uses a method of surveying
students to identify and describe the factors that influence their knowledge and perception about
earthquake. This study examines gender, grade and age differences in perceived risk and
communication behavior in response to the earthquake. Female students’ preparation, participation and
communication with family are more frequent than those of male students. Female students are found
to be more likely to learn about disaster than male ones. Higher grade students have more awareness
but less preparedness about earthquake than the younger ones. Students’ hazard awareness increases
positively with increment of their age. This research concludes that, high school students are
vulnerable to earthquake due to the lack of a seismic education program.
Key words: High school, awareness, earthquake, seismic risk perception, hazard, demographic characteristic.

INTRODUCTION
Bangladesh is one of the countries which are the most
disaster prone (Ali and Choudhury, 1992; Paul and
Bhuiyan, 2010). Its capital, Dhaka, is one among the
most at-risk cities for earthquake in the world with its high
population density and rapid urbanization (Asif et al.
2018). The earthquake disaster risk index has placed
Dhaka among the 20 most vulnerable cities in the world
(Davidson, 2000). This has created a growing interest in

the issue of disaster risk reduction among the entire
population of Dhaka city (Ansary, 2005; Alam et al.,
2008). Preparedness is not just the obligation of a
country's government or NGOs, yet in addition of each
individual from the network (Shimazu et al., 2018;
Ampaw-asiedu and Norton, (2018); Yilmaz and Çaglayan,
2017), including the vulnerable population of children
(Santos-Reyes et al., 2014). Also, as a matter of fact,
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each time calamity happened, masses of school children
are harmed and a lot of them never come back again. For
example, the mass casualties of Armenia Spitak
Earthquake in 1988 killed more than 17,000 students
while being in schools (Chen, 2003; Companion and
Chaiken, 2016). In 2001, during Bhuj earthquake in India,
31 teachers and 971 students died (Chen, 2003). During
the 2005 Kashmir Earthquake, 17,000 students died and
50,000 were injured (Tankut and Odası, 2009). In 2006,
an elementary school in the Philippines was covered in
an avalanche and 245 children and educators were
executed (Merchant, 2015). Also, in 2008, more than
10,000 children were killed in the Sichuwan Earthquake
of China (Acharya et al., 2014; Tuladhar et al., 2014).
In Bangladesh, the main objective of the national
curriculum as well as the textbook entitled as
“Bangladesh and global studies” for 9 and 10th grade is
to build up the citizens with the knowledge of history,
tradition, and the cultural values of the country and enrich
them with a comprehensive lessons of the global events.
In this textbook, Chapter 5; The Configuration of Land
and the Climate of Bangladesh, Section 5.2: The Climate
and Natural Disaster of Bangladesh explains the
influence of climate over the people's lives and their
livelihood in Bangladesh; elucidates the surmise of
earthquake and its reasons; narrates situations of some
countries termed as earthquake-prone regions; describes
why Bangladesh is called as an earthquake prone region
and explains preparedness and necessary steps of the
country in confronting the risk of earthquake. The target
of the lesson is that the learners will be brought up
developing a desired competence to face the problem of
the society through the practice of the subject of the
curriculum (Patwari et al., 2012).
The children‟s conceptions about earthquake varies
according to the different cultures of different countries.
To the best of my knowledge, there are a very few
studies about the conception of children on earthquake in
Bangladesh. During an incredible earthquake happened
in Nepal on 25th April 2015 where the range of tremor
was from 6.6 to 7.9 on the Richter scale, the residents of
other South East Asian Nations including India,
Bangladesh and China also felt this one and consequent
earth tremors. Bangladesh was shocked twice during
these tremors. At one secondary school, students
become frightened when their school building began to
shake. At a primary school of Mymensingh, everyone
attempted to leave the building during the earthquake
and at least 12 school students were accounted for to be
injured (Biswas et al., 2016). Therefore, providing children
with disaster education along with implementation practice
is the first step towards creating a culture of
preparedness and fostering responsible citizens within
the community.
The gendered dimensions of disaster have contribution
to people‟s risk perception and preparedness levels
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about earthquake. There are some studies that
examined the differences of attitudes and perceptions
about earthquake depending on gender and education
(grades) (Santos-Reyes et al., 2014).
Among a lot of studies about the high school students‟
risk perception worldwide, a very few studies dealt about
Bangladesh (Cvetković et al., 2015). Cvetković et al.
(2015) study investigated the perception and actual
knowledge of secondary school students in the Belgrade
region, Serbia regarding earthquake as a cataclysmic
event and security danger and recognized the
components that impact their knowledge and
perceptions. Cvetković et al. (2015) utilized a method of
surveying to recognize and describe the elements that
impact secondary school students‟ knowledge and
perceptions about earthquake.
Moreover, several studies have shown that
psychological aspects of awareness of seismic hazard
fluctuate depending upon the demographic factors of the
population, e.g., gender, education level and so on
(Santos-Reyes et al., 2014). This quantitative research
was done to examine the risk perception, actual
knowledge and preparedness levels adapted by high
school students in the Savar, Dhaka region with respect
to earthquake as a natural disaster and to identify the
factors that influence their knowledge and perceptions.
To reach to the authentic decisions, the researcher
applied a technique of surveying the high school students
to inspect the impact of demographic characteristics,
such as gender, education and age (Cvetković et al.,
2015; Santos-Reyes et al., 2014) on their awareness and
acquaintance about earthquakes.
METHODOLOGY
This research is intended to explore the knowledge of high school
students on seismic risk perception and their preparedness level in
Savar, Dhaka. The questionnaire survey was carried out within the
seven classrooms of a high school. The schools are the places
where we can learn from the ground up and in the right way about
what earthquake is, how it occurs, how earthquakes affect the
environment, what kind of needs to be done to protect against an
earthquake (US Department of Education, 2010). Moreover, this is
an impact study intended to examine the disaster knowledge
depending on several aspects including risk perceptions,
experiences about earthquake, preparedness, disaster-related
knowledge (knowledge of turn off the gas, electricity and water,
availability of first-aid kit, protection of themselves, risk of their
home and city, and where to hide during earthquake, etc.),
knowledge on available safety system (evacuation route or rescue
map, etc.), behaviors of students, disaster preparedness of the
families and communities. Independent sample t-tests, Chi-square
statistical analysis, frequency analysis and correlation matrix were
performed to examine the effects of gender, grade and age on the
dependent variables. In the questionnaire, the answers of all
questions were labeled as “Yes”, “Partially” and “No”. For the
statistical analysis, author divided the answers in two groups; first
group included only “Yes” whereas second group combined
“Partially” and “No”.
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Figure 1. Study area map of Savar, Dhaka.

Study area
In Bangladesh, primarily there are three categories of education
system: primary, secondary and higher secondary education. The
primary, secondary (high school) and higher secondary level is from
grade 1 to 5, from grade 6 to 10, and from grade 11 to 12,
respectively. In overall secondary education program, there are
mainly three streams such as humanities, science and business,
beginning from 9th grade. The third public examination, named as
Secondary School Certificate (SSC) examination which is held at
the end of the 10th grade, must be passed by all students looking
for moving to the two-year higher secondary level.
Dhaka was chosen as a study area for several reasons. As the
capital city of Bangladesh, Dhaka is facing the extraordinary level of
urbanization because of higher population growth and migration of
people from the rural areas. As a result, the urbanization rate is
increasing without proper planning guidelines and regulations.
Buildings are designed and constructed without proper
enforcement, which may cause extensive damage in future
earthquakes. Dhaka is vulnerable to earthquakes. The frequency of
earthquake events is increasing and information from historical
earthquake events suggests that Dhaka may be affected by a
strong earthquake in the near future (Ansary, 2005; Alam et al.,
2008; Hussain et al., 2010; Islam et al., 2011). For these reasons,
Dhaka was chosen as an area to conduct the survey. A school near
National Martyr's Monument, Nabinagar, Dhaka was chosen
because it was accessible to get permission for doing the survey
and this area is a rapidly growing industrial area (Figure 1).

Data collection
After selecting seven classrooms from selected school in Savar,
questionnaires were distributed to the students and the survey was
completed (Figure 1). The author visited each class room to provide
all the necessary explanations for the questionnaire. The author
visited seven class rooms, three of them were girl sections and four
were boy sections. Out of seven class rooms, six were in 10th

grade and one boy class was in 9th grade. Only the students who
attended classes on the day of survey were included in this
study and the sample size of the population was 307. The response
rate was approximately 100%. The questionnaire survey was
permitted from the governing body of the school.
Questionnaire
This survey was conducted in March of 2018. The questionnaire
was as same as the previous survey which was conducted in the
April-May, 2017. The questionnaire consists of three sections; the
first section is the collected information about respondents‟
demographic characteristics, the second section gathers risk
perception of earthquake as well as other hazards and the last
section is about behavior analysis. In the questionnaire, there are
23 questions with the answers labeled as “yes” and “no” (Table 1).
“Yes” is coded as one and “no” is coded as zero. Only Q16 has
multiple-choice answers. The questionnaire was delivered to each
class room and the researcher explained each question. Then the
students provided answer of the questions naturally by themselves.
If any student was unable to understand any question, the
researcher explained it again to all students of that class.

RESULTS
Among participated 307 students, 159 (51.79%) students
were male (boys) and 148 (48.21%) students were
female (girls). The age range of students was from 15 to
17 years, mean ± standard deviation [SD]: 15.37 ± 0.58
years. Out of 307 students, 209, 82 and 16 students were
15, 16 and 17 years old, respectively. 263 students were
in 10th grade and 44 students were in 9th grade (Figure
2).
Analysis of the data was done with quantitative
examination of the contents. The obtained results are
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Table 1. Questionnaire survey on the knowledge of high school students about earthquake as well as other hazards.

Q1. Do you know what earthquake is?
Q2. Have you ever experienced any earthquake?
Q3. Do you know how to be prepared for the earthquake?
Q4. Are you prepared for a major earthquake?
Q5. Do you know how to turn off the gas?
Q6. Do you know how to turn off the electric power?
Q7. Do you know how to turn off the water?
Q8. Do you have a first-aid kit available at your home?
Q9. Do you know what to do to protect yourself during an earthquake?
Q10. Are you considering your current home to be at risk of earthquake damage?
Q11. Do you know where the exit doors are at your home?
Q12. Do you talk with all of your family members about what kind of damage an earthquake can cause to your immediate
surroundings?
Q13. Do you think the level of risk for an earthquake is high in your city?
Q14. Do you believe that, you live in seismic-resistant buildings, which can easily sustain in great earthquakes?
Q15. Do you think that you would be prepared if you participate in earthquake training sessions or workshops?
Q16. Where do you think you will hide at home when an earthquake occurs (tick one only)?
i. Under a table or chair or bed close to the window (near the pillar)
ii. In a corner in the narrow space (storage, kitchen or toilet)
iii. Behind the door on the balcony
iv. Over the bed
v. Run to outside, run to the elevator
vi. Jump from the building
About other hazards (cyclones, landslide, floods etc.)
Q17. Do you know/ do your area have evacuation route or rescue map?
Q18. Do the government or NGO conduct evacuation plans practicing program?
Q19. Do you ever join in any evacuation plans practicing program?
Q20. Do you know where the urban emergency shelters are?
About behavior analysis
Q21. My attitude is: "Oh well, if the earthquake comes there is nothing I can do - whatever happens, happens."
Q22. My attitude is: "I want peace of mind and want to do the best I can. So, I am willing to prepare in advance."
Q23. My attitude is: “I know that preparing for a major earthquake is the single most important thing I can do for the safety of my
family and friends”
Q24. My attitude is: “I am aware of that I can survive during an earthquake with more ease if I prepare rather than do nothing at all”.

Figure 2. Analysis of category of high school students.
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Figure 3. The influence of factors on the knowledge of high school students about earthquake.

Figure 4. The influence of factors on the knowledge of high school students about other hazards and behavior analysis.

limited to only the students‟ responses who participated
in the survey. The analysis of the data collected from the
survey was based on the application of the method of

descriptive statistics, namely the determination of
frequency and calculation of percentages (Figures 3 and
4).
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In Figure 3, Q1 and Q2 show that 80.1 and 88.6%
students have known about and experienced earthquake,
respectively. Majority percentage of the students have
experienced earthquake. Regarding Q3 which is about
knowledge on preparedness for the earthquake; 68.4%
students responded as „Yes‟ but about Q4 only 25.7%
students are prepared for the earthquake whereas most
of the students remain unprepared. Q5, Q6 and Q7 show
that 44.3, 83.7 and 62.2% students know how to turn off
the gas, electric power and water supply, respectively.
Q8 shows that 42.7% students do not have the first-aidkit available at their home. About Q9, only 63.5%
students know how to protect themselves during an
earthquake, whereas Q10 shows that majority (83.4%) of
the students think that their current homes are at risk of
the earthquake. As for Q11, most of the students (69.7%)
do not know where the emergency exits door is or they
do not have any emergency exits door. Regarding Q12,
almost 70% students have never discussed with their
family about kinds of damage after an earthquake to their
immediate surroundings. About Q13, only 49.2%
students think that the level of risk for an earthquake in
Savar is high but the percentage of the students may be
larger if they take the Dhaka city into account. In
response to Q14, 31.6% students said „yes‟ and they
think that they live in seismic-resistant buildings but their
positive response may be due to lack of knowledge about
seismic-resistant. Q15 shows, 89.3% students would like
to be prepared for earthquake if they have chance for
training sessions or workshops.
As shown in Figure 3, regarding Q16 most of the
students (97.4%) chose the right answer. From Q17 to
Q20 are the questions about the other hazards (cyclones,
landslide, floods, etc.) (Figure 4). Q17 shows that 80.1%
students remark that they do not know or they have no
evacuation route or rescue map in their area. About Q18,
only 38.1% students agreed that the government or NGO
conduct evacuation plans practicing program. Regarding
Q19, 87.9% students have never joined in any
evacuation plan practicing program. Q20 shows that
93.8% students do not know where the urban emergency
shelters are. In Figure 4, from Q21 to Q24 are the
questions about the behavior analysis of the students.
Q21 shows that very few (6.2%) students‟ attitude is “Oh
well, if the earthquake comes there is nothing I can do whatever happens, happens.” About Q22, 92.8%
students‟ attitude is to be prepared in advance for
earthquake. Q23 shows that most of the students (97.4%)
know that preparing for a major earthquake is the single
most important thing which they can do for the safety of
their family and friends. Regarding Q24, 97.7% students
are aware of that they can survive during an earthquake
with more ease if they are prepared rather than do
nothing at all. Q21 to Q24 show students‟ positive attitude
and willingness to be prepared in advance for the
earthquake.
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Gender
For earthquake preparedness, it is important to learn how
students from the high school take steps toward
mitigation, preparedness and recovery of the earthquake.
It is, therefore, important to understand their gender
(male and female) dimensions about risk perception and
emergency management.
Table 2 shows that about Q3, Q6, Q7, Q8, Q9, Q11,
Q12, Q13, Q17, Q19 and Q20, the F values for Levene‟s
test are with a significant (p) value of 0.000 (p < 0.001).
Regarding Q3, Q8, Q9, Q11, Q12 and Q13, there are
significant differences between males and females about
the knowledge to be prepared for the earthquake (t294.24=
-5.36), to have a first-aid kit available at their home (t304.8=
-2.6), what to do to protect themselves during an
earthquake (t303.9= -3.89), acquaintance about where the
exit doors are at their home (t259.08= -6.89), discussion
with all of their family members about what kind of
damage an earthquake can cause to their immediate
surroundings (t297.24= -3.23) and their thinking concerning
the high level of risk for an earthquake in their city
(t303.83= -3.68); p < 0.001. The mean values indicate that
about earthquake, the preparation, participation and
communication with family are more frequent for females
(M =0.8243, M =0.6486, M =0.7432, M =0.4797, M
=0.4730 and M = 0.6149) than the males (M =0.5535, M
=0.5031, M =0.5346, M =0.1384, M =0.2956 and M
=0.4088).
As for Q6, Q7, Q17, Q19 and Q20, there are significant
differences between males and females about the
knowledge on how to turn off the main switch of electric
power (t27.28= 2.75) and water supply (t288.96= 5.67), have
evacuation route or rescue map in their area
(t296.29=2.74), ever join in any evacuation plan practicing
program (t258.22=3.57) and information about where the
urban emergency shelters are (t250.38= 2.51); p < 0.001.
The mean values indicate that awareness on and
recovery from the earthquake as well as other hazards
for females (M =0.7770, M =0.4662, M =0.1351, M
=0.0541 and M =0.0270) are lower than the males (M
=0.8931, M =0.7673, M =0.2579, M =0.1824 and M
=0.0943). The remaining questions show no significant
differences.

Grade
A Chi-square analysis was used to investigate whether
there is any difference between 9 and 10th grade.
Therefore, the researcher has discussed the results that
indicate the current state and the impact of different
grades on the knowledge and perceptions of high school
students.
As for Q4, Q6 and Q7, there is a significant relationship
between two grades about the preparation for earthquake;
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Table 2. Impact of gender on risk perception of earthquake.

Question

Levene's test for equality of variances
F
Sig.

Independent samples’ test
t-test for equality of means
t
df
Sig. (2-tailed)
Mean difference
-5.310 305.000
0.000
-0.270
-5.360 294.240
0.000
-0.270

Std. error difference
0.050
0.050

Q3

Equal variances assumed
Equal variances not assumed

103.440

0.000

Q6

Equal variances assumed
Equal variances not assumed

32.780

0.000

2.780
2.750

305.000
270.280

0.010
0.010

0.120
0.120

0.040
0.040

Q7

Equal variances assumed
Equal variances not assumed

55.810

0.000

5.700
5.670

305.000
288.960

0.000
0.000

0.300
0.300

0.050
0.050

Q8

Equal variances assumed
Equal variances not assumed

15.290

0.000

-2.600
-2.600

305.000
304.800

0.010
0.010

-0.150
-0.150

0.060
0.060

Q9

Equal variances assumed
Equal variances not assumed

45.720

0.000

-3.870
-3.890

305.000
303.900

0.000
0.000

-0.210
-0.210

0.050
0.050

Q11

Equal variances assumed
Equal variances not assumed

159.310

0.000

-6.980
-6.890

305.000
259.080

0.000
0.000

-0.340
-0.340

0.050
0.050

Q12

Equal variances assumed
Equal variances not assumed

27.940

0.000

-3.240
-3.230

305.000
297.240

0.000
0.000

-0.180
-0.180

0.050
0.050

Q13

Equal variances assumed
Equal variances not assumed

0.710

0.400

-3.680
-3.680

305.000
303.830

0.000
0.000

-0.210
-0.210

0.060
0.060

Q17

Equal variances assumed
Equal variances not assumed

31.750

0.000

2.720
2.740

305.000
296.290

0.010
0.010

0.120
0.120

0.050
0.040

Q19

Equal variances assumed
Equal variances not assumed

57.610

0.000

3.510
3.570

305.000
258.220

0.000
0.000

0.130
0.130

0.040
0.040

Q20

Equal variances assumed
Equal variances not assumed

26.330

0.000

2.460
2.510

305.000
250.380

0.010
0.010

0.070
0.070

0.030
0.030

Rahman

175

Table 3. Impact of grade on risk perception of earthquake.

Question
Q4
Q6
Q7
Q15
Q17
Q19
Q20
Q21

df
1
1
1
1
1
1
1
1

N
307
307
307
307
307
307
307
307

Value
6.190
9.992
4.954
5.043
11.361
8.124
4.907
4.907

10th grade (%)
23.1
81
59.7
90.9
83.3
90.1
95.1
95.1

9th grade (%)
40.9
100
77.3
79.5
61.4
75.0
86.4
86.4

Table 4. Correlation matrix of age among the variables.

Question
Q1
Q2
Q3
Q4
Q5
Q6

Age
-0.030
-0.050
-0.18**
-0.12*
-0.080
-0.040

Question
Q7
Q8
Q9
Q10
Q11
Q12

Age
0.010
-0.060
-0.19**
0.080
-0.17**
-0.110

Question
Q13
Q14
Q15
Q16
Q17
Q18

Age
-0.060
0.060
-0.050
0.020
-0.050
-.13*

Question
Q19
Q20
Q21
Q22
Q23
Q24

Age
-0.030
-0.050
-0.16**
-0.040
-0.040
-0.020

N=307; *p < 0.05; ** p < 0.01.

 (1, N =307) = 6.190, knowledge on how to turn off the
2
electric power;  (1, N =307) = 9.992 and how to turn off
2
the water supply;  (1, N =307) = 4.954, p=0.05.
Compared to 10th grade, the 9th grade students are
more likely to be prepared for the earthquake (23.1 and
40.9%), acknowledged about how to turn off the electric
power (81 and 100%) and educated about how to turn off
the water supply (59.7 and 77.3%) (Table 3). About Q15,
Q17, Q19, Q20 and Q21, there are significant differences
2
2
between the grades;  (1, N =307) = 5.043,  (1, N
2
2
=307) = 11.361,  (1, N =307) = 8.124,  (1, N =307) =
2
4.907 and  (1, N =307) = 4.907, p < 0.05, respectively.
Table 3 shows that, 10th grade students, in comparison
with 9th grade, are more likely to be prepared if they have
chance to participate in earthquake training sessions or
workshops, less informed about evacuation route or
rescue map, never join in any evacuation plan practicing
program, less informed about urban emergency shelters
and want to do something whenever there is earthquake
(90.9 and 79.5%), (83.3 and 61.4%), (90.1 and 75.0%),
(95.1 and 86.4%) and (95.1 and 86.4%), respectively.
2

Age
In Table 4, correlation matrix was computed among age
and 24 questions. This correlation analysis was done to
determine whether there is any influence of age on the

seismic risk perception of students. There is a statistically
significant negative correlation between age and Q3, Q4,
Q9, Q11, Q18 and Q21 which indicates that as compared
to the older (16 and 17 years) students, younger (15
years) students have less knowledge about how to be
prepared for the earthquake, less preparedness for a
major earthquake, less awareness regarding how to
protect themselves during an earthquake, less
information about the exit doors at their home, less
information about the conduct of evacuation plans
practicing program by the government or NGO and
students‟ negative attitude towards being prepared for an
earthquake, respectively. In general, the results suggest
that seismic risk perception of the students increase
gradually with increment of their age.

DISCUSSION
This quantitative research found that the risk perception,
awareness and knowledge of high school students in the
Dhaka region about earthquakes as well as other
disasters are different on the basis of gender, grade, and
age.
A prominent number of students imagine that disaster
knowledge is essential, yet just a few of the students
were found to have considered no importance of disaster
knowledge. The investigation shows that the gender
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(male and female) differences have some influences on
their knowledge about the seismic risk perception and
awareness. Male students have more seismic risk
perception and recovery about the earthquake and other
hazards. At the same time female students are ready for
the preparation, participation and communication about
the earthquake. The sources of disaster information to
male and female students are clearly distinct from one
another. Mostly, students learn about disasters
awareness from the radio, newspaper or the television
advertisements. A higher number of female students
appear to have been utilizing television, social media and
community information as the major source of disaster
information, though the male students depend more on
surﬁng internet and sports channel (Tuladhar et al.,
2014). After school, female students pass most of their
time at home with their mother from whom mostly they
have gathered knowledge about the disasters. Also, most
of the free time they watch television which can be one of
the major source of gathering knowledge.
The investigation shows that most (74.3%) of the
students remained unprepared about disaster and their
mitigation strategies. Although, 88.6% of the students
have encountered a disaster, their assessments towards
calamity adjustment and availability practices are
somewhat unexpectedly surprising. Students should
recognize what makes their school or community unsafe,
and how might they make these places safe from
catastrophes. This study found that even though 97.4%
students know that preparing for a major earthquake is
the single most important thing that they can do for the
safety of their family and friends, 87.9% of the students
have never joined in any evacuation plans practicing
program. These results suggest that in addition to be
educated about natural disasters, students ought to be
proficient on what to do before, during, and after
earthquake by participating in evacuation plans practicing
program.
The study was also concerned to find out the level of
risk perception and awareness about the earthquake and
other hazards between 9 and 10th grade students of high
school in Dhaka. The study shows that 9th grade
students are more prepared for the earthquake than the
higher grade. For the higher grade (10th grade) students,
they have more awareness than that of lower grade
students. When the attitude scores of the 9 and 10th
grade students of the high school are examined, it can be
said that the attitudes of the students are generally
positive.
Regarding Q3, Q9 and Q11, there are some influences of
gender and age on the knowledge about how to be
prepared for an earthquake, how to protect themselves
during an earthquake and information about the exit
doors at their home, respectively. Moreover, as for Q4,
education and age have some influences on being
prepared for a major earthquake.

However, there is no proper emergency management
procedure in practice. Unlike countries like Japan, USA,
etc., who have a specific department to work on
earthquake preparedness for schools, there is no specific
authority in Bangladesh to take forward earthquake
preparedness for schools in the national context. While
there is a large emphasis placed on education in
emergencies focusing on flood prone and cyclone prone
areas which are mostly in the rural areas, there is a little
knowledge and impetus of any form of preparedness and
risk assessment for schools in urban areas. The
Government of Bangladesh should place more emphasis
on earthquake specific school safety program to be
specially implemented in risky areas. Schools should
encourage the government for more inputs and support
for the preparedness activities including access to proper
training and other facilities. The earthquake drills should
be made compulsory in all schools on a monthly basis so
that it is ingrained into every student and staff of actions
to be taken in case the tremor strikes.

Conclusion
A survey shows that school education is important in
enhancing knowledge and perception of earthquake. At
the same time, self-education and community education
are essential for actions in preparedness, high
contribution for perception and developing of earthquake
awareness. Knowledge of the next generation is the key
factor for future disaster preparedness and responses.
Hazard knowledge is particularly important for vulnerable
populations such as students. Though earthquakes affect
the whole community, it is the children who are affected
the most. Teaching the students about how to be
prepared for a major earthquake is the single most
important thing that can help to reduce disaster risk and it
can be the safety for themselves as well as for their
family members and friends. Through the classroom
lessons on disaster reduction and awareness, students
can reduce some of the physical, emotional and
psychological risks. And they can be prepared by
themselves for earthquake by participating in evacuation
plans practicing program.
In this study, gender, grade and age comparisons have
provided the evidence that risk perception, awareness,
and recovery issues about earthquake may be effectively
enhanced but limited in preparedness level. Actions
should be taken by government, NGOs, teachers, policymakers and other stakeholders to develop public
education in schools focusing on changes in preparedness level. The evacuation plan practicing program
should be conducted by stakeholders in all schools, so
that it could be adapted as the basic guidelines of
earthquake awareness. In the school education, active
education should be promoted for earthquake through
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discussion among students and teachers, watching TV
programs and associated facilities. These kinds of
activities may help students to understand about the
awareness of earthquake and make a good relationship
with the society.
Based on the findings of this study, the research
conﬁrmed that initiatives that have taken for disaster
education in Bangladesh are not enough. Bangladesh
government and NGOs should play more roles to provide
disaster education and information to students. To
accomplish this aim, school students can be motivated to
gain basic knowledge on disaster reduction, adaptation,
awareness, and risk perception techniques. School
disaster education implies that the students learn calamity
management effectively, it makes risk perception portion
to the student‟s life, their key advancement is the way of
life of disaster preparedness, which in the long term
encourages the grown-ups to take successful decisions
and actions. More examinations and studies should be
completed to further recognize the risk factors to give
helpful proposals to effective risk communication.
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Integration of tablets in teaching English as a Second or Foreign language has been popular in recent
years. However, there is limited evidence to prove the effect of tablet use on the acquisition of specific
language skills. This paper aims to investigate the impact of tablet use on students’ mastery of
grammar skills. In order to answer the research questions, an experimental pretest-posttest with a
control group design was employed at a private university in Turkey. The pre-test scores of both
groups were compared with their post-test scores, and the post-test scores of the groups were also
analyzed to look into a possible significant difference. The results indicate that there is no significant
difference between the grammar achievement scores of the students in both groups. The findings were
also cross-checked by using the views of the instructor and students of the experimental group on
tablet use in the classroom. The instructor emphasized the influence of tablet use in learner autonomy,
digital distraction, and network connection. Students mainly indicated that tablets can be
supplementary, but they should not replace basic course materials such as textbooks and workbooks.
The study can help raise awareness of curriculum designers and decision-makers generally about the
effect of tablet use in the language classroom.
Key words: Tablet, effect, English Foreign Language (EFL), grammar, success.

INTRODUCTION
Mobile learning is the recent trend within the scientific
community. From a conceptual approach, it has been
defined as “learner and device mobility and flexibility,
usually involving a mobile device and flexible user access
to content and communication” (Brand et al., 2010). ElHussein and Cronje (2010) similarly defined mobile
learning as “any type of learning that takes place in
learning environments and spaces that take account of

the mobility of technology, mobility of learners, and
mobility of learning” (p. 20). Definitions of mobile learning
do not go further than its technologies and hardware.
This is the reason why it is difficult to come up with a final
definition for mobile learning since it is an ongoing
evolving concept. The constantly deriving types of
technologies are used in various ways in relation to any
current or future problem in the teaching and learning
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process (Guri-Rosenblit, 2005). For instance, various
concepts like mobile learning, m-learning, hypermediaassisted learning, ubiquitous computing, mobile
instruction technologies, handheld learning and elearning have been used in different studies in relation to
a variety of functions and concepts (Alexander, 2004;
Carver et al., 1999; Corbell and Valdes-Corbell, 2007;
Dearnley et al., 2009; Guri-Rosenblit, 2005; El-Hussein
and Cronje, 2010; Traxler, 2007; Vesisenaho et al., 2010;
Zywno and Waalen, 2002).

Tablet use in learning and teaching
Mobile learning differs from other technologically driven
approaches in that it is not limited to a specific location
that provides Internet connection and power. It is the tool
that unties the person from a specific location. Studies
related to wireless mobile learning devices can be seen
in different kinds of settings for various reasons. One of
the latest mobile learning tools, the tablet, which is also
referred to as tablet computer, is seen as a user-friendly
device with multimedia functions, Wi-Fi / 3G/4G enabled
network for easy connection, a touch screen that is easy
to carry, and no built-in keyboard or mouse. Using tablets
to improve learning conditions has become a crucial topic
of interest not only for primary or secondary education
but also for tertiary education. The convenience of tablets
in terms of time and space as well as the possibility of
having vast amounts of information that can be used in
various ways has attracted the attention of the
educational community. Roschelle (2003) states tablets
have the potential to achieve large-scale impact on
learning because of their portability, low-cost, and variety
in communication features. Adoption of this type of
learning (m-learning) has been experienced in formal
classroom delivery in various universities (Schuck et al.,
2017). Various learning approaches –from traditional to
high-tech driven ones- have also made their way in
language learning and teaching environments. Previous
research on the use of tablets in HE has focused mostly
on issues like attitudes, motivation or perceptions of
different stakeholders leaving behind skills like reading,
writing or grammar. Though, still in its infancy, because of
the popularity of the tablet computer, it has been under
examination for some time ranging from affordance of
iPads (Churchill et al., 2012) or student perceptions of the
beneﬁts of tablet PCs to student learning (Van Oostveen
et al., 2011).
Taken into consideration the interest in tablet use, it
seems that tablets can have both negative and positive
effects on learners and learning. A systematically
reviewed research on the use of tablets in higher
education (HE) done by Nguyen et al. (2015) shows that
there is no correlation between the enhancement of
students’ learning experience and occurrence of better
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learning. Challenges in current research were also
spotted, and a lack of longitudinal and substantial
evaluations considering the use of tablets in HE was
dwelt on. Empirical and theoretical findings about the
benefits of using tablets in education reported by Dhir et
al. (2013) indicate that although some studies motivate
and have positive impact on students, others signal that
the long-term impact can be negative. Basing his study
on Malone and Lepper’ s taxonomy of intrinsic motivation,
Ciampa (2014) checked for students’ perceptions on
motivational affordance of using mobile devices for
learning. The study resulted in showing that mobile
technologies can be used to increase learners’
motivation. On the other hand, Falloon (2013), in his
study on the use of tablets, argues that there is a
“complex matrix of influencing factors” for young people
using tablets. Thus, he challenged the notion of tablets
being always motivating and asked stakeholders to take
actions accordingly. Bluestein and Kim (2017), in their
study that required using iPads in a skills class, stated
that tablet had shortcomings in meeting the requirements
of the course. Their expectations from the use of the
tablet could not meet the anticipated results from class
activities and coursework. Butcher (2016), after piloting
tablets on 64 further education (FE) students and 10
instructors across four courses, concluded that tablets do
not have only one impact, but a mixture of impacts
ranging from feeling more organized to feeling frustrated.
Tablets have been found to not have the power to
change education/learning dramatically. It was concluded
that “the tablets’ clear benefits were not automatically
transformative, and engagement was not uniform”
(Butcher, 2016: 1). Though tablets are still used widely in
the field of education, they cannot claim to be the best
solutions to learning.
On the other hand, another study by Chen and Kessler
(2013) focused on the attitudes of students who used
tablets to informal language learning. Ten undergraduate
students of English participated in the study. The findings
of the study revealed that students had positive attitude
toward effectiveness of tablets as a learning tool.
Similarly, Kim and Frick (2011) claim that the use of
tablets in classrooms has the potential to enhance
learning.
Obviously, there is a dearth of research on the effects
of tablet use to enhance grammar learning. Grammar is a
good starting point that might determine a tertiary
students’ level of his/her language proficiency. Some
scholars highlight that being able to master a language
requires good grammar knowledge (Shuib et al., 2015;
Zhang, 2009). Yet, making grammar interesting is not the
easiest job. According to BaSaeed (2013), “the question
is not whether grammar should be taught to students, but
rather how it should be taught” (p. 21).
In their study, Li and Hegelheimer (2013) described the
implementation and development of a web-based mobile
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application called Grammar Clinic for an ESL writing
class. Though it was not directly related to the acquisition
of grammar, it was mainly used for grammar exercises
done outside class. The results of the study show that
there is a positive correlation between the students’
performance in Grammar Clinic application and their
post-test results on grammar.
When it comes to how and why tablets can support
language learning in terms of grammar, Engen et al.
rd
(2014) reported that 3 year graders level of awareness
of spelling and grammar rules seemed to be enhanced by
the use of tablets. Similarly, in his study on the
effectiveness of computer-assisted language learning
(CALL) on learning grammar, Pirasteh (2014) trained two
groups of students on various grammar points and the
results show that e-mails can be an effective tool to cover
grammar points successfully. Although Pirasteh (2014)
did not use tablets but computers, the results can be
easily adapted to tablets.
To be able to claim tablet computers as a cure-all,
much more investigation is needed to gain meaningful
insights on its application for language learning and
teaching. Therefore, this study is specifically based on a
mixed-methods design with a true experimental design to
reveal the effect of tablet use in grammar achievement, a
questionnaire answered by the students in the
experimental group, and a follow up interview with the
instructor of the students trying to answer the following
research questions:
1. Is there any effect of tablet use on grammar
achievement?
a. Is there a significant difference between the pretest
and the posttest grammar scores of the students in the
experimental group?
b. Is there a significant difference between the pretest
and the posttest grammar scores of the students in the
control group?
c. Is there a significant difference between the posttest
grammar scores of the students in the experimental
group and the control group?
2. Is there a change in the instructors’ attitudes towards
tablet use in teaching?
3. What are the views of the instructor of the
experimental group on tablet use in the teaching and
learning process?
4. What are the views of the students in the experimental
group on tablet use in the teaching and learning process?

this reason, a mixed-methods research design was used in this
research as there is a need to support, enrich, and/or complement
results through an alternative method (Creswell and Clark, 2011).
The quantitative data of the study are derived from a true
experimental design. Two groups were randomly assigned from a
pool of subjects; one of them was randomly named as control
group, and the other one was also randomly named as
experimental group (Creswell, 2012; LoBiondo-Wood et al., 2014).
The dependent variable in the experimental design is the grammar
success of the participants, and the independent variable is the
educational tablet use for grammar teaching. The experimental
group used tablets for regular classroom practice while the control
group did not have any exposure to use of tablets in daily
classroom practice for 16 weeks within the same course calendar
and content. An attitude scale was also employed to reveal the
instructors’ attitudes towards tablet use in the classroom prior to
and after the process. A Likert type questionnaire was also used to
collect data on the opinions of the students in the experimental
group in order to record how they feel about tablet use in the
classroom, what they think or believe before and after they use
tablets in the classroom (Dillman, 2007). Moreover, the qualitative
data are collected by using Patton (1987)’s Standardized Openended Interviewing with the instructor of the experimental group
looking into the instructor’s perspective on tablet use in the
classroom.

Participants
The experimental phase of the study was held with the participation
of the students in English Foundation classes at a private university
in Turkey. All the participants were selected by using convenience
sampling method considering their convenient accessibility, ease to
reach (Patton, 1987), and English levels in grammar subtest of the
entrance test. Later, pretest and posttest data were collected from
56 students including 28 students for each group. The experimental
group was randomly selected between these two groups.
Prior to the process, students’ pretest results were examined in
order to establish the equality of the groups. No significant
difference was found between the groups’ academic achievement
in grammar (Z= -1.402, p= 0.161 > 0.05). The results indicate that
the groups were basically equal.
Two instructors were also selected and assigned randomly to the
groups among 35 volunteer instructors. These instructors have 6
years of experience in teaching at a higher education institute
taught along the program. The instructor of the experimental group
was familiar with using a tablet, but still was provided with a twohour educational session of using the tablet and the learning
management system on tablet by an IT employee. The instructor of
the control group did not take any training or educational session.
These instructors volunteered to respond to an attitude scale which
was employed prior to and after the process.
The instructor of the experimental group also volunteered to do
an interview on tablet use process at the end of the application.
The questionnaire was responded to by the students in the
experimental group. Twelve randomly selected volunteer students
participated in the piloting process of the questionnaire, and all the
students (n=28) in the experimental group responded to the
questionnaire voluntarily prior to and after the process.

METHODS
Research design

Procedure

Multiple methods are useful for this research as they provide better
opportunities to find answers to research questions and lead to
better evaluations of findings (Tashakkori and Teddlie, 2003). For

The students in the program start with an A2 level proficiency which
is based on Common European Framework Reference. The
general goal of the program is basically helping the students to
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reach a level of independent user; in other words, B2 level referring
to the objectives in the following:
Independent user can understand the main ideas of complex text
on both concrete and abstract topics, including technical
discussions in his/her field of specialization; can interact with a
degree of fluency and spontaneity that makes regular interaction
with native speakers quite possible without strain for either party;
can produce clear, detailed text on a wide range of subjects and
explain a viewpoint on a topical issue giving the advantages and
disadvantages of various options (Council of Europe, 2001).
Based on the objectives above, the expected behaviours from
students in grammar are non-systematic errors or minor flaws in
sentence structure and a high degree of grammar control without
mistakes which lead to misunderstanding within a framework of a
16-week course calendar.
During the process, the experimental group used tablets in the
learning environment, and the control group followed the same
course calendar without tablets, but coursebook materials. The
tablets used by the students in the experimental group were
provided by the management. Each tablet was preprogrammed by
the IT staff with the assistance of the instructors and the
researchers and presented with Internet access, a keyboard, a
number of applications such as a word processor, an EnglishEnglish dictionary, e-book pack including the coursebook,
workbook, supplementary activities provided by the publisher, a
note pad, and a search engine, and a learning management
system. The learning management system included services for the
students such as course syllabus, course calendar, emailing
platform, forum, instant messaging, quiz builder, homework,
supplementary materials, and communication tools between the
students and the instructor. By using tablets, the students in the
experimental group had access to the course material outside the
classroom as a tablet is simply available for “anytime, anywhere”
learning (Geddes, 2004). Another use of tablets by the
experimental group students was the forum and instant messaging.
The students were able to receive immediate synchronous and
asynchronous peer and instructor feedback continually by using the
forum and instant messaging anytime and anywhere. The students
were also able to reach the course syllabus, the course calendar,
their homework, and supplementary materials whenever and
wherever they want.
The students in the control group used hard copies of the course
book, the workbook, and their notebooks. They were also able to
use the services of the learning management system such as
course syllabus, course calendar, emailing platform, forum, instant
messaging, quizzes, homework, supplementary materials, and
communication tools between the students and the instructor.
However, they had to use the computers in the library in designated
library hours or their own laptops outside the classroom.
The instructor teaching the experimental group students used the
tablet as the main teaching tool. All the course materials were
presented online or digitally by using a tablet in daily teaching
practice. The instructor was able to do class presentations,
activities, quizzes and homework, communicate, give feedback,
check students’ work, and make announcements by using the
tablet. The instructor of the control group used hard copies of the
course material such as course book, workbook, and worksheets.
At the end of the 16-week period, the post-test data and the
opinions of the students and instructors were collected.

Data collection
For the pretest and the posttest, a grammar achievement test
including 50 items were employed. The test was specifically
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composed of four task types: completion of short conversations,
cloze, error correction, and transformation. All the items were
employed to measure the students’ ability to comprehend and
produce a text/conversation with a variety of grammatical
structures, communicate with a high degree of accuracy, transform
ideas with a high degree of accuracy, and detect errors which lead
to misunderstanding. The internal consistency of the test was
calculated as 0.82 (α= 0.82).
Furthermore, an attitude scale called Scale of Attitudes towards
Tablet Use in Teaching, developed by Kayapinar et al. (2018) was
employed to reveal the instructors’ attitudes towards tablet use in
the classroom prior to and after the process. Online survey software
was employed to collect the responses of the instructors. The scale
is in Likert format ranging from “Strongly Agree (4)” on one end to
“Strongly Disagree (0)” on the other on a 5-point scale. The scale
has three factors defined as teaching practices, student learning,
and faculty development. These three factors comprise 71.848 of
the total variance. Cronbach’s Alpha (Crα) reliability of the scale is
.88.
Standardized open-ended interviewing was also employed for the
instrumentation of qualitative data in order to reveal the views of the
instructor of the experimental group of students on tablet use in the
teaching and learning process (Patton, 1987).
Finally, a questionnaire was devised to examine the attitudes of
the students again prior to and after the process. The questionnaire
was developed based on the Scale of Attitudes towards Tablet Use
in Teaching, and it is basically an adapted version of it. It is
specifically composed of twenty items including learning practice,
study needs, motivation, and participation. In the development of
the questionnaire, four experts were employed. They examined the
items considering the face validity and the content validity. After
consensus, the questionnaire was given to 12 students for piloting.
Based on the responses and the feedback from the students, minor
modifications and amendments were made. Later, three experts
revised the items and edited them to prevent possible confusions
and enhance the comprehension by the respondents. Finally, a 20item questionnaire was ready for the application.

Data analysis
To analyze the quantitative data, SPSS 23 was employed. A
Wilcoxon Signed-Ranks test, which is a non-parametric equivalent
to the t-test for dependent samples, was employed for examining
the difference between the pretest-posttest scores of the same
students in the experimental group and the pretest-posttest scores
of the same students in the control group, and, to examine the
difference between the post-test scores of the students in the
experimental group and control group. Mann-Whitney U test, which
is a non-parametric equivalent to the t-test for independent
samples, was employed. Additionally, the descriptive statistics were
calculated. The significance level for all statistical analyses was
taken as .05. The total scores obtained from the attitude scale were
also compared to support the findings of the experimental study.
The questionnaire total scores of the students were analyzed by
using percentages and discussed accordingly.
To analyze the qualitative data, content analysis was used with
an attempt to analyze the data collected and identify core
consistencies and meanings (Patton, 1987). First, the interview
results obtained from the interview with the instructor of the
experimental group were analyzed through pattern recognition in
order to make categories and themes (Boyatzis, 1998). The
transcript was analyzed line by line and memos were written
(Strauss and Corbin, 1998; Glesne, 1999). Categories or labels
were reviewed and recurring themes, core consistencies and
meanings were identified by using pattern codes (Miles and
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Table 1. Descriptive statistics for the experimental group students’ pretest and posttest grammar
achievement scores.

Parameter
Pretest
Posttest

N
28
28

Mean
14.6071
22.0893

Std. Deviation
4.30355
4.12771

Minimum
0.00
16.00

Maximum
20.00
30.50

Table 2. Results for the experimental group students’ pretest and posttest grammar achievement
scores.

Parameter
Negative ranks
Positive ranks
Ties
Total

Posttest – Pretest

N
a
0
b
28
c
0
28

Mean rank
0.00
14.60

Sum of ranks
0.00
408.80

a Posttest < Pretest. B. Posttest > Pretest. C. Posttest = Pretest.

Table 3. Experimental group test statistics (b).

Parameter
Z
Asymp. Sig. (2-tailed)

Posttest – Pretest
a
-4.625
0.000

a

Based on negative ranks.
Wilcoxon Signed Ranks Test.

b

Huberman, 1994; Patton, 2002).

RESULTS AND DISCUSSION
The results are given for each research question in the
following:
“Is there any
achievement?”

effect

of

tablet

use

in

grammar

The answer to this research question is discussed by
using the sub-questions:
“Is there a significant difference between the pretest and
the posttest grammar scores of the students in the
experimental group?”
The descriptive statistics for the experimental group
students’ grammar achievement scores are given before
the results of the Wilcoxon Signed-Ranks test to be
analyzed clearly (Table 1).
The results of the Wilcoxon Signed-Ranks test to reveal
a possible difference between the pre-test and the post-

test grammar scores of the students in the experimental
group using educational tablets are presented in Table 2.
The ranks table provides some data on the comparison
of experimental group students’ pretest and posttest
scores. The table’s legend shows that all the students in
the group had a higher score after the process as seen in
positive ranks. To examine the possible difference
between the two sets of scores made before and after the
process, the test statistics were calculated as follows
(Table 3).
By examining the test statistics table, the changes, due
to educational tablet use in the classroom, led overall to a
statistically significant difference in achievement sores.
Therefore, a Wilcoxon signed-rank test showed that a 16week tablet use in the grammar class elicited a
statistically significant change in achievement scores (Z=4.625, p= 0.000).
“Is there a significant difference between the pretest and
the posttest grammar scores of the students in the control
group?”
The descriptive statistics for the control group students’
grammar achievement scores are given before the
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Table 4. Descriptive statistics for the control group students’ pretest and posttest grammar achievement
scores.

Parameter
Pretest
Posttest

N
28
28

Mean
13.6071
20.6250

Std. Deviation
2.69037
3.00809

Minimum
7.00
15.50

Maximum
18.25
27.00

Table 5. Results for the control group students’ pretest and posttest grammar achievement
scores.

Parameter
Posttest – Pretest

Negative ranks
Positive ranks
Ties
Total

N
a
0
b
28
c
0
28

Mean Rank
0.00
14.50

Sum of Ranks
0.00
406.00

a Round 2 < Round 1.
b Round 2 > Round 1.
c Round 2 = Round 1.

Table 6. Control group test statistics (b).

Parameter
Z
Asymp. Sig. (2-tailed)
Based on negative ranks.
Wilcoxon Signed Ranks Test

results of the Wilcoxon Signed-Ranks test to be analyzed
more clearly (Table 4).
The results of the Wilcoxon Signed-Rank test to reveal
a possible difference between the pre-test and the posttest grammar scores of the students in the control group
are presented in Table 5.
The ranks table provides some data on the comparison
of control group students’ pretest and posttest grammar
achievement scores. The table’s legend shows that all
the students in the group had a higher score after the
process as seen in positive ranks. To examine the
possible difference between the two sets of scores made
before and after the process, the test statistics were
calculated in Table 6.
By examining the control group test statistics table, the
changes, due to regular daily practice in the grammar
class, led overall to a statistically significant difference in
achievement sores. Therefore, a Wilcoxon signed-rank
test showed that a 16-week practice without educational
tablet use in the grammar class also elicited a statistically
significant change in achievement scores (Z=-4.623, p=
0.000).
“Is there a significant difference between the posttest
grammar scores of the students in the experimental
group and the control group?”

Posttest – Pretest
a
-4.623
0.000

The results of the Mann Whitney U test to reveal a
possible difference between the post-test grammar
scores of the students in the experimental group and the
students in the control group are presented in Table 7.
The ranks table provides interesting data on the
comparison of control and experimental group students’
posttest grammar achievement scores. It indicates that
most of the students in the experimental group can be
considered as having higher scores after the process
(Table 8).
By examining the final posttest statistics, it can be
concluded that the scores of the students in the
experimental group using educational tablets were not
statistically significantly higher than the scores of the
students in the control group (U=309, p=0.173). This
might indicate that using tablets is not more effective than
using coursebook materials, pen, and paper in the
mastery of grammar skill although most of the students in
the experimental group might have scored higher than
the students in the control group.
“Is there a change in the instructors’ attitudes towards
tablet use in teaching?”
The answer to this question is given by the responses of
the instructors to Scale of Attitudes towards Tablet Use in
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Table 7. Posttest results for the experimental and control group students’ grammar
achievement scores.

Parameter
Posttest Exp.–
Posttest Cont.

Tablet Use
Regular Practice
Total

N
28
28
56

Mean rank
31.46
25.54

Sum of ranks
881.00
715.00

a

Posttest Exp.< Posttest Cont.
Posttest Exp.> Posttest Cont.
c
Posttest Exp.= Posttest Cont.
b

Table 8. Posttest statistics (b).

Parameter
Mann Whitney U
Wilcoxon
Z
Asymp. Sig. (2-tailed)

Posttest
309.000
715.000
-1.363
0.173

a Based on negative ranks.
b Wilcoxon Signed Ranks Test.

Table 9. Instructors’ attitude scale scores.

Total

Parameter
Instructor-EG**
Instructor-CG**

S*1
57
62

S*2
76
55

Subscale 1
Teaching practices
S1
S2
28
36
32
28

Subscale 2
Student learning
S1
S2
17
24
17
15

Subscale 3
Faculty development
S1
S2
12
16
13
12

*Session. **EG, Experimental Group; CG, control group.

Teaching. In Table 9, the results can be seen to describe
the instructors’ scores prior to and after the teaching
process.
The results indicate that the instructor of the
experimental group had a lower scale total than the
instructor of the control group in the first session which is
prior to the process. However, the instructor of the
experimental group had a higher scale total in the second
session at the end of the process. Considering the
subscales, it can be easily seen that the scores of the
instructor of the experimental group went higher whereas
the scores of the instructor of the control group went
lower. The instructor of the experimental group on tablet
use in the grammar classroom developed a positive
attitude during the application process whereas the
instructor of the control group scored less in the second
session at the end of the process.
“What are the views of the instructor of the experimental
group on tablet use in the teaching and learning

process?”
Standardized open-ended interviewing was employed for
the instrumentation of the qualitative data in order to
reveal the views of the instructor on tablet use in the
teaching and learning process. It includes the same
question –the same stimuli- in the same way determined
in advance (Patton, 2002). The transcripts were analyzed
line by line and memos were written (Strauss and Corbin,
1998; Glesne, 1999). Categories or labels were reviewed
and recurring themes, core consistencies and meanings
were identified by using pattern codes (Miles and
Huberman, 1994; Patton, 2002). The themes were found
as 1) learner autonomy 2) digital distraction, and 3)
network connection.
Learner autonomy in this study can be defined as the
“ability to take charge of one’s own learning” (Holec,
1981). The instructor who used tablets in the classroom
provided valuable comments on tablet use and learner
autonomy as in the following:
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Students used recommended resources to do their
homework. There are many exercises online, which allow
the students to practice different grammar items. These
materials were also downloaded from the learning
management system. Therefore, the tablets gave
students instant access to individual research, making a
tremendous knowledge base available. After posting links
on the learning management system, the students
accessed them in class. These online exercises
immediately graded student answers and sometimes
even gave extensive explanations for the grammar point
in question. This gave the students more independence,
as they did not have to rely only on the instructor’s
explanations. We did not need to check the answers all
together; they would see the correct answers
automatically, after doing the exercise. Tablets also made
it easier for students to revise at home. Students loved
and enjoyed this opportunity. Albeit requiring extra
preparation time, it was possible to create tests or
exercises on online platforms such as Kahoot. The
students needed to access these exercises from a
computer or a smartphone previously, and the tablets
were excellent for that purpose.
As Xiangming and Song (2018) state, in the education
field, the portable tools have ubiquitous nature, and they
enable learners to access information and feedback
regardless of time and location, and mobile learning tools
makes possible the combined synchronous and
asynchronous
learning
activities
and
enriched
engagement for participants in multiple learning contexts.
Supporting this idea, the instructor states a variety of
exercises online allow the students to practice different
grammar items, and, with the help of tablets, students
feel less reliance on the instructor which gives them the
feeling of independence. They can use it wherever they
want and whenever they want. In addition, since
explanations are provided by the system in the tablet, it
helps them to take their own decision which is a
component of learner autonomy. The ability to be able to
revise at home without the use of books/notebooks
became a positive reinforcement. The students had also
the opportunity to test themselves online easily anytime
and anywhere with the existence of tablets. These are
small steps towards individualized learning and selfdirection. The opportunity of infinite access to materials
and synchronous feedback seem to increase the
enthusiasm and confidence in the teaching and learning
process. Students who enjoyed and loved the opportunity
to use tablets during their grammar classes may also
easily relocate these opportunities into other courses.
0In support of tablet use, the instructor reported that
using tablets in class is helpful to quickly deliver engaging
material to the students in real time in just a couple clicks.
It seems that the instructor found tablets very useful for
interactive controlled and autonomous practice. However,
the instructor also noted that, because the book provided
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for the Grammar module was in flat text and graphics
format lacking structuring and interactive elements, the
use of tablets was restricted in different ways. The
instructor states:
If the grammar book provided had interactive features, it
would be more engaging for the students. They could not
do anything with pdf e-books except for highlighting and
annotating. They could not write or do any tasks in the
book. Another negative comment is that, often, tablets
proved to be a cause for distraction; students would get
quite distracted, and I had to repeat the instructions
more. Although the students became quieter and calmer
when they started using the devices, this was not
necessarily good indicator, and it did not mean that that
they were on task. It was only to be expected that it was
more difficult to control what the students were doing.
When they use books, if they are looking at the books,
and the instructor can assume that they are reading or
doing the task. But if they are looking at the tablets, they
can be doing many different things. Therefore, I had to
walk around much more when the students were using
tablets or smartphones, to make sure students were
really doing the exercises and not doing something else.
At this point, as the instructor states, a customized
interactive version of the coursebook materials would be
more useful in the process. It can increase motivation,
engagement, and prevent distraction. When it comes to
the second theme, digital distraction, within this context, it
can be defined as “distraction due to electronic devices
and media that breaks the concentration from the main
piece of work that is being done (Agrawal et al., 2017). It
is a well-known fact that nowadays students at every
level are immersed in Information Communication
Technology. These students, also called “Millennial
Generation”, have a vast amount of resources that help
them with instant communication as well as a treasure of
information. In spite of the benefits of these resources,
they also can be distracting at some points. As the
participant (instructor) has stated during the interview,
students were distracted in two ways: lack of a powerful
infrastructure and material. The lack of a powerful
infrastructure affected the speed of the internet which
seemed to be inefficient for the amount of tablets. When
it comes to material, the participant stated that integrating
technology into classes does not mean that it is used for
its purpose. Students might be dealing with any other
kind of stuff not related to the class at all. Use of tablets
in classes made it more difficult for the instructor to
control the whole class although the students were more
silent and calmer than usual. Similarly, according to
Montrieux et al. (2014) “instructors seem to have the fear
of losing their class management by the introduction of
tablet computers, as they think students are seduced to
surf social network sites” (p. 485). As the instructor
mentioned, “I had to walk around much more when the
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students were using tablets or smartphones, to make
sure students were really doing the exercises and not
doing something else”, the instructor and even students
who use their mobile devices for academic purposes can
be concerned about the potential distractions of these
devices (Dahlstrom and Bichsel, 2014).
The most frequently encountered problem of the
technical nature was the need of the network connection
as the instructor reported:
…One of the reasons for disengagement was that not all
tablets were equally fast and while some students were
already on the required link or page, others were still
trying to start their device or connect to the Internet. In
class, several students asked if they could use their
smartphones rather than tablets, in order to access the
online exercises. Because their mobile devices were
faster and less prone to a glitch, some students, time to
time, preferred their mobile devices over tablets despite
the fact that tablets have larger screens.
Without the network connection, the tablets become
completely obsolete as all the exercises were online. This
might indicate that any teaching environment using
tablets should make sure that the Internet service is
powerful and provided all the time of teaching and
learning. Another technical disadvantage noted by the
instructor was about the battery life of tablets. Because
tablets run on batteries, and batteries tend to run out of
charge at the least appropriate moment, the instructor
reportedly experienced interruptions. A strong network
connection accompanying tablets during the teaching and
learning process seems to be needed without any
network problems.
“What are the views of the students in the experimental
group on tablet use in the teaching and learning
process?”
The students in the experimental group were given a
questionnaire on tablet use including twenty items which
focus on study needs, learning practice, motivation and
participation, and they were asked to respond based on
their tablet use experience in the grammar classroom.
The results of the questionnaire prior to and after the
process are given in Table 10.
Before using tablets in the teaching and learning
process, student responses had a tendency of using
tablets in daily classroom practice with a percentage of
61.7. Most of the students (64.3%) in the experimental
group stated that educational tablets would meet their
study needs. Examining the results of the two sessions, it
is apparent that more students (46%) thought they would
be comfortable with using tablets in the classroom
practice; however, the results of the second sessionwhich is after using the tablets for daily practice- indicate

that only some students (29%) in the experimental group
feel comfortable with using tablets in the classroom.
Similarly, in the first session of the questionnaire, when
some students (15%) mentioned that tablet use would be
a challenge for them, after the process, more students
thought the same as this percentage increased to 29%.
The idea that tablet use makes multitasking easier did not
change a lot after the process. Almost one half of the
students agreed and/or strongly agreed in both sessions.
The number of the students who thought that tablet use
would be beneficial for the courses they study slightly
increased from 32 to 36%. The number of the students
who said “Tablets should be used only as a
supplementary studying tool” also increased from 46 to
54%. This result was supported with the result of another
item stating “Tablets should not replace other studying
tools”. The percentage of the responses to this item also
showed an increase from 46 to 68%. In the first session,
almost half of the students mentioned tablet use would
add a lot to their study needs. There is a slight increase
in this result from 46 to 50%. In addition, only some of the
students mentioned in both sessions that tablet use
would be helpful being a more creative and organized (25
to 29%; 36 to 25%) while there is a decrease in being
organized in the second session. The number of the
students who mentioned tablets would be useful for
presenting their homework (43%). However, there is a
high decrease in the number of students who state that
tablets can be used to practice exercises (68 to 46%).
Other interesting results are that the percentages did not
change in the use of tablets as tablets provide functions
that cannot be possible with textbooks (32% in both
sessions), increase participation (29% in both sessions),
and contribute to student learning (25% in both sessions).
Still, there is a remarkable increase in the number of
students stating the use of tablets increase motivation
(25-to-36%). On the other hand, most of the students do
not agree with the idea that tablets increase motivation in
the entire teaching and learning process (64%).

Conclusions
As using tablets has increasingly become an integral part
of people’s lives, the increasing availability and use of
tablets in daily life has led the way to the use of tablets
for teaching and learning in all levels of education and
higher education. Institutions have been trying to provide
support, enhancements, and transformations by using
tablets in order to improve the learning outcomes.
However, there is a challenge in providing scientific
evidence behind these attempts, especially tablet use in
different contexts in higher education. This paves the way
to this study, and this study specifically aims at revealing
the effect of tablet use in grammar acquisition with an
experimental design having supportive evidence from the
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Table 10. Students’ questionnaire results.

S/N
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20

Item
I would be comfortable using a tablet for studying purposes
Tablet use would be a challenge for me when focusing on studying
A tablet would make me able to multitask easily
The courses I am studying would greatly benefit from the use of tablets
I would not feel comfortable with using a tablet in the classroom
Tablets should be used only as a supplementary studying tool
Tablets should not replace other studying tools
I do not think using tablets would add a lot to my studying needs
The courses I am studying would not benefit from the use of tablets
A tablet would contribute to my development being a more creative student
A tablet would contribute to my development being a more organized student
I would use a tablet for presenting my homework in the classroom
I would use a tablet for practicing the exercises in the classroom
A tablet would be a distraction in my studying practice
A tablet would contribute to organizing my studying material
A tablet would provide functions not possible with a textbook
A tablet would increase my interaction with the tutor in the classroom
A tablet would increase my participation in the classroom
A tablet would increase my motivation to learn the material
A tablet would contribute to my learning

S*1
Strongly agree
/Agree%
46
15
46
32
39
46
46
46
32
25
36
43
68
21
32
32
29
29
25
25

S*2
Strongly agree
/Agree %
29
29
43
36
43
54
68
50
36
29
25
43
46
14
21
32
32
29
36
25

S*, Session.

feedback of the instructor of the experimental group and
students.
The statistical results basically revealed a significant
difference between the pre-test and post-test grammar
scores of the students in the experimental group and
control group. Besides, the scores of the students in the
experimental group using educational tablets were not
statistically and significantly higher than the scores of the
students in the control group at the end of the process.
Considering the attitudes of the instructors towards tablet
use, the instructor of the experimental group had a lower
scale total than the instructor of the control group in the
first session prior to the process. However, the instructor
of the experimental group had a higher scale total in the
second session at the end of the process. There are
three themes found in the transcripts of the interview
made with the instructor of the experimental group such
as 1) learner autonomy 2) digital distraction, and 3)
network connection. Tablet use enables the students to
become more autonomous as they can access
information and feedback with a variety of exercises
online allowing the students to practice different grammar
items. In this way, the students feel less reliance on the
instructor which gives them the feeling of independence.
Tablets can also prove to be a source of distraction. As

the instructor of the experimental group stated, students
were distracted in two ways: lack of a powerful
infrastructure and material, and a cautious plan of the use
tablets in the classroom would be more useful. Technical
specification of tablets is also a point to consider
carefully. The operating system for the tablets, in
particular, has to be wisely selected. While students may
be familiar with one operating system, the institution may
prefer another system for the sake of consistency. If
tablets do not support multitasking, several files or
windows might be a challenge to lesson integrity. Another
point is that tablets run on batteries, and batteries tend to
run out of charge at the least appropriate moment. The
instructor also emphasized that tablets also became
completely obsolete without network connection as all the
exercises were online. This might indicate that any
teaching environment using tablets should make sure
that the Internet service is powerful. Students’ responses
to the questionnaire also indicated that most students
(29%) in the experimental group did not feel comfortable
with using tablets in the classroom at the end of the
process although they thought they would be comfortable
with using tablets in the classroom practice prior to the
process. More than half of the students in the
experimental group mentioned that tablets should be
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used only as a supplementary studying tool and should
not replace pother studying tools. Another interesting
result at the end of the process was that most of the
students did not agree with the idea that tablets would
increase motivation in the entire teaching and learning
process (64%).
The effect of tablet use in this study seems to hinge as
much on the quality of the e-book or e-materials as other
factors involved. In other words, the quality of the
teaching resources used with the tablet directly plays an
effective role in the effect of tablet use as an educational
tool. Any institutional body that is looking into
incorporating and adopting tablets as an educational tool
for teaching grammar in the ELT classroom might need
good interactive e-books that lend themselves to
personalized usage. Clearly, a syllabus, based on
interactive e-books or based on tablet-friendly online
activities can be more convenient and motivating. In this
study, one of the basic limitations was that the interaction
was limited, and, most of the time, the students were
demotivated when they could not write the answers as
they were on task because the e-book was in flat text and
graphics format, and it was not including structuring and
interactive elements. Alternatively, developing a new
syllabus which addresses the needs of the learners
without having to rely on e-books would work better.
Despite the limitations, tablets offer new possibilities in
the classroom. Using tablets in the grammar classroom
helps instructors to quickly deliver engaging material to
students in real time. Students use recommended online
resources to do their homework. These materials can
easily be downloaded from the learning management
system. The tablets also allow students to instantly
conduct individual research using the Internet, which is a
tremendous knowledge base a few clicks away.
There are also some motivational factors for
incorporating tablets into the classroom. It promotes
independent learning and minimizes paperwork for the
instructor. It may also be designed to offer personalized
education opportunities and increase knowledge beyond
books. When a tablet initiative is to be implemented,
educational factors such as pedagogical and theoretical
frameworks, accessibility of content, and instructor
preparation and training seem to be of high significance.
The initiative, without a focus on the hype around tablets,
can be centered on the use to achieve the educational
goals stipulated by the curriculum. In order to achieve
these educational goals, instructors might need more
time to prepare as preparing quality lessons and activities
for tablets requires a lot of time and creativity. Still, it
looks like an interesting and professionally enriching
experience to try out new ways and methods of teaching
as also mentioned by the instructor of the experimental
group.
A simplistic approach to replace the tablet with the
course book does not seem to work. To go along with the

technological changes, a change in teaching approach
could be more helpful. Instructors, planners and
curriculum designers can look into ways of utilizing
tablets in ways that have added value over traditional pen
and paper style. As they begin to ponder different ways of
capitalizing on the uses of tablets in the grammar
classroom, they can start asking the students to use the
tablets to access the Internet in order to research some
topics or to access online interactive exercises. This
added value is what is the most appreciated by students
as evidenced by the positive responses on tablet use in
the questionnaire.
For future research, another experimental study
excluding the limitations mentioned can be employed by
researchers. Similar experimental studies can also be
employed for different fields of education and skills such
as reading, writing, math, and science using or adopting
new strategies or procedures with the use of tablets.
Further research can also focus on different levels of
education in different lengths of time with possible
additions of testing strategies and learner attitudes. Some
other variables can also be added in future studies such
as motivation, gender, age, learning strategies, and
multiple intelligence.
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