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Abstract
Mobile learning as a support to teaching English as a Foreign Language (EFL) is still in
the early adoption stage worldwide, and in Saudi universities in particular. Such adoption
requires several elements to be considered, including the readiness and acceptance
towards adopting mobile learning among instructors, which is a critical aspect of ensuring
successful implementation. Therefore, this study investigates lecturers’ perceptions and
use of mobile learning in teaching EFL, using the Unified Theory of Acceptance and Use
of Technology (UTAUT2) to guide the research and illuminate the factors that affect the
acceptance of mobile learning in the Saudi context.
This study followed a mixed-method sequential explanatory approach, with data collected
through a questionnaire survey (n=270) and semi-structured interviews (n=12). The
quantitative data were analysed using SPSS, which included both descriptive and
inferential statistics, with the qualitative data from the semi-structured interviews
analysed via thematic analysis.
The regression and moderation analyses revealed that habit and hedonic motivation have
the most significant impact on the behavioural intention of the lecturers to use mobile
technology in teaching practice, followed by performance expectancy and effort
expectancy. Secondly, facilitating conditions have the most significant influence on the
use behaviour to use mobile technology, followed by habit and price value. The education
level of the lecturers moderated the relationship between effort expectancy and
behavioural intention to use mobile technologies, with the effect increasing as the level
of education decreased. Age also moderated the relationship between effort expectancy
and the use behaviour to use mobile technologies, where the effect increased with age, as
per the relationship between social influence and the behavioural intention to use mobile
technologies. Age and education also moderated the relationship between facilitating
conditions and the behavioural intention to use mobile technologies, with the effect
increasing as the education level decreased and the age increased. Furthermore, gender
moderated the relationship between facilitating conditions and the use behaviour to use
mobile technologies, where the impact was greater among females than males.
Experience also moderated the relationship between price value and use behaviour, with
the effect increasing as the level of experience decreased.
12

This study presents recommendations to those responsible for implementing mobile
learning in Saudi universities, such as government decision-makers and university
leaders, which relate to the type of training needed, concerns regarding university policy,
mobile learning strategy, and overcoming culture and privacy, particularly for female
instructors. The study is expected to be submitted to the Saudi Ministry of Education in
2020 to support its review of the Vision 2030 initiative.
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Chapter 1
Introduction
1.1 Introduction
The purpose of this study is to explore and examine the experiences of English language
lecturers in the use of mobile technology in state universities in the Kingdom of Saudi
Arabia. This research will investigate the attitudes of Saudi English as a foreign language
(EFL) lecturers towards mobile technology in order to determine the reasons that might
prevent or hinder their implementation of such technology in their teaching. This
introductory chapter provides an overview of the nature of the study, as well as the context
of examining the introduction of mobile language learning into the framework of higher
education in the Kingdom of Saudi Arabia. It emphasises the importance of the lecturer’s
role in promoting mobile learning in EFL education, which is imperative to the economic
development of the student and state, as reflected by the substantial national investment
in technological reform. The aim, objectives and research questions that emerge provide
a foundation for the study.

1.2 Background of the Study
In common with much of the world, the use of mobile technology in the Kingdom of
Saudi Arabia has burgeoned, facilitated by the youth population (under 25 years)
comprising over half of the 35 million population (Worldometer, 2020). Data from Global
Media Insight (2020) indicate a high level of internet usage and an information and
communication technology (ICT) literacy of 32.23 million or 93.31%, with 25 million or
72.38 % of the population being active social media users, often accessed by smartphones.
Global Media Insight (2019) conclude:
Today, Saudi Arabia has the largest social media presence in the world.
With 40.20 million mobile subscribers, mobile penetration stands at 116% of the
total population. The major reason for the high number of active social media
users is due to the high rate of smartphone ownership. With more than 84% of the
country living in urbanized areas, with super-fast internet connections.
It is reasonable to assert that virtually all university students in the Kingdom of Saudi
Arabia, as well as those worldwide, have a particular attachment to their smartphones in
terms of organising and managing their lives and communicating with others, as well as
arranging meetings (Alsadoon, 2012; Chartrand, 2016). Anecdotally, the researcher notes
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that smartphones are deemed an essential electronic accessory on Saudi campuses by both
male and female students. Therefore, there appears to be little reason why these devices
should not be exploited to advance educational goals through adopting social media for
collaborative interaction and the diverse EFL learning platforms. Studies such as that of
Alebaikan and Troudi (2010), conducted a decade ago when technology was less
sophisticated, indicate that learners appreciate new digital developments, provided that
there is a considerable base of motivation for integrative pedagogical practices.

1.3 Vision 2030
In 2019, pursuant to the Vision 2030 reforms, the expenditure on the public and higher
education sectors was expected to be Saudi Arabian Riyal (SAR) 192.82 billion (over £40
billion) for workforce training, with a further SAR 4.89 billion (nearly £1 billon) allocated
for the Vision Realisation Programs for human capital development initiatives (Ministry
of Finance, 2019). A large proportion was invested in ICT enhancement, resources and
teaching.
Vision 2030 represents the most recent programme of reform initiatives, targeted towards
Saudi society and the economy, while including the integration of women into the
workforce, since the ruling family seeks to (i) build on its leading role at the heart of the
Arab and Islamic worlds; (ii) exploit its investment power to create a more diverse and
sustainable economy; and (iii) harness the nation’s strategic location to construct a role
as an integral driver of international trade through connecting the three continents of
Africa, Asia and Europe (Vision 2030, n.d.). Educational reform will develop the skills
of the socio-economic sector to drive economic development and employment
opportunities, with a focus on technological training.
Mitchell (2017, p.324) notes that “the English language is seen as a tool for economic
development and a demonstration of a nation committed, through educational processes,
to cultivating and, potentially, reconstructing a future citizen and society”. This is a
reflection of the plans for tertiary education in the Vision 2030 initiative, which aims to
(i) reduce and bridge the gap between employment and business needs; (ii) enhance the
global status of the most prestigious Saudi universities; and (iii) improve the
competitiveness of Saudi Arabian graduates in the global markets (Al-Shehri, 2020).
In the teaching of English, Al-Zahrani (2017) suggests that improvement in pedagogy can
be achieved in accordance with Vision 2030’s demands through technological liaison
17

with native speakers, although he does not explore the effectiveness of mobile technology
in student learning. Moreover, technology has the potential to introduce aspects of foreign
and/or English culture into the learning process, which aids understanding and is essential
to the critical skills of lexical choice during communication (Alrabai, 2018).
Nevertheless, Aldosemani (2019) suggests that the aims of the initiative have stimulated
a greater sense of purpose and motivation for teachers, alongside greater academic
awareness of the benefits of the English language for student development and a desire
to improve the methods of teaching. This provides considerable impetus for the
development of mobile learning that is being embraced by Saudi students.
Al-Shehri (2020) argues that in order for Vision 2030 to be successfully implemented and
improve education, amongst other measures there must be (i) an incorporation of
technology with which the student is familiar, and the use of social media to provide reallife scenarios; (ii) effective, open-minded teacher training; (iii) an understanding that
change and modernisation need not undermine national identity; and (iv) improved
communication with teachers. Despite mobile technology not appearing to merit specific
reference in the Vision 2030 initiative programme, the programme effectively advocates
for a change in teaching attitudes and methodologies, which would benefit from the
utilisation of mobile technology’s benefits.

1.4 ICT and the Tatweer Principles of Reform
A new Tatweer (development) teaching framework, for example, was introduced into 900
Saudi schools in 2013 as part of a ten-year project to modernise the traditional methods
of teacher-led pedagogy, to promote more autonomous learning, and to foster critical
thinking in order to prepare students for the workforce (Assulaimani, 2019). The central
resource-based factor in the ‘new’ teaching practices is the more general and effective
utilisation of ICT by teachers and students. With an initial five-year budget of SAR 80
billion (£16 billion), largely focused on technological advancement, the expectation is
that further educated, re-trained teachers will mentor peers in their new skills and teaching
methods (Assulaimani, 2019). Thus Dr Ali Al-Hakami, General Manager of the Tatweer
teaching framework, asserted that the project will ensure the student and the teacher will
benefit both professionally and personally from the range of change (Sofaraa English,
2011).
The aim of the Tatweer teaching framework is to “provide all students with the knowledge
and skills that they need to succeed in an increasingly networked global knowledge
18

economy” (Tatweer, 2010).
Although the Tatweer project is ostensibly aimed at school reform, its principles apply to
the realm of higher education, namely the modernisation of curricula to incorporate the
economic and skills development necessary for a new workforce to compete in the global
market. This is to be achieved by student-focused pedagogy and a more integral approach
to teaching and learning through ICT both inside and out of the classroom, requiring the
extensive retraining of educators who can promote students’ practical experience,
exceptional creativity, higher-order cognitive skills, critical thinking and self-confidence,
while enhancing their educational, social, and attitudinal development (Tatweer, 2010).
The Ministry of Education has therefore prioritised the modernisation of the education
system in Vision 2030, placing greater focus on electronic and mobile learning (elearning and m-learning, respectively) in Saudi teaching and learning processes
(Kingdom of Saudi Arabia, 2017). This investment, and the value it adds to teaching, are
examined in this study as the Saudi authorities continue their drive to transform the
national economy away from dependence on the price-volatile finite natural resource of
oil into a diversity of manufacturing, knowledge and information-based industries.

1.5 Higher Education in Saudi Universities
Formal education is available without charge in the Kingdom of Saudi Arabia, from
kindergarten to university, for all Saudi nationals who meet the requisite qualifications of
each stage in order to progress to the next level (Saudi Embassy, 2020). Further, education
is compulsory until the end of secondary school. This reflects a fundamental development
in the provision of a substantially broader provision, primarily, of literacy and numeracy
learning after 1932, with Islam at its core, where such learning was previously only
available to the wealthy elite (Alhamed et al., 2007; Saudi Embassy, 2020). Whilst
deemed by the government as being essential to societal and economic well-being, public
education was not controlled by a central, essentially independent ministerial body until
1954, which signposted a major shift through the new development of the Ministry of
Education.
Prior to the foundation of the King Saud University in Riyadh in 1957, suitably qualified
male students who met the standards of Saudi secondary education would travel abroad
to the USA, Egypt and Europe for their higher education needs (Alhamed et al., 2007).
However, there are now 25 public universities and 14 private universities in the Kingdom
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of Saudi Arabia, with a number of specialised adjunct junior or community colleges. In
order to administer the university framework a Higher Education Ministry was founded
in 1976, which was subsequently amalgamated into the Ministry of Education in 2014
(Ministry of Education, 2018), representing a rationalisation of the structure to promote
the international reach and reputation of the institutions, whereby its student and staff
population increased to 1,300,000 and 64,000, respectively (Al-Wabil, 2015). Regarding
their educational system and policy, all public universities are equal, receiving the same
level of governmental support and having the same properties in terms of departments,
deanships and majors.
Education provision is gender-segregated at all levels, with no interaction between male
and female students. Therefore, the Kingdom of Saudi Arabia’s education system and
institutions are currently single-sex, with males and females having equal learning
opportunities across campuses, despite studying separately (Ministry of Education,
2018). This segregation remains rooted in conventional norms of observable behaviour,
observance and modesty, and the equal right of female students, although separately, to
the same education as their male counterparts. It is not the purpose of this research to
examine the foundation, justification and continuation of gender segregation, or the
‘separate but the same’ principle of education, save insofar as it impacts on the use of
mobile technology in language learning (Alhamed et al., 2007).

1.6 Introduction to EFL Learning in the Kingdom of Saudi Arabia
The Ministry of Education (2017) calculated that in the 2015–16 academic year there
were 1,165,091 students enrolled in 25 Saudi government-sponsored public universities,
with a further 54,673 university faculty members. This is a result of considerable
expansion with 18 new universities and various branches of the existing institutions.
English has been taught in the Kingdom of Saudi Arabia since its formation, as the nation
sought advantage from its geographical position as a fundamentally important route to
the Middle East and beyond by the West (Al-Ahaydib, 1986). Since then, it has generally
become the primary language employed in higher education institutions for all subjects
in the sciences and arts (Ministry of Education, 2010). Indeed, as the global medium of
business communication, English is essential to learn and has become the exclusive
language of teaching at the internally renowned public institutions of King Fahd
University of Petroleum and Minerals, and the King Abdullah University of Science and
Technology. Competence is seen as a route to individual economic advantage,
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employment and social improvement, while enhancing the standard of living and business
status (Picard, 2018)
Nevertheless, there is a considerable need to address the failures in EFL teaching at the
secondary educational level as a large proportion of students leave school without
adequate English competency (Alrabai, 2016). An official report of the Test of English
as a Foreign Language (TOEFL) results released in 2017 shows that between January and
December 2016, the average score achieved by Saudi students was 69 out of a possible
120 (see Table 1.1). This represents the lowest average score in the Middle Eastern and
North African regions, several of which had been war zones for the past decade.
Table 1.1: Average TOEFL score for Middle East and North African students
(Adapted from the EF English Proficiency Index, 2017)
Country

Reading Listening

Speaking Writing Total

Lebanon

21

22

23

23

89

Bahrain

19

22

24

22

86

Egypt

20

22

22

22

86

Islamic Republic of Iran

21

21

21

21

84

United Arab Emirates

19

21

23

21

84

Oman

19

21

22

21

82

Qatar

18

21

22

21

82

Morocco

19

21

21

20

81

Syrian Arab Republic

19

21

22

20

81

Jordan

19

21

21

20

80

Sudan

18

20

22

19

79

Palestine Territories

17

19

21

20

77

Libyan Arab Jamahiriya

18

20

21

19

78

Algeria

18

20

21

19

78

Kuwait

16

19

21

19

76

Iraq

16

18

20

18

72

21

Yemen

16

18

20

18

73

The Kingdom of Saudi Arabia 15

18

20

17

69

Given the investment in education by the Saudi government over recent decades, the
plethora of development plans and the expressed but as yet unfulfilled goals, the Kingdom
of Saudi Arabia’s low regional position is troubling, particularly in the realm of EFL
teaching and learning deemed essential to modernisation and global influence. Hence,
this study will explore the perspectives of lecturers on using mobile technologies in their
teaching, with particular focus on the use of mobile devices both inside and out of the
lecture hall, in order to seek solutions to the evident obstacles to learning.
1.6.1 The effectiveness of mobile technology in contributing to second language
learning
Botero, Questier and Zhu (2019) argue that mobile technology can make a significant
contribution to language learning as a result of its integrated nature. Currently, language
education is not restricted to the classroom (Sarica & Cavus, 2009), with smartphone
applications capable of transforming a workplace into an efficient language-learning
setting (Komppa & Kotiainen, 2018). Mobile technology is constantly being improved,
while the range of available smartphone applications continues to expand rapidly
(Troussas, Krouska, & Virvou, 2017).
Earlier studies (e.g. Chinnery, 2006; Kukulska-Hulme & Shield, 2008; Duman et al.,
2015) demonstrated that the flexibility and accessibility of mobile-assisted language
learning (MALL) facilitates in the continuation of learning post-class, enabling students
to practise language learning in their day-to-day lives, absorb manageable chunks of
information, employ expressions in their daily communication and cultural activities, and
receive instant feedback from their peers and tutors, thus serving as a strong motivator
for learning. In MALL, mobile devices enable immediate internet access, making a broad
range of applications available that have the potential to enhance the language learning
experience. Kukulsaka-Hulme (2018) notes that these opportunities include listening to
the radio while on the move, playing language games in queues, reading blog posts on
holiday, and watching foreign films while travelling.
Researchers have highlighted the key role of the intercultural component of language
education and the opportunities that the development and ubiquity of mobile phones offer
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for intercultural communication (Yang, 2016; Kan, Owen, & Bax, 2018). Chun (2011)
claims that intercultural competence plays a major role—alongside linguistic and
communicative competence—in second language acquisition. Godwin-Jones (2013)
highlights that students require cultural understanding in order to accurately comprehend
the meaning of specific words, even if they have outstanding phonological, lexical and
grammatical awareness. Byram (1997) concludes that intercultural communicative
competence in language learning could provide students with the opportunity to (i)
familiarise themselves with other cultures, (ii) enhance their understanding of their own
cultural origins, (iii) reinforce their identity, (iv) acquire a more comprehensive
understanding of their lives through learning about the lives of others, and (v) form a new
global perspective.
Computer and mobile technologies are constantly developing, offering foreign language
teachers a broad choice of mobile applications and tools to harness for teaching purposes.
This emphasises the importance of ensuring that teachers accept the use of such tools and
embrace mobile devices, if the latter are to be successfully introduced into their teaching
practice. Further research must therefore be undertaken to analyse the role of teachers, as
well as their views and attitudes towards the use of mobile devices in language teaching.

1.7 Problem Statement and Purpose of Study
The Saudi government has spent billions of dollars on provisions for technology-based
education over recent years, whereby the Kingdom of Saudi Arabia, despite being a
developing country, has sought to become technologically advanced in order to attain
developed nation status and take advantage of the technological revolution. The Saudi
government has established a nationwide £300 million programme (Tatweer) to provide
diverse ICT-based applications in the educational setting, with this investment intended
to benefit both students and staff by advancing the quality of the e-learning process.
The teaching of English is deemed central to the evolution of business development, and
indeed has been part of the education curriculum since the formation of the Kingdom of
Saudi Arabia in 1929 (Alshahrani, 2016). English is currently the only foreign language
taught in Saudi schools and universities, and therefore is one of the main subjects studied
by students (Alrashidi and Phan, 2015).
However, despite several years of English language teaching and learning in the Kingdom
of Saudi Arabia, learners have gained, at best, only basic literacy aptitude and
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considerable problems remain in terms of communicating effectively in the language.
Relevant research has demonstrated that Arabic speakers, including Saudi students,
consider studying English challenging. Therefore, the assumption is that traditional
learning methods do not lead to satisfactory results (Javid, Farooq and Gulzar, 2012;
Liton, 2012; Al-Khairy, 2013; Suvorova et al., 2019).
It has been anecdotally noted by the author in the course of her teaching experience in
Saudi universities, and indeed confirmed by Almarwani (2011) and Alrabai (2015), that
in Saudi universities, language education has traditionally taken place in teacher-centred
classrooms. Instructors appear to be resistant to implementing mobile technology in their
teaching, and despite the best efforts of the Saudi Ministry of Education, teachers still
tend to use traditional methods such as grammar translation (Abahussain, 2016).
The traditional teacher-centred lecture approach of grammar translation thus remains
favoured by Saudi institutions and teachers of English, despite Al Asmari (2013) pointing
out that the approach is focused on teaching rather than learning, while fostering
dependence on the teacher instead of interactive learning. Broughton et al. (2003, p.22)
describe this conventional method of teaching as being “teacher-dominant interaction”,
where the lack of complementary interaction may result in boredom, mistakes and,
essentially, resistance to learning (Rosegard and Wilson, 2013). As confirmed by many
scholars, the potential of mobile learning in improving language teaching cannot be
denied (Christensen and Knezek 2018; Sullivan et al., 2019).
Mobile technology is the most recent, conveniently available accessory to language
teaching, and given the ubiquitous and accessible nature of smartphones and tablets, it is
important that their actual use by teachers is investigated. This study aims to investigate
the perspectives and perceptions of lecturers towards the uses of these portable devices
in enhancing language learning. However, this study’s investigation is not seeking to
replace traditional classroom learning, but rather to offer support to the formal teaching
and learning processes through using mobile technology to facilitate language learning
by language interaction and practice inside and outside classrooms.
As the teacher is considered to be located at the core of the educational process, the
perceptions of the teachers’ role in supporting learners in using mobile technology is
essential, since students look to their teachers for guidance and motivation. Given that the
instructors’ perspective is the target of the study, mobile technology learning can only be
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implemented where they want, and are motivated to, use the mobile technology. It is
integral to the purpose, aim and objectives of this study to ascertain the intention and uses
of mobile technology by instructors in order to promote its adaptation into their teaching
and the students’ ability to communicate effectively by using the English language.
Therefore, due to the novelty of mobile learning and teaching, as well as the significant
importance of those who have the power to drive such novelty (i.e. the faculty), it is
important to investigate the levels of acceptance and readiness for adopting such
innovations.
Research has become increasingly common in the exploration of the student experience
in the use of mobile learning, with the findings tending to be positive (Alasmary and
Zhang, 2019). Recently, following the coronavirus global pandemic, researchers have
aimed to review the students’ perceptions of e-learning for EFL in Saudi universities
during this unprecedented period as the only viable means of learning, owing to elearning’s documented benefits and marginal drawbacks. Studies found that students had
positive views of Google Docs, as it improved their writing quality (Ahmad, 2020);
Telegram, which was used for vocabulary learning (Abu-Ayfah, 2020); Nearpod, which
led to their collaboration (Hakami, 2020); and mobile technologies, which improved
student–teacher communication (Alshehri and Cumming, 2020). Meanwhile, slow
internet speed was reported as a drawback (Hakami, 2020).
Nevertheless, there has been less academic inquiry into the experience of lecturers using
mobile technologies to teach EFL, despite such instructors being central to the success of
a relatively new pedagogical practice, and this thus represents a primary purpose of the
current study.
In the Kingdom of Saudi Arabia, only small-scale studies have thus far explored the
teachers’ perspective on the use of mobile technologies for teaching. These studies
concluded that language instructors tend towards a positive attitude to the use of mobile
phones in the classroom (Al-Fahad, 2009; Almarwani, 2011; Altameem, 2011; Nassoura,
2012; Tayan, 2017) However, some teachers demonstrate a certain resistance to the
implementation of mobile technologies. A recent study by Al Alshammari (2020) implied
that when comparing students’ and faculty members’ use of mobile devices for improving
English language learning, students’ informal use of mobile devices to support their
learning is better aligned than faculty members’ formal uses of these devices in terms of
what one might consider mobile device best practice. Hence, a comprehensive study
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exploring the issue through both quantitative and qualitative methods involving all Saudi
public universities is needed to acquire an in-depth understanding of the actual use and
the experience of using mobile technologies in English language teaching at the university
level, to shed light on those barriers that could prevent the lecturers’ use of such
technology to promote teaching and learning.

1.8 Aim and Objectives of the Study
The overall aim of this study is to explore and examine the experiences of English
language lecturers in the use of mobile technology in state universities in the Kingdom of
Saudi Arabia through the extended Unified Theory of Acceptance and Use of
Technology. The objectives of the study are as follows:
1) To determine the usage of mobile learning among English language lecturers in
state universities in the Kingdom of Saudi Arabia.
2) To consider the traditional, cultural and practical obstacles to the use of mobile
technology among English language lecturers in the research context.
3) To gain a deeper understanding of the perceived benefits and the challenges of
using mobile technology to teach the English language.

1.9 Research Questions
The following research questions have been developed to achieve the objectives of the
study:
1) What is the Saudi university lecturers’ experience of using mobile technology?
2) What are the factors that are associated to the Saudi university lecturers’
perceptions on the adoption of mobile technology to teach the English language
in state universities?
3) What are the challenges faced by English language lecturers in using mobile
technology, and how might these challenges affect their usage of mobile
technology in their teaching?

1.10 The Significance and Rationale of the Study
It is anticipated that this research will make valuable contributions to the body of
knowledge on using mobile technology in the teaching of foreign languages, especially
for teachers. Therefore, this study is important because it will help to determine the
readiness of Saudi lecturers in particular, and lecturers internationally in general, to use
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mobile technology in their teaching by investigating their current and actual such use for
educational purposes. Moreover, the study can provide decision-makers and university
administrators, as well as governments, with valid and reliable data on the optimum
means of integrating mobile learning into higher education.
This study is based on the theory and model of technology acceptance in order to predict
lecturers’ acceptance behaviour in terms of mobile learning technology. The findings of
this study will add to the existing body of knowledge regarding the factors related to the
acceptance of mobile learning and teaching, by validating the use of the extended
UTAUT2 originally developed by Venkatesh et al. (2003), and then extended by
Venkatesh et al. (2012). The UTAUT2 was tailored to specify the factors related to the
acceptance of mobile technologies in a consumer-use context, while the Unified Theory
of Acceptance and Use of Technology (UTAUT) was developed in an organisational
context. What is original in the current study is the application of the UTAUT2 model by
considering the faculty as consumers within an organisation, as well as the particular
cultural context of the Kingdom of Saudi Arabia. While the findings of previous studies
have encouraged the use of mobile technologies in learning and teaching across
disciplines (Al-Fahad, 2009; Almarwani, 2011; Altameem, 2011; Nassoura, 2012; Tayan,
2017), with the rapid change and advancement of these technologies, understanding the
faculty context is essential to successfully implement mobile learning and teaching, and
to ensure the economic success of higher education investments.
Finally, moderators such as gender, age, teaching experience and educational level are
expected to play major roles in influencing Saudi higher education instructors, and that
the future practice of using mobile learning technology in the Saudi context can be
informed by considering these moderators and their effects.

1.11 The Structure of the Thesis
Chapter One provides an overview of the nature of the study and the context of
examining the introduction of mobile language learning into the framework of higher
education in the Kingdom of Saudi Arabia. It emphasises the importance of the role of
the teacher in promoting mobile learning in EFL education, an imperative to the economic
development of the student and state reflected in the substantial state investment in
technological reform. The aim, objectives and research questions then provide a
foundation for the study.
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Chapter Two presents the literature review that explores the value of mobile technology
to language teaching and learning in accordance with the theoretical framework of the
study and research questions. This foundation of existing knowledge and research
facilitates in addressing the philosophical methodology and practical methods of data
collection.
Chapter Three introduces the methodology and methods employed in organising and
conducting this research, explaining the basis of the approach to gathering data on the
experiences of Saudi lecturers in the use of mobile technology to support the teaching of
the English language. The research context and participant selection are discussed, with
a reflective justification for the data collection processes and methods selected.
Chapter Four explains the procedures and tools used for the quantitative analysis of the
findings emerging from the study data through the descriptive and parametric statistics
acquired from the participant lecturers in terms of their questionnaire responses. This
preludes the discussion of the qualitative findings, with the results of the mixed-methods
approach supporting the veracity and accuracy of the data.
Chapter Five considers the data in conjunction and synthesis with prior research results.
It presents the interpretation of the main findings of the quantitative and qualitative
research, with the focus on how these findings respond to the research questions and thus
satisfy the research objectives.
Chapter Six draws conclusions from the data, which then form the basis of
recommendations for improvement in tertiary language education’s use of mobile
technology. The limitations of the study are also considered, with a view to the
stimulation of further research.
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Chapter 2
Literature Review
2.1 Introduction
Drawing from major published work concerning mobile technology in EFL, this chapter
discusses key concepts that are pertinent to addressing the research aim of investigating
the experiences of lecturers using mobile technology to teach English at Saudi
universities, as well as responding to the research questions, while relating the findings
to previous knowledge and providing further research suggestions. It is not possible, nor
appropriate, to investigate all the previous studies, and thus choices must be made to
ensure the relevance to the current research and its objectives. With this in mind, the
objectives of this study guide the literature investigation and are restated as follows:
1) To determine the usage of mobile learning among English language lecturers in
state universities in the Kingdom of Saudi Arabia.
2) To consider the traditional, cultural and practical obstacles to the use of mobile
technology among English language lecturers in the research context.
3) To gain a deeper understanding of the perceived benefits and the challenges of
using mobile technology to teach the English language.
First, a review of technology in education and language education is presented as an
introduction to mobile learning. This is followed by an exploration of mobile learning,
which considers mobile technology’s nature and MALL, its characteristics, and its
qualities. After that, digital learning theories are considered, such as behaviourism,
cognitivism, constructivism, and connectivism. Then, teachers’ perspectives, including
their potential resistance to mobile technology in teaching and learning, and teachers’
attitudes to mobile learning, are presented. This is followed by a discussion on the
instructors’ guidance role and how lecturers might employ mobile technology in their
teaching, with potential examples provided such as mobile apps for language learning
and social networking. After that, the chapter provides a review of the related literature
on mobile technology acceptance in the field of learning and teaching EFL worldwide.
This review concludes with research on mobile learning and teaching in the Kingdom of
Saudi Arabia in general, and then more specifically with research in the Kingdom of
Saudi Arabia for language learning. Finally, a theoretical framework based on the

Extended Unified Theory of Acceptance and Use of Technology is presented, with an
explanation of its components and a justification for its selection in the current study.

2.2 A Historical Overview of Technology in Education and Language
Education
According to Reiser and Ely (1997), ‘educational technology’, ‘technology in education’
and less frequently, ‘instructional technology’, all refer to the same subject. Podolskiy
(2012) notes that audiovisual instruction first emerged in the 1950s to describe using the
senses of sight and sound to assist in the process of learning. Then ‘instructional media’
alludes to any methods utilised to provide education to students, and thus covers teachers,
computers, printed texts, audiovisual aids and a range of other devices (Reiser, 2001).
2.2.1 The early twentieth century
The first example of how technology was employed in education can be traced back to
the 1900–1910 period, when audiovisual aids such as films were introduced into the
classroom (Reiser, 2013). This new approach to learning was embraced in North America
with a considerable number of schools, museums and bureaus of visual education arising,
which provided schools with access to visual teaching materials such as films, portable
exhibits from museums, printed texts, slides and stereographs. Schools also began to
employ projectors and educational films as teaching and learning tools (Reiser, 2001,
2013). By the 1920s, the popularity of visual media as a learning tool stimulated the
emergence of the visual education movement.
The 1920s and 1930s saw the expansion and development of radio broadcasting, and
sound and motion pictures, with the radio soon becoming integrated into educational
practice, and thus transforming the visual education movement into the audiovisual
education movement. The outbreak of World War II saw audiovisual materials being
utilised as training tools in the military services, as well as to prepare civilians for their
role in industry. Furthermore, radio represented a highly effective medium for
disseminating propaganda. With radio being an effective medium of instruction, once the
war was over, audiovisual instruction began to play a key role in schools, and its role in
language teaching and learning was particularly valued, where audio, images,
photographs, texts and video increasingly supported language development. Salaberry
(2001) notes that written texts were soon complemented by audio, images and videos. In
the 1920s and the 1930s, language learning theories focused on grammar translation along
with the direct method, where the former aims to ensure that students can comprehend
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the target language and are familiar with its grammatical requirements, with speaking and
communication thus of less importance. Many critics believed that the grammar
translation approach was not effective, and it was therefore replaced by the direct method
(Ariza, 2011) that focuses on speaking and favours teacher–student oral practice, where
the teachers asked questions and the students respond. The direct method does not use the
native language of the learner, and in its place a range of objects and visual materials
provide verbal inputs. Audiovisual aids are therefore essential for the direct method
(Ariza, 2011; Otto, 2017).
2.2.2 The post-war period: new devices and fresh opportunities
Salaberry (2001) asserts that the 1950s witnessed the increasing use of radio and
television as tools of instruction, which was echoed by the launch of several television
channels dedicated to education. By the 1960s, the poor quality of the content on these
channels led to a decline in the use of television for education, although programmes of
a cultural and instructional nature continued to be made (Reiser, 2001). Television also
had an impact on language learning, due to the key role played by audiovisual tools. This
period saw the launch of the audio-lingual method, which stresses the importance of
communication and comprehension, while favouring repetition, and employed audio
tapes and films to develop these skills (Otto, 2017). Furthermore, it was at this point that
schools and universities began to develop language laboratories that comprised of rooms
containing electronic equipment to enable learners to access authentic materials for
learning the target language, as well as facilitating the independent practising of listening
and speaking (Peel, 2017). By the 1970s, language laboratories were widespread, and had
become an accepted feature of language teaching and learning.
The decision to introduce computers in the classroom was a key milestone in the
educational sector. In the 1950s, the first mainframe computers were introduced in
universities, and in 1952 IBM built the first commercial and electronic mainframe
computer (IBM, n.d.; Otto, 2017), which signalled the onset of an era when computerbased projects with educational aims began to prevail; for example, the University of
Illinois designed a computer-based project to allow students to listen to pre-recorded
lectures and interact with a range of different resources. At this time, computers were
increasingly being employed in linguistics and language education programmes to
facilitate in the analysis of texts, such as the widespread use of digital corpora, with the
first electronic corpus, the Brown Corpus of Standard American English, developed in
31

1961 (Fotos and Browne, 2004). This corpus included over one million words drawn from
a broad number of fields, including politics and literature (Francis and Kucera, 1964). At
present, many free corpora are available online, for example, the Corpus of Contemporary
American English and the British National Corpus.
Computers evolved in the 1960–1970 period, and became more sophisticated than the
early models since they included components such as floppy disks and keyboards
(Crompton, 2013; Otto, 2017). Computer-based learning projects were still being
conducted at the New Jersey Institute of Technology and Canada’s University of Guelph,
for example, while Europe witnessed a surge of interest in educational technology. The
UK Council for Educational Technology provided its support for a number of projects,
which focused on computer-aided learning (Kaware and Sain, 2015). The late 1960s saw
a number of major Computer-Assisted Language Learning (CALL) projects launched,
including Programmed Logic for Automatic Teaching Operations (PLATO) by the
University of Illinois; the Tutorial Russian Project by Stanford University; and Timeshared, Interactive, Computer-Controlled Information Television (TICCIT) jointly
developed by the University of Texas and Brigham Young University (Otto, 2017).
2.2.3 Computers in ascendency
The 1980s witnessed the arrival of micro-computers, with computer technology spreading
from niche users to the general public. As a result, educators increasingly recognised the
importance of computers for educational purposes, since the new models could store the
same volume of information, but were smaller and more straightforward to use than their
predecessors. Nazimuddin (2015) asserts that by the end of the decade, computers were
increasingly being used in schools in the USA, as well as Europe and other industrialised
nations. Nevertheless, audio and video tapes were still the primary technological tools
employed for language teaching and learning, and CALL remained relatively unpopular.
However, once authoring software became available, teachers had the freedom to design
their own language programmes, while gaming software started to be linked with
language learning. New means of assessing students’ outcomes and levels were required,
with testing software created as a response. Computer-Assisted Language Testing
(CALT) was positively received due to its reduced cost, increased objectivity and safety,
thus resulting in shorter testing sessions (Otto, 2017). Over time, CALT has continued to
expand and now offers a range of applications.
The final decade of the 20th century saw the arrival of a new generation of computers,
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along with novel technological features and devices. Microphones and CD/DVD players
became the standard, with the latter beginning to replace audio and video tapes, while
increased internet availability made access possible outside of official environments. The
internet facilitated easier sourcing of information, communication, locating authentic
materials, fact checks and conducting research on any subject. As a result, computers
significantly expanded the range of materials and the formats available to users (Teeker
and Gray, 2000; Bonaiuti, 2006). Language learning thus underwent change due to the
wide availability of authentic materials for communication simplifying the collection of
language knowledge and effective communication, as well as raising awareness of the
most suitable register of language to address a target culture. Otto (2017) concludes that
during this period both computers and the internet facilitated the study of languages and
the ability to communicate. However, a large number of schools decided against using
computers as a learning and teaching tool, and students did not spend considerable periods
of time on their computers or have immediate access to the internet (Reiser, 2001). Otto
(2017) adds that educational institutions perceived computers as cost-intensive, and
preferred to use traditional books as the primary medium of instruction, although these
were regularly supplemented with CDs or multimedia resources.
Higher education institutions, business, industry and the military were the first sectors to
fully embrace computers, due to their realisation that information and training courses
could be conducted online at far lower cost and with greater accessibility, while learners
would be able to follow instructions and undertake various tasks by using computers
(Reiser, 2001).
2.2.4 Educational technology: the current status
Over the past two decades of the 21st century, technology has expanded to impact every
area of our daily lives, including education. Computers are constantly becoming more
powerful, while laptops are portable, fast and popular. In 2007, various new technological
devices became available, namely smartphones, tablets and more straightforward devices
such as e-book readers. Laptops, tablets and smartphones are mobile devices that enable
users to access the internet from any place and at any time, with the same functionality
of a computer. These devices have also been integrated into education (Dabas, 2018;
Persson and Nouri, 2018). The beginning of this century witnessed the arrival of the
second generation of the World Wide Web: Web 2.0. Web pages have now become both
active and interactive, with a vast number of forums, blogs and social media platforms
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allowing users to create, post and share content instantaneously. In addition, the number
of websites and resources has also significantly increased (Bonaiuti, 2006). Meanwhile,
those normally excluded from mainstream education now have the opportunity to access
educational tools and materials. In terms of the theories of language learning, the new
emphasis is on interaction, telecollaboration and ensuring access to the target language
and culture. Each one of these elements is central and of major importance to exploiting
technology to facilitate language learning and teaching (Salaberry, 2001; Otto, 2017).
Keegan (2002) asserts that as the Industrial Revolution of the 18th and 19th centuries
changed and reshaped society, so the Electronics Revolution of the 1980s and the
Wireless Revolution at the end of the 20th century have driven transformations in
education, and the transition from distance learning, to e-learning, to mobile learning,
being seen in the same lifetime.
Mobile technologies continue to develop at a rapid rate, in response to the global demand
for such handheld devices and the functionalities they offer. This transformation of our
societies is particularly noticeable in our social and economic lives. A large number of
educational institutions and projects have embraced the use of mobile technologies and
harnessed them to improve learning and teaching, as well as to simplify administrative
tasks, thus leading to the birth of a new educational notion: mobile learning (m-learning)
(Lee et al., 2020). Not only has mobile learning been embedded in higher education, but
it has also drawn the attention of teachers and researchers. Mobile learning is currently
the most visible, high-profile trend in educational circles and education itself, with many
researchers highlighting its advantages (Ismail et al., 2016). The development of mobile
technology and Web 2.0 have facilitated new styles of education, namely, mobile learning
and MALL. MALL is closely connected to CALL, as they are considered the most
common classifications of educational technology for language learning. Moreover, to
some extent, MALL is an evolution of CALL as mobile devices derived from computer
technology, and therefore there has been a shift from using desktop computers to utilising
mobile devices in language education. As the focus of this study is primarily the use of
smartphones and tablets, in the sections that follow the researcher explores the nature and
role of mobile learning, before then considering mobile technology’s nature and MALL,
its characteristics, and its qualities.
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2.3 Mobile Learning
Mobile learning has given rise to a number of definitions from educators and researchers.
In previous studies, descriptions have been based on the mobility of learners (El-Hussein
and Cronje, 2010) and the size of the device, which is often “handheld, palmtop” (Traxler,
2005, p.262)
Mobile learning is distinguished by certain main features closely linked to the concept of
using portable and personal devices, as stated above. Therefore, learners can access
materials and conduct activities through mobile devices, irrespective of time, and place.
Learning is not limited to the time spent in classrooms (McQuiggan et al., 2015). Mobile
learning is quite customisable and flexible. In reality, mobile devices can monitor
learners’ paths and help them concentrate on the activities and resources that fulfil their
needs (Ammar, 2017). Thus, definitions of mobile learning appear to be largely based on
the process and the nature of the technology. Essentially, the development of the
definitions commenced with the technology of the devices, and then moved on to the
content and capacity of the device software. Indeed, Brown and Mbati (2015, p.117) warn
that “[t]echnology should always be regarded as the enabler and not as the driver of our
teaching and learning activities”. Technology does not inherently advance education
outcomes, but its use enables enhanced teaching and learning. The value of the mobility
of access to learning material offers new opportunities for collaboration, communication,
activities and knowledge accumulation through building, expanding and complementing
the learning space (Scanlon, 2014).
Pachler et al. (2010, p.6) focus their understanding on the methods of use and capability
of devices, asserting that it “is not about delivering content to devices but, instead, about
the process of coming to know and being able to operate successfully in, and across, new
and ever-changing contexts and learning spaces”. The UNESCO report on Policy
Guidelines for Mobile Learning explains the context of mobile learning by placing
emphasis on the accessibility to content, as follows:
the use of mobile technology, either alone or in combination with other
information and communication technology (ICT), to enable learning anytime
and anywhere. Learning can unfold in a variety of ways: people can use mobile
devices to access educational resources, connect with others, or create content,
both inside and outside classrooms. (Kraut, 2013, p.6)
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The eLearning Guild base their rationale on the productivity of the devices, as the
definition moves from technological precepts to content and the facilitation of life and
learning:
any activity that allows individuals to be more productive when consuming,
interacting with, or creating information, mediated through a compact digital
portable device that the individual carries on a regular basis, has reliable
connectivity, and fits in a pocket or purse. (Wexler et al., 2008, p.7)
This develops the definition and value beyond the simple availability of mobile learning
processes towards a description of how such devices are used to access learning content.
There are, however, technological and accessibility restrictions, with Laurillard (2007,
p.156) describing “digitally-facilitated site-specific learning”, and thus distinguishing it
from a fixed physical environment.
Mobile learning should be perceived an approach to learning promoted by the
advancement in mobile technology and education (McQuiggan et al., 2015). Thus, it is
vital to explore mobile technology and its features as an educational approach.
2.3.1 Mobile technology
In the last 15 years, with the aid of modern internet services, mobile devices’ features
have significantly improved. Today, not only are handheld devices easy to carry, but they
also deliver a wide range of multimedia content and internet connectivity. Laptops,
tablets, and smartphones are considered to be the most popular mobile devices
(McQuiggan et al., 2015). The spread of these devices is verified by a GSMA (2019)
study reporting that 5.1 billion or 67% of the global population had a subscription to
mobile device services in 2018, which is the web-based account for mobile technology
access to the internet. A significant proportion of these subscriptions were for
smartphones (60%). Therefore, most internet access requires the use of smartphones.
In addition, the smartphone represents the greatest leap in mobile technology, comprising
functions and the size of a mobile phone with many computer functionalities. The use of
cell phones for different tasks, including the field of education, is of great importance
today (Becker et al., 2017). Smartphones have been enhancing their functionality over
the years, incorporating a small computer’s functionality with a smartphone that features
larger and enhanced touch-screens, virtual keyboards, high resolution, and expanded
storage capacity (Godwin-Jones, 2017). Although all of these considerations are highly
relevant, internet access is the primary factor since many smartphone functions are
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associated with internet access: emailing, chatting, social networking, and browsing.
Indeed, smartphones offer the potential of a computer in a portable device, with the ability
to carry out several activities simultaneously, and thus have become an essential
commodity (Godwin-Jones, 2017).
A remarkable perception of the smartphone was held by Moreno and Traxler (2016, p.78),
as “an extension of human cognition, sense and memory”, while the smartphone was
described by Godwin-Jones (2017, p.4) as a “digital appendage” that can play an
important role in education. In order to provide innovative mediums for delivering
education, this expansion of mobile technology has been deemed a positive factor. Mobile
technology has fascinating features that can be applied to education through mobile
learning, and for the purposes of this study in language learning. Therefore, the next
section explores and focuses on mobile technology for language learning.
2.3.2 Mobile-Assisted Language Learning
Kukulska-Hulme (2018) provides a recent definition of MALL as “the use of
smartphones and other mobile technologies in language learning, especially in situations
where portability and situated learning offer specific advantages”. In other words, MALL
reflects the acquisition of languages assisted by a portable device. Handheld devices such
as laptops, smartphones, and tablets are mobile devices (Kukulska-Hulme and Shield,
2008). MALL has its origins in mobile learning and CALL. Indeed, mobile learning
involves the utilisation of mobile devices for educational purposes, while CALL outlines
the use of computer technology in language learning (including internet services). Thus,
MALL is a mobile learning branch and an expansion of CALL (Stockwell and Hubbard,
2013).
As a tool and source of content, mobile devices can offer a straightforward and costeffective approach to language learning. Indeed, it is tool not only for formal education,
but also for real-life interactions, such as between Saudi citizens and the expatiate
population (Bahrani, 2011). Kukulska-Hulme (2009) reflects on the advantages that
mobile learning has to offer the user, while emphasising its effect on the manner in which
EFL can be taught and learned. It is a process without limits, with teaching and learning
possible both within and outside the classroom, in formal and informal environments,
allowing learners a degree of control over their EFL journey. Kukulska-Hulme (2009)
explains the challenges of developing and designing a mobile-learning structure that can
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clearly differentiate between notions that are best taught in a classroom, and those that
should be learnt outside, as well as how they can be connected.
The characteristics and features of mobile devices as mentioned in section 2.3.1 can be
effectively used in the field of language learning to develop listening, speaking, writing,
and reading skills, as well as vocabulary and grammar, which will be explored in detail
in section 2.6.2 in terms of the benefits for language education. The next section provides
a reflection on the use of technology in compliance with language learning theories.

2.4 Why Go Digital? Theories of Digital Learning
Hennessy et al. (2010) reported that the rapid evolution of technological development and
the inevitable result of cultural and societal change means that the facilities of digital use
and competence required the reassessment of the balance of its value in education as a
complement to teaching and learning. Digital usage has had a profound effect on the
delivery of information; how people share news, ideas and materials; and the manner in
which groups collaborate, all of which have been heavily impacted by technology’s
potential for considerable advantages in teaching and learning methods. Mobile
technology also provides a range of capacities that can assist organisation, memory recall
and learning accumulation and management through electronic note-taking, email, photo
capture and editing, audio and video playback, recording and editing, text messaging and
internet browsing (El Hariry, 2015).
Nevertheless, proposals for change in educational practice should not be based on
anecdotal accounts of what may or may not improve teaching and learning, but must be
grounded in evidence that is capable of providing a theoretical foundation (Timperley et
al., 2007). It is not for this study to seek to create a new theory based on mobile learning,
but the social constructivism of Vygotsky (1978), Piaget’s (1936) cognitivism and the
controversial connectivism of Siemens (2005), arguably a sub-theory of constructivism,
are worthy of examination in order to ascertain the theoretical basis of how students learn
and manage their knowledge. Behaviourism, as well as “teacher-directed pedagogical
practices”, have for decades been the prevailing learning practices in Saudi classrooms,
with little contribution in terms of improved student learning outcomes (Sulphey, 2017,
p.6.1).
Despite all the practical challenges, nowadays technology constitutes one of the main
sources of learning. The aforementioned theories represent some of the most influential
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learning theories. Since technology plays a central role in the establishment of such
networks, its use in all aspects of education is of paramount importance for learning to
take place. These theories are discussed as the theoretical support for this study, which is
to identify the use of mobile learning in teaching and learning settings. The four theories
targeted for this study are discussed in the next section, with Figure 2.1 below showing
the four theories in relation to learning perspectives.

Figure 2.1: Learning perspectives (Donachy, 2014)
2.4.1 Behaviourism and mobile technology
In the formulation of his thoughts on behaviourism, Watson (1930) argues that
behavioural acts such as seeing, hearing, memorisation and recall exhibit the indistinct
and co-existent integration of the body and mind (Malone, 2017). The results of activities
are measurable, while the operation of the mind is not. This is a reflection of Pavlov’s
(1927) findings and his experimentation with dogs in a form of conditioning, whereby
animals can be trained to respond to an external stimulus to behave in a particular manner,
generally that which produces the reward (Peel, 2004). There is no essential difference
between the teaching and learning experience of animals and human beings. In terms of
education, Budiman (2017, p.102) asserts that “the task of the teacher is to control the
stimulus and the learning environment in order to change the desired destination”,
namely, the memorisation of the presented knowledge. The teacher controls the stimulus,
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the delivery of knowledge, and the reward in the form of credit and praise where change
is achieved, or criticism when this is not the case. The results are observable and
measurable.
This theory essentially renders the student as a passive recipient of the teacher’s stimulus
through presentation, with little involvement in his or her own learning, apart from the
provision of a response. What happens in the mind of the learner between the stimulus
and response is speculative and unmeasurable (Budiman, 2017). Skinner (1953, p.65)
develops behaviourism further, adding to the mix of developing behaviourist theories that
of the broader learning environment, asserting that this conditioning of the human subject
is “the strengthening of behaviour which results from reinforcement”. This offers a broad
purview of the impact in and upon society and culture, reinforcing norms without critical
assessment. Behaviourist education is therefore arguably aimed at transferring accepted
knowledge as opposed to emphasising the individuality of the learner, which has broadly
suited the establishment value demands of the Saudi administrators.
The introduction of technology, and the exponential burgeoning of widespread
knowledge, must necessarily alter behaviourist perspectives of learning. El Hariry (2015,
p.306) suggests that mobile technology, whether through learning apps or interaction with
teachers, supports the behaviourist learner where “teaching materials or specific
questions is considered a stimulus, while obtaining responses from learners is a response,
and reinforcement occurs by providing appropriate feedback”. Online services provide
the student with myriad questions and answers, practical exercises and access to audio
and visual services, quizzes and translation facilities (Godwin-Jones, 2018). The learner
is able to prepare his or her bespoke learning lists to facilitate memorisation and recall,
which at face value somewhat underutilises the facilities of mobile software, but is
effective for many students accustomed to teacher-presented and directed knowledge and
learning. Technology also provides the opportunity to develop new skills of cognition
and construction as confidence in the psychological processing and critical analysis of
information grows.
2.4.2 Cognitivism and mobile technology
Cognitivism acquired momentum as a counter-attack to behaviourism, which depends
upon observable behaviour as the basis of human learning. Cognitivists (Paiget, 1936)
highlight the function of internal mental practices and how the mind works throughout
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the learning process. Cognitivism asserts that knowledge is subjective, whereby the
learner’s knowledge is constructed based on his or her personal experiences.
Students who adopt a cognitive learning strategy in their education are not passive
recipients of knowledge from the teacher–presenter, but rather they create, evaluate and
apply information, actively engaging in the development of their own understanding and
interpretation of what they are taught or learn (Driscoll and van Barneveld, 2015).
Guidance and direction in terms of what must be learned is provided by the teacher as a
basis of knowledge and language that the student then processes and questions before
‘storage’ in the short- and then long-term memory for later recall when required,
representing a method of processing information as it attributes learning to a
psychological process that cannot be seen beyond the behavioural outcomes (Schunk,
2012).
Piaget (1936) concentrated his study and the theory of cognitive development on children,
identifying how a child develops a vision of the world as he or she begins to mature and
interacts with the environment. It is not specifically concerned with education, but rather
with understanding the surroundings. In the sensorimotor stage, a baby uses its body and
senses to explore the world directly; followed by object permanence, which refers to
comprehending that something may exist, despite not being visible; and deferred
imitation, where a child mimics others’ behaviour (Babakr et al., 2019). To these could
be added egocentrism, where the child believes that everyone interprets experiences as
he or she does (Kesselring and Muller, 2011). In the final operational stage of cognitive
development (ages 11 and above), the child matures into logical and abstract thinking,
with these skills supporting the evaluation and application of knowledge as life progresses
(Babakr et al., 2019). In its application to the world of young adult learning, the student
will access information from his or her learning environment, understand it, question its
value and archive it for future use.
Mobile learning technology changes the environment from which the student draws his
or her knowledge and awareness, moving beyond the physical to the virtual sphere and
exponentially increasing the information that requires evaluation, assimilation and
management. It offers new directions for teaching practice, where educators may provide
a considerable diversity of collaborative as well as individual activities and problemsolving tasks to challenge the student and further evolve the skills of recall and adaptation
of their managed knowledge (Darling-Hammond et al., 2020). The fact that, subject to
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internet connectability, learning is not confined to any particular place or time, enables
teachers and learners to devise methods for accessing a broader range of knowledge to be
exploited in addressing the challenges established by the teacher (Kearney et al., 2012).
Knowledge will be recalled and evaluated, and then used or discarded from the store of
information previously accumulated by the student. Teacher involvement is the guidance
to aid in the ‘scaffolding’ of information, building upon the student’s prior knowledge,
and providing a task basis that is factored according to the individual’s independent
learning ability (Lajoie, 2005).
2.4.3 Constructivism and mobile technology
The constructivist approach to learning involves “an active process in which learners
construct new ideas or concepts based on both their current and past knowledge”
(Naismith et al., 2004, p.2). Vygotsky’s sociocultural theory (1978) proposes that
learning is a result of social interaction and participation in human activity relevant to an
individual’s personal reality, including their willingness to learn something new, and thus
supplementing their existing knowledge and understanding. The teacher’s role is
therefore to direct and facilitate learning, whilst the student takes responsibility for the
structure of their learning by interacting with culturally constructed artefacts such as
tools, objects, rules and their community (Wortham, 2003). Learning occurs when a
person actively participates in an engaging activity where they can experience a range of
outcomes, and then meaningfully reflect upon these (Lantolf and Poehner, 2014). In the
development of their learning, students “discover and transform information, check new
information against old, and revise rules when they do not longer apply” (Bada, 2015,
p.66).
Indeed, learners construct their own reality based on experiences from their environment,
interaction with peers and teachers, and their own desire to find information that fits into
what is already retained or memorised, or that which supersedes its value. Thus, active
participation in the learning process means the application of new experiences to what is
currently understood, making judgements on its accommodation in the pantheon of
existing knowledge, or modifying the same (Phillips, 1995). A study by Lantolf and
Poehner (2014) found that such interaction in activity-based learning, under the guidance
of an experienced teacher, results in more meaningful levels of understanding.
Farris and Ylimaki (2010) envisage the creation of learning communities made up of
students, teachers and experts, more easily accessible through internet interaction via
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digital tools to access information, share ideas and experiences, and communicate with
their peers. Such communities will facilitate new methods of teaching in the constructivist
manner of activity-based, real-life experiences for learning and “games such as role
playing or social interaction simulating real world interactions by using their own mobile
devices” (El Hariry, 2015, p.307).
The use of mobile devices enables the student to prepare and construct their own learning
materials, avoiding the mere reliance on what they are presented with in class and via
textbooks. Pimmer et al. (2016) focused their study on the use of mobile devices as an
integral component of pedagogical design and constructivist learning, using video and
images to enrich the diverse technological range of learning materials. The constructivist
approach introduces different sources and materials to provide a broader dimension to
how knowledge is accumulated, learned and psychologically ‘stored’, before being
shared with peers and teachers (Mogashoa, 2014). Lan et al. (2012), for example,
advocate using the camera function of smartphones to create visual learning materials,
while Zahn et al. (2013) compared the quality and effectiveness of learning between a
group of students who prepared and watched short video clips, and another who read
newspaper articles, with the results indicating significant differences between students
who produced YouTube videos and those who read the articles. The results indicated that
video is highly applicable in higher education contexts.
Learning outcomes were improved by those who constructed their own learning materials
and used technology to record the teacher’s guidance, with Schepman et al. (2012) finding
that language students would record their lecturers’ thoughts, reflections and knowledge
from the classroom in order to aid in the accumulation of pertinent information and
enhance the practice of, for example, fluency. Note taking on mobile devices was less
comprehensive than the traditional pen and paper approach, with a lack of detail to
facilitate practical construction in its amalgamation with existing knowledge (Schepman
et al., 2012). The use of devices to aid in the acquisition of learning also appears to have
the benefit of simplifying the learning and construction process through the exchange of
ideas and the discussion features of the technology (Kessler and Bikowski, 2010). Mobile
technology thus expands the manner in which students learn and needs to be embraced
by teachers in their pedagogical programmes, reflecting the context of the study and the
role of the teacher as the facilitator of opportunities for the constructivist learner using
mobile technology.
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2.4.4 Connectivism: a learning theory for the digital age
Siemens (2006, p.30) describes his theory of connectivism as the process of knowledge
accumulation and learning in a “nebulous environment of shifting core elements, not
entirely under the control of the individual … driven by an understanding that decisions
are based on rapidly altering foundations”. Psychological adjustments are made to
‘knowing’ through the environmental change, the diversity of information sources and
opinions, and the acquisition of the skill to recognise connections and patterns across
different situations (Siemens, 2006). This is aided by the knowledge acquired from nonhuman technological resources, requiring the constant updating and evaluation of
information. Mittal et al. (2020) suggests that learning may be considered as regularly
reconstructed, with the emphasis on digital knowledge diversity arguably being an
adjunct to constructivism. Nevertheless, Siemens (2005) provides a base for the
universality, flexibility and usability of different mobile technology on the knowledge
accumulation, assessment and management to be introduced into the education
framework of independent student learning.
Marham (2006) asserts that the implementation of the theory in practice depends on the
trust the student will place on the network of people, tools and content of digital sources.
Learning theories and mobile technology cannot alone ensure improvement to the
educational outcomes, but they do play their part in the enrichment of the learning process
(Craig and van Lom, 2009). Much depends on how teachers and researchers integrate
technological practice and theory in the ever-burgeoning learning environment, with
Siemens (2005) considering the process to be distinct from the theories of knowledge
building in the pre-digital era, with new practice structures deserving a novel philosophy.
Marhan (2006) describes the connectivity of technology in learning-community building
as being a more vibrant environment than top-down instruction, constituting:
a total shift in the balance of power. It depends totally on learners being mature
enough to take advantage of it, and teachers being mature enough to accept that
their position is fixed only while they are useful to the learners. What is needed,
at all levels of education and learning, is an emphasis on developing [skills].
(Marhan, 2006, p.3)
This is a reflection of the development of the young adult student as a ‘digital native’
(Prensky, 2002), that is, a member of a generation raised on the use of technology to
organise their lives, with an enhanced ability to multi-task, communicate freely, share
knowledge and satisfy needs (Rakhmawati and Kusuma, 2016).
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The digitally accessed Web 1.0 was perceived simply as a mine of information and
knowledge, featuring static pages for the delivery of content (Choudhury, 2014). It was
arguably a managed and content-updating textbook. This changed with the dynamism of
Web 2.0 that facilitated “participatory, collaborative, and distributed practices which
enable formal and in-formal spheres of daily activities on going on [the] web” (Choudhry,
2014, p.8097). Its capacities and facilities underpin Siemens’s (2005) reflection on the
development of connectivism theory. The social web “is often used to characterise sites
that consist of communities. It is all about content management and new ways of
communication and interaction between users” (Choudhry, 2014, p.8097). This has
profound effects on the construction of learning, from collaboration to the building,
supplementing, re-evaluation and assessment of replacing accumulated knowledge.
In terms of foreign language education, Veselá (2013) asserts the potential of
connectivism to help learners perceive system and order in apparent chaos (e.g. the
intricacies of tense in the English language), to enable learners to keep pace with the
evolution of language (e.g. the emergence of new lexis), and to view language as a series
of networks to be understood (e.g. lexicology, phonology, syntax and semantics), as well
as the connections between them. Nevertheless, Duke et al. (2013) caution against
perceiving connectivism as the sole learning theory, and that despite forcing educators to
re-evaluate digital education’s role in instruction and learning, connectivist theory should
ideally be applied as a tool to facilitate learning. Moreover, Gerard and Goldie (2016)
posit connectivism as a valuable lens through which to understand teaching and learning
via digital technologies, as opposed to a unifying theory to explain learning through
networks enabled by technology. Utecht and Keller (2019) highlight the shift that that has
occurred in the connected era where educators need to teach learners how to acquire and
apply the knowledge required. Therefore, the skills required include applying criticality
to information sourced online, making connections between data drawn from different
sources, and then applying this information in practice. With contemporary learners being
highly familiar with mobile phone technology and social media, connectivism presents
opportunities to conceptualise learning through mobile devices that embrace the rapid
evolution of such technologies (Al-Shehri, 2011).
In their quantitative study examining technology and online communication platforms’
role in connectivism-based English language learning, Sozodoguru et al. (2019)
employed questionnaires to investigate how online communication tools impacted the
learning process of EFL students. They found that online social networking tools such as
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blogs and Facebook exemplify how connectivism is supported through technology,
leading to enhanced motivation and enriched learning, since the engagement of learners
in learning processes based on connectivist theory facilitates increased collaboration and
reflection. As engaged learning is reliant upon such collaboration within the learning
community (Conrad and Donaldson, 2004), these social connections enable learners to
create structure and meaning from their experiences, which can be stored cognitively and
applied in future scenarios (Duke et al., 2013).
In summary, the literature explored thus far has justified the four theories selected as the
theoretical support for this study in the mobile technology domain. Such a diversity of
new and rapidly evolving technological methods of information delivery and analysis led
Bessenyei (2008) to claim that it has resulted in learning theories re-inventing teaching
and learning practices, and indeed the purpose of educational institutions. Nevertheless,
it is emphasised that seeking proof of this perspective forms no part of the current study.
The realities of teaching makes the implementation of lesson plans based on theory
problematic in practice. Freeman and Johnson (1998) raise this point, highlighting the
challenges of applying knowledge taken from research for direct and effective use in the
classroom. As a result, a great deal of the knowledge in second language acquisition may
not be particularly useful for practising teachers. Papert (1980, 1993) adds that the
learning theories representing the foundations of change in education remain disparate,
due to the philosophical assumptions that underpin them, as well as the absence of
stakeholders, learners and instructors who could test these arguments in real educational
settings. There is therefore a need to link theoretical views with real-life educational
contexts. Theory offers a detailed understanding of learning, but is insufficient in terms
of shaping instructional decisions. Tess (2013) underscores that social technologies are
reliant upon the instructor ensuring the tool is integrated into the course goals and,
perhaps more importantly, to verify the theoretical model for introducing the technology
as a learning resource when it is implemented in practice. Web 2.0 tools are in danger of
overpowering educational environments, and it is crucial to conduct research to ensure
that theory is embedded in the realities of classrooms, with guidelines provided for
instructional processes. Such studies will introduce innovation into the classroom,
optimising how tools and functionalities are employed within the context of carefully
designed and theory-based activities.
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Naturally, employing media may require the instructor to assess the most appropriate way
of integrating the tool into the course goals, alongside consideration of the theoretical
framework for the application of the technology as an effective and appropriate learning
resource. Merchant (2021) points out that the latter has been overlooked by both
instructors and researchers to date. McLoughlin and Lee (2010) consider the provision
and principles of selecting mobile learning as a teaching option, arguing that teaching
with technology is associated with one of social constructivism’s (Vygotsky, 1978)
central concepts, namely, that learning is a dialogue and series of exchanges, whereby
mobile technology can drive inquiry-based methods and collaborative work. McLoughlin
and Lee (2010) also assert that social software applications encourage active
involvement, self-motivation, independent learning and the creation of personal
meanings.
After discussing theories in relation to mobile learning, it is worth exploring whether the
use of technology is a common practice amongst teachers. Therefore, teachers’
perspectives of mobile technology that include identifying potential teacher resistance to
mobile technology, their attitudes, identifying challenges that may be faced and
suggesting opportunities to help teachers incorporate technology in their practice are
discussed in the following sections.

2.5 Teacher Perspectives of Mobile Technology
Teachers’ perceptions and perspectives of mobile technology as a learning tool, coupled
with their desire to test the application of the technology and implement such devices in
their classroom, will be a major factor in their successful assimilation in academia.
Students are also likely to be heavily influenced by their teachers’ attitudes and
experience of using mobile technology, thus impacting on their successful use of the tools
(MacCallum, 2011). Whilst university lecturers show positive attitudes towards the use
of mobile technology in the classroom, and indeed are open to discovering new means of
implementation, the reality is that such tools are only infrequently utilised (Davidson et
al., 2014; Kennedy, 2014). Traditional educational beliefs, particularly in terms of the
teacher–student relationship of authority, limitations of time due to congested schedules
and workloads, a lack of technical knowledge and ability, and the failure of authorities to
address this in professional development training, are all inhibitive factors highlighted by
Brown (2016). Such extrinsic influences, matched to educators’ intrinsic lack of selfconfidence due to their unfamiliarity and lack of training in the use of the technology,
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reinforced by personal beliefs and values, coalesce to hinder the adoption of mobile
learning by teachers (Ertmer et al., 2006).
It is to be expected that teachers, as professional practitioners, are motivated by
improvement, both of themselves and in their students’ learning, and so hindrances are
perceived as challenges rather than obstacles (Cho, 2014). Ertmer et al. (2006) suggest
that the attitude to the teaching role and its socio-economic purpose will serve to motivate
instructors, with the majority of those interviewed able to learn and adapt their teaching
methods to include the effective use of digital technology. The self-confidence that comes
with training and familiarity with mobile technology enables teachers to overcome
intrinsic fears and integrate its use into their teaching practices, classroom management,
curriculum design and the planning of learning activities. Teachers may therefore need to
change their perceptions of what constitutes teaching. The next section explains in further
detail the potential for teacher resistance to mobile technology in teaching and learning.
2.5.1 Potential teacher resistance to mobile technology in teaching and learning
These are practical and somewhat minor irritations for the teachers in terms of the use of
mobile technology in their teaching, and although they are relatively easy to overcome,
there appears to be a reluctance to incorporate the facilities of mobile technology, despite
their obvious advantages to learning (Prescott, 2014). The manner in which an educator
teaches is largely directed by the personal proclivity influenced by the cultural
background, with the current study undertaken in the Kingdom of Saudi Arabia, one of
the most conservative states in the region. While the status of tradition is firmly embedded
in society and the education of its citizens, this is not static, and initiatives have been
introduced to expand the technological provision of learning, particularly Vision 2030
(see section 1.3).
Ajjan and Hartshorne (2008, p.71), however, assert that “while some faculty members feel
that some Web 2.0 technologies could improve students’ learning, their interaction with
faculty and with other peers, their writing abilities, and their satisfaction with the course,
few choose to use them in the classroom”, while Alsolamy (2017, p.194) notes that 28%
of the participant academics in his research on a Saudi university “believe that the
relationship between lecturers and students should be formal, even if it takes place in an
online setting”. Particularly in the use of social media for educational interaction, over
half of the participant academics indicated that the privacy and protection of their image
and status as a teacher was a major concern, as was also reflected in a minority of the
48

student attitudes. This perception somewhat negates the purpose and benefit of mobile
interaction and the building of relationships in a class-based learning community.
Research identifying the substantial change in the role of the teacher and the overcoming
of entrenched approaches to the presentation of approved knowledge to receptive students
as information and knowledge is now available from myriad sources and sites that are
technologically accessed (Luzon and Gonzalez, 2006; Collins and Halverson, 2018). In
the context of cultural traditions based on obedience and arguably deference to authority:
the teacher must assume a role of guide and counsellor, being necessary that he
or she should possess a technological knowledge of mobile devices, while also
integrating his or her pedagogical knowledge in order to establish the conditions
required to foster teaching and learning processes that fit the demands of
contemporary society. (García-Martínez et al., 2019, p.8)
Alharbi et al. (2017) note that mobile technology use in higher education teaching is rare,
despite accessibility, while there is a lack of vision and strategic planning (Al-Shehri,
2010). Nevertheless, the approach to teaching and motivation of the teacher for change
in personal character traits, cultural beliefs or simply the availability of time and
institutional support, will impact on the students’ learning experience and attitude to
learning with technologies (Alhawsawi, 2013).
2.5.2 Teachers’ attitudes to mobile learning
The shift in teacher’s perceptions and the overcoming of resistance to change, particularly
that which is embedded in upbringing, cultural traditions and practices, gives rise to the
question of how this can be achieved, and what can be done to motivate the adoption of
professional improvement (Zimmerman, 2006). Teachers’ attitudes can be intrinsic,
extrinsic or institutional, as discussed in sections 2.5.2.1 and 2.5.2.2 below.
2.5.2.1 Intrinsic barriers and solutions
Reticence in the introduction of mobile technology, given the volume of research
indicating student positivity and indeed government economic initiatives over the past
two decades, cannot be a result of misunderstanding or the failure to understand the need
for change to educational practice (Greenberg and Baron, 2000). The inhibitions may be
personal, intrinsic and a consequence of past experiences, or, for example, an inadequate
institutional orientation to support change. Andrews and Rothman (2002) emphasise the
role of school leadership in promoting improvement and the quality of student outcomes.
Habit, fear of failure and the unknown are further intrinsic factors that need to be
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addressed by a leadership who understand how to manage, motivate and educate its staff.
Simple personal preferences, as well as the basic attitudes towards the use of ICT and the
perceptions of what is required to make it of value to learning, will impact intrinsic
motivation (Siragusa and Dixon, 2008; Gasaymeh, 2009).
It has been noted that the teacher’s level of skill, knowledge and self-confidence will
influence the implementation of technology into an educational setting (Lister et al.,
2020). Purcell et al. (2013) surveyed 2,500 American teachers, with 69% affirming that
the internet had significantly impacted their ability to share knowledge, ideas and working
practices with other teachers, while 92% reported that it had improved their access to
teaching materials. Three-quarters of respondents, however, felt that their role had
become more demanding and stressful due to their need to acquire a broader range of
skills. Younger teachers were generally more likely to share ideas and discuss their use
of technology with colleagues, while the older, more experienced counterparts often felt
that their students were more technologically astute, although this is hardly surprising
given the amount of time students typically spend on their devices. Research into
teachers’ resistance to the use of mobile technology in the classroom, such as that of
Zimmerman (2006) and Siragusa and Dixon (2008), indicate the effect of the instructor’s
personality and attitude, which may be linked to the teacher’s level of digital literacy
skills and his or her ability to manipulate the capabilities of the software and platforms to
effect positive adaptation (Kebritchi, 2010).
The negative attitudes and ingrained resistance to change expressed by some teachers are
two of the most significant challenges faced when attempting to implement mobile
technology into academic environments (Gomes, 2005), which reflects a lack of digital
literacy in terms of the ability to access information and activities, and to integrate and
manage technological facilities to the desired context. Low digital literacy inhibits the
development of a programme for the use of technology to promote collaborative class
learning, which is essential for EFL teachers to meet the outcome requirements of the
government (Pianfetti, 2001), and can only be effected through training and the
continuing professional development of instructors, particularly those lacking the
experience of digital dependence in other facets of their life (Anderson and Rainie, 2018).
Digital literacy enables teachers to convey and instil the knowledge and skills their
students require to navigate the modern technology-based landscape, a reflection of the
ever-changing needs of a society where technology dominates most aspects of life,
including the workplace.
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2.5.2.2 Institutional, extrinsic barriers and solutions
Overcoming technological anxiety regarding change to institutional and teaching practice
is the function of effective leadership through the encouragement of interaction and
knowledge exchange between peers (Olutanji et al., 2014). Constant technological
innovation is a challenge, particularly in a traditional education environment, and as
indicated in section 2.5.1, this can give rise to personal positive or negative attitudes
towards its use. The leaders of the institution must ensure these challenges are overcome
in order to meet their obligations to the students and the stakeholders, especially in the
context of government initiatives and economic development in the Kingdom of Saudi
Arabia. However, the positivity of attitude is not sufficient to effectively adopt innovative
technology-based teaching tools in academia, with Zimmerman (2006, p.241) pointing
out that “if school leaders expect teachers to take risks in learning and practicing new
behaviours, they themselves must be open to change and willing to expose their own
weaknesses by becoming learners”. Changes of strategies, and the fostering of a culture
of cooperation and collaboration amongst teachers are the responsibility of a visionary
principal promoting participation in decision-making and planning (Zimmerman, 2006).
Support from the institutional leadership improves self-confidence, particularly when it
is supported by a programme of continuing professional development (Hoy and Hoy,
2003). Mission statements are not simply for public consumption, but rather intended as
a programme for action that all teachers share and strive towards, being realistic and
ambitious in their content, and defining the values of the institution and its strategic aims
(Cortes-Sanchez, 2017). Schmoker (1999, p.37) cautions that “umpteen reforms have
come and gone, using up time, money, and hope. They have left a crippling
disillusionment in their wake, a cynicism about staff development and any belief that
training or innovation benefits students”. This, it is suggested, is an inevitable result of
the preparation of a vision statement that is never actively implemented. With a reward
system and extrinsic incentives focused on mission and vision achievement, and an
effective continuing professional development programme, teachers’ personal reticence
may be overcome and the quality of service to students and other stakeholders improved.
There is little doubt that mobile technology is a popular educational tool amongst learners,
and that it remains the duty of the teacher to implement its diversity of value, with the
next section exploring the teachers’ role in mobile learning implementation.
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2.6 The Role of the Teacher as a Guide and the Potential Use of Technology
in Education
Mobile technology is a supplementary support to teacher-assisted and directed interactive
practice. Students now have an expectation of higher-level technical skill from their
educators, and are less tolerant of what they consider to be out-dated practices (Beetham
et al., 2009). Students should be aware about how to use technology to effectively learn
a language, and therefore the guidance role of teachers is important. Thus, they demand
guidance on the cultivation of their own learning environment, merging social and formal
interactions, both face-to-face and virtually (Beetham et al., 2009).
In regard to EFL teaching and learning in the Kingdom of Saudi Arabia, Alrabi (2018,
p.103) notes that “Saudi learners lack authentic situations for practising English
communication skills outside the classroom” and therefore must seek, at least in the first
instance, such interaction and communication via technological means. Mobile learning
capacity enables this to be achieved (Karimi, 2016).
In the digital environment of education and knowledge building, learners are properly
taught by technologically competent teachers either inside or outside the classroom
(Lyddon, 2016). However, while learners may be constrained by the university
curriculum requirements and institutional rules of conduct and assessment, outside of the
classroom there are new opportunities to learn and consolidate learning through a
diversity of accessible media (Thorne et al., 2009). The communication and interaction
between teachers and students are unconstrained by the limitations of time and presence.
The individualisation of learning remains in large part the choice of the student who
selects the time, device and media required for the task, with the added benefit of teacher
feedback and guidance on the outcome (Cheon et al., 2012).
With respect to mobile devices supporting language classrooms, teachers should consider
them as a useful tool rather than a challenge to their function. Language is acquired as it
is used by interaction and communication practices, according to the communicative
approach. Using mobile devices means providing a tool and an unlimited source of
materials to support these educational activities, while the teacher fulfils the role of a
guide and facilitator. Teachers can demonstrate how to use mobile devices during class
activities. Instructors should obviously consider how mobile devices can be used in the
classroom, as well as for homework (Godwin-Jones, 2017). Furthermore, instructors
should be encouraged to adopt mobile devices in class as students’ use is widespread, and
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therefore it would be valuable to teach them how to exploit such devices for education in
and beyond the class environment. Instructing students on harnessing mobile technology
for accomplishing various tasks is connected to the recent rise in digital literacies (Sawin,
2017). The next section explores different tools and resources of mobile technology that
could be used under the guidance of teachers to enhance language learning.
2.6.1 Mobile apps for language learning
The development of hardware technology via the evolution of mobile devices is
supplemented by the software development of electronic applications, designed to
stimulate the learner to download programmes that will enhance his or her language
learning (Brand-Gruwel et al., 2014). Education offers significant opportunities for
companies seeking to attract students to their software and meet their needs for learning
and entertainment, with instantaneous feedback and correction (Hennessy et al., 2010).
Students may research and adopt programmes and platforms most suited to the planning
of their own learning strategy, be this in respect to portability, screen size or convenience
in terms of the hardware, as well as giving consideration to the nature of the activities,
communication capacity and the features of the software (Steel, 2012). However, the
number and capabilities of software provision in the tertiary language education app
market have burgeoned in the last decade, making student choice difficult without
guidance from technologically experienced teachers, especially when they are to be
employed as a complement to formal learning (Dashtestani, 2016).
It is suggested that continuing software development has led to the free facilities of apps
being more than sufficient for language learning, although this is ultimately a matter of
personal judgement for the student user. Moreover, it would be inappropriate and
unethical for teachers to encourage student expenditure on commercial products.
Nevertheless, teacher guidance to help in the evaluation of the diverse range of apps is
vital to ensure that all language skills are developed, from new vocabulary acquisition to
communicative competence, thus strengthening motivation and building confidence and
participation in classroom activities (Klimova, 2019).
Godwin-Jones (2011, p.3) highlights that hardware development, and particularly the
iPhone, with its “larger, high-resolution screen, more powerful processor, more internal
(RAM) memory, and faster Internet connectivity”, has encouraged app developers to
create applications for learning, news and leisure, downloadable through the Apple App
Store. These include language learning software, although in 2011 Godwin-Jones was
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somewhat critical of their quality and limitation of activity, incorporating basic flashcard
exercises, dual language dictionaries and phrase books aimed at vocabulary acquisition
rather than communicative competence. Improvement came with competition
incorporating video, images, animated and audio activities with access to real-life
situational information on the target language use through, for example, travel guides
(Godwin-Jones, 2011). It is only recently that apps have begun to provide communication
platforms among users, with those applications that enable learners to have a video call
for speaking practice becoming popular. Cambly, for example, is an app for practising
English with native English speakers over video chat (Dincer and Dariyemez, 2020).
Another example of apps that can enable students to engage in authentic conversation as
well as the use of the language is Duolingo, which provides the opportunity to design
‘Clubs’ where users can communicate and discuss (Goyal, 2018). Communication can
thus be achieved through a language learning app and play an active role in the learning
process.
Development has not neglected the more original features of mobile language learning,
improving and building upon the flashcard game by spacing repetition to embed
vocabulary learning, with audio phrase books enhancing pronunciation. The method of
the app’s delivery of knowledge and learning also has a significant effect on the desire of
students to use their lifestyle-enriching mobile devices for EFL learning. Gaming is a
much-utilised activity on mobile devices, and thus potentially “a motivational,
interesting, and enhanced learning tool” for EFL (Gamlo, 2019, p.49). Games appeal to
students’ innate sense of challenge, and may be described as engagement in active
learning (Fotouhi-Ghazvini, 2009; Lopes, 2014). Mazer, Murphy and Simonds (2007),
Shih (2011) and Wilkinson (2016) found that in EFL teaching, the introduction and
integration of visual, entertaining activities into the formal classroom education process
enhanced motivation and reinforced student learning.
The level of challenge is adaptable to learner confidence, with Lopes (2014) asserting:
The game structure should be sufficiently complex to attain curiosity, giving the
player some expectations about what will happen. Curiosity can involve sensory
stimuli, such as light, sound or other, or it can result from informative feedback,
surprising, but also constructive, helping the player to perceive how to make his
knowledge more complete and consistent. (Lopes, 2014, p.567)
The entertainment value of gaming in learning cannot be overstated, and “grammar and
vocabulary games and quizzes can be highly addictive for adults, as they try to improve
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their best scores and earn rewards” (Zilber, 2012, p.17). Searching amongst the vast
range of software is likely to be beyond the skill and time of the most dedicated of
teachers, but considerable effort is necessary to identify robust, learning-focused games
with authentic, real-life scenarios combined with solid educational principles (FotouhiGhazvini et al., 2009). Apps conjoin the time-limited formal classroom-based learning
with the personal, informal, unconstrained education strategy of students, merging the
guidance of app activities with social media interaction, communication and collaboration
to promote real-life experience as a foundation for learning (Greenhow and Lewin, 2015).
2.6.2 Social networking for language learning
Social networking applications (e.g. WhatsApp, Facebook and Twitter) have become an
integrated part of English language learning worldwide (Shih, 2011). Note should be
taken in the implementation of mobile learning of the learning complementarity of social
networking to the formal and informal learning process, with over 67% of the Saudi
population being active users, and around 50% primarily on a mobile device
(gmi_blogger, 2019).
In terms of the interactive teaching and learning of language, writing, reading, listening
and speaking skills can be enhanced with social networks, as an effective way to practise
these skills. For example, in terms of writing skills, social networks have become a digital
platform for the activities of circular writing. Social networking interaction takes place in
context and is related to the use of real language, so it is possible to learn the pragmatically
and socially appropriate use of language (Godwin-Jones, 2017, 2018). Teachers can
exploit social networks for class activities as they can establish a private group for their
students and encourage them to share posts in WhatsApp as a social network. The same
activities can be carried out with a WhatsApp group. Moreover, spelling is accurate as a
built-in virtual keyboard suggests the correct form of the word.
The more concise and visual the message, the more conducive the information is to
memory retention (Huang et al., 2012). The stimulation of learners’ interest (Katz and
Yablon, 2011) is facilitated by the use of WhatsApp to continue teaching beyond the
classroom, effecting significant improvement in assisting language learning, while
increasing motivation, interaction and autonomy (Mufanti and Susilo, 2016). Almekhlafy
and Alzubi (2016) note that the EFL students of Najran University in the Kingdom of
Saudi Arabia were given permission to interact with native English speakers on a range
of subjects, and the ensuing general discussion enabled the development of their
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vocabulary bank while enhancing their communicative competence and reducing their
anxiety about using English, which is vital to increase self-confidence, and thus the
motivation to explore and learn.
As part of their lesson and curriculum planning, teachers have to become proficient in the
use of social media and messaging facilities, particularly in tertiary EFL education where
the division between formal and informal teacher-guided learning is more blurred
(Kukulska-Hulme, 2012). Messaging has evolved from the limitations, and expense, of
the short message service (SMS), to the considerably broader facilities of internet
platforms and apps such as WhatsApp. This offers the potential for additional methods of
communicating information and tasks, sharing learning and documentation, and for
providing audio and visual prompts through specifically established, private and secure
class groups (Alshammari et al., 2017). Castrillo et al. (2014) report high levels of
engagement and motivation in the participation of collaborative activities via WhatsApp,
with teachers harnessing the platform for interactive vocabulary learning, aiding reading
comprehension, and the sharing of ideas and advice (Hazaea and Alzubi, 2016).
Twitter has become the third most-visited social network worldwide (eBizMBA,
2016), and has inspired millions of users with its short format and innovative mode of
interaction (Chartrand, 2012). Twitter can initiate and integrate many EFL
listening, writing, vocabulary, and research activities because it can develop the written
communication skills of students, as well as their collaborative, analytical, and social
networking skills (Mork, 2009). Twitter can also build a community in the classroom,
foster collaborative writing, promote editing skills, provide students with opportunities to
address issues in formal and informal settings, develop literacy skills, provide reader
responses, facilitate collaboration across schools and countries, encourage the assessment
of opinion, and promote interaction on a given subject (Grosseck and Holotescu, 2008).
Dunlap and Lowenthal (2009) suggest that students and teachers “were able to participate
in networking, teamwork, problem solving, brainstorming, and developing moment-tomoment experiences” after integrating Twitter in the classroom. In addition, Twitter could
improve the fluency of students in oral (listening and speaking) and written (writing and
reading) skills, encouraging focus on what they want to say, leading to more engaging
and dynamic discussions, and enhancing the interlocuters’ metacognition (Mork, 2009;
Harmandaoglu, 2012).
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There is a quasi-experimental aspect to the use of social media in pedagogical studies of
classroom and informal learning, which tends to focus on student attitudes and motivation
as opposed to that of the teachers. There may be a negative perspective for practical or
cultural reasons, particularly in the traditions of Saudi education practice, which thus
negates the value of directed informal learning (Alhadhrami, 2016). In their study of
language students and teachers at an unidentified university in the Central-North of the
Kingdom of Saudi Arabia, Alshammari et al. (2017) found that lecturers were reticent,
and indeed nervous, about the use of WhatsApp for informal group education, with one
of the lecturer’s responses worthy of particular consideration:
Personally, I would be scared to take on a WhatsApp group. I would think … well
I, I don’t know how to go about it. I would need to [ask] somebody who had done
it to build my confidence to do that. (Alshammari et al., 2017, p.78)
This is indicative of the training required for language teachers to meet the more
experienced expectations of their students, which is suggested to be pertinent to each of
the methods of app and social media teaching and learning. Nevertheless, teacher training
will shift the focus of responsibility for learning, as well as some of the time pressure,
from teachers to students, avoiding the over-reliance on educators who have to set
parameters for their availability outside the classroom. Instructors will be able to take
advantage of the building of a productive learning community, with a clear sense of
identity, purpose and trust enabled to foster engagement and sustained learning
(Alshammari et al., 2017).
2.6.3 Teacher education and professional development
According to Alshaikhi (2018), the professional development available to EFL teachers
does not fulfil the reform agenda required to introduce basic changes to how teachers
practise and acquire knowledge. Such programmes lack experiential and practical
elements that relate to the classroom environment, with the approach to training, and
workshops generally unsuccessful, since many teachers neither develop nor practise the
skills acquired during the training (Alshaikhi, 2018). Training has been criticised for its
restrictive view of both teaching and learning. Experts are brought in to improve teachers’
skills, and thereby raise competencies to ensure that practices meet the national standards.
From this perspective, teachers are merely passive technicians, or intermediaries who
deliver knowledge, with their main responsibility to introduce the educational reform laid
down by the educational authority (Kennedy, 2005). Finally, training has been criticised
for failing to effectively close the gap between theory and practice, and for the lack of
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accommodating classroom realities and real-time experiences, since it is typically not
contextualised.
Two of the research questions in this study involve the discovery of those factors that are
associated to the Saudi university lecturers’ perceptions on the adoption of
mobile technology to teach the English language in state universities, and their
experience of using mobile technology. Therefore, the intention to use mobile devices is
dependent upon attitudes. Specifically, the researcher set out to investigate whether and
which attitude (factors) predict Saudi university lecturers’ intention to use or their actual
use of mobile technology, and whether some factors are influential. Drawing from the
above, it has been established that while it is essential to improve teachers’ technological
pedagogical content knowledge in order to encourage technology usage in their teaching
practice, this in itself is insufficient since other factors such as teachers’ beliefs must also
be considered (Chai et al., 2013).
2.6.4 Language teacher cognition
In terms of second and foreign language learning, cognition refers to the teachers’
thoughts, knowledge and beliefs, and how these mental constructs relate to what teachers
do within their classrooms (Borg, 2003). Borg (1999) highlighted the gradual acceptance
in the literature of the conceptualisation of teaching as a series of decision-making
processes that are informed through the teachers’ assumptions, attitudes, beliefs,
knowledge and theories (i.e. their cognitions). For example, in her research exploring how
ESL teachers’ beliefs informed classroom practice for beginners, Burns (1992) found a
complex network of beliefs that centred on (i) the nature of learning a language, (ii) the
written–spoken nexus, (iii) appropriate level-specific strategies, (iv) the learners’ capacity
to acquire a new language, and (v) the language classroom and the role of the teacher.
Moreover, Freeman (2002) explored the conceptualisation of teacher knowledge and
learning, identifying the following pertinent themes: the roles of prior knowledge and
social/institutional context, how teachers learn teaching practices, and the manner in
which their mental processes are conceived.
Borg (2006) sought to shine a light on how language teachers are distinct from those
teaching other subjects such as chemistry, history and mathematics, with his study
highlighting the teaching content and methodology, the nature of teaching a second or
foreign language, the relationship that develops between the teacher and learners, and the
native/non-native learner contrasts. In a 2012 interview exploring teacher cognition and
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the education of language teachers, Borg underscored the importance of considering
language teachers’ beliefs due to the realisation that such teaching represents more than
merely behaviour, with the influence of underlying beliefs, knowledge and associated
constructs meaning that to fully comprehend teachers it is essential to understand their
attitudes, beliefs, knowledge and feelings (Birello, 2012). Through their literature review
exploring teachers’ beliefs in English language teaching and learning, Gilakjani and
Sabouri (2017) found that such beliefs are acquired from teachers’ experiences of
professional development and teaching, which are affected by their words and actions in
the classroom, and influence their behaviour, decision-making and learner interactions.
This echoes Borg’s (2003) assertion that for language teachers, cognition is pivotal and
based on their prior experience of language learning, professional development,
contextual factors, and classroom practice (Figure 2.2).

Figure 2.2: Language teacher cognition: components and processes (Borg, 2003,
p.82)
Regarding this study’s focus on the experiences of lecturers using mobile technologies to
teach English at Saudi universities, clearly the impact of language teacher cognition will
be pertinent to their acceptance and adoption of such technologies, which will be
informed and influenced by the lecturers’ own educational experiences, professional
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development, classroom practice and other contextual factors such as the university
setting and national context of the Kingdom of Saudi Arabia. The next section explores
the impact of cognition and professional development on learning assisted by computers
and mobile technologies.
2.6.5 Cognition and professional development: the impact on CALL and MALL
Teachers play a vital role in ensuring the successful implementation of educational
change and innovation (Lawrence, 2014). It is broadly accepted that besides employing
technology to support their pedagogical purposes through facilitating learner interaction,
mediating learning, increasing engagement and setting a context for activities, teachers
also utilise technology to enhance the presentation of their lessons, create bespoke
materials, and engage in professional development (Li, 2020). Therefore, implementing
technology through CALL has gained considerable attention (Alsuhaibani, 2019). As
teachers’ conceptions of technology’s role and function will differ, and due to the
significance of the teacher’s role in ensuring the successful implementation of technology
(Galvis, 2012), consideration of teachers’ perceptions and practice of CALL is important
(Alsuhaibani, 2019). For example, Blume (2019) explored the behaviours and beliefs of
pre-service EFL teachers in terms of language learning via digital games, which shone a
light on how their experiences of playing digital games was positively correlated with
their beliefs towards using such games for language learning, and links back to Borg’s
(2003) assertion of the influence of contextual factors on teacher cognition. Moreover,
Alsuhaibani (2019) reports on the need to investigate teachers’ shifting beliefs towards
technology use and CALL, and how this influences their classroom practice.
In the Iranian EFL context, Hedayati et al. (2018) investigated the impact of CALL
training on the practice of 78 EFL teachers, where only sporadic use of CALL
technologies in their practice was reported due to the participants’ professional
development being based on self-training as opposed to the participation in workshops,
as well as a lack of professional learning communities to facilitate cooperation and peer
learning. Despite the participants’ self-assessment of being reasonably competent in
CALL implementation, they also cited concerns over the lack of guidance on the design
and evaluation of such technology use. Lawrence (2014) therefore asserts that ESL
teachers require robust training to extend their awareness of CALL’s potential, as well as
ensuring opportunities through peers to develop their beliefs and critical understanding
of CALL, together with their ability to modify their teaching practice to meet contexts
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that are undergoing continual change. Li (2020) highlights the extensive literature on
understanding how teachers learn to teach, and the manner in which their knowledge and
beliefs about teaching and learning change, develop or consolidate, as well as their
perceptions of being a teacher.
Teacher education and professional development both play a role in forming teachers’
beliefs and practices, representing a relatively overlooked domain in the literature. In
addition, the impact of MALL-driven understanding has not been examined in significant
detail. Investigating how teachers engage with MALL is vital, with Barnard and Burns
(2012) asserting the need for ongoing research into teachers’ beliefs and practices in order
to monitor the evolution of their relationships with important issues over time, as a
component of their continuous professional development (Kubanyiova, 2012). In relation
to MALL teacher education, Dean et al. (2015) state that professional development can
only have a significant and permanent impact if it directly shapes a teacher’s behaviour
on a daily basis within the learning context. This argument emphasises the importance of
assessing how teachers engage with MALL on a developmental level, and the manner in
which this affects and moulds their professional practice.
Ertmer et al. (2012) and Gil-Flores et al. (2017) found that one of the most significant
variables for predicting whether teachers will introduce technology into the classroom is
their attitude to its use. Such studies categorise attitudes into seven types, namely,
performance expectancy, effort expectancy, attitude towards the use of technology, social
influence, facilitating conditions, self-efficacy, and anxiety. Taken collectively, or in
combination, these factors will predict whether a teacher will use mobile devices (Scherer
et al., 2015). Scherer et al. (2015) note that not all these factors have to be taken into
account, since only some are likely to have a direct effect on behavioural intention
(González-Sanmamed et al., 2017).
Teachers’ beliefs and practices play an important role in developing awareness of mobile
phone utility and the shift from technophobic to mobile-friendly participation. Their
attitudes to mobile phones are formed by personal experience, their mobile phone usage
and the facilities they tend to access, which also forms their perceptions of mobile phones
in general, while affecting their willingness to use them in practice. Parsons et al. (2019)
point out that online continuing professional development courses can offer positive
support for teachers’ ongoing learning, provided that they are flexible and enable teachers
to engage socially and educationally with their peers, while taking into account specific
61

contexts. It is this inter-teacher dialogue that creates the mental loop they develop through
participation in social activities, and ultimately determines their future cognitive function.
According to Warford (2011), as teachers internalise their discoveries, they increasingly
demonstrate their capacity to utilise the pedagogic skills and information acquired during
training programmes. Guskey (2002) also emphasises that the transformation of teachers’
beliefs should be understood against the backdrop of improvements in practice, and when
teachers recognise the potential of the programme content, their beliefs will change.
Teachers also reported less hostility towards using mobile phones in the latter phases of
training, and that the use of mobile phones was being gradually internalised (Van Praag
& Sanchez, 2015).
In the context of the current study, it will interesting to note whether cognition or
professional development are raised by the Saudi lecturers as being a facilitating or
impeding factor in their decisions to use CALL/MALL technologies in their classroom
practice, as well as their reflections on the successes of such implementation.

2.7 The Advantages and Disadvantages of Mobile Technology
The positive attributes of mobile devices reported by Hsu (2012) are their portability and
ease of internet access, thanks to their small size and weight, their affordable pricing and
their flexibility of use. Further, Sipra and Ahmad’s (2017) study into the effect of
technologically enhanced learning on the vocabulary acquisition and comprehension of
EFL students found that learning activities completed using a computer in a language
laboratory scenario, complemented with vocabulary cards presented on a mobile device,
were both effective methods of language acquisition. The authors did not advocate for
the exclusive use of technology, but rather to introduce a new dimension of learning to
the teacher’s presentation. Dong and Jiang (2017) collected EFL learners’ perceptions of
mobile‐assisted feedback on oral production and found that learners who received
feedback via their mobile device held a more positive attitude towards their learning,
where the immediacy encouraged correction and embedding, and the learners had greater
confidence in their spoken English abilities.
The value of mobile technology in learning depends on the societal demographics of
ownership amongst young adults, with Thornton and Houser (2005) reporting that 95%
of the Japanese population aged 15 to 24 years owned an internet-enabled mobile phone,
which is comparable to its proliferation in the Kingdom of Saudi Arabia, with 99% of the
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333 university students surveyed regularly using their device to send language learningrelated emails to their peers and instructors. They utilised internet-based media and videos
to enhance their understanding of both the meaning, and the context, of popular idioms.
In the evaluation of their activities, the students commented upon the improvement in
confidence due to their interactions and the comfort of using the features of the
smartphone for learning English.
Social media such as Twitter and WhatsApp, online forums, news outlets and
dictionaries, media content, videos and other recordings, with free apps and educational
games, as discussed in sections 2.6.1 and 2.6.2, are just some of the digital facilities that
can be harnessed to learn outside the classroom (Lai and Gu, 2011; Lan et al., 2012).
The disruptive or distracting nature of mobile devices is a problem experienced when
young adults are permitted and encouraged to use their personal devices, since their wider
lives are brought into the classroom. Moreover, the use of the smartphone in particular in
the classroom does give rise to concerns of interruption, noise and disruption (Brown,
2020). Olufadi (2015) examined the use of mobile phones in the language education
context of students at two Nigerian universities, and found a tendency to multi-task,
combining learning with the social domain during class or while completing homework.
This led to less favourable outcomes, suggesting a reduction in such students’ ability to
learn effectively. Students themselves, according to Gikas and Grant (2013), are aware
of how integral their mobile devices are to successful learning through the immediacy of
access to knowledge, while they also recognise their potential to distract and adversely
affect their study. The belief of experienced learners that they can multi-manage their
educational and social needs without compromising the former is arguably misguided.
Mental acuity and technical ability rarely coalesce, especially in more dynamic
classroom-learning environments (Cheon et al., 2012).
The studies have shown that the practical convenience of learning and embedding
knowledge with the use of accessible portable devices in which students are ‘native’
experts offers considerable benefits to continuing language acquisition outside of the
classroom. Mobile devices provide access to learning apps and multimedia capacities,
through which the student personalises, organises and develops their knowledge, thus
enabling a learning community monitored by trained teachers familiar with the
technology (Miao et al., 2017). However, the use of mobile devices in the classroom can
be an irritant, with students potentially overestimating their ability to multi-task while
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staying focused on the learning activity, although this threat can be resolved with
classroom-approved rules of usage. The introduction of novel practices of educational
pedagogy in the Kingdom of Saudi Arabia has met with bureaucratic resistance, and
particularly amongst teachers who already believe they are overworked and burdened by
expectation, in addition to the continued prevalence of traditional perspectives and
attitudes. Therefore, the next sections explore studies that address the acceptance of
MALL around the world, and then more specifically in the Saudi context.

2.8 Mobile-Assisted Language Learning in Diverse Global Areas
Kukulska-Hulme (2019) suggests that using mobile devices to promote language learning
is becoming increasingly popular. This is based upon her observation of the extensive
growth of ICT, and particularly mobile technologies that are portable and can exploit the
broad availability of wireless networks. This reflects the widespread device ownership in
Saudi society, especially by young adults, and thus access to language learning has
become increasingly simplified, convenient, and adaptable to students’ particular needs
and plans. The application of the MALL programme of definitions and principles is
applied to gain an understanding of the benefits associated with practice and the use of
mobile learning. Earlier, Kukulska-Hulme (2009, p.164) explained the somewhat
transparent motivation for language learners, whereby “what makes mobile technology so
intriguing is that it has an affinity with movement between indoors and outdoors, across
formal and informal settings, allowing learners to lead at least some of the way”.
Pemberton et al. (2010, p.144) note that “mobile phones have a number of characteristics
that can be exploited to design the most appropriate learning services for language
learners”. Steel (2012) documented the experiences of 134 Australian university students
who used mobile apps in their free time to supplement their language learning in Korean,
Chinese, Japanese, French, German, Spanish, Italian, Portuguese, Russian and
Indonesian, with the students citing advantages such as the apps’ ease of use and
portability, as well as the time-efficient aspect of learning remotely, with this being
indicative of the need for a focus on the design of a complementary mobile learning
framework to the classroom. Further, Bozdogan (2015) reviewed 32 MALL research
papers published between 2010 and the first half of 2015, finding considerable
improvement of language learning in each study where mobile activities were used to
supplement class-based materials such as textbooks and the teacher-led presentation of
knowledge. This conclusion was supported by the review of Taj et al. (2016), while Sung
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et al. (2015) found through their empirical research that 70.7% of students in the
experimental groups, who were learning through the use of a mobile device, recorded a
significant improvement in language learning, with no discernible improvement in the
control group.
EFL teachers find it more practical to use established proprietary applications and
platforms that are adaptable to student learning needs and a community of learning
programme, since any attempt to develop bespoke apps is cost-intensive and requires a
high degree of technical expertise. Hunter and Daly (2013), for example, at the University
of Waikato in New Zealand, conducted a small scale EFL MALL research project titled
‘Working with Cultural and Linguistic Diversity’. The first part of the study was
concerned with identifying appropriate tablet apps for children that incorporated a userfriendly interface and were cost-effective for a modest school budget, while the second
phase involved an examination of specific applications utilised by pre-service prospective
teachers in order to gauge their opinion on the potential learning value. The study’s
findings were that while all of the examined apps had potential to facilitate improved
communication, interaction and pronunciation, two were more limited. Beyond
examining the specific proprietary apps, the study was particularly useful in developing
the critical evaluation skills of the prospective teachers.
Cruz (2012) designed a mobile learning project, with the students using a free app via
their iPhone or iPod Touch to promote vocabulary development in English language
learners of different linguistic backgrounds, in a biology class of an American high
school. The use of the app was examined in the context of preparation for a state biology
test, with Cruz employing a range of qualitative data methods to explore the benefit of
the app in promoting language learning improvement, although the students were less
enthusiastic about the biology curriculum. Even those who were broadly unimpressed by
the language app, still engaged with it as a study aid. Although the teacher was a
traditionalist as far as behaviourist-based teacher-presentation was concerned, he too
noted that the app had positively influenced the students’ motivation. Nevertheless, there
was no outcome assessment, since the purpose of the study was a qualitative evaluation
that provided evidence of positive support for mobile app use in language learning.
Begum (2010) reports that the Jahangirnagar University of Bangladesh employed mobile
devices as a method for teaching students the use of English prepositions, with mobile
phone usage having increased exponentially in recent years due to the inability to afford
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personal computers, and demonstrating that mobile devices had tremendous potential as
an educational tool, despite certain obstacles that could be addressed by the institution.
Over 60% of the participants were aware of the potential of their mobile devices as
learning tools, but had little inclination to utilise that purpose as they primarily viewed
their devices as instruments to facilitate communication with family and friends. Indeed
5% of female students found the use of mobile devices in learning distracting and
tantamount to social abuse, preferring to use them to communicate with their friends,
family and teachers. Begum (2010) concluded that teachers and other educational
authority figures must be more instrumental in demonstrating the effectiveness of the
devices in terms of language education, suggesting that this would be achievable through
the setting of usage rules for the classroom, the development of collaborative activities
and the use of app platforms to create a closed class community for learning.
Chen and Hsu (2008) indeed attempted to cultivate a flexible, effective environment for
students to learn English and improve their vocabulary acquisition by reading English
news reports, referred to as a Personalised Intelligent Mobile learning System (PIMS).
The fifteen subjects were elementary school English teachers at the National Hualien
University of Education in Taiwan who received two hours of training on the use of the
personal digital assistant (PDA) devices and the PIMS application before the start of the
trial. Data collection was conducted by questionnaire pre- and post-tests in order to
identify different levels of English reading skills. The PIMS assessment process
facilitated significantly improved English reading and vocabulary learning, with 66% of
the participants agreeing that the system was of some benefit to them, 86% that the
system’s interface was user friendly, and 93% believing it improved their English newsreading skills.
The studies and research progressed, this time in Turkey, where taking into consideration
the many benefits to using mobile phones in educational settings, Basoglu and Akdemir
(2010) examined the use of mobile phone applications for vocabulary learning with 60
participants on the Undergraduate Compulsory Preparatory Programme. Half of the group
held mobile smartphones that were compatible with the requirements of the project
learning programme (the experimental group), whilst the remainder of the sample (the
control group) used traditional vocabulary acquisition methods via the teacher and
textbooks. The mobile phone app designed for the programme (ECTACO Flash Cards)
was found to produce improved learning outcomes when compared to traditional
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methods, and indeed was considered more positively by the students as a learning tool
than the textbooks.
In a central American university, five class projects were created by Kim et al. (2013) for
a group of 53 masters-level teaching English to speakers of other languages (TESOL)
students from a range of linguistic backgrounds, designed to aid the students in practising
their language learning through the use of mobile devices. Data on the perspectives of the
students in the pre- and post-study surveys revealed considerable positivity towards the
technology, providing new learning experiences for the students and the opportunity to
participate in learning activities at a time and place of their choosing. Ultimately, the
participants had not appreciated the value of their devices for language learning prior to
the projects. In Iraq, Muhammed’s (2014) study at the Sulaimani University provided
impressive findings from the perspectives of 20 student participants, with the vast
majority considering that the use of their mobile device facilities considerably improved
their EFL language learning and confidence.
The perspectives of teachers in the UK towards the use of mobile multimedia as part of a
language education programme were examined by van Praag and Sanchez (2015) at a
private language school through qualitative data collected from interviews and
observations. The teachers’ attitudes towards the value and disadvantages of mobile
technology in language classrooms were predicated on contextual influences such as the
school policy of prohibiting smartphone use in class due to their ubiquity and the apparent
dependence of students. In the controlled-use experiment in classroom learning, some
teacher resistance to their utility for language acquisition emerged, which was grounded
in the perceptions of student loss of attention and failure to strictly follow the class rules
of use. The teachers were more inclined to consider such devices as irritants and
diversions, and would not utilise them in their pedagogy.
It is clear from the evidence of research throughout the world, in the contexts of diverse
national educational frameworks, that when students are introduced to the multi-faceted
capabilities of mobile multimedia, they find the activities and their general use and access
to knowledge to be valuable to their language learning. Harrison (2010, p.67) underscores
that “there is substantial evidence that, in the right hands and used appropriately for
specific purposes in specific contexts, technology can be an effective tool in supporting
learning and teaching”.
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The findings presented above point towards the need for a strong set of requirements for
plans to develop a teaching framework capable of effectively incorporating mobile
technology into the national context and principles of education, while challenging the
default perception that if students think there is benefit, it must be implemented. Even the
generally positive global perspectives must be supported by a specific theoretical
programme to justify the inclusion of a relatively new pedagogical practice into the
pantheon of language learning, as ‘one-size’ will not necessarily ‘fit-all.’ After exploring
the use of mobile learning to support language learning worldwide, the next section
considers its use specifically in the Kingdom of Saudi Arabia.

2.9 Mobile Learning in the Kingdom of Saudi Arabia
Mobile learning is new to the Kingdom of Saudi Arabia, whilst proving to be somewhat
sporadically popular in other national frameworks, although the Saudi youth population
has the essential possession of and familiarity with such devices as tools in the
organisation of their lives (Al Harthi, 2018). Fahad (2009), for example, examined the
perspectives on mobile learning of 186 female undergraduates at the prestigious King
Saud University, and its effect on student retention in the Art and Medicine programmes.
The results revealed that 53.8% of students believed mobile learning aided progress due
to the immediacy of feedback, with 78.4% citing the enhanced flexibility of learning, and
64% suggesting that mobile learning improved student–teacher communication, and thus
learning. Al-Husain and Hammo (2015) also conducted a questionnaire survey on the
views of 317 male and female King Saud undergraduate students in terms of the
ownership, use and perspectives of ICT and mobile technologies in the 2011–12 academic
year, finding high levels of laptop ownership (96%) and that all the respondents possessed
mobile phones, with nearly 90% of the owners of such mobile technology expressing the
opinion that they improved access to learning.
Alasmari and Zhang (2019) investigated college students’ mobile learning technology
acceptance in the Kingdom of Saudi Arabia, and also validated their extended framework
with empirical data, where they conducted a questionnaire survey of 1,203 college
students (591 male and 612 female), with 15 of them also participating in individual
interviews. The findings revealed that most students showed high intentions of using
mobile learning technology.
It is this level of positivity that must be harnessed by instructors to improve learning
outcomes and the value of the young graduates to the Saudi workforce envisioned by
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government initiatives. One should not overlook the merit of the more traditional SMS
facility used primarily by students to communicate with their teachers and university
administration (Al-Husain and Hammo, 2015). Deans of colleges or heads of department
may be notified of pertinent administrative issues through bulk messages, as well as staff
and students about events and emergencies.
Technology has become synonymous with socio-economic progress in the Kingdom of
Saudi Arabia, as highlighted in its Tenth Development Plan (2015–2019) and its integral
role in the Vision 2030 programme of modernisation. Since technology is an established
and effective means of learning for the young adults who will lead the economic
development, it represents the foundation of a knowledge and research-based economy.
The context of mobile learning in the future of the development of education and national
economies from a global perspective thus appears to be an essential component to formal
learning that complements subject guidance. In the creation of a framework for its
introduction into the Saudi university system, it is of particular value to be able to examine
the application of technology in other domains. This does not imply the transplantation
of foreign practices into the Saudi cultural education structure, but rather to gain an
understanding of how the value of change may have an exponential effect on Saudi
learning outcomes.
2.9.1 Mobile learning and EFL in the Kingdom of Saudi Arabia
The Kingdom of Saudi Arabia is a proud Arabic nation that is traditional in its socioeconomic conservativism, while appreciating that English is vital to its national and
global economic development, which is evidenced through its incorporation of EFL into
compulsory learning, as discussed in section 1.6. Technological advancement and
competence are key to the future of the nation, as the economy is diversified from its
dependence on oil. The proliferation of types of technologies offering English language
learning, particularly via mobile devices, is well noted in the MALL adoption of other
nations, and will arguably promote student learning and outcomes in the nation (Bahrani,
2011). The increased global necessity for language learning has prompted the
development of mobile technology, which would appear vital in the Kingdom of Saudi
Arabia to draw English learning out of the classroom and into the context of its use, albeit
virtually. Saudi students generally encounter considerable challenges in the learning of
English through the medium of the classroom presentation, resulting in poor outcomes as
well as inadequate communication and understanding (Javid et al., 2012; Liton, 2012, Al69

Khairy, 2013; Alrabai, 2016, Suvorova et al., 2019).
Saudi students achieved only ‘very low proficiency’ levels in the Education First English
Proficiency Index Report (2014), placed 59th amongst the 63 countries reviewed. This
reflects a disappointing status for a wealthy nation that has made huge investments in
education, especially when it is noted that the English skills of 750,000 adults across the
world, including the poorest of nations, were assessed in the preparation of the report.
Al-Shehri (2012) applied the Facebook social media platform to learning as a result of
the high level of usage amongst students, adopting a design-based research method of
practices for the purpose of a mobile language learning framework to identify the
principles for its introduction into learning practice. The findings were based on the
feedback of 33 Saudi EFL students at King Khalid University in Abha studying for a
Bachelor of Education degree. They were required, upon instruction, to use their mobile
phones to post authentic photos and videos and then comment, in English, on the content
or initiate conversational interaction with class members of the group. Social or cultural
events were to be uploaded and discussed, connecting the linguistic activities undertaken
in class, as well as the related materials posted on the group. Qualitative data were
collected by staged interviews and student recall at various stages of the programme,
which indicated high motivation levels amongst students to make their contributions
interesting and worthy of comment, stimulating collaborative exchange and critical
discourse and analysis, with the latter developing more sophisticated thought processes
not available through textbook study. The student-centred learning environment assisted
free interaction and the provision of peer learning, correction and feedback,
contextualising their knowledge in a more relevant virtual reality. The results were
indicative of considerable positivity from the students in terms of the value of mobile
multimedia learning.
Other studies reported less positive perceptions of the ease of mobile learning, with
Stockwell (2007), for example, finding that learners needed more time to complete tasks
than they would on a classroom desktop computer. Those who used the desktop devices
also scored higher marks than those in the mobile phone group. These results were
unexpected, given the attachment of the learners to their mobile phones, and Stockwell’s
inclination was to consider his study inaccurate and lacking in veracity.
Jaradat’s (2014) research involved 36 female undergraduate students from Princess
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Norah University in Riyadh who were studying French, in order to ascertain their
perspectives on the use of their mobile devices for reading practice, grammar and
vocabulary learning, both in and outside of the formal language learning environment of
the university. Mobile technology was accepted as a method of language learning by
nearly all the students, although 43% stated they believed it changed the way they carried
out tasks, and 18% were not familiar or comfortable with the use of technology for
learning in general. Furthermore, mobile devices were preferred as a learning tool by 39%
of the participants, although more than one-third favoured their laptops. Interaction with
classroom peers and their teacher increased exponentially. The opinion of the Saudi
female students was generally positive, given mobile access to the internet for knowledge
accumulation and the improvement of grammar and communication, although the
students were less inclined to use the facilities of their devices for learning purposes
outside of the classroom, preferring social interaction on media platforms.
A study by Allam et al. (2017) investigated Saudi EFL students’ adoption of Twitter and
utilising it as an English language learning tool by surveying 50 foundation year Saudi
female students studying at the English Language Institute at King Abdul Aziz
University, as well as 50 male and female Saudi students studying English at English
language institutes abroad. Based on their findings, the researchers concluded that the
rate of adoption was not high, reaching only approximately 43%, and involving those
who were innovators, early adopters and early majority. More than half of the participants
(57%), including those who were laggards and late majority, were uncertain of using
Twitter as an English learning tool. However, those students who reported a neutral
opinion were either still not sure how to use Twitter as a learning tool, or were likely to
use it only under certain conditions. In general, the students indicated a positive
perception towards Twitter, and thus the platform was found to be an acceptable English
learning tool that promotes English language learning among Saudi EFL learners.
Alshabeb and Almaqrn (2018) surveyed 102 Saudi students and interviewed five Saudi
students to explore their attitudes towards integrating social media applications through
mobile devices inside and outside EFL classes. The study found that Saudi EFL students
showed positive attitudes toward the usage of social media applications through mobile
devices in EFL classes.
The mobile-based language teaching and learning of EFL is still in its infancy,
particularly in the traditional context of the Kingdom of Saudi Arabia, which is still
coming to terms with ICT-based learning a decade after its introduction. The attitude of
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the authorities and higher educational institutions must change to meet the Vision 2030
initiative’s demands. Mobile technology itself is a rapidly evolving entity in a highly
competitive market, with Kukulska-Hulme (2019) recognising that the number of
learning methods and activities based on MALL continues to increase at speed. MALL
has developed from a teacher-directed to a learner-centred text-based model, while adding
capacity to incorporate multimedia activities and a system incorporating collaborative
speaking and listening exercises as students construct and manage their own knowledge.
The aforementioned studies (Stockwell, 2007; Al-Shehri, 2012; Jaradat, 2014; Allam et
al, 2017; Alshabeb and Almaqrn, 2018) suggest that detailed profiles of learners can be
developed by their teachers to assist in the focused investment of time and money in
MALL programmes. Therefore, mobile technology will provide opportunities for
educational innovation, with its success almost entirely reliant on human factors and the
widespread adoption and acceptance of new mobile and wireless technology.
Through the positivity reflected in the studies examined herein, the popularity of mobile
technology use amongst students provides evidence of the value of the technology to
learning (Venkatesh et al., 2006; Al-Fahad, 2009; Wang et al., 2009; Rogers et al., 2010).
There remains, however, challenges to the introduction of MALL into classrooms, not
least in the Kingdom of Saudi Arabia due to the cultural and conservative resistance to
change. Students in all age groups, from primary school to postgraduate, are effectively
attached to and dependent upon their mobile devices and social media apps.
Tadros (2011) reported that some teachers have reservations about the use of social media
in particular, and its use in the classroom, coupled with a somewhat technophobic
unwillingness to learn new pedagogical methods and techniques. As teachers, one of the
major challenges being faced is how to attempt to bridge the gap between traditional and
contemporary learning methods, integrating informal learning outside the classroom and
formal learning within it. The educational use of mobile technology, given the students’
integration into their learning development and knowledge management, makes its
introduction essential to the creation of a virtual reality of language use, improving
communication and the collaborative skills so important to the modern workplace, which
will be fostered as competence grows. The use of the English language is given a context,
not simply as words taught on a textbook page. This is a rather simplistic statement of
fact, and therefore addressing the concerns of teachers and instructors is an important next
step to ensure that the technology meets the pedagogical needs and standards. In 2012,
for example, Viberg and Gronlund (2012) asserted that mobile devices would soon be
72

accepted and incorporated into the academic world in a manner similar to their seamless
integration into all aspects of modern living.
The previous research studies outlined above, which were conducted over more than a
decade, reveal that in terms of the Saudi higher education context, it would be pertinent
to explore the behavioural intention and the use of mobile technology among EFL
lecturers at Saudi universities, with the Extended Unified Theory of Acceptance and Use
of Technology (UTAUT2) the most suitable model. To achieve the research objectives,
a theoretical framework based on the UTAUT2 will be employed. The next sections
provide an overview of the model, with an explanation of its components and a
justification for its selection in the current study.

2.10 Mobile Technology and the Theoretical Models of Teaching and
Learning
The exponential growth of mobile technology is not simply a reaction to consumer
demand for greater sophistication in facilities, but rather the creation of new software is
a drive for the development of the market apposite to the evolution of mass educational
needs (UNCTAD, 2019). The studies noted herein examined factors relating to teacher
and learner perceptions, attitudes, readiness, and acceptance towards mobile learning and
teaching. The broad findings are indicative of the development of behaviourism towards
a more sophisticated critical and evaluative knowledge management model of
constructivism, cognitivism and connectivism. Teaching and learning necessarily
changes where the range of potential mobile devices is adopted, giving rise to the need
for “verified instructional strategies, tactics, and techniques”, and a reasoned strategy
selection based on research and its integration into the education context (Ertmer and
Newby, 2013, p.44).
2.10.1 The Unified Theory of Acceptance and Use of Technology Model (2003)
The development of models of best practice, ensuring teachers’ acceptance of ICT
introduction into the classroom-based curriculum, and the promotion of extrainstitutional learning, commence with the goals of teaching. Models such as reasoned
action, the creation of motivation and the planning of teacher and student behaviour lead
to the construction of a learning environment, often founded on cultural and institutional
principles through which education is delivered. The goals of the construction of a new
teaching framework are stipulated by Wilson (2020) as:
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(i)

the development of highly tuned and more varied professional repertoires and
skills, allowing them

(ii)

to reach larger numbers of students more effectively, and

(iii)

create either more uniform, or varied effective instructional events, guided by
targeted subjects, content, or processes to

(iv)

enable better understanding of the focus of the curriculum,

(v)

matching different models of teaching to both learning outcomes and/or
targeted learning populations,

(vi)

gaining necessary insights into why some methods work with some learners,
while others do not, in order to

(vii)

radically modify or redesign existing methods of teaching and instructional
delivery so that the emerging or altered instructional techniques may better
meet the needs of today’s students.

In the context of ICT introduction in its various forms, Venkatesh et al. (2003) tested the
constructs of established models of technology acceptance and the conveyance of
knowledge by examining user acceptance studies, and then observing and comparing the
same. The result was the UTAUT Model 2003, based on the premise that technology must
be used to ascertain the achievement of improvement outcomes before it can be accepted
by users as a predictor of planned behaviour (Venkatesh et al., 2013). Venkatesh et al.
(2003) synthesised eight common ICT acceptance models into the UTAUT, predicated
on the factors of performance expectancy, effort expectancy, social influence, and
facilitating conditions, which are measured using the four qualitative moderating
variables of age, gender, experience and voluntariness of ICT users. This theory aims to
assess the degree of collaborative use of technology in knowledge-intensive
environments (Brown et al., 2010).
This synthesised agglomeration of integrated models proved more comprehensive and
sophisticated in its findings than the use of any single model in determining the prospect
of successful implementation and the value of ICT as a predictive tool for managers,
accounting for 69% of the variance in user intention compared to the 17–53% accounted
for by the eight models. UTAUT was tested again, and subsequently confirmed, through
the two new data sets, accounting for 70% of the variance in these cases. The model could
therefore be more effective in facilitating the understanding of the drivers of acceptance,
aiding in the strategic development of proactive design interventions such as training and
marketing directed at groups of more recalcitrant users. Figure 2.3 illustrates how the
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model works.

Figure 2.3: The Unified Theory of Acceptance and Use of Technology Model
(Venkatesh et al., 2003, p.447)
The diagram in Figure 2.3 presents a representation of the four key constructs of
performance expectancy, effort expectancy, social influence and facilitating conditions
as direct determinants of usage intention and behaviour, mediated by the effects of
gender, age, experience, and voluntariness of use in terms of behavioural intention
(Venkatesh et al., 2003). Venkatesh et al. (2012) later stated that in the years since its
original development, UTAUT had become a baseline model applied to the study of a
wide range of technologies in organisational and non-organisational environments.
Therefore, the model forms a basis for the assessment of the introduction of mobile
technology in higher education language teaching and learning. This model was
developed further in 2012, making if more apposite to the aim and objectives of this
research.
2.10.2 The Extended Unified Theory of Acceptance and Use Technology Model
(2012)
In their successful applications of the 2003 model of assessment in diverse environments,
Venkatesh et al. (2012) modified the model further based on a systematic evaluation and
theory incorporating the development of multimedia features relevant to consumer
technology usage. UTAUT2 saw the addition to the original key constructs of three
further core factors of ‘hedonic motivation’, ‘price value’, and ‘habit’, with the removal
of the ‘voluntariness of use’ moderating factor, given that behaviours are generally
voluntary and entered into as a result of the key and core factors. Figure 2.4 presents the
revised model.
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Figure 2.4: The Extended Unified Theory of Acceptance and Use of Technology
Model (Venkatesh et al., 2012, p.160)
The acceptance and adoption of both new and existing classroom technology by members
of the business faculty at the US-based South-Eastern University was investigated by
Lewis et al. (2013) using the UTAUT2 model, with the sample of 46 participants
representing 51% of the lecturer population. The data collected using an online survey
indicated that effort and performance expectancy, habit and social influences were the
most significant factors affecting the lecturers’ overall acceptance and utilisation of
technology in their classrooms.
Raman and Don’s (2013) study at University Utara, Malaysia, examined pre-service
lecturers’ approval and use of a Learning Management System (LMS) as part of their
training. Furthermore, the study investigated the effects of effort and performance
expectancy, hedonic motivation, social influences, habit and facilitating conditions on
both use behaviour and behavioural intention through the UTAUT2 model. Given that
the university provided the Moodle LMS free of charge, the researchers removed the
‘price value’ construct from their proposed model. Online surveys were employed to
collect data from 288 students, which revealed that the most significant predictors of
behavioural intention were facilitating conditions and hedonic motivation, while habit did
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not have any notable effect. The students were more inclined to use technology where it
was easily accessible and provided outcomes that made them feel they were progressing
and succeeding in their studies, reflecting 29.5% of the variance in the participants’
intentions to use the Moodle LMS.
Yang (2013) removed both the moderating factors and the ‘facilitating conditions’
construct from their study on the UTAUT2 model, aiming to explore which factors were
likely to determine undergraduate students’ intention to adopt mobile learning. The most
positive determinants of the students’ adoption of mobile learning intentions were price
value, social influence, hedonic motivation and performance expectancy, while selfmanagement of learning, an add-on construct, appeared to have a negative effect on the
intention to adopt and use mobile learning. Such factors accounted for 33.5% of the
variance in student intent, although actual use behaviour was not examined.
Using the UTAUT2 model as a base, Kang et al. (2015) explored the determination and
adoption intentions of 325 students from four universities in Seoul by survey. After
removing incomplete questionnaires and missing data, the remaining 305 responses
revealed that facilitating conditions, performance expectancy, hedonic motivation, habit
and social influences were all notable predictors of the behavioural intention to use
mobile learning, and accounted for 45% of the variance in such intentions.
Considering the results of the aforementioned studies, it is concluded that internetenabled mobile devices are no longer luxury items in developed nations, but rather
represent basic commodities (Liu and Li, 2010), although further research needs to be
considered to determine whether the same conclusions can be drawn in the context of
developing countries. Jawad and Hassan (2015), for example, examined the adoption
intentions of mobile learning in Iraq based on the UTAUT2 model, adding the
supplementary factors of self-management of learning and perceived playfulness to seek
an explanation for the varying levels of acceptance of such technology. This was an
inspired inclusion, given that the qualitative data collection methods indicated effort and
performance expectancy combined with self-managed learning, social influence and
perceived playfulness (essentially ‘fun’ use) were all found to be the main indicators of
behavioural intentions. The most prominent indicators of usage behaviour were
behavioural intention and facilitating conditions, accounting for 39% of the usage
behaviour variance. The authors did not differentiate between the results from the 122
students and 27 lecturers, despite collecting demographic data, which may have proved
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useful in determining lecturer motivation. In the Kingdom of Saudi Arabia, Alwahaishi
and Snasel (2013) found that the behavioural intention to use mobile devices was most
strongly affected by the perceived playfulness and performance expectancy.
Alkhunaizan and Love (2013) investigated which factors were most likely to predict the
consumer’s intent to use mobile commerce by expanding the existing Technology
Acceptance Model, a constituent of the UTAUT predictive agglomeration. The most
influential factors in this scenario were found to be the perceived ease of use, as well as
the functionality, financial cost and gender. Then, Seliaman and Al-Turki (2012)
examined how mobile technology was employed by students to access course materials
and other related academic information, as well as for the acquisition and sharing of
knowledge and other related learning activities at the College of Computer Science and
Information Technology at King Faisal University in the Kingdom of Saudi Arabia. Fiftyfive responses were evaluated using Pearson correlation analysis of the use/non-use
variables, and found that perceived innovativeness was the only factor that positively
related to the behavioural intention to use mobile learning. However, the study was
limited in terms of the generalisability due to the survey only including male students
from one small college in the university, which only provided education in ICT, and the
use of a single, simple correlation analysis of the collected data.
Regarding the relationship of the UTAUT2 model to teacher cognition, in Burns’s (1992)
study on the influence of ESL teachers’ beliefs on their classroom practice, the
moderating factor of experience appears to have imposed a strong influence in terms of
the teachers’ perceptions of the language classroom and their role within it, as well as
their understanding of the learners’ ability to learn in general, and to learn English in
particular. This emphasis on experience is echoed by Freeman’s (2002) review of the
impact of learning and knowledge on English language teaching in North America, where
he highlights that teacher education must focus on the skill of reflexivity to enable
teachers to exploit their rich narratives of previous and current experience, in order to
make sense of and enrich their work. In Borg’s (2006) study exploring the distinctive
nature of language teachers as perceived by over 200 pre-service and practising
participants, the moderating factor of experience was again pertinent, with the
respondents citing the dynamic nature of language teaching that has greater relevance to
daily life, as well as the influence of culture that must be factored into teaching practice.
Li (2020) cites the importance of teacher cognition in terms of their perceptions and
behaviours in teaching, the teacher/learner roles, pedagogy, and professional
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development, which can be said to be impacted by the constructs of performance
expectancy (e.g. Will the approach or activity aid learning?), effort expectancy (e.g. Is
this an efficient use of the teacher’s time and resources?) and social influence (e.g. Have
other peers or trainers encouraged this approach or activity?).
Moving on specifically to the relationship between the UTAUT2 model and teacher
cognition in the CALL domain, the moderating factor of experience was not prominent
in Blume’s (2017) research, where 150 German questionnaire respondents as pre-service
EFL teachers were receptive to the use of digital games as a medium for learning, despite
their lack of experience in utilising such technologies for learning, with 63% never having
played English computer games in the classroom. This finding implies that the lack of
direct learning experiences did not have a strong negative moderating influence on the
participants’ behavioural intention to use technology to aid language learning in the
classroom, although perhaps their indirect experience as passive game players influenced
their positive perceptions through the construct of performance expectancy. In Hedayati
et al.’s (2018) study on Iranian EFL teachers’ use of CALL technologies, the lack of
formal training was a significant negative influence on their intention to use behaviour,
highlighting the importance of the social influence and effort expectancy constructs
through peers and trainers providing teachers with the belief, confidence and skills to
utilise CALL effectively in the classroom.
In terms of second language learners, Hoi (2020) employed survey data from 293 highereducation Vietnamese language learners to explore the acceptance and use of MALL in
a developing country context, reporting the important roles of performance expectancy
and attitude in the learners’ behavioural intention and use behaviour of MALL.
Interesting, facilitating conditions was not reported to have a direct positive influence on
use behaviour due to the limited accessibility to high-speed networks and the lack of an
IT assistant, despite the learners’ perceptions of facilitating conditions as an important
construct, thus highlighting the challenges of implementing CALL and MALL in
developing nations with limited resources. In the China context, Huang (2018)
investigated the use of social media by university undergraduates and lecturers through
the theoretical lenses of constructivism, connectivism and UTAUT2, finding that
performance expectancy, effort expectancy, social influence, facilitating conditions,
hedonic motivation, and habit all had a significantly positive impact on the participants’
intention to use social media.
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In their Turkish study measuring university lecturers’ acceptance of technology adoption
and use in their foreign language classrooms, Gümüşoğlu and Akay (2017) found the
majority of the lecturers believed that in terms of facilitating conditions they had the
required training and resources to use technology in the classroom, with technical support
available if required. Nevertheless, some doubts were expressed regarding performance
and effort expectancy, in terms of whether the technology use would increase their
productivity and fall within their skill set, thus highlighting the importance of ongoing
training and support to ensure all lecturers enjoy the full support of their peers and
institutions, regardless of their technological background or age. In the Saudi Arabian
higher-education context, Almarwani (2021) explored the acceptance and use of mobile
technologies in EFL learning and teaching, using the UTAUT2 framework as the model
for the study. In terms of their behavioural intention to use the technology, the main driver
for the students was the facilitating conditions construct through appropriate support and
guidance, while for the lecturers effort expectancy was the main factor, again
underscoring the need to ensure that staff are sufficiently trained in the skills necessary
to ensure effective end-delivery of CALL in the classroom. In her earlier doctorate thesis
exploring CALL in Saudi universities also through the lens of UTAUT2, Almarwani
(2016) analysed 65 completed questionnaires from 65 mixed-nationality EFL lecturers,
finding that the key variables of behavioural intention and use behaviour were essential
components in terms of implementing CALL in the classroom, with behavioural intention
significantly predicted by effort expectancy and habit, and use behaviour significantly
predicted by habit and price.
It is evident that the ownership and use of mobile devices by university students and
teachers for multifarious purposes is ubiquitous, and that technological evolution is
continuous in terms of social activities and teaching, regardless of the economic
development level of the examined nations (West and Paine, 2012). In the teaching model
and frameworks, teachers are arguably the most influential contributors to the acceptance
of mobile learning among students, and so their proficiency in navigating and managing
mobile technology will affect the rate of its adoption (Yusofa et al., 2012; Cruz et al.,
2015; Lam, 2015). The aforementioned studies have revealed a high level of acceptance
of mobile learning amongst students, but there are indications that teachers may be
reluctant to adopt the technology as part of their pedagogical planning.
Examination of the Saudi context is the focus of this study, through the lens of EFL
lecturers at Saudi universities. Nassuora (2012) previously conducted a qualitative study
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at Prince Sultan College for Tourism & Business, based on the UTAUT assessment
model, in order to examine those factors affecting students’ intentions to utilise mobile
learning technology. His results showed performance expectancy to be the major positive
influence in the significant level of motivation to adopt. Moreover, Alasmari and Zhang
(2019) found that Saudi public university students’ intention to use mobile learning
technology was high. Therefore, the lecturers need to follow this lead.
Certainly, proprietary technology developers are evolving their software at a rapid rate,
which is supported by the burgeoning global education market, instructional designers
and policymakers. The use of mobile technology depends upon the perceptions of value
of the teachers in their particular institutions, and indeed individual classrooms, as well
as their ability to keep pace with the rapid evolution of its capabilities and facilities. This
has the potential to impact lesson plans on several occasions during the same academic
year, as improvements are made and adopted by faculty members and the student body
in the context of prevailing societal and cultural issues. The past is not necessarily a
predictor of the future, and collaborative monitoring of change and development under
the auspices of distributive leadership, which values the pedagogical input of teachers,
will enable the quality of education to improve through change. Therefore, a theoretical
framework is selected for this study, and indeed teaching practice, which is capable of
application to the cultural and institutional beliefs of the Kingdom of Saudi Arabia.
2.10.3 Theoretical framework for the study
The theoretical framework for a study provides a structure and vision for the research,
that is, a blueprint for examining apposite theories and inquiries on the subject of interest
(Grant and Osanloo, 2014). In this study, the aim is to investigate the experiences of
lecturers using mobile technology to teach English at Saudi universities. The readiness
and acceptance amongst teachers are the key factors for investigation into user behaviours
and intentions (Venkatesh et al., 2003; Venkatesh et al., 2012). The models that form the
basis of the theoretical model include those theories that constitute Venkatesh et al.’s
(2003) UTAUT:
(i)

Theory of Reasoned Action

(ii)

Technology Acceptance Model

(iii)

Motivational Model

(iv)

Theory of Planned Behaviour

(v)

Technology Acceptance Model and the Theory of Planned Behaviour
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(vi)

Model of PC Utilisation

(vii)

Innovation Diffusion Theory

(viii)

Social Cognitive Theory
(Venkatesh et al., 2003)

The incorporation of the different models served to address a common issue faced by
researchers in terms of the need to justify the choice of model for their study. In 2012,
Venkatesh and colleagues considered the replications, extensions and applications of the
model, and consolidated these into the extended UTAUT2 model. Table 2.1 presents the
eight original theories and models of the acceptance of ICT in order to provide a more
comprehensive understanding of the origin and development of UTAUT and UTAUT2.
Table 2.1: The prominent theories and models of acceptance of ICT
Authors

Model or Theory

Elements

Fishbein and
Ajzen (1975)

Theory of Reasoned Action

- Attitude
- Subjective norm
- Perceived usefulness
- Perceived ease of use

Venkatesh and
Davis (2000)

Extended Technology
Acceptance Model: Technology
Acceptance Model 2

- Subjective norm
- Experience
- Voluntariness
- Image
- Job relevance
- Output quality
- Result demonstrability

Davis et al.
(1992)

Ajzen (1991)

Taylor and
Todd (1995)

Motivational Model: to define
the behaviour of technological
adoption and use
Theory of Planned Behaviour: to
determine behaviour and
intention
Combining the Technology
Acceptance Model and the
Theory of Planned Behaviour
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- Extrinsic and intrinsic factors

- Attitude
- Subjective norm
- Perceived behaviour
- Control
- Perceived usefulness
- Perceived ease of use
- Attitude

- Subjective norm
- Perceived behaviour
- Control
- Social factors
Thompson et
al. (1991)

Model of PC Utilisation: to
determine the behaviour of
computer usage

- Affect
- Perceived consequences
- Facilitating conditions
- Habits
- Relative advantage
- Compatibility

Rogers (1962)

Innovation Diffusion Theory

- Complexity
- Observability
- Trialability
- Image
- Voluntariness of use
- Encouragement of others
- Use of others

Bandura
(1986)

Social Cognitive Theory: to
determine the usage of
information systems

- Support
- Self-efficacy
- Performance outcome
- Expectations
- Personal outcome
- Affect

2.10.4 Research framework
In order to promote the use of technology innovation, the awareness and acceptance of
potential users must initially be achieved. Understanding the various factors that affect
the acceptance of technology is central to technology adoption research, and assists in
informing the relevant stakeholders’ decision-making processes (Teo et al., 2019). As
mentioned above (see section 2.10.3), numerous explanatory frameworks have been
proposed and utilised to model the relationship between technology acceptance and its
determinants. These include, but are not limited to, the Theory of Reasoned Action
([TRA]; Ajzen & Fishbein, 1980), the Theory of Planned Behavior ([TPB]; Ajzen, 1991),
the Technology Acceptance Model ([TAM]; Davis, 1989), the Decomposed Theory of
Planned Behavior ([DTPB]; Taylor & Todd, 1995b), the combined TAM and TPB model
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([C-TAM-TPB]; Taylor & Todd, 1995a), the Motivational Model ([MM]; Davis,
Bagozzi, & Warshaw, 1992) the Model of Personal Computer Utilization
([MPCU]; Triandis, 1977), the Innovation Diffusion Theory ([IDT]; Rogers, 1995), and
the Social Cognitive Theory ([SCT]; Bandura, 1986).
Despite the broad range of models offering researchers flexibility in terms of the selection
to address a specific context or research problem, the important constructs unique to each
model may be ignored, thus attenuating the explanatory power of each parsimonious
model (Clement, & Williams, 2019). Therefore, Venkatesh et al. (2003) conducted a
thorough review and integrated the eight different acceptance models of TRA, TPB,
TAM, MM, MPCU, C-TAM-TPB, SCT, and IDT into the UTAUT. Generally, UTAUT2
posits that the behavioural intention to utilise a specific technology and the use behaviour
can be directly determined by the core constructs of performance expectancy, effort
expectancy, social influence and facilitating conditions, which are in turn moderated by
age, gender, and experience. Since its inception, the UTAUT and UTAUT2 models have
been widely employed to examine technology acceptance in education across different
learning platforms, such as the use of websites (Tan, 2013), wikis and blogs (Yueh,
Huang, & Chang, 2015), podcasts (Lin, Zimmer, & Lee, 2013), interactive whiteboards
(Šumak & Šorgo, 2016; Tosuntaş, Karadağ, & Orhan, 2015), mobile learning (Abu-AlAish & Love, 2013; Thomas, Singh, & Gaffar, 2013), and MALL (Botero, Questier,
Cincinnato, He, & Zhu, 2019). In the current study, UTAUT2 is deemed an appropriate
model for examining MALL acceptance, including the improvement of technical and
organisational support, as well as the need for more instructional approaches that foster
the application of MALL, particularly in the context of a developing country such as the
Kingdom of Saudi Arabia. Below, each of the constructs and the hypothesised
relationships thereof are delineated in the context of MALL in order to examine the
acceptance of mobile learning and its relation to second language teaching by Saudi
lecturers in the present study:
-

Performance expectancy refers to language lecturers’ belief that mobile devices
promote and provide benefits in language teaching.

-

Effort expectancy for MALL lecturers is associated with their belief of the ease
and convenience of utilising mobile devices for language teaching.

-

Social influence concerns lecturers’ intention to use mobile devices for language
teaching that may be influenced by other important individuals, such as peers and
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teachers.
-

Facilitating conditions is transferred to the MALL environment as the technical
and organisational support available for lecturers’ use of mobile devices to
facilitate language teaching, such as access to wireless networks, the provision of
mobile devices and the availability of technical assistance when required.

-

Hedonic motivation refers to language lecturers’ belief that they experience
enjoyment or pleasure from utilising mobile technologies in teaching and learning
EFL.

-

Price implies language lecturers’ perception that the benefits of using mobile
technologies in teaching and learning EFL represent greater value than the
monetary cost of implementation.

-

Habit refers to language lecturers’ tendency to use mobile technologies in
teaching and learning EFL by default.

A research framework is designed to illustrate the structure of the research plan (Mills et
al., 2010), and herein has been used to formulate the research objectives noted at the
beginning of this chapter. In considering the key concepts, theories and their
interconnectedness that guide this research, account has been taken of the study
methodologies conducted in the literature and noted above, in order to inform the
development of a framework for examining the experiences of ELF lecturers using mobile
technologies in Saudi universities. This provides justification for the use of the
comprehensive UTAUT2 model to answer the research questions, while adding
robustness and accuracy to the analysis method. Venkatesh et al. (2012) argue that the
UTAUT2 model is the most accurate method of measuring the acceptance and intention
to use ICT, through its analysis of different perspectives and outlooks in the evaluation
of technology in modern consumer contexts, as opposed to a simple organisational
setting. Moreover, the model takes into account a series of independent variables and key
constructs, as noted above in section 2.10.2 and below in Table 2.2, as well as personal
dependant variables of intention to use technology and its actual use (use behaviour).
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Table 2.2: The key constructs of the UTAUT2 model (Venkatesh et al., 2012)
Construct
Performance Expectancy

Effort Expectancy

Definition
The degree to which using mobile technologies will
provide benefit in teaching and learning EFL.
The extent of ease associated with using mobile
technologies in teaching and learning EFL.
The degree that instructors perceive that important

Social Influence

others (i.e. family, friends, society) believe they
should or should not use mobile technologies in
teaching and learning EFL.

Facilitating Conditions

The extent to which instructors believe that resources
and support are available to use mobile technologies
in teaching and learning EFL.

Hedonic Motivation

The degree that instructors experience enjoyment or
pleasure from using mobile technologies in teaching
and learning EFL.
The extent to which instructors perceive the benefits

Price

of using mobile technologies in teaching and
learning EFL as being of greater value than the
monetary cost of implementation.
The extent that instructors tend to use mobile

Habit

technologies in teaching and learning EFL by
default.

The variables of this model serve the objectives and research questions established for
this study, while the economic, consumer perspective of the sampled teachers facilitates
the analysis of the price independent variable. The extended UTAUT2 model enhances
its illustrative power with regards to the intention of technology use, given that Venkatesh
et al. (2012) claim the model focuses on a particular context and recognises appropriate
predictors. Moreover, the model was more specifically designed to examine the use of
the internet than UTAUT (2003), and thus research into mobile learning.
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2.11 Conclusion
Research into the mobile learning phenomenon across national education frameworks is
diverse in its aims and methodologies, but each study has broadly shown a high level of
positivity to the use of mobile phones in learning. However, the findings are not
necessarily generalisable into other cultures of teaching and learning. Therefore, the
Kingdom of Saudi Arabia requires further examination, in the light of government
initiatives and the profoundly conservative traditionalism, in order to determine how
users, located in such an environment, are prepared to engage with new methods of
learning. The onus of responsibility shifts from the teacher to the student in their language
learning, and teachers must develop new skills, which can only be achieved through
institutional leadership (Timperley et al., 2007). At the tertiary level of their education,
students are studying complex academic subjects such as medicine, law, and the sciences.
Saudi universities employ a blend of Arabic and English in their teaching, while EFL has
generally been inadequately learned in school education through traditional pedagogical,
teacher-led practices (see Table 1.1).
Beetham and Sharpe (2007) assert that technology has a significant impact on how people
learn new information, and has the potential to cultivate effective teaching and learning
environments. In order for mobile technologies to expand opportunities to learn
effectively and collaboratively, the perceptions of Saudi lecturers must be statistically
understood in the national context, in terms of mobile technology as a valued tool rather
than merely a component of the ICT drive by government policy. In past initiatives, social
and cultural traditions have proved to be somewhat stronger than plans for educational
reform, and therefore the support of teachers, students and institutions are imperative.
However, Cruz et al. (2015) and Lam (2015) underscore that whilst there is considerable
positivity towards the value of mobile learning, there is still resistance to its use and
application, as discussed herein.
This study is predicated on a reflective methodology of a quantitative and qualitative
examination of teacher perspectives on the introduction and use of mobile technology as
a support to EFL development, as explained in Chapter 3. Meanwhile, the UTAUT2
model of assessment has been adopted to guide the study, underlying the basic concept
that an individual’s attitudes and reactions influence his or her intention to use a
technology, and consequently their actual use of said technology.
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Chapter 3
Research Methodology

3.1 Introduction
This chapter presents the issues pertaining to the choice of the methodology and methods,
the research design and the process of data collection. To explore the experience of Saudi
EFL lecturers in using mobile technology in their teaching and their perceptions towards
this technology, both quantitative and qualitative data collection and analysis methods
will be employed (i.e. a mixed-methods design), respectively. Regarding the structure of
the chapter, first the philosophical and theoretical underpinnings of the study are
presented, followed by the choice of methodology and its design. Then, the methods used
to collect the data (survey questionnaire and interview) are presented. Subsequently, the
setting and the population of the main study, the process of the survey design, the survey
sampling and the interview schedule in the qualitative stage are established, as well as the
approach to conducting a pilot study. Finally, the ethical considerations are considered,
before the chapter concludes with a presentation of the data analysis approach.

3.2 Research Paradigm
Consideration of the study aim and research questions aids in the reflection on the
examination of a fundamental basis of a research paradigm, which will provide a
framework to enhance knowledge of the adoption practices of mobile learning in Saudi
universities. A research paradigm is described by Rehman et al. (2016) as a means of
understanding and studying the world, whereby “abstract beliefs and principles … shape
how a researcher sees the world, and how s/he interprets and acts within that world”
(Kivunja and Kuyini, 2017, p.26). According to Easterby-Smith et al. (2012), the major
concepts of the research philosophy comprise the ontology, epistemology, methodology
and methods, which are related to each other as a unifying framework known as the
research paradigm that allows responses to the research questions raised (see Table 3.1).

Table 3.1: Research philosophy (Easterby-Smith et al., 2012, p.18)
Ontology

What is reality?
Philosophical assumptions about the nature of reality
What is and how can I know the reality of knowledge?

Epistemology A general set of assumptions about ways of inquiring into the nature
of the world
Methodology

Methods

What procedures can we use to acquire knowledge?
A combination of techniques used to inquire about a specific situation
What tools can we use to acquire knowledge?
Individual techniques for data collection and analysis

These concepts of ontology, epistemology, methodology and methods correlate in several
ways depending on the more general philosophical position of the research (Eriksson and
Kovalainen, 2015). Therefore, the next sections will define these concepts in more detail.
3.2.1 Ontology
Richards (2003, p.33) refers to ontology as “the nature of our beliefs about reality”, in
terms of how knowledge exists and how it is conceptualised by the researcher in the
formation of ideas and theories on the study. Herein, ontology serves to reflect upon what
exists in the educational world, how it interacts in the societal reality of universities and
the broader Saudi culture, and how that reality is identifiable in independent human
understanding and interpretation. Succinctly explained by the SAGE Online Dictionary
of Social Research Methods (Jupp, 2006), ontology is “a concept concerned with the
existence of, and relationship between, different aspects of society such as social actors,
cultural norms and social structures”. Snape and Spencer (2003) describe two stances
for conceptualising the existence of knowledge pertinent to consideration in the
preparation of a study, namely realism and idealism.
3.2.1.1 Realism
The ontology of realism is closely related to the nature of objectivity in the natural world,
involving the search for rules and behaviour that exist independently of the experience of
human beings, and which are unchanging and universal in their reality in the context of
social actions (Burrell and Morgan, 1979). In education management and change, the
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presumption is that the structure of the organisation remains the same, while initiatives
are adopted to meet that condition of stasis. Ignoring the effect of a phenomenon on the
perceptions, attitudes, motivations and views of the actors, however, does not assist in
comprehending whether an initiative will be successful or fail, and arguably is not an
ontology, a perception of reality (Easton, 2010). Objectivity and natural reality are not
conducive to investigating variable social phenomena, where understanding is only
possible through the subjectivity of human perceptions and actions.
3.2.1.2 Idealism
Idealism is the philosophical perspective that reality is that which is experienced by
human understanding, where the importance of a phenomenon is not the fact of its
existence, but rather how it is perceived (Guyer and Horstmann, 2019). Hofweber (2017,
p.126) summarises the concept with an interesting turn of phrase: “human minds in
particular have a metaphysically central place in reality”. In this study it is argued that
human actors, namely lecturers and students, have considerable observable input into
their environment and how it exists and functions, as well as how change and
development are affected.
3.2.2 Epistemology
When one considers epistemology, the question asked by the researcher is what actually
constitutes knowledge, its “nature and forms, how it can be acquired and how [it can be]
communicated to other human beings” (Cohen et al., 2007, p.7), while Gall et al. (2003)
add that it should explain how information is learned and validated in the context of its
social reality. Therefore, the emphasis placed on the perspectives of positivism and
interpretivism depend on the nature of the ‘truth’ ascertainable from the data and their
collection, which guides the philosophical methodology of the study. Indeed, Robson
(2002) identifies the constructivist perspective as being inherent in interpretivism,
suggesting that reality is a socially constructed concept, and that relativism represents an
absence of reality that cannot be separated from human thought and perception.
3.2.2.1 Positivism
Rehman and Alharthi (2016, p.53) assert that “positivism assumes that reality exists
independently of humans. It is not mediated by our senses and it is governed by immutable
laws”. In that sense, it adopts the ontology of realism. It is by nature a search for objective
truth, which is unsuited to qualitative research predicated on human perceptions regarding
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the social environment in which they live and work. Nevertheless, Burns and Grove
(2005) consider that the search for a positive, replicable and generalisable truth is best
suited to a natural law environment with hypotheses assessment, objectivity, impartiality
and abstraction, based on statistical analysis. It aims to limit, or even exclude, the
subjectivity of the researcher’s input, influence and analysis by essentially asserting the
certainty and measurability of mathematics (Guba and Lincoln, 1989; Hatch, 2002).
The collection and analysis of numerical data are undertaken scientifically, through a
characterisation of the variables and identification of how those variables interact in terms
of cause and effect, with empirical data gathered that are linked to a hypothesis, which
provides a basis for investigation founded on limited evidence (Burns and Grove, 2005).
In this research, there is some evidence from global studies that mobile technology will
improve EFL teaching, and therefore the methodology will seek quantifiable evidence
that will benefit Saudi university stakeholders and decision-makers in improving the
quality of education. As an objective examination, it will complement the subjectivity
inherent in the interpretivist approach with a pragmatic application (Hatch, 2002).
Nevertheless, in social research “people use their perceptions to interpret what their
senses tell them”, an interpretivist approach that rejects the precept of positivist certainty
(Al-Saadi, 2014, p.3).
3.2.2.2 Interpretivism and constructivism
Qualitative research focuses on a phenomenon, circumstance or context underpinned by
a socio-constructivist paradigm (Berger and Luckmann, 1975). Essentially, the collection
of data is from individuals engaging in an environment constructed by society, culture
and themselves, and so will contain a fundamentally subjective basis of truth rather than
a scientific, positive truth. As such, perceived truth is interpreted by the participants and
researcher who gather the information. Berger and Luckmann (1975) observed that
qualitative research is focused on shedding light on the significance of meanings and
achieving in-depth insight into the mechanisms of social and cultural interplay, and
generalised human behaviours. Socially based phenomena and groups must be
investigated in their natural cultural contexts in order to gain a comprehensive
understanding, based on the collection and analysis of the diverse subjective, personal
perceptions of the participants involved in the subject of investigation (Denzin and
Lincoln, 2000; Schwandt, 2007).
The beliefs and perceptions of the researcher play an integral part in the data collection,
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arising from the intimate interactions with the data sources, namely, the actors in the
context of the social phenomenon (Guba and Lincoln, 1994). The direct interaction with
the subjects may be considered a major limitation of the constructivist approach, with
Snape and Spencer (2003) asserting that research objectivity is impossible, and thus some
degree of subjective interpretation is inevitable. Therefore, the researcher has to remain
conscious of this threat and minimise its impact on the findings.
Blaikie (2010) argues that researchers must be aware of their personal responsibilities for
reflection through a structured approach to the interaction of the elements of the
methodology, strategy and design, which in this study context represent those adopted by
the researcher in consideration of the study paradigm and its appropriateness. Theory and
practice must coalesce to direct the research and enhance credibility, especially in this
research that involves a relatively novel inquiry into mobile technology education in the
traditional framework of the Kingdom of Saudi Arabia. The results will provide a
foundation for government reflection on the progress of its Vision 2030 initiative, insofar
as it applies to education and the development of a native workforce capable of competing
in the world markets. The mixed-methods approach, with its emphasis on crossreferencing the veracity of the findings emerging from the data, is expected to be more
persuasive than the adoption of a single qualitative methodology. Therefore, positivism
is primarily described as a quantitative philosophy, while interpretivism is more related
to qualitative research, whereas pragmatism is used in mixed-methods research. The
following section will explain the research philosophy in more detail.
3.2.2.3 The pragmatic paradigm
The pragmatic approach to research arises as a result of the conflict between truth and
reality, adopting the perspective that there may be multiple realities impacting on a
phenomenon, and its context, which can only be understood through socially constructed
human experience (Creswell and Clark, 2011). Essentially, reality is what exists in the
culture, upbringing and values of the actor. The integration of quantitative and qualitative
methods in the same research supports the comparison of data in order to enhance the
veracity of the findings and gain detailed insight into the phenomenon under examination.
Tashakkori and Teddlie (2010, p.5) argue that pragmatism “advocates for the use of mixed
methods in research, and acknowledges that the values of the researcher play a large
role in the interpretation of results”. Moreover, pragmatism addresses the dogmatism and
limitations of each research method in order to promote the complementarity, inclusivity
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and pluralism of differing research approaches (Brewer and Hunter, 1989; Onwuegbuzie
and Leech, 2004). The knowledge emerging from data collected through quantitative and
qualitative methods is then correlated to provide persuasive and realistic research
outcomes (deWaal, 2001). The pragmatic paradigm enables the adoption of the principles
of qualitative and quantitative truths and findings, in a manner that leads to improved
understanding of the contextual nature of the examined phenomenon. Thus, the mixedmethods study will benefit from quantitative methods of data collection that prioritise
deduction, theoretical evaluation and standardisation, and qualitative practices that
emphasise induction, discovery, exploration and the formulation of theories.
The mixed-methods study, with its emphasis on cross-referencing the veracity of the
findings emerging from the data, is expected to be more persuasive than the adoption of
a single qualitative methodology. This research utilises a quantitative method to answer
the research questions and test the hypotheses using a questionnaire survey. The choice
of the quantitative method enables the discovery and investigation of the relationships
between variables, and to test hypotheses (Gall et al., 2007). It also has the ability to
translate the collected data on a phenomenon (e.g. the attitudes of Saudi EFL lecturers in
using mobile technology in their teaching) into quantifiable numbers to facilitate
statistical analysis (Muijs, 2004). Moreover, the research model, and the hypotheses
generated from it, require data to be gathered from a large population, which justifies the
use of a quantitative method. Therefore, the survey will be used to collect data, as this
represents the most widely employed technique in educational research that can
effectively work with large samples in order to enable generalisability from the sample
to a wider population (Creswell, 2009). Furthermore, a review of the related literature of
technology acceptance by Venkatesh et al. (2003) and Venkatesh et al. (2012) indicates
the use of surveys to collect data to test various technology acceptance models.
A positivistic stance, however, is incompatible with the researcher and context of this
study, as to answer the research questions it is important to explore the participants’
thoughts in order to achieve a ‘deep description’ of their behaviour, with many social
science researchers such as Hammersley (1992) and Stake (2010) arguing that certain
research positions are selected to fit the research question being posed by the study. As a
result, the researcher will also adopt a qualitative method to address the relevant research
questions, which will help to describe and interpret the participants’ behaviour and reach
an understanding of their perceptions about using mobile technology in their teaching.
The collection of the participants’ (i.e. Saudi EFL lecturers) views and ideas about a social
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phenomenon (i.e. teaching using mobile technology) would appear to be a valuable means
of generating credibility and gain further insight to explore the challenges and barriers,
and how these could affect adoption. In addition, the researcher believes that there is no
one single reality, and that interaction in the research process is vital, while human beings
have intellectual minds to help them construct their reality. Furthermore, as the aim of
this study is to seek the EFL lecturers’ perceptions about teaching using mobile
technology, this thus requires the elicitation of stories regarding their experiences of this
issue. A similar view was highlighted by Auerbach and Silverstein (2003), who stated
that “people almost always talk about their experience in a storied form”.
Therefore, the adoption of the pragmatism research paradigm would seem to run parallel
with the researcher’s own ontological and epistemological assumptions, as positivism is
mainly described as a quantitative philosophy, while interpretivism is more related to
qualitative research, whereas pragmatism is used in mixed-methods research.
3.2.3 Methodology of data collection
Introducing mobile technology into the higher education framework as a method of
teaching EFL may appear to represent an essential measure to be undertaken in the
improvement of the pedagogical process in the modern era, but it must be proven to be
suitable for the traditional and cultural nature of the Saudi context and its norms. In
effecting change in a system that meets resistance from traditional values, its “evolution
must be systemic, consistent, and scalable”, and involve all stakeholders, especially
teachers and students (Serdyukov, 2017, p.5). With this in mind, attention must turn to
the paradigm that most effectively aids the examination of the research questions, where
the traditional approaches of data collection and analysis are quantitative, qualitative and
mixed methods.
(i)

Quantitative

Rasinger (2013) describes quantitative research as the numerical representation of data
and observations, whereby the phenomenon that is the subject of the research through a
process of management and analysis can be replicated in a range of study subjects.
Seeking statistical correlations through the measurement of the range of cultural,
behavioural and socio-environmental variables experienced by university lecturers will
assist in explaining the attitudes to the use of mobile technology in pedagogical practice
(Newman et al., 1998). Herein, it meets the purpose of examining the variables inherent
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in the UTAUT2 model (see Figure 2.4) of expected performance, effort expectancy,
social influence and facilitating conditions, as well as hedonic motivation, price value and
habit in the use of mobile technology.
(ii)

Qualitative

Qualitative research involves the collection of a broad range of data on the nature of
perceptions, opinions and impressions of human subjects in the context of the study’s
aim, objectives and research questions, seeking to acquire an understanding of a
phenomenon based on the subjective ‘truth’ of those involved in its context (Guest et al.,
2013). However, the variables that arise from the data collection methods are not capable
of measurement in application to a context or phenomenon, given that they are personal
to the respondent (Bryman and Bell, 2015).
(iii)

Mixed methods

Mixed-methods research is an integration of the quantitative and qualitative
methodological paradigms and methods, and is apposite to the “critical enquiry aimed at
informing educational judgements and decisions in order to improve action” (ForemanPeck and Winch, 2010, p.8). The mixed-methods approach complements the research
process by correlating and comparing the findings to achieve an enhanced level of
veracity to the results of the various data collection methods (Almalki, 2016). In order to
explore the experience and perceptions of Saudi EFL lecturers in using mobile technology
in their teaching, a mixed-methods design is considered appropriate, and the methods
employed for data gathering and analysis will be discussed in section 3.2.4. It is borne in
mind that the methodology should be distinguished from the methods and instruments of
the data collection, which describe how the theory is put into practice (Achari, 2014).
McGregor and Murnane (2010) express particular concern that theory and practice should
remain distinct from each other in order to avoid any confusion of terms. Methodology is
understood to be the study of how research is carried out scientifically, whereas research
methods are all those methods and techniques that are employed to conduct research,
which are guided by the methodology (McGregor and Murnane, 2010).
The methodological framework presented in this chapter focuses on a theoretical
understanding of the traditional approach to language study, intended to facilitate the
investigation of the practical application of mobile technology in the teaching and
learning context. The research questions require in-depth knowledge of the experiences
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and perceptions of the English language lecturers on the use of mobile technology in the
Kingdom of Saudi Arabia, in order to acquire a contextual understanding of the benefits
and the challenges of its use. Utilising the complementary nature of the quantitative and
qualitative methodologies as a means of cross-referencing data (triangulation) will
enhance knowledge of the intrinsic and extrinsic challenges that teachers face in the
introduction of this new tool.
The philosophical principles discussed, underpin the selected mixed-methods research
approach (Bryman, 1992), providing theoretical justification for the decisions made
regarding the use of this particular research strategy and the interpretation of the results
(Cohen et al., 2000). As explained by Clark (1995), the framework afforded by the
research paradigm enables consideration of the stance adopted by the researcher, ensuring
the systematic and methodical nature of the process. Qualitative research is highly
effective in generating personal, subjective and versatile data that are potentially lost
through the strict application of quantitative principles. Furthermore, the extraction of
well-defined factors from detailed quantitative data leads to positivist and narrower
interpretations, owing to the greater durability and singularity of quantitative coding, as
opposed to the multi-faceted qualitative coding (Driscoll et al., 2007). Onwuegbuzie and
Johnson (2004), however, describe the mixed-methods approach as time-consuming and
cost-intensive, and therefore advocate of separate methods tend to justify their chosen
individual process due to these constraints. This was a concern upon which the current
researcher reflected on, given that the study would be undertaken over two continents,
with the principle locus of learning being in the UK, while data collection would take
place in the Kingdom of Saudi Arabia. However, it was decided that a mixed-methods
approach would be most apposite to the nature of this examination.
The implementation of a mixed-methods approach is legitimised by the fact that when
carefully planned and undertaken, it can yield improved results and insight when
compared to the individual quantitative and qualitative philosophies and methods, where
the comparative process of analysing the results and identifying the data correlations
achieves a broader comprehension (Onwuegbuzie and Leech, 2004). In the
implementation of a mixed-methods approach, a decision must be taken of whether one
method provides the foundation of the research, while the other represents a
supplementary methodology, as well as whether the methods will be conducted
simultaneously or sequentially (Onwuegbuzie and Leech, 2004). Mixed-methods designs
are similar in form to two small-scale studies that are respectively quantitative and
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qualitative, but which are integrated to yield a single complete study. The major factor in
reflection is not the primacy of one methodology over another, or the sequence in which
they are undertaken, but rather the ultimate integration of the findings (Johnson and
Qnwuegbuzie, 2004). A mixed-methods approach for the collection of data may unfold
in an unexpected manner, and thus the pragmatic adaptation of the methodologies and
methods must provide a significant element of flexibility to the analysis process. Mertens
(2014) indeed argues that the application of mixed-method approaches can enable a
researcher to identify any inconsistencies, anomalies and contradictions within the
collected data.
The choice of the mixed-methods philosophy to examine the use and perceptions of Saudi
EFL lecturers in the use and implementation of mobile technology in universities enables
the comparison of data. This, it is suggested, enhances the legitimacy and veracity of the
findings (Miles and Huberman, 1994).
3.2.3.1 Mixed-methods design
The research design was defined by Kumar (2014, p.381) as “a procedural plan that is
adopted by the researcher to answer questions validly, objectively, accurately and
economically”. Therefore, the research design addresses the questions that determine the
path the researcher is planning to take for the research journey, including the choice of
study design, how the respondents will be selected, how the information will be collected
from the respondents, and how the data will be analysed and linked together as study
findings (Creswell, 2013; Kumar, 2014). However, the selection of a study design and all
its components needs to be properly assessed, because it affects all the outcomes of the
research.
The mixed-methods design will be employed for the entire research, for reasons presented
in this section. This design will determine how the data and information are collected and
analysed. Moreover, if the approach is effectively managed and described, then the
academic acceptance of the research methodology will not be compromised. In brief,
Leech and Onwuegbuzie (2009) explain that this approach requires a mix of different
methodological approaches to address different aspects of the research. The philosophies
and practices of conventional processes will be employed, and the only questions will
concern the veracity of their use and researcher bias. This avoids seeking new ways to
understand social, personal and technological phenomena.
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This research sets three objectives relating to (i) the investigation of the usage of mobile
learning among English language lecturers in state universities in the Kingdom of Saudi
Arabia; (ii) identifying the traditional, cultural and practical obstacles associated to the
Saudi university lecturers’ perceptions on the adoption of mobile technology in the
research context; and (iii), gaining a deeper understanding of the perceived benefits and
the challenges of using mobile technology to teach the English language.
For this reason, different approaches are required to measure and analyse the different
variables. This thus determines the methods selected for the research. When attempting
to conduct a multi-level analysis of complicated phenomena, a mixed-methods approach
involving conventional data collection techniques is required, with this approach the most
suitable for analysing the objectives of the present research. Mixed-method approaches
have been increasingly applied to investigate topics related to applied linguistics and
education over the past thirty years, with such approaches drawing together different but
complementary data collection techniques (Dörnyei, 2007). For instance, Mertens (2014)
argues that the application of mixed-method approaches can enable a researcher to
identify any inconsistencies, anomalies and contradictions within the collected data.
Consequently, the reader can evaluate the data in their preferred manner, which could
even serve as a basis upon which future research could be developed.
The nature of research questions seeks answers obtained through qualitative and
quantitative methods. In the quantitative domain, this study employs the survey method
through a questionnaire as a data collection instrument in order to explore the experiences
and usage of mobile technology among English language lecturers in state universities in
the Kingdom of Saudi Arabia, by utilising the UTAUT2 model to guide the
exploration. Meanwhile, in the qualitative domain, this study employs the interview as a
data collection tool to deepen the exploration of the challenges that the target English
language lecturers encounter in using mobile technology, and how these challenges might
impact on their usage of mobile technology in their teaching. In this sense, this study
employs a mixed-method design in order to respond to the research questions. According
to Creswell (2014), the mixed-method design combines quantitative and qualitative
methods in a study, where the quantitative data tend to result from closed-ended
questions, while qualitative data tends to be drawn from open-ended questions, as per the
case in this study.
When investigating topics such those involved in the present research, scholars have
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recommended that researchers employ a methodology that facilitates in the collection of
both qualitative and quantitative data from individuals within a wider societal context. By
doing so, a more complete and profound insight into the phenomenon can be obtained,
while evidence from complementary sources can be introduced to strengthen the research
findings and improve the overall value of the research (Onwuegbuzie and Johnson, 2006).
Moreover, several problems can occur during any data collection process, based on the
nature of the investigation and potential bias that can be generated by the researcher who
has his or her own motivations and stakes in the research outcome. The present researcher
is a university TESOL lecturer, who will make no financial, emotional or cultural gains
by exploring the experience of Saudi lecturers in using mobile technology to teach
English. The motivation of the present research is to determine why lecturers may be
resistant to employing mobile technology in their teaching practices. When selecting a
mixed-methods approach, a pragmatic perspective can eliminate the limitations
associated with each singular approach. The researcher must reflect upon the planning
and assessment of the findings when using a mixed-methods approach to ensure that
personal choices and motivations have no impact on the research, particularly in terms of
ordering the stages involved in collecting the quantitative and qualitative data (Johnson
and Onwuegbuzie, 2004).
In order to acquire a complete picture of Saudi EFL lecturers’ use of mobile technology
in their university teaching contexts, a mixed-methods approach was therefore chosen.
Essentially, quantitative and qualitative methods should be viewed as complementing one
another, rather than being completely distinct, by working as a continuum and on
occasion echoing one another. Consequently, researchers must take measures to ensure
that these methods are employed equally by adopting immediate approaches to compel
their integration. Results can be made more legitimate and reliable by integrating
quantitative and qualitative methods in a number of modalities (Miles and Huberman,
1994; Hammersley, 1996). For all these reasons, the mixed-methods approach is
considered suitable for the present study.
Among the many designs of mixed methods, this study employs a sequential explanatory
mixed method, where the quantitative method is initially employed, and then the
qualitative method is used to explain the findings emerging from the quantitative method
in more detail (Creswell, 2014).
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3.2.3.1.1 The sequential explanatory mixed-method design
The sequential explanatory mixed-method process simply means that the methods of data
collection follow each other sequentially, with the collection and analysis of quantitative
data followed by the collection and analysis of qualitative data, where the qualitative data
function to help explain and interpret the findings of a primarily quantitative study
(Robson and McCartan, 2016). Tashakkori and Teddlie (1998) suggest that this type of
sequential design would be beneficial, for example, in order to collect qualitative data
that might facilitate in explaining why certain participants achieved particularly high or
low scores in the analysis of their quantitative data. In terms of mixed-method research,
Saunders et al. (2016) describe the sequential explanatory design as featuring an initial
phase of quantitative data collection, followed by a second phase where qualitative data
are gathered. The plan for this study is to collect quantitative data using a closed-question
questionnaire, with the goal of this first phase to meet the requirements of the first and
second objectives, namely to understand the Saudi lecturers’ use of mobile technology
for teaching English and the obstacles to such usage. Such a design will enable the
researcher to elaborate and extend the findings that initially arise from the quantitative
data in the first phase, through the analysis of the qualitative data emerging from the
second phase of the sequential explanatory design (Saunders et al., 2016).
The second phase is qualitatively based, in order to substantiate, investigate and explain
the statistical outcomes of the quantitative section. In the qualitative method, this study
employs the interview as a data collection tool in order to deepen the exploration of the
challenges that English language lecturers at the state universities in the Kingdom of
Saudi Arabia might face in using mobile technology, and how these challenges might
affect their usage of mobile technology in their teaching
Herein, the sequential practices of the methodologies are effected, first by employing the
quantitative method, a questionnaire to provide broad insight into the phenomenon and
its context, followed by in-depth qualitative interviews with participants to expand upon
the subjective perceptions of the actors (Tashakkori and Teddlie, 1998). Ary et al. (2010)
assert that the data collected from one phase in sequential mixed-method design informs
the data collected in subsequent phases, and since the analysis commences prior to all the
data being collected, later phases may change or be influenced by the results emerging
from the initial stage. Moreover, Cohen et al. (2018) claim that the analysis of data
gathered from an initial sample may have an influence on how the researcher approaches
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the next stage that features a different group of participants. In this study, the fact that the
researcher analysed the quantitative questionnaire data prior to conducting the qualitative
interviews indeed led to the interviews being nuanced by the researcher’s awareness of
the preliminary insights and results, where she sought to further explore, confirm or refute
these initial results in order to ensure an effective response to the research questions.
Essentially, through the initial results from the quantitative phase, the interview questions
were developed and modified to ensure that confirmation or rejection could be
determined, while providing a space for new qualitative insights to be collected.
Moreover, the researcher’s engagement while conducting the semi-structured interviews
was influenced by her prior awareness of the results from the quantitative data-collection
phase. Different aims of the research are therefore addressed by different philosophies
and methods (Leech and Onwuegbuzie, 2009). This study examines the use of mobile
learning by English language lecturers in state universities in the Kingdom of Saudi
Arabia, which is amenable to quantitative assessment. Meanwhile, identifying the
personal factors affecting Saudi university lecturers’ perceptions on the adoption of
mobile technology will provide enhanced understanding of the benefits and the
challenges of using mobile technology to teach the English language in the target context
as a qualitative exercise. The sequential explanatory process is shown below in Figure
3.1.

Figure 3.1: The sequential explanatory process (Roller, 2017)
The present research adopts a sequential explanatory mixed-methods approach. Initially,
the quantitative method is employed, after which a qualitative method is applied to further
support the findings revealed from the quantitative part of the research (Creswell, 2014).
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To enable the reader to visually comprehend the functioning of the sequential explanatory
model, the development of the reflective planning of the methods process moves beyond
the simplicity of Roller’s (2017) illustration and is adapted in Figure 3.2 from the
flowchart designed by Ivankova et al. (2006). The flow has been modified to suit the
process of the present research, including the practical methods employed to collect the
data, and is based on the reflective application of the mixed-method approach and the
pragmatic paradigms discussed in section 3.2.2.3 of this chapter. The development of the
practices utilised within the philosophical methodologies is considered, which enables
decisions to be made in order, thus enhancing the objectivity of the research and reducing
the potential for researcher bias. This ensures that the value of the research is not
compromised.

Figure 3.2: Visual model of the sequential explanatory mixed-methods design
procedures (Ivankova et al., 2006)
3.2.3.2 Data collection methods
The practical data collection methods reflect the methodological, theoretical basis of the
research, where the survey questionnaire was deemed the most apposite for the
quantitative examination of how mobile learning is utilised among English language
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lecturers in state universities in the Kingdom of Saudi Arabia, and the obstacles that may
arise. Then, qualitative interviews are conducted with lecturers to determine their
perceptions and attitudes to mobile technology learning and pedagogy. It is believed that
these methods will produce satisfactory responses to the research questions.
3.2.3.2.1 Quantitative survey questionnaire
Wray and Bloomer (2006) define a questionnaire as a document that must be completed
in written or electronic form by the participant, while Wilson and Sapsford (2006) suggest
that such instruments have the benefit of being self-reported and offering structured datacollection methods, which help to quantify and enable understanding on the basis of the
attitudes and perceptions of a phenomenon. A commonly used data collection method,
questionnaires are an effective means of obtaining large volumes of data in order to
generate a broader perspective of the topic under investigation. Since they can be
delivered electronically to the participants, questionnaires are inexpensive, standardised
and aid in the maintenance of privacy through anonymity.
Reflection on this method of data collection was therefore relatively simple and
persuasive in a study with limited time and the logistical challenges of working between
two continents. Van Vaerenbergh and Thomas (2012) note that questionnaire surveys are
quicker and easier to conduct than interviews, saving time and cost. Furthermore, Dörnyei
(2007) states that the key objective of scientific research is to respond to the research
questions in a systematic and disciplined manner, which is thus aided by a considered and
well-directed questionnaire. However, concerns may arise that the questionnaire will
provide rather cursory or potentially inaccurate data, and indeed the interpretation of what
is being sought may be problematic (Nayak, 2019). A small pilot study was therefore
carried out in order to address any issues of clarity, with the questions adapted where
necessary to limit such distortion.
The questionnaire survey is an effective means of seeking insight into the thoughts,
beliefs and opinions of the target lecturers. The behavioural factors of an individual may
be pertinent to the subject of study, but otherwise are experiences not amenable to direct
mathematical quantification (Wray and Bloomer, 2006). The questionnaire in this study
was designed to obtain perspectives on the integration of use and lecturer experience of
mobile technology in EFL teaching, and the obstacles faced in implementation. The
instrument featured 53 questions, and was completed by 270 lecturers who teach English
at Saudi universities. The research sample was the proportion of the target population
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chosen by the researcher to be involved in the study’s data collection process (Kamar,
2011).
The Likert scale can be utilised to measure the strength of opinion and perceptions more
effectively than binary yes/no answers, and indeed requires greater consideration and
reflection on the subject (Madu and Madu, 2002). This method provided a basis for the
development of the interview questions and informed the manner in which the interviews
would be conducted in order to complement the ascertained perceptions.
3.2.3.2.2 Qualitative interviews
Interviews were then employed to gather qualitative data directly from the selected
participants, since more detailed descriptive results would enable the comprehensive
analysis of the perspectives from those with direct involvement in the implementation of
mobile technology for EFL learning within and outside of the classroom. This enabled
the study to obtain culturally specific data, with the researcher asking open-ended
questions to which respondents could provide detailed responses (Mack et al., 2005),
while allowing themes to emerge through their responses that would facilitate a more
comprehensive process of understanding.
The data on the personal perceived benefits and obstructions to the use of mobile
technology in Saudi tertiary education in the qualitative interviews was gathered in
response to questions designed to answer the research questions and to complement the
data drawn from the quantitative questionnaire. This complementarity was expected to
generate an enhanced level of understanding through alternative analytical processes to
generate theoretical models of the phenomenon under examination (Brewer and Hunter,
1989; Creswell, 1995). Interviews are thus an effective means of revealing detailed
information about an individual’s thoughts, perspectives, experiences and behaviours
when investigating a relatively new topic such as the use of mobile technology in Saudi
teaching. Moreover, interviews allow the researcher to understand the phenomenon
examined through the eyes of the participants (Wimmer and Dominic, 1997).
3.2.3.2.2.1 Semi-structured interviews
There are different formats of interviews—structured, unstructured and semistructured—each of which brings benefits and drawbacks. Structured interviews are
generally more suited to quantitative data collection, and are often based on binary yes/no
questions or a prepared list of answers to a list of closed questions (Patton, 2002; Gray,
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2009). This generally removes any sense of control or contribution from the respondents,
who could arguably have simply provided their answers by questionnaire, and thus risks
a higher probability of interviewer bias (Fox, 2009). The value of the data drawn from
structured interviews is thus limited in a study that is based on perceptions and
perspectives.
In the unstructured interview, there are generally no pre-set questions, with the researcher
relying on ideas and notes regarding the proposed topic of discussion, leaving the
respondents to control the flow of the interview with a view to collecting data from
discursive interaction (Berg and Lune, 2012). This adds considerable flexibility to the
process and enables a rapport to be built between those involved, but the lack of
standardisation of approach creates a loss of direction for the data analysis, given
interviewees are likely to be asked different questions and address myriad themes (Dana
et al., 2013). Unstructured interviews are also very time-consuming and as a
conversational-based method, produce considerable volumes of data.
The disadvantages inherent in the restrictive structured interview and the somewhat
directionless unstructured process, logically lead to preference being given to the semistructured method of qualitative data collection, which is a combination of the advantages
of the structured and unstructured approaches (Gray, 2009). Through the semi-structured
approach, the researcher retains control over the direction of the interview and the
collection of data necessary to fulfil the demands of the research questions, while
retaining the flexibility to examine points of particular interest raised by the interviewees.
The questions are pre-planned, open-ended and designed to give the respondents the
opportunity to discuss and expand on their opinions and perceptions, with the interviewer
making notes and/or audio recordings to facilitate recall and further enquiry (Denscombe,
2001). Semi-structured interviews are certainly more easily managed than their
unstructured counterparts when there are research questions to respond to (Hammond and
Wellington, 2013), while they allow flexibility in the respondent’s replies to questions
related to the research purpose, are used herein to obtain clear insight into the participants'
opinions (O’Leary, 2010). Moreover, semi-structured interviews allow the researcher to
understand the phenomenon examined through the eyes of the participants (Wimmer and
Dominic, 1997). In the present research, semi-structured interviews are harnessed to
provide the respondents with the flexibility and freedom to elaborate on topics they wish
to discuss further regarding the use of mobile technology and the challenges and benefits
they might encounter while using this technology.
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3.2.3.3 Variables, hypotheses and the research framework
It has been noted in section 2.10.4 regarding the use of the UTAUT2 model that the
independent variables of this study are performance expectancy, effort expectancy, social
influence, facilitating conditions, habit, hedonic motivation and price value, while the
dependent variables are behavioural intention to use mobile technology and the use
behaviour of mobile technology. In addition, gender, age, teaching experience and
qualifications are potential moderators in the relationships between the independent and
dependent variables.

Figure 3.3: Initial research model for the higher education acceptance of mobile
technologies in teaching EFL
Based on the research model, the following hypotheses are presented:
H 1.1- Performance expectancy influences lecturers' behavioural intention to use mobile
technology
H 1.2- Performance expectancy influences lecturers’ use behaviour
H 2.1- Effort expectancy influences lecturers’ behavioural intention to use mobile
technology
H 2.2- Effort expectancy influences lecturers’ use behaviour
H 3.1- Social influence influences lecturers’ behavioural intention to use mobile
technology
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H 3.2- Social influence influences lecturers’ use behaviour
H 4.1- Facilitating conditions influence lecturers’ behavioural intention to use mobile
technology
H 4.2- Facilitating conditions influence lecturers’ use behaviour
H 5.1- Habit influences lecturers’ behavioural intention to use mobile technology
H 5.2- Habit influences use behaviour
H 6.1- Hedonic motivation influences lecturers’ behavioural intention to use mobile
technology
H 6.2- Hedonic motivation influences lecturers’ use behaviour
H 7.1- Price influences lecturers’ behavioural intention to use mobile technology
H 7.2- Price influences lecturers’ use behaviour
Moderation hypothesis:
H 8.1- At least one personal characteristic (gender, age, education and experience)
moderates the relationship between the independent variables and lecturers’ behavioural
intention to use mobile technology
H 8.2- At least one personal characteristic (gender, age, education and experience)
moderates the relationship between the independent variables and lecturers’ use
behaviour.
3.2.4 Research methods
3.2.4.1 The setting and population of the main study
All those targeted with the questionnaire and invited to interview were EFL lecturers at
Saudi universities, of diverse demographic backgrounds and attitudes to the utility of
mobile technology in teaching practice. The sampling process will be now examined for
both the larger questionnaire population, and the interview participants. Thereafter, the
data collection, collation and assessment processes are explained.
3.2.4.1.1 Questionnaire sampling
The participants were EFL lecturers at Saudi state universities, who were both male and
female, and formed part of the EFL teaching population. They were sampled through the
probability proportional-to-size sampling method from the 25 Saudi state universities
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registered in the Ministry of Education. Any selection process is profoundly timeconsuming, while according to the Ministry of Higher Education (2015), the population
comprised 2,000 EFL lecturers. Yamane’s (1967) formula was employed to target a
sample of 333 lecturers with no other inclusion criteria than they teach tertiary-level
English, and in the context of the Vision 2030 initiative are required to use technology in
their pedagogy.
Upon receipt of permission to collect the data from the Head of Higher Education, contact
was made with the deans of all the departments of English tuition at the 25 state
universities in the Kingdom of Saudi Arabia in order to request consent to contact the
EFL lecturers. Lists of teachers in the English departments of these 25 universities were
obtained, with each dean agreeing to distribute a link to the questionnaire to each of their
EFL lecturers by email, social media or the university network. Thanks to the support and
cooperation of these deans, the researcher received 300 questionnaires, of which 270 were
fully completed, with 30 questionnaires excluded due to missing data.
3.2.4.1.2 Design and distribution of the survey
The questionnaire survey did not require the respondents to provide their name, since it
was believed that anonymity would encourage forthright responses, while the instrument
was sent in both English and Arabic forms (Lodico et al., 2010) in order to provide the
participants with the freedom to answer in their preferred language. To ensure the
accuracy of the translation, the researcher first reviewed the related literature in the Arabic
language, and then worked with a translator to address all the terminologies and technical
words in appropriate forms. Further validation of the Arabic version (see Appendix 2)
was effected by a Saudi assistant professor with considerable expertise in information
technology, which facilitated clarity in the technical enquiries through the rephrasing and
changing of terminology. It was timed at 10–15 minutes to complete, and this was shown
to be sufficient in the pilot exercise. The survey was based on the survey components of
the UTAUT2 key variables developed by Venkatesh et al. (2003) and Venkatesh et al.
(2012), which were modified to make the questions suitable to the context of mobile
learning and the target population. Considerable reflection was undertaken on the layout,
nature of questions, appearance, language and length of the questionnaire, essentially to
make it an attractive document for completion. Closed questions were used in this survey,
including multiple-choice questions, and Likert scale questions where the participants
rated their level of agreement with a statement from strongly agree to strongly disagree.
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The questionnaire consisted of four sections (see Appendix 1). The first section collected
the personal profile of each participant including their gender, age, academic qualification
and teaching experience, with these demographic variables reflected in the moderating
features of the research model.
Section two consisted of questions to capture the lecturers’ experience and use of tablets
and smartphones in order to obtain a general overview of their ownership and experience
of mobile technology, in particular the duration of owning a smartphone and tablet, the
number of times the participants used their smartphone and tablets, how often they
accessed the internet using a smartphone, and two questions regarding the participants’
opinions on the price of mobile devices and internet services. This section concluded with
a list of potential uses that were provided to the participants such as downloading apps
and accessing social media, and asked them to indicate how frequently particular services
were used.
The third section aimed to capture the participants’ opinions regarding the use of mobile
technologies for teaching, in order to gauge the degree of positive experience of the
lecturers in using mobile technology to teach English at Saudi universities. A list of
statements was provided to gather data based on the UTAUT/UTAUT2 constructs: (i)
performance expectancy, (ii) effort expectancy, (iii) social influence, (iv) facilitating
conditions, (v) hedonic motivation, (vi) price, (vii) habit, and (viii) behavioural
intentions. The participants were asked to indicate their level of agreement with a
statement given under each construct. The statements of each construct are presented in
Table 3.2 below.
The fourth section comprised statements intended to determine how often mobile
technologies were used to teach EFL or to support language learning, that is, the
behavioural use of mobile technologies in EFL teaching and learning.
Table 3.2: The statements of each construct based on the UTAUT/UTAUT2
constructs
Items

Code

Performance Expectancy

(PE)

1- I find mobile technology useful in teaching EFL.
2- Using mobile technology helps me accomplish things more quickly.
109

3- Using mobile technology increases my productivity.
4- If I use mobile technology in my EFL teaching, it will contribute to my
career development.
(EE)

Effort Expectancy
5- Learning how to use mobile technology is easy for me.
6- I find it easy to use mobile technology to support my teaching of EFL.
7- It is easy for me to become skilful at using mobile technology.
8- I am always thinking about how I can teach EFL through mobile
technology.

(SI)

Social Influence
9- People who are important to me think that I should use mobile technology
to teach EFL.
10- The EFL programme leaders in my university think that I should use
mobile technology in my teaching.
11- The EFL programme leaders in my university do not encourage me to use
mobile technology in my teaching.
12- Some people who are close to me, such as family, think that there is no
role for mobile technology in teaching EFL.

(FC)

Facilitating Conditions
13- I have the resources necessary to use mobile technology in teaching EFL.
14- I have the knowledge necessary to use mobile technology in teaching EFL.
15- Mobile technology is compatible with other technologies I use.
16- I can get help from others (family, faculty and friends) when I have
difficulties using mobile technology.
17- The use of mobile technology is supported by my university.
18- The Wi-Fi connectivity provided on the university campus is reliable.

(HM)

Hedonic Motivation
19- Using mobile technology is fun.
20- I enjoy using mobile technology to teach EFL.
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(P)

Price
21- Mobile technology is reasonably priced.

(H)

Habit
22- Using mobile technology in EFL teaching has become a habit for me.
23- I automatically use mobile technology to teach English.

(BI)

Behavioural Intentions
24- I intend to continue using mobile technology in the future to teach EFL.
25- I am always trying to teach EFL through mobile technology.

(UB)

Use Behaviour
26- Commercial applications for teaching English
27- Applications developed by the faculty, department or university
28- Websites for accessing materials or information for the class
29- Short message services (SMS)
30- Multi Media services (MMS)
31- E-mail and social media (Twitter, Facebook, etc.)
3.2.4.1.3 Interview sample

The participants in the qualitative interviews were selected according to their expressed
desire in the questionnaire to participate in the second stage of the data collection process.
They were asked at the end of the questionnaire if they would be willing to participate in
the interview phase, and those who indicated they would were asked to confirm their email addresses, after which they were contacted with a participant information form
describing the nature of the interviews (see Appendix 3), as well as a consent form to sign
and return (see Appendix 4).
This resulted in an interview sample size of 12 EFL teachers who agreed to participate in
the study. The sample size for the interviews was small, but sufficient to fulfil the aim
and objectives of the study (Patton, 2002), since the interview participants were able to
provide a deeper understanding of the survey findings to build a more complete picture
of the phenomenon.
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3.2.4.1.4 Interview schedule
The interview schedule (see Appendix 5) was similarly based on the variable constructs
of Venkatesh et al.’s (2013) UTAUT2 model, a guide to predicating teachers’ behavioural
intention and use of mobile learning technology, with an examination of the barriers
perceived. The interview schedule therefore consisted of three stages.
Section one focused on gaining demographic information about the participants and
insight regarding the lecturers’ use of mobile devices for teaching in general, in order to
respond to research question 1: What is the Saudi university lecturers’ experience of using
mobile technology? It commenced with straightforward questions to ease the participants
into the interview: (i) How long have you been teaching? (ii) Do you own a mobile phone
or other mobile device with email capabilities, internet connection and/or the ability to
add applications to it? (iii) Do you use mobile devices, such as a smartphone or tablet? If
so, in what ways do you use them, and why? If not, why not?
Section two focused on gaining insight into the use and perceptions of using mobile
devices based on the findings from the component in the conceptual framework
(UTAUT2) of the quantitative phase, in order to respond to research question 2: What are
the factors that are associated to the Saudi university lecturers’ perceptions on the
adoption of mobile technology to teach the English language in state universities? The
key interview and follow-up questions involved were as follows:
-

Performance expectancy: (PE1) How do you maintain and improve your own
professional skills using mobile technologies? (PE2) What are some other
situations where you might use your mobile phone or device to help support your
academic teaching? (PE3) Has the use of mobile technology helped you
significantly in improving your professional skills in teaching English? (PE4) Tell
me about an instance when you tried to use your mobile phone or device to help
you teach something.

-

Effort expectancy: (EE1) How easy or difficult would you find using a mobile
device for information seeking or teaching? (EE2) Does teaching by using mobile
learning technology help you to manage your teaching time effectively. Why and
how? Why not?
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-

Social influence: (SI1) Who encouraged you to use mobile learning technology in
your teaching? Why? (SI2) How supportive have your friends or those close to
you been in your use of a mobile device for teaching?

-

Facilitating conditions: (FC1) Do you think you have efficient support to use
mobile learning technology in your teaching? Why? Why not? (FC2) What do
you think about your university’s responsibilities regarding the integration of
mobile learning in teaching English as global language? For example, should
there be incentives? Should the university provide mobile technology to
instructors and students to enhance the process of language learning?

-

Hedonic motivation: (HM1) What do you enjoy in using mobile technology in
your teaching? Why?

-

Habit: (H1) How frequently do you use mobile technology in your teaching?

-

Price value: (PV1) What do you think about the cost of mobile devices and
internet connections? Do you think that this cost impacts your use of technology
in your teaching? In what way?

-

Behavioural intention: (BI1) Do you intend to use mobile learning in your
teaching? Why?

-

Use behaviour: (UB1) Do you use any applications or social media in your
teaching? Why?

Section three focused on mobile devices and barriers to using them for learning. To
identify barriers to using mobile devices for teaching, the researcher asked the
participants: (i) Is there anything that makes you reluctant or unwilling to use your device
in your academic teaching? What holds you back? (ii) Do you have any concerns about
using mobile technologies in your teaching, regarding the content delivery, or your
students? (iii) Is there any factor in your experience in this college/university that you
think influences your teaching that we have not yet had a chance to discuss?
3.2.4.1.5 Interview settings
The interviews were conducted and recorded through Skype and by telephone, as the most
convenient methods given the logistical difficulties of distance. They were then
transcribed as Arabic was the primary language used to facilitate communication and
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understanding. Each interviewee was provided with an information sheet regarding the
purpose of the research and the nature of the interviews, which aimed to answer the
research questions (see Appendix 3). Consent forms had already been sent and
electronically signed, with each participant asked to confirm that this was the case (see
Appendix 4).
With the consent of the interviewees, the sessions were recorded via Skype and the audio
through an iPhone voice recording app. It was explained that these recordings would be
stored in electronic format, with the identity only noted by an alphanumerical reference,
and then zipped in a secure folder on an LJMU password-protected computer. Moreover,
once the data were transferred to the computer they were deleted from the researcher’s
smartphone. In their guide on the conducting of interviews, Edwards and Talbot (2014)
suggest a duration of 20–60 minutes in order to avoid overburdening either the
interviewee or the interviewer, with the participants given sufficient time to answer the
questions without interruption. The interviews were transcribed for ease of reference.
3.2.4.1.6 Demographic of the interview participants
The demographic variables of the interview participants are presented in Table 3.3.
Table 3.3: Demographic details of the interview participants
Interviewee Mode Recording method

Age Gender Highest qualification

1

Skype Notes

35

male

Master’s

2

Phone Audio-recording

39

female

PhD

3

Skype Audio-recording

30

female

Master’s

4

Skype Audio-recording

29

female

Master’s

5

Skype Audio-recording

40

female

PhD

6

Skype Audio-recording

35

female

Master’s

7

Phone Audio-recording

49

male

PhD

8

Phone Audio-recording

33

female

Master’s

9

Phone Audio-recording

40

female

PhD

10

Phone Notes

39

male

Master’s
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11

Phone Notes

44

male

PhD

12

Skype Notes

33

female

Master’s

3.2.4.2 The pilot study
Teijlingen and Hundley (2001) explain that a pilot study facilitates small-scale testing,
moderation and the revision of the research tools planned for the principal research
project. It allows the weaknesses of the research plan to be identified, with Dörnyei (2007)
suggesting that piloting is a dress rehearsal for the main data-gathering activities. The
purpose of the pilot study in this research for both the survey and interviews was to help
identify issues in the close-ended questions in the questionnaire and the open-ended
questions in the interviews, to ensure there was no ambiguity in the questions in either
process, and to ensure that the format and length of the questionnaire did not alienate the
target participants (Hassan et al., 2006).
A pilot study enables continued reflection on the nature, substance and clarity of the
questionnaire objectives, and tests the efficacy of the interviewer’s interview technique
(Gall et al., 2003). The aim is to ensure the feasibility of application of the data collection
techniques, identifying problems before they arise and improving the instruments
accordingly (Bryman, 2001). These factors represent the drivers for undertaking the pilot
process, with a view to improving the data collected in the main research project. The
results led to revisions to the questionnaire and interview questions, as well as the manner
in which the interview would be conducted.
3.2.4.2.1 The questionnaire survey
The pilot study of the survey was conducted in 2017. After obtaining permission from the
Dean of the English Department in a Saudi university, the Head of the English
Department distributed 30 questionnaires to the English lecturers as part of the pilot study,
with 22 instruments completed, returned and deemed valid for use in the pilot study. The
resulting data were inputted into the SPSS (v.24) software and the Cronbach’s alpha
coefficient reliability test was used to measure the overall reliability of the research
apparatus by assigning a correlation value (Cohen et al., 2000). The Cronbach’s alpha of
the questionnaire used in this research was found to be .945, which equates to excellent
in terms of performance expectancy, behavioural intentions and effort expectancy. In
terms of hedonic motivation and habit the Cronbach’s alpha was very good, and it was
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good for facilitating conditions. In terms of social influence, it was only acceptable.
Overall, the results indicated that the questionnaire was reliable and there was good
internal consistency within the scale.
3.2.4.2.1.1 The feedback
The participants reported that they found the questionnaire design and questions to be
relatively clear to understand, although there were some minor issues with regard to the
terms adopted from Venkatesh et al. (2012). Some problems arose regarding expressions
that were unfamiliar to some of the participants due to their rather scholarly nature, and
thus amendments were made to the questionnaire. Malmqvist (2019, p.1) offered insight
for this researcher’s purposes with his assertion that using a pilot study process will enable
the researcher to “be better informed and prepared to face the challenges that are likely
to arise in the substantive study and more confident in the instruments to be used for data
collection”. The questionnaire was modified with the assistance of more experienced
advisors and simply required certain adjustment to the format and operation. The input
from the pilot participants assisted in the instrument’s adaptation, based on the comments
on clarity.
3.2.4.2.2 The interview
In the pilot study, the researcher conducted interviews for the first time, and as a novice
to the process, the three participants provided opportunities for expansion and
clarification, which aided the listening and understanding process of academic exchange.
The pilot interviews also improved the interpersonal skills of the researcher, who learned
how to keep the interview focused on the research questions, whilst facilitating the free
expression of the participants. It was essentially good practice, and a source of
considerable reflection for the main study.
3.2.4.2.3 Implications for the main study
Several issues arose in the conducting of the pilot study, which benefited the clarity and
veracity of the main study and can be summarised as follows:
(i)

the terminology of the questionnaire was amended to achieve greater clarity,
in response to the respondents’ feedback;

(ii)

gaps were highlighted in the literature review, and stimulated further research
into the particular practices that are examined in the global education
frameworks, in order to aid in the critical discussion and application;
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(iii)

important direction was provided to reassess the methodology chapter, its
philosophy and the methods of data gathering;

(iv)

reflection on the approach to potential participants, and indeed the size of the
sample for both the questionnaire and interview processes, in order to develop
a productive relationship based on effective intercommunication;

(v)

opportunities to develop the researcher’s interviewing skills in order to focus
on data collection pertinent to the research questions and respectfully avoid
discursive diversions;

(vi)

reflect upon the interview process and its conduct, ensuring leading questions
were avoided.

3.2.4.3 Ethical considerations
Neuman (2007) asserts that social science researchers are advised to conduct research in
an ethical manner, even where the participants express little concern. Applying the
Liverpool John Moores University’s Research Ethics Requirements for studies involving
human subjects, the primary issues for reflection were obtaining official permission to
approach the universities and lecturers, since only then could informed consent be sought
from the participants, who were guaranteed anonymity and confidentiality.
3.2.4.4 Requesting official permission
The application to conduct the study was sent for consideration to the Liverpool John
Moores University Research Ethics Committee. Within the application, the research aim
and research questions were outlined, as well as the plan of action regarding dealing with
human subjects insofar as issues of confidentiality, informed consent and anonymity were
concerned. The description of the research design included a risk assessment for the
participants, and was developed under the professional supervision of the researcher’s
instructor and mentor. In February 2017, the Ethics Committee approved the application.
The researcher sought permission to collect the data from the Head of Higher Education
in her university (see Appendix 6). Upon receipt, contact was made with the deans of all
the departments at the 25 state universities in the Kingdom of Saudi Arabia in order to
request consent to contact their EFL lecturers. The consent form was returned by email
without any issue, and indeed each dean agreed to distribute a link to the questionnaire to
each of their EFL lecturers by email, social media or the university network. The
researcher received 300 questionnaires, with 270 fully completed, whilst 30
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questionnaires were excluded due to missing data.
3.2.4.5 Informed consent
Participation in the research programme and data collection methods is entirely voluntary,
and no inducements or other methods of persuasion were used to effect cooperation in
this study (Neuman, 2017). In the interviews, each potential volunteer was fully informed
of the nature of the research and its purpose via a participant information sheet sent by
email in the invitation to interview (see Appendix 3). This included details of the
measures taken to preserve anonymity and confidentiality, as well as the risk assessment
(Berg and Lune, 2012). In the survey, the participants were first asked to sign if they
agreed to take part in the questionnaire via the information sheet, acknowledging that they
understood what had been explained, and with the opportunity offered to clarify any
points of concern (Wellington and Szczerbinski, 2007).
3.2.4.6 Maintaining confidentiality and anonymity
The real names of the participants are not used anywhere in the research, and only the
researcher is aware of them in the case of the interviewees (Flick, 2006). Indeed, given
the nature of the study, the institutions are not identified due to the cultural and traditional
inhibitions on the potential criticism of authority. The participants were allocated codes
to facilitate analysis of their responses, and they were advised of the data storage
arrangements, with only the researcher having access (Gray, 2009).
Each participant was informed in writing that his or her data would only be available to
the supervisors and examiners, with the audio recordings deleted five years after the
study’s completion. This enabled trust to be established between the researcher and
participants, with further emphasis placed on the nature of the inquiry as scientific and
non-political. Much reflection was given to the nature of the introductions and
relationship-building, albeit brief and research-related, and this included reiteration of the
anonymity and confidentiality principles (De Laine, 1997).
3.2.4.7 Analysis of the main study data
3.2.4.7.1 Survey questionnaire: data analysis procedures
The quantitative data collected through the questionnaire were entered into SPSS (v.24)
to aid in the development of descriptive analysis and inferential tests, as well as to identify
predictive factors valuable to the findings of the study. SPSS is arguably the most
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commonly used software to manage and organise data, and is relatively straightforward
to use (Dörnyei, 2007).
3.2.4.7.1.1 Instruments’ validity and reliability
To ensure the internal reliability of the questionnaires, Cronbach’s alpha tests were
carried out using SPSS (v.24) in order to check for internal reliability. The Cronbach's
alpha values for the internal consistency of the scale and the items ranged from acceptable
to good. According to Hair et al. (2014), Cronbach's alpha is a reliability measurement
ranging from 0 to 1, and the lower limit of acceptability is from .60 to .70. In general, the
participants reported positive attitudes on the statements that belong to different
constructs on the use of mobile technology. Overall, the results indicated that the
questionnaire was reliable and there was good internal consistency within the scale (see
Table 3.4).
Table 3.4: Internal consistency of the scale using Cronbach’s alpha
Scale

No. of items

Cronbach’s alpha

Performance expectancy

4

.887

Effort expectancy

4

.804

Social influence

4

.677

Facilitating conditions

6

.722

Hedonic motivation

2

.816

Habit

2

.762

Behavioural intention

2

.820

Use behaviour

6

.601

Data content and face validity were utilised in confirming the accuracy and correlation of
the questionnaire and the interview. In the face validity, ten criteria were met based on
expert review: (i) clarity, (ii) wordiness, (iii) negative wording, (iv) overlapping
responses, (v) balance, (vi) use of jargon, (vii) appropriateness for responses listed, (viii)
use of technical language, (ix) application to praxis, and (x) relationship to the problem
(White and Simon, n.d.). The questionnaire was revised in accordance with the reviews
of those who supervised the questionnaire's face validity analysis, and who suggested
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clarifying the facilitating conditions construct by adding the intended context (e.g.
universities) to make items under this construct clearer for the participants.
In the content validity, an expert review panel of those who advised and assisted the
researcher revealed that most of the items exceeded the expectations and no modifications
were required, although they recommended rephrasing some items to ensure the
consistency between items under each factor.
3.2.4.7.1.2 Questionnaire descriptive statistics
Demographic information was classified as categorical data (e.g. nominal such as gender,
ordinal such as academic qualification, and numerical such as age and teaching
experience), whereby descriptive statistics were employed to obtain the frequency and
percentages of demographic information provided by the participants. Some Likert scale
questions that featured multiple-choice answers were analysed quantitatively using mean
and standard deviation (SD) to define the degree of relative importance (Phakiti, 2015),
namely, the items of each construct were ordered from high to low using the mean and
standard deviation. A Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree)
was used to determine the range of the lecturers’ attitudes and opinions towards the use
of mobile technology in teaching. This enabled the lecturers to indicate their degree of
agreement towards smartphone and tablet use for teaching English, based on the
statement of the seven constructs of the UTAUT2 model.
3.2.4.7.1.3 Simple correlation
In this study, the relationships between the independent UTAUT2 variables and the
dependent variables (behavioural intention and use behaviour) were calculated using
correlation in order to achieve a clear understanding of the relationship. By using a simple
correlation matrix, the strength of relationship can be classified into small (r=.10 to .29),
medium (r=.30 to .49) and large (r=.50 to 1.0) (Cohen, 1988).
3.2.4.7.1.4 Linear regression
A linear regression model (Pedhazur, 1997; Chatterjee, 2000) was employed to determine
whether the lecturers’ intention to use and use behaviour of mobile technology for
teaching could be predicted by the UTAUT2 factors. Bryman and Cramer (2001) assert
that linear regression is a widely utilised analysis process that is useful in not only
studying how single independent variables affect a dependent variable, but also to enable
the study of the influence of multiple independent variables and interaction affects
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involving combinations of those variables. Using the linear regression model, the
hypotheses mainly focused on testing the relationship of behavioural intention (BI), and
use behaviour (UB) with performance expectancy (PE), effort expectancy (EE), social
influence (SI), facilitating conditions (FC), hedonic motivation (HM), habit (H) and price
value (PV). In other words, the interest was to determine how the variation in behavioural
intention and use behaviour could be reliant on the other variables.
In the linear regression model, the risks of collinearity among predictors must be low, to
avoid any artificial enhancement of importance of one when associated with others. The
variance inflation factor (VIF) should be less than 10 to ensure there is no collinearity
among the predictors. The regression model assumes normality and the homogeneity of
residuals.
For normality, a p-p plot is used, and so that observation needs to be on or close to the
fitted line. For homogeneity, there should be no trend between the fitted dependent
variable and residuals. In the results, the R and adjusted R-squared explaining the
variation in behavioural intention and use behaviour due to independent variables in the
model are reported. The quality of the regression model is evaluated using the total of
variation (R2%), which ranges from 0% (zero quality) to 100% (perfect quality). The Ftest for ANOVA testing the model fit and significant change in model fitting are also
reported. The significant effect of each variable in the model was examined by t test.
3.2.4.7.1.5 Moderation regression
Moderation regression (Andrew, 2018), the identification of a third factor from the
correlation of two others, was used to examine how, for example, the educational level
(moderator) will determine the conditions under a given performance expectancy
(independent variable), and the relationship with the behavioural intention (dependent
variable). In other words, the moderating variable is defined as an interaction effect that
explains the directional changes of the relationship between two variables.
To conduct moderation regression, hierarchical multiple regression is employed to assess
the effects of the moderating variables on the dependent and independent variables
(Cohen, 1983). The moderating effect is statistically determined by multiplying the
independent variable by the moderator to produce an interaction term. The independent
variables and moderators need to be centred to avoid the collinearity issue that may arise
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due to using the interaction variable. The change in the variation in, for example,
behavioural intention, due to adding interaction terms is reported.
3.2.4.7.2 Qualitative thematic data analysis
The study was designed as a mixed-method process for two types of data collection in
order to explore the experiences of Saudi EFL lecturers in using mobile technology in
their teaching, as well as their perceptions towards this technology. Thematic analysis
was employed to manually analyse the 12 semi-structured interviews with EFL teachers
in the Saudi universities.
Braun and Clarke (2006) and Schwandt (2007) assert that thematic analysis is an
exploratory approach in which the research analysis seeks to identify patterns or themes
within the texts. Bryman (2012) further suggests that these themes relate to the central
premise of the study, and should also be present within the interview questions, aiding in
the response to the research questions that underpin the research. The thematic analysis
was carried out manually, given the manageable number of interviewees that were
conducted and transcribed. Braun and Clarke (2006) propose six steps for thematic
analysis, which were adapted by the researcher to guide the analysis process: (i)
familiarise yourself with your data, (ii) generate initial codes, (iii) search for themes, (iv)
review the themes, (v) define and name the themes, and (vi) produce the report.
Initially, the data analysis was approached with an open mind, with the transcripts
examined iteratively through several stages of splicing, linking, deleting and reassigning
codes. A total of, twenty themes emerged from the qualitative interview data. Of these,
seventeen valid themes were confirmed, with three themes eliminated due to their lack of
representation in the interview data. Next, consideration was given to how these
seventeen themes could be classified, where it became clear that they fitted and related to
the UTAUT2 model. Therefore, the UTAUT2 model was used to create seven main
themes, and the seventeen themes derived from the data were recategorised as subthemes. This thus represents a combination of the approaches of data-derived and
concept-derived themes (Gibbs, 2007).
Table 4.35 presents the sub-themes that emerged through the qualitative analysis, and the
themes they fitted from the UTAUT2 model, while the codes used in the qualitative
analysis can be seen in Appendix 7.
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3.3 Summary and Conclusion
In this chapter, the research design and methodology underscore the intense reflection of
the researcher in considering the most apposite philosophy and methods to investigate the
use of mobile technology in EFL teaching in tertiary Saudi institutions. The ontological
and epistemological theories guided towards a realist interpretive approach using a mixed
method of qualitative and quantitative data collection to respond to the research questions.
Evidently the UTAUT2 has proved to be an invaluable structure through which to frame
the research and analyse the findings, which are explained in the next chapter.
This chapter has sought to comprehensively examine the ethical demands of the
researcher’s university in the UK, as well as those in the Kingdom of Saudi Arabia, and
as is common in research of this kind, especially in the Kingdom of Saudi Arabia,
anonymity, confidentiality and informed consent form the foundation for the data
collection of the human subjects in this study. The next chapter presents the quantitative
and qualitative data findings.
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Chapter 4
Data Analysis Results
4.1 Introduction
This chapter presents the analysis and results of the quantitative and qualitative data
collected from the questionnaire and interviews, respectively. In accordance with the
sequential explanatory mixed-method employed in this study, the analysis of the
quantitative data from the questionnaire is introduced first, followed by the qualitative
analysis of the interview data. The analysis of the quantitative data was conducted using
SPSS (v.26) and includes three main parts:
(i)

descriptive analysis to explore data about the general experiences of the
lecturers in terms of mobile technology, including their demographic
information and general tablet and smartphone usage;

(ii)

ascertaining the collapsed means, standard deviation scores and colouration
of the questionnaire variables reported, to explain and to measure the
respondents’ attitudes in using mobile technology to teach English at Saudi
universities; and

(iii)

presenting the findings of the inferential statistics concerning the study
hypotheses (using parametric tests) relating to the factors associated to the
Saudi

university

lecturers’

perceptions

on

the

adoption

of

mobile technology to teach the English language at the state universities in the
Kingdom of Saudi Arabia.
Each of the UTAUT2 constructs are examined in terms of the responses from the survey.
Then, this chapter reports the findings of the analysis of the qualitative data from the
semi-structured interviews using thematic analysis, before proceeding to consider both
the quantitative and qualitative findings through triangulation.
To reiterate, the nature of analysis is intended to meet the objectives of the study, namely:
1) To determine the usage of mobile learning among English language lecturers in
state universities in the Kingdom of Saudi Arabia.
2) To consider the traditional, cultural and practical obstacles to the use of mobile
technology among the English language lecturers in the research context.

3) To gain a deeper understanding of the perceived benefits and the challenges of
using mobile technology to teach the English language.
The UTAUT2 guides the exploration in this study and facilitates deeper understanding of
the benefits and the challenges of using mobile technology to teach the English language
at the state universities in the Kingdom of Saudi Arabia.

4.2 Quantitative Data Analysis
This part of the study is based on data collected from a questionnaire survey of 270
lecturers of EFL in 25 Saudi state universities.
As explained in Chapter 3, a number of descriptive statistical methods, including
frequency distribution, mean and standard deviation, and correlation are used in this study
to analyse the quantitative data. To test the research hypotheses, several statistical
techniques (inferential tests) are employed including linear regression analysis and
moderation regression. Based on the initial research model, the following hypotheses are
proposed:
H 1.1- Performance expectancy influences lecturers’ behavioural intention to use mobile
technology
H 1.2- Performance expectancy influences lecturers’ use behaviour
H 2.1- Effort expectancy influences lecturers’ behavioural intention to use mobile
technology
H 2.2- Effort expectancy influences lecturers’ use behaviour
H 3.1- Social influence influences lecturers’ behavioural intention to use mobile
technology
H 3.2- Social influence influences lecturers’ use behaviour
H 4.1- Facilitating conditions influence lecturers’ behavioural intention to use mobile
technology
H 4.2- Facilitating conditions influence lecturers’ use behaviour
H 5.1- Habit influences lecturers’ behavioural intention to use mobile technology
H 5.2- Habit influences use behaviour
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H 6.1- Hedonic motivation influences lecturers’ behavioural intention to use mobile
technology
H 6.2- Hedonic motivation influences lecturers’ use behaviour
H 7.1- Price influences lecturers’ behavioural intention to use mobile technology
H 7.2- Price influences lecturers’ use behaviour
Moderation hypotheses:
H 8.1- At least one personal characteristic (gender, age, education and experience)
moderates the relationship between the independent variables and lecturers’ behavioural
intention to use mobile technology (accepted)
H 8.2- At least one personal characteristic (gender, age, education and experience)
moderates the relationship between the independent variables and lecturers’ use
behaviour (accepted)
4.2.1 Demographics
This section summarises the gender, age, years of teaching experience and education level
for all 270 of the questionnaire participant lecturers from Saudi universities, with
descriptive statistical analysis used to describe their characteristics, as shown in Table
4.1.
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Table 4.1: Frequency distribution of personal information
Age (years)

Teaching experience
(years)

Male

Female

24-29

30-34

35-39

40-44

45-49

50 -54

55-59

60 or more

Diploma

Bachelor

Master

PhD

None

Less than 5

5-14

15 or more

Education level

Frequency

Gender

98

172

47

79

88

31

15

7

1

2

3

24

160

83

10

84

143

33

%

36.3

63.7

17.4

29.3

32.6

11.5

5.6

2.6

0.4

0.7

8.9

1.1

59.3

30.7

3.7

31.1

53.0

12.2
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The data presented in Table 4.1 indicate that the majority of the respondents (n=172,
63.7%) to the questionnaire were female, while 36.3% (n=98) were male.
The respondents’ age was divided into eight groups, with the largest corresponding to
those aged 35 to 39 years, accounting for 32.6% of the entire sample. The lowest number
of respondents belonged to the four groups aged over 45 years, which collectively
represented 8.3% of the entire sample that responded to the questionnaire. With regards
to the academic level, the largest group of the respondents held a Master’s degree (n=160,
59.3%).
In this part, the respondents were also asked about the number of years of teaching
experience in university, with the largest group of respondents having 5–14 years of
teaching experience (n=143, 53.0%), followed by those with under five years’ experience
(n=84, 31.1%).
The fact that 79.3% of the participants were aged under 40 years underscores the nature
of Saudi society as youth-dominated, in which young people represent 65% of the total
population according to Index Mundi in 2019.1 Meanwhile, 89.7% of the participants held
a postgraduate degree (Master or PhD), a necessity since it is conditional for lecturers
holding a Bachelor degree to complete their higher studies in order to obtain a permanent
university lecturer position in Saudi universities, while 53.0% of the participants were
well experienced in the field of university teaching through having between 5 and 15+
years of service.
4.2.2 Analysis of the general usage of smartphones and tablets
This section reports the general usage (i.e. not specific to language teaching) of mobile
technology among the English language lecturer respondents.
Table 4.2 reports the respondents’ ownership of smartphones and tablets.
Table 4.2: Frequency distribution of owning a smartphone and tablet
Frequency

%

Do you have a

Yes

267

98.9

smartphone?

No

3

1.1

Smartphone
smartphone

Myself

258

95.6

The university

1

0.4

A gift from parents

7

2.6

1

Index Mundi (2019). Saudi Arabia Age Structure. Available at:
https://www.indexmundi.com/saudi_arabia/age_structure.html (Accessed: 29 October 2020).
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Family

4

1.4

Do you have a

Yes

129

47.78

tablet?

No

141

52.22

Tablet

Myself
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93.8

The university

6

4.7

Other

2

1.6

Then, the respondents were asked about the duration of ownership of these devices, as
presented in Table 4.3.
Table 4.3: Frequency distribution of duration of owning a smartphone and tablet

Smartphone

Tablet

Frequency

%

1 year or less

4

1.5

2-5 years

19

7.1

6-10 years

153

57.3

Over 10 years

91

34.1

1 year or less

6

4.7

2-5 years

41

31.8

6-10 years

66

51.2

Over 10 years

16

12.4

Next, the respondents were asked about their frequency of use of these devices, as
presented in Table 4.4.
Table 4.4: Frequency distribution of the number of times the participants used
their smartphone and tablet

Smartphone

Tablet

Frequency

%

Not at all

1

0.4

2-3 times a month

1

0.4

Once a week

1

0.4

2-3 times a week

1

0.4

4-6 times a week

1

0.4

Once a day

2

0.8

2-5 times a day

27

10.0

>5 times a day

233

86.3

Not at all

12

9.3

Once a month

11

8.5
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2-3 times a month

11

8.5

Once a week

9

7.0

2-3 times a week

20

15.5

4-6 times a week

12

9.3

Once a day

19

14.7

2-5 times a day

21

16.3

>5 times a day

14

10.9

Then, the respondents were asked about the frequency of internet access via these
devices, with their responses shown in Table 4.5.
Table 4.5: Frequency distribution of the number of times the participants accessed
the internet using a smartphone or tablet

Smartphone

Tablets

Frequency

%

Not at all

2

0.7

2-3 times a week

2

0.7

4-6 times a week

3

1.1

Once a day

3

1.1

2-5 times a day

32

11.9

>5 times a day

225

83.3

Frequency

%

Not at all

10

7.8

Once a month

14

10.9

2-3 times a month

15

11.6

Once a week

9

7.9

2-3 times a week

12

9.3

4-6 times a week

12

9.3

Once a day

19

14.7

2-5 times a day

20

15.5

>5 times a day

18

14.0

After that, the respondents were asked about their views regarding the cost of
smartphones and tablets, as presented in Table 4.6.
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Table 4.6: Frequency distribution of views regarding the purchasing cost of
smartphones and tablets

Smartphone

Tablet

Frequency

%

Cheap

1

0.4

Good value

71

26.3

Expensive

190

70.4

I do not know

5

1.9

Cheap

3

2.3

Good value

43

33.3

Expensive

80

62.0

I do not know

3

2.3

This was followed by a question on the respondents’ perceptions of the cost of a mobile
internet connection, as seen in Table 4.7.
Table 4.7: Frequency distribution of the cost of the internet connection of
smartphones and tablets

Smartphone

Tablet

Frequency

%

2

0.7

Good value

102

37.8

Expensive

156

57.8

I do not know

7

2.6

Cheap

3

2.3

Good value

43

33.3

Expensive

80

62.0

I do not know

3

2.3

Cheap

The findings presented in Table 4.2 indicate that the majority of the respondents had a
smartphone (n=267, 98.9%), and in Table 4.3 that they had been using it for a period
ranging from 6 to 10 years (n=153, 57.3%). With respect to daily smartphone usage in
Table 4.4, the largest portion (n=233, 86.3%) correspond to the usage five times or more
per day. While this represents a good starting point for potentially extensive use for the
purpose of this research, it is also indicative of frequent utility.
The findings in this section reveal that almost half of the respondents to the questionnaire
(n=129, 47.78%) had a personal tablet (Table 4.2), where the majority (n=51.2%) had
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used it for between 6 to 10 years (Table 4.3). Most of the lecturers believed the purchase
cost of smartphones and tablets to be expensive (Table 4.6), as well as the cost of the
internet connection (Table 4.7).
4.2.3 The use of a smartphone or tablet to conduct video conversations, text
messaging, schedule appointments, and edit or read documents
This section presents the findings regarding the use of smartphones and tablets to conduct
video conversations, text messaging, schedule appointments, and edit or read documents,
with the data presented in Table 4.8. The scale descriptors in the questionnaire employ
degrees of frequencies: never, rarely, sometimes, often, always. This analysis revealed
that a high proportion of the lecturers often or always used their smartphones to receive
and send text messages and schedule appointments, while over half used them to edit and
read documents, and hold video conversations. This reported usage was considerably
higher than that reported for the same often or always usage of their personal tablets, with
only editing and reading documents being carried out by over half the tablet users, while
scheduling appointments, holding video conversations, and receiving and sending text
messages often or always was only carried out by less than one-quarter of the tablet users.
The preference was evidently for the use of the smartphone over tablets, as indicated by
the findings presented in Table 4.8.
Table 4.8: Frequency distribution of the respondents’ use of a smartphone and
tablet for different purposes
Have video
conversations

Receive
and send
text
messages

Scheduling
appointments

Editing or
reading
documents

Never

17.6%

1.1%

5.6%

8.6%

Rarely

27.0%

8.2%

14.6%

23.6%

Sometimes

4.9%

3.7%

4.1%

2.6%

Often

36.0%

15.4%

28.8%

37.8%

Always

14.6%

71.5%

46.8%

27.3%

Mean

2.60

3.63

3.19

2.85

SD

0.975

0.689

0.926

0.928

Never

57.4%

61.2%

53.5%

13.2%

Rarely

24.8%

20.2%

22.5%

18.6%

Sometimes

1.6%

3.1%

2.3%

3.9%

Often

11.6%

9.3%
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14.7%

30.2%

Smartphone

Tablets

Always

4.7%

6.2%

7.0%

34.1%

Mean

1.62

1.60

1.74

2.89

SD

0.868

0.922

0.948

1.048

4.2.4 Summary
The findings from this section indicate that the majority of the respondents had a
smartphone that they had been using for a period ranging from six to ten years, with the
majority using their devices five or more times per day. This is despite the fact that most
of the respondents believed the cost of smartphone to be expensive, as well as the internet
connection. Similar responses were found on the ownership and use of tablets, with about
half of the respondents owning one, and the majority having used it for a period ranging
from six to ten years, and half using it five times or more per day. Most thought the
purchase cost and internet connection were expensive. The findings reveal that more
lecturers owned and used a smartphone than a tablet for text messages, scheduling
appointments, editing files and video conversations.

4.3 The Experience of Lecturers in Using Mobile Technology to Teach
English at Saudi Universities
Collapsed mean and standard deviation scores of the questionnaire variables are used to
explain and to measure the respondents’ attitudes to using mobile technology to teach
English at Saudi universities. Then, simple correlation is employed to find the possible
relationships between the dependent variables (i.e. performance expectancy, effort
expectancy, social influence, facilitating conditions, hedonic motivation, habit and price
value), and the independent variables (i.e. behavioural intentions and use behaviour).
First, it is intended to investigate the questionnaire data to examine the internal
consistency using Cronbach’s alpha for the items of using mobile technologies for
teaching English.
4.3.1 Internal reliability
To ensure the internal reliability of the questionnaire, Cronbach’s alpha tests were carried
out using SPSS (v.24) in order to check for internal reliability. The Cronbach’s alpha
values for the internal consistency of the scale and the items ranged from acceptable to
good (Jones and Popkin, 2010), assessing results above 0.6 as acceptable to very
consistent, and any lower making the results of questionable consistency. The results are
presented in Table 4.9.
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Table 4.9: Internal consistency of the scale using Cronbach's alpha
Scale

No. of items

Cronbach’s alpha

Performance expectancy

4

.887

Effort expectancy

4

.804

Social influence

4

.677

Facilitating conditions

6

.722

Hedonic motivation

2

.816

Habit

2

.762

Behavioural intention

2

.820

Use behaviour

6

.600

4.3.1.1 Descriptive statistics of the lecturers’ experience in using mobile technology to
teach English at Saudi universities
Collapsed mean and standard deviation score were used to explain respondent’s attitudes
by asking the extent to which they agreed or disagreed with statements regarding the
variables of performance expectancy, effort expectancy, social influence, facilitating
conditions, hedonic motivation, price value, habit, behavioural intentions and use
behaviour. A typical scale was used in this analysis (strongly disagree=1, disagree=2,
neutral=3, agree=4, and strongly agree=5).
Descriptive tests were employed to identify the collapsed mean score and standard
deviation of each statement of the variables. A score below 3 determined the participant’s
disagreement with the statements, while any score above 3 indicated agreement with the
statements. Table 4.10 presents the statistical findings through percentages, mean and
standard deviation, of the lecturers’ experience of using mobile technology to teach
English at Saudi universities
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Strongly
agree

I find mobile technology
useful in teaching EFL

1.1%

1.5%

15.9%

29.6%

51.9%

4.30

0.867

Using mobile technology
helps me accomplish
things more quickly

1.1%

0.7%

13.0%

25.9%

59.3%

4.41

0.826

Using mobile technology
increases my
productivity

1.9%

3.0%

16.7%

33.3%

45.2%

4.17

0.937

If I use mobile
technology in my EFL
teaching, it will
contribute to my career
development

1.5%

3.0%

23.0%

34.1%

38.5%

4.04

0.931

4.23

.771

Neutral

Average

Statements

Strongly
disagree

Agree

Disagree

Table 4.10: Descriptive statistics of the lecturers’ experience in using mobile
technology to teach English at Saudi universities

SD

Performance Expectancy

Overall
Effort Expectancy
Learning how to use
mobile technology is
easy for me

0.4%

1.1%

10.4%

30.4%

57.8%

4.44

0.754

I find it easy to use
mobile technology to
support my teaching of
EFL

1.1%

3.0%

15.6%

37.4%

43.0%

4.19

0.881

It is easy for me to
become skilful at using
mobile technology

1.1%

2.2%

11.5%

37.4%

47.8%

4.29

0.840

I am always thinking
about how I can teach
EFL through mobile
technology

3.3%

9.3%

21.5%

30.4%

35.6%

3.86

1.109

4.19

.717

Overall
Social Influence
People who are
important to me think
that I should use mobile
technology to teach EFL

4.8%

10.4%

43.3%

23.0%

18.5%

3.40

1.086

The EFL programme
leaders in my university
think that I should use
mobile technology in my
teaching

4.8%

17.4%

41.9%

23.3%

12.6%

3.21

1.066

The EFL programme
leaders in my university
do not encourage me to
use mobile in my
teaching

3.0%

16.7%

46.7%

24.1%

9.6%

2.82

1.151
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Some people who are
close to me think that
there is no role for
mobile technology in
teaching EFL

6.3%

18.1%

47.8%

21.1%

6.7%

Overall

2.64

1.093

3.21

.708

Facilitating Conditions
I have the resources
necessary to use mobile
technology in teaching
EFL

3.0%

11.5%

25.9%

38.5%

21.1%

3.64

1.034

I have the knowledge
necessary to use mobile
technology in teaching
EFL

1.1%

5.2%

18.1%

45.2%

30.4%

3.99

0.891

Mobile technology is
compatible with other
technologies I use

2.2%

1.9%

20.7%

49.3%

25.9%

3.95

0.862

I can get help from
others when I have
difficulties using mobile
technology

3.0%

8.9%

15.6%

44.1%

28.5%

3.86

1.023

The use of mobile
technology is supported
by my university

17.0%

18.1%

32.6%

18.1%

14.1%

2.96

1.266

The Wi-Fi connectivity
provided on the
university campus is
reliable

26.7%

16.3%

22.2%

20.4%

14.4%

2.80

1.409

3.53

.711

Overall
Hedonic Motivation
Using mobile technology
is fun

1.5%

3.3%

15.9%

37.4%

41.9%

4.16

0.901

I enjoy using mobile
technology to teach EFL

1.9%

4.8%

20.7%

34.1%

38.5%

4.04

0.971

4.08

.884

Overall
Price Value
Mobile technology is
reasonably priced

8.5%

19.3%

29.3%

32.2%

10.7%

3.19

1.122

Habit
Using mobile technology
in EFL teaching has
become a habit for me

1.5%

3.3%

15.9%

37.4%

41.9%

3.40

1.173

I automatically use
mobile technology to
teach English

1.9%

4.8%

20.7%

34.1%

38.5%

4.03

0.956

3.39

1.17

Overall
Behavioural Intentions
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I intend to continue using
mobile technology in the
future to teach EFL

2.6%

3.7%

18.5%

39.6%

35.6%

3.69

1.110

I am always trying to
teach EFL through
mobile technology

4.4%

11.1%

24.1%

33.3%

27.0%

2.28

1.032

3.85

.961

Overall
Use Behaviour
Never

Rarely

Sometimes

Often

I use commercial
applications for teaching
English

32.2%

24.4%

28.5%

14.8%

2.27

1.076

I use applications
developed by the faculty,
department or university
for teaching English

1.1%

11.9%

35.2%

51.9%

3.39

0.742

I use websites for
accessing materials for
the class for teaching
English

27.4%

21.1%

23.7%

27.8%

2.53

1.174

I use short message
services for teaching
English

48.1%

22.6%

16.3%

13.0%

1.96

1.088

I use multimedia services
for teaching English

2.6%

4.8%

16.3%

76.3%

3.67

0.695

I use e-mail and social
media for teaching
English

15.6%

14.4%

24.4%

45.6%

3.01

1.113

2.71

.525

Overall

The highest level of agreement placed by the respondents was on performance expectancy
and effort expectancy at 4.23 and 4.19, respectively, revealing that the Saudi higher
education lecturers believed in the usefulness and the ease of use of mobile technology in
performing their teaching tasks. This was followed by hedonic motivation (4.08), which
is indicative of the intention of the lecturers to use mobile devices for learning if the utility
is intrinsically enjoyable or interesting. Other variables, including behavioural intentions
(3.85), facilitating conditions (3.53), habit (3.39), social influence (3.21) and price value
(3.19) indicate moderate agreement in the views of the lecturers in Saudi universities
about the use of mobile technologies to teach English. For the use behaviour of mobile
technologies to teach English, the mean was 2.71 (closer to ‘sometimes’ on the scale),
thus indicting that the views of lecturers are moderate.
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4.3.2 Simple correlation between the dependent and independent variables
Simple correlation was utilised to ascertain possible relationships between the dependent
variables (performance expectancy, effort expectancy, social influence, facilitating
conditions, hedonic motivation, price value and habit), and the independent variables
(behavioural intentions and use behaviour). The direction of correlation is identified if
one variable increases or decreases, which can be related to an increase or decrease in the
other variable. The most common method is Pearson’s correlation that is often denoted
as r, which ranges from +1 through to 0 and –1. If the sign of the correlation is negative,
then there is a negative relationship, meaning that when one variable increases, the other
will decrease. The relationship is said to be very weak if the correlation is close to zero.
The rule of thumb suggested by Cohen (1988) for the values of correlation is a strong
relationship where r = ±.5, a moderate relationship where r = ±.3, and weak relationship
where r = ±.1
The results of correlation indicate that some variables have a positive strong relationship
with the lecturer’s behavioural intention and habit (r=.725), hedonic motivation (r=.671),
effort expectancy (r=.640) and performance expectancy (r=.607), while the other
variables show moderate correlation, with r ranging from .256 (price value) to .450
(facilitating condition) with behavioural intention (Table 4.11). All the independent
variables show a positive moderate relationship with lecturer’s use behaviour, with r
ranging from .266 (hedonic motivation and price value) to .392 (facilitating conditions).
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Table 4.11: Simple correlation between dependent and independent variables

BI

Correlation
p-value

UB

Correlation
p-value

PE

Correlation
p-value

EE

Correlation

BI

UB

PE

EE

SI

FC

HM

PV

H

1

.369**

.607**

.640**

.386**

.450**

.671**

.256**

.725**

<.001

<.001

<.001

<.001

<.001

<.001

<.001

<.001

1

.283**

.282**

.284**

.392**

.266**

.266**

.375**

<.001

<.001

<.001

<.001

<.001

<.001

<.001

**

**

**

**

**

1

.680

.391

.393

.594

.234

.462**

<.001

<.001

<.001

<.001

<.001

<.001

1

.349**

.460**

.591**

.236**

.546**

<.001

<.001

<.001

<.001

<.001

1

.402**

.257**

.174**

.449**

<.001

<.001

<.001

<.001

1

.480**

.340**

.475**

<.001

<.001

<.001

.305

**

.529**

<.001

<.001

1

.267**

p-value
SI

Correlation
p-value

FC

Correlation
p-value

HM Correlation

1

p-value
PV

Correlation
p-value

H

<.001

Correlation

1

p-value
** Correlation is significant at the 0.01 level (2-tailed).
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4.3.3 Regression analysis with moderation
Based on the initial research model for the acceptance of mobile technologies in teaching
EFL (Figure 3.4), and to test the hypotheses of the study, two linear regression models
were conducted. Bryman and Cramer (2001) assert that linear regression is a widely
utilised analysis process that is useful in not only studying how single independent
variables affect a dependent variable, but also to enable the study of the influence of
multiple independent variables and interaction affects involving combinations of those
variables. Furthermore, Pallant (2010) assumes that this technique can demonstrate how
a set of variables can predict a specific outcome, providing information about the model
as a whole, as well as the contribution of each variable included within that model.
The effect of each variable is measured by the regression coefficient (B). It is then
proposed to identify if the independent variable has a significant effect on the dependent
variable through using the t test, where if the sign of coefficient is positive, there is a
positive effect, otherwise the effect is negative (Maddala, 2001). A standardised
coefficient is used to determine the importance of the independent variables for the
dependent variable (Draper and Smith, 1998).
After fitting the regression model, it is important to check if three model assumptions are
satisfied: normality, constant variance and no multicollinearity. The assumption of
residual normality was assessed using a P-P plot (see Appendix 8), while the constant
variance of residuals was assessed using a scatter plot between the fitted values of the
dependent variable and residuals. To detect the presence of multicollinearity between the
variable, the variance inflation factor (VIF) was used. If any variable showed VIF >10
(Maddala, 2001), then it would be dropped from the model in order to remove the harmful
effect of multicollinearity caused by this variable, but the issue did not manifest so no
variables were dropped.
There are two dependent variables: behavioural intention and use behaviour. For each
variable, independent variables were used to assess the performance expectancy, effort
expectancy, social influence, facilitating conditions, hedonic motivation, habit and price
value.
4.3.4 Behavioural intention regression model
Regressing the independent variables on behavioural intention, the two assumptions of
regression analysis, normality and homogeneity of residuals, were valid. Moreover, the
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issue of collinearity among the independent variables was not present, since VIF<10 for
all the variables (Table 4.12). The fitted model of behavioural intention was statistically
significant (F=79.06, p-value<.001), and the independent variables were able to explain
67.9% of the variation in behavioural intention. Habit showed the highest significant
effect on behavioural intention (B=0.358, β=0.436, p-value<.001). Hedonic motivation
showed a positive significant effect (B=0.300, β=0.276, p-value<.001) on the behavioural
intention, with a positive significant effect also seen for performance expectancy
(B=0.182, β=0.146, p-value=.005) and effort expectancy (B=0.191, β=0.143, pvalue=.007).
The findings revealed that habit and hedonic motivation have the most significant
influence on behavioural intention to use mobile technology, followed by performance
expectancy and effort expectancy, while social influence, facilitating conditions and price
value do not influence the behavioural intention to use mobile technology.
Table 4.12: Result of the regression model for behavioural intention
Unstandardised

Standardised

Coefficients

Coefficients

B

SE

(Constant)

-.145

.244

PE

.182

.065

EE

.191

SI

t

p-value

VIF

β
-.594

.553

.146

2.824

.005

2.183

.071

.143

2.698

.007

2.279

.029

.056

.021

.508

.612

1.409

FC

-.024

.060

-.018

-.404

.687

1.605

HM

.300

.054

.276

5.560

<.001

2.006

PV

-.009

.032

-.010

-.266

.790

1.171

H

.358

.039

.436

9.257

<.001

1.807

Dependent Variable: BI
R2=0.679
ANOVA: F(6,263)=79.06, p-value<0.001

4.3.5 Use behaviour regression model
Regressing the independent variables on use behaviour, the assumptions of normality and
homogeneity of residuals were checked and found to be valid. Since VIF<10 for all the
variables, no collinearity was present among the independent variables (Table 4.13). The
141

fitted model of use behaviour was statistically significant (F=10.58, p-value<.001), and
the independent variables were able to explain 22% of the variation in use behaviour.
Facilitating conditions showed the highest significant positive effect on use behaviour
(B=0.165, β=0.223, p-value=.001), while use behaviour was positively affected by habit
(B=0.088, β=0.196, p-value=.008) and price value (B=0.057, β=0.122, p-value=.040). To
summarise, the findings revealed that facilitating conditions have the most significant
influence on the use behaviour to use mobile technology, followed by habit and price
value, while performance expectancy, effort expectancy, social influence and hedonic
motivation do not influence the behaviour to use mobile technology.
Table 4.13: Result of the regression model for use behaviour
Unstandardised

Standardised

Coefficients

Coefficients

B

SE

(Constant)

1.392

.208

PE

.056

.055

EE

-.008

SI

t

p-value

VIF

Β
6.702

.000

.082

1.016

.310

2.183

.060

-.011

-.132

.895

2.279

.050

.048

.067

1.039

.300

1.409

FC

.165

.051

.223

3.230

.001

1.605

HM

-.024

.046

-.041

-.527

.599

2.006

PV

.057

.028

.122

2.066

.040

1.171

H

.088

.033

.196

2.668

.008

1.807

Dependent Variable: UB
R2=0.22
ANOVA: F(6,263)=10.69, p-value<0.001

4.3.6 Moderation effect
As reflected in the diagram of the research model in Figure 3.4, there are intervening
variables that have a moderating effect on the impact of the independent variables on the
dependent variables. The intervening variables that can produce such moderating
interactions include age, gender, educational level and experience. Moderation analysis
is therefore conducted when the relationship between the independent and dependent
variable is assumed to be influenced by a particular intervening variable (Gall et al.,
2007). Furthermore, Hayes (2013, p.8) indicates that “when the goal is to uncover the
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boundary conditions for an association between two variables, moderation analysis is
used”.
Frazier et al. (2004) assert that researchers either use multiple regression or compare the
correlations between groups to test the effect of moderators. However, Baron and Kenny
(1986) claim that the use of correlation to test the moderating effects of intervening
variables might reflect the variances between groups, rather than the effect of the
moderating interaction. The apparent problems inherent in relying on correlation are such
that regression can be viewed as a more appropriate method. Hence, hierarchical multiple
regression was employed to detect the significant effect of the moderators on the
relationship between the independent and dependent variables, through which the
researcher could control the entry sequence of the main effect and the interaction term.
Hierarchal regression analyses were conducted to test the hypotheses of the moderation
effect of personal information on the relationship between the dependent variables
(behavioural intention and use behaviour) and independent variables (performance
expectancy, effort expectancy, social influence, facilitating conditions, hedonic
motivation, habit and price value). In this hierarchal regression, the predictors and
personal information were centred in the first step and entered into the model. Then, the
interactions between the centred predictors and personal information were added to the
model in the second step to assess the moderation effect. When the regression results
indicate a potentially significant moderating effect by the intervening variables, then
conditional effect is used for further examination of the significant moderating effects of
the intervening variables.
4.3.6.1 Performance expectancy moderation
The results presented in Table 4.14 indicate that all the interaction between the
demographic and individual background information and performance expectancy in step
2 was insignificant (p-value>0.05). Consequently, such descriptive data for each lecturer
did not moderate the relationship between the performance expectancy and behavioural
intention.
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Table 4.14: Hierarchal regression investigating the effect of performance expectancy with personal information on the behavioural intention
model
Unstandardised
Model
Step 1

Step 2

R2

Standardised

Coefficients

Coefficients

B

Beta

p-value

pvalue

.389

.377

33.594 <.001

.393

.372

18.730 <.001

VIF

3.844

.000

PE

.758

.608

.000

1.004

Gender

-.071

-.036

.468

1.049

Age

-.103

-.140

.036

1.914

Experience

-.026

-.019

.769

1.879

Education

.107

.091

.094

1.264

(Constant)

3.841

PE

.764

.613

.000

1.032

Gender

-.072

-.036

.470

1.057

Age

-.098

-.135

.055

2.093

Experience

-.042

-.031

.654

2.067

Education

.102

.086

.115

1.272

PE X Gender

-.068

-.025

.611

1.067

PE X Age

-.043

-.046

.544

2.431

PE X Experience

.038

.024

.754

2.484

PE X Education

-.074

-.052

.362

1.367

.000

144

Δf

R

2

(Constant)

Dependent variable: BI

Adj

As per behavioural intention, the results for use behaviour given in Table 4.15 show no significant effect (p-value>0.05) for all the interactions of personal
information with performance expectancy. Consequently, the personal information did not moderate the relationship between the performance expectancy
and use behaviour.
Table 4.15: The hierarchal regression investigating the effect of performance expectancy with personal information on the use behaviour
model

Model
Step 1

Step 2

Unstandardised

Standardised

Coefficients

Coefficients

B

Beta

R2

R2
p-value

Δf

pvalue

VIF

(Constant)

2.718

.000

PE

.195

.286

.000

1.004

Gender

.067

.062

.306

1.049

Age

.039

.097

.232

1.914

Experience

-.028

-.038

.638

1.879

Education

.001

.002

.979

1.264

(Constant)

2.722

PE

.184

.270

.000

1.032

Gender

.068

.062

.304

1.057

Age

.027

.068

.424

2.093

Experience

-.017

-.023

.783

2.067

Education

.004

.007

.921

1.272

PE X Gender

.149

.102

.095

1.067

PE X Age

.041

.079

.392

2.431

.000
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Adj

.089

.071

5.139 <.001

.103

.072

3.312 .001

PE X Experience

-.093

-.105

.256

2.484

PE X Education

.008

.011

.878

1.367

Dependent variable: UB

4.3.6.2 Effort expectancy moderation
Based on the results of hierarchal regression presented in Table 4.16, there was significant interaction between the effort expectancy and education level
(B=-.189, β=-0.116, p-value=.031), and hence it can be concluded that education moderated the relationship between effort expectancy and behavioural
intention.
Table 4.16: The hierarchal regression investigating the effect of effort expectancy with personal information on the behavioural intention
model

Model
Step 1

Step 2

Unstandardised

Standardised

Coefficients

Coefficients

B

β

R2

F

p-value

R2
p-value

VIF

(Constant)

3.846

.000

EE

.853

.637

.000

1.008

Gender

-.019

-.009

.846

1.052

Age

-.083

-.114

.080

1.919

Experience

-.035

-.026

.687

1.880

Education

.081

.068

.194

1.262

(Constant)

3.854

.000
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Adj

.423

.412

38.769 . <.001

.443

.423

22.953 <.001

EE

.855

.639

.000

1.051

Gender

-.039

-.019

.685

1.067

Age

-.097

-.133

.046

2.049

Experience

-.023

-.017

.798

1.999

Education

.098

.083

.115

1.277

EE X Gender

.245

.085

.074

1.060

EE X Age

.071

.075

.291

2.324

EE X Experience

-.063

-.038

.597

2.346

EE X Education

-.189

-.116

.031

1.332

Dependent variable: BI
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Checking the conditional effect of the independent variable, effort expectancy, on the
dependent variable of behavioural intention to use mobile technologies among instructors
indicated a significant positive relationship between effort expectancy and behavioural
intention at all levels of education (except for Diploma), where the effect became higher
(in the direction of agreement) as the level of education decreased (Table 4.17).
Table 4.17: Conditional effects of the effort expectancy on behavioural intention at
values of the moderator (education)
Education

B

t

p-value

Bachelor

1.410

6.616

<.001

Diploma

1.43

.851

.395

Master

.786

9.430

<.001

PhD

.833

8.04

<.001

The hierarchal regression given in Table 4.18 indicated that there was significant
interaction between the effort expectancy and age (B=0.095, β=0.183, p-value=.041).
Hence, it is found that age moderated the relationship between effort expectancy and use
behaviour.
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Table 4.18: The hierarchal regression investigating the effect of effort expectancy with personal information on the use behaviour model

Model
Step 1

Step 2

Unstandardised

Standardised

Coefficients

Coefficients

B

β

R2

R2
p-value

2.719

.000

EE

.213

.290

.000

1.008

Gender

.080

.074

.223

1.052

Age

.044

.109

.180

1.919

Experience

-.029

-.040

.618

1.880

Education

-.006

-.009

.893

1.262

(Constant)

2.727

EE

.206

.281

.000

1.051

Gender

.081

.074

.218

1.067

Age

.032

.081

.334

2.049

Experience

-.004

-.005

.949

1.999

Education

.006

.009

.889

1.277

EE X Gender

.179

.114

.059

1.060

EE X Age

.095

.183

.041

2.324

EE X Experience

-.132

-.145

.107

2.346

EE X Education

-.034

-.038

.573

1.332

.000
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F

pvalue

VIF

(Constant)

Dependent variable: UB

Adj

.091

.073

5.257 <.001

.116

.085

3.970 <.001

Examining the conditional effect of the independent variable, effort expectancy, on the
dependent variable, use behaviour to use mobile technologies, among the instructors at
all age groups indicated a significant positive relationship between effort expectancy and
use behaviour at different ages, where the effect became higher (in the direction of
agreement) as the age increased (>45 years) (Table 4.19).
Table 4.19: Conditional effects of the effort expectancy on use behaviour at values
of the moderator (age)
Age

B

t

p-value

25-29

.212

2.52

.012

30-34

.290

3.46

<.001

35-39

.103

1.23

.218

40-44

.065

.565

.575

45-49

.763

3.77

<.001

50-54

.836

2.22

.027

4.3.6.3 Social influence moderation
Hierarchal regression of the behavioural intention given in Table 4.20 indicated that the
age significantly interacted with social influence (B=0.139, β=0.153, p-value=.043), and
hence age moderated the relationship between social influence and the behavioural
intention.
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Table 4.20: The hierarchal regression investigating the effect of social influence with personal information on the behavioural intention model
Unstandardised
Model
Step 1

Step 2

R2

Standardised

Coefficients

Coefficients

B

β

p-value

p-

R

value

.176

.160

11.26 <.001

.191

.163

6.83

VIF

3.847

.000

SI

.539

.397

.000

1.016

Gender

-.136

-.068

.233

1.050

Age

-.136

-.187

.016

1.915

Experience

.067

.050

.513

1.879

Education

.119

.101

.109

1.271

(Constant)

3.840

SI

.516

.381

.000

1.397

Gender

-.122

-.061

.289

1.072

Age

-.162

-.222

.007

2.144

Experience

.109

.081

.324

2.173

Education

.149

.127

.055

1.383

SI X Gender

.096

.031

.630

1.343

SI X Age

.139

.153

.043

1.812

SI X Experience

-.074

-.046

.564

2.011

SI X Education

-.112

-.075

.235

1.274

.000

151

F

2

(Constant)

Dependent variable: BI

Adj

<.001

Noting the conditional effect of the independent variable, social influence, on the
dependent variable, behavioural intention to use mobile technologies among instructors
at all age groups, indicated a positive relationship between social influence and
behavioural intention at different ages, where the effect became higher (in the direction
of agreement) as the age became higher than 45 years (Table 4.21).
Table 4.21: Conditional effects of the social influence on behavioural intention at
values of the moderator (age)
Age

B

t

p-value

25-29

.612

3.062

.004

30-34

.382

2.997

.004

35-39

.467

3.404

.001

40-44

.658

2.703

.011

45-49

1.031

1.755

.103

50-54

.956

3.015

.030

Hierarchal regression of use behaviour showed that there was no significant interaction
between any personal information with social influence, as shown in Table 4.22. Hence,
personal information did not moderate the relationship between social influence and use
behaviour.
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Table 4.22: The hierarchal regression investigating the effect of social influence with personal information on the behavioural intention model

Model
Step 1

Step 2

Unstandardised

Standardised

Coefficients

Coefficients

B

β

R2
p-value

pvalue

VIF

2.719

.000

SI

.212

.285

.000

1.016

Gender

.046

.042

.488

1.050

Age

.028

.070

.387

1.915

Experience

.001

.002

.985

1.879

Education

.010

.016

.815

1.271

(Constant)

2.718

SI

.190

.257

.000

1.397

Gender

.052

.048

.438

1.072

Age

.024

.059

.496

2.144

Experience

.012

.016

.855

2.173

Education

.007

.011

.873

1.383

SI X Gender

.073

.043

.530

1.343

SI X Age

.025

.049

.536

1.812

SI X Experience

-.048

-.054

.521

2.011

SI X Education

.016

.020

.768

1.274

.000
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F

R2

(Constant)

Dependent variable: UB

Adj

.087

.070

5.05 <.001

.090

.059

2.86

.003

4.3.6.4 Facilitating conditions moderation
Hierarchal regression of the behavioural intention showed that facilitating conditions significantly interacted with age (B=0.160, β=0.095, p-value=.028)
and education (B=-0.204, β=-0.132, p-value=.025), as seen in Table 4.23. Hence, age and education moderated the relationship between facilitating
conditions and behavioural intention.
Table 4.23: The hierarchal regression investigating the effect of facilitating conditions with personal information on the behavioural intention
model
Unstandardised
Model
Step 1

Step 2

R2

Standardised

Coefficients

Coefficients

B

β

F

p-value

p-

R

value

.222

.207

15.06 <.001

.225

.229

9.89

2

VIF

(Constant)

3.847

.000

FC

.615

.455

.000

1.027

Gender

-.145

-.073

.194

1.050

Age

-.117

-.160

.034

1.912

Experience

.112

.083

.265

1.892

Education

.082

.070

.255

1.262

(Constant)

3.834

FC

.597

.441

.000

1.094

Gender

-.122

-.061

.269

1.071

Age

-.172

-.236

.004

2.236

Experience

.174

.130

.100

2.143

Education

.140

.118

.057

1.336

.000
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Adj

<.001

FC X Gender

.276

.095

.099

1.138

FC X Age

.160

.163

.028

1.895

FC X Experience

-.176

-.104

.156

1.868

FC X Education

-.204

-.132

.025

1.193

Dependent variable: BI
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Investigation of the conditional effect of the independent variable, facilitating conditions,
on the dependent variable, behavioural intention to use mobile technologies among
instructors at all education levels (except Diploma), indicated a positive relationship
between facilitating conditions and behavioural intention at different educational levels,
where the effect became higher (in the direction of agreement) as the education level
decreased (Table 4.24). Examining the conditional effect of the independent variable,
facilitating condition, on the dependent variable, behavioural intention to use mobile
technologies among instructors at all age groups, indicated a positive relationship
between facilitating conditions and behavioural intention at different ages, where the
effect became higher (in the direction of agreement) as the age increased above 45 years
(Table 4.24).
Table 4.24: Conditional effects of the facilitating conditions on behavioural
intention at values of the moderators (education and age)
Education

B

t

p-value

Bachelor

1.05

4.69

<.001

Diploma

1.01

.819

.413

Master

.657

6.75

<.001

PhD

.383

2.98

.003

25-29

.729

4.372

<.001

30-34

.654

4.682

<.001

35-39

.430

2.890

.005

40-44

.273

1.423

.166

45-49

1.226

4.179

.001

50-54

.913

1.906

.115

Age
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In the hierarchal regression of use behaviour, the facilitating conditions significantly interacted with gender (B=0.061, β=0157, p-value=.009) (Table
4.25). Hence, gender moderated the relationship between facilitating conditions and use behaviour.
Table 4.25: The hierarchal regression investigating the effect of facilitating conditions with personal information on the use behaviour model
Unstandardised
Model
Step 1

Step 2

R2

Standardised

Coefficients

Coefficients

B

β

2

R
p-value

VIF

(Constant)

2.719

.000

FC

.300

.405

.000

1.027

Gender

.038

.035

.542

1.050

Age

.036

.091

.244

1.912

Experience

.026

.036

.644

1.892

Education

-.004

-.006

.919

1.262

(Constant)

2.709

FC

.273

.369

.000

1.094

Gender

.061

.056

.333

1.071

Age

.020

.050

.551

2.236

Experience

.040

.055

.503

2.143

Education

.010

.015

.819

1.336

FC X Gender

.252

.157

.009

1.138

FC X Age

.056

.104

.177

1.895

FC X Experience

-.136

-.147

.055

1.868

.000
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Adj

F

pvalue

FC X Education

.017

.020

.748

1.193

Dependent variable: UB

The conditional effect of the independent variable, facilitating condition, on the dependent variable, use behaviour in the utility of mobile technologies
among instructors for males and females in teaching proved to be higher (in the direction of agreement) among females than males (Table 4.26).
Table 4.26: Conditional effects of the facilitating conditions on use behaviour at values of the moderators (gender)
Gender

B

t

p-value

Male

.139

1.878

.063

Female

.355

7.102

<.001

4.3.6.5 Hedonic motivation moderation
In the hierarchal regression of behavioural intention, the hedonic motivation did not significantly interact with any variable of personal information
(Table 4.27). Hence, personal, individual background information did not moderate the relationship between hedonic motivation and behavioural
intention.
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Table 4.27: The hierarchal regression investigating the effect of hedonic motivation with personal information on the use behaviour model

Model
Step 1

Step 2

Unstandardised

Standardised

Coefficients

Coefficients

B

Β

R2

R2
p-value

3.846

.000

HM

.738

.679

.000

1.023

Gender

-.252

-.127

.006

1.061

Age

-.071

-.098

.116

1.922

Experience

.021

.016

.797

1.874

Education

.053

.045

.373

1.263

(Constant)

3.847

HM

.740

.681

.000

1.052

Gender

-.260

-.130

.006

1.079

Age

-.070

-.096

.139

2.056

Experience

.020

.015

.816

1.982

Education

.047

.039

.439

1.284

HM X Gender

-.042

-.017

.714

1.123

HM X Age

-.015

-.019

.780

2.204

HM X Experience

.059

.041

.536

2.175

HM X Education

-.066

-.058

.257

1.304

.000
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F

pvalue

VIF

(Constant)

Dependent variable: BI

Adj

.471

.461

47.08 <.001

.474

.456

26.08 <.001

The hierarchal regression of use behaviour showed that hedonic motivation did not significantly interact with any variable of personal information (Table
4.28). Hence, personal background information did not moderate the relationship between hedonic motivation and use behaviour.
Table 4.28: The hierarchal regression investigating the effect of hedonic motivation with personal information on the use behaviour model
Unstandardised
Model
Step 1

Step 2

R2

Standardised

Coefficients

Coefficients

B

Β

F

R
p-value

pvalue

2

VIF

(Constant)

2.719

.000

HM

.162

.273

.000

1.023

Gender

.026

.024

.691

1.061

Age

.045

.113

.169

1.922

Experience

-.015

-.021

.796

1.874

Education

-.012

-.019

.780

1.263

(Constant)

2.722

HM

.160

.270

.000

1.052

Gender

.034

.031

.609

1.079

Age

.034

.085

.318

2.056

Experience

.011

.015

.857

1.982

Education

-.006

-.009

.898

1.284

HM X Gender

.041

.032

.613

1.123

HM X Age

.069

.156

.076

2.204

HM X Experience

-.049

-.062

.478

2.175

.000

160

Adj

.080

.062

4.57

.001

.093

.062

2.97

.002

HM X Education

-.040

-.065

.334

1.304

Dependent variable: UB

4.3.6.6 Price value moderation
The hierarchal regression investigating the interaction effect of price value with personal information on the behavioural intention model is presented in
Table 4.29. None of the personal information variables showed significant interaction with price value, and so did not moderate the relationship between
price value and behavioural intention.
Table 4.29: The hierarchal regression investigating the interaction effect of price value with personal information on the behavioural intention
model

Unstandardised
Model
Step 1

Step 2

R2

Standardised

Coefficients

Coefficients

B

β

p-value
.000

PV

.227

.265

.000

1.037

Gender

-.061

-.031

.613

1.054

Age

-.147

-.201

.014

1.931

Experience

.117

.087

.286

1.935

Education

.070

.059

.369

1.263

(Constant)

3.829

PV

.241

.000
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pvalue

.088

.071

5.093 <.001

.111

.080

3.165 <.001

VIF

3.847

.000

F

R

2

(Constant)

.281

Adj

1.082

Gender

-.044

-.022

.712

1.062

Age

-.181

-.247

.004

2.088

Experience

.170

.127

.135

2.092

Education

.086

.073

.272

1.284

PV X Gender

-.203

-.109

.081

1.131

PV X Age

.080

.116

.152

1.904

PV X Experience

-.118

-.099

.196

1.713

PV X Education

-.048

-.054

.408

1.240

Dependent variable: BI

The hierarchal regression investigating the interaction effect of price value with personal background information on use behaviour model is presented
in Table 4.30. Only experience showed significant interaction with price value (B=-.107, β=-0.164, p-value=.034), and so experience moderated the
relationship between price value and use behaviour.
Table 4.30: The hierarchal regression investigating the interaction effect of price value with personal information on the use behaviour model
Unstandardised
Model
Step 1

R2

Standardised

Coefficients

Coefficients

B

Β

2

R
p-value

VIF

(Constant)

2.719

.000

PV

.130

.277

.000

1.037

Gender

.083

.076

.213

1.054

Age

.019

.048

.556

1.931

Experience

.036

.049

.547

1.935
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Adj

F

pvalue

Step 2

Education

-.011

-.016

.806

1.263

(Constant)

2.709

PV

.125

.267

.000

1.082

Gender

.083

.076

.213

1.062

Age

-.001

-.003

.974

2.088

Experience

.075

.102

.233

2.092

Education

-.006

-.009

.897

1.284

PV X Gender

.016

.016

.797

1.131

PV X Age

.047

.124

.126

1.904

PV X Experience

-.107

-.164

.034

1.713

PV X Education

-.028

-.058

.377

1.240

.000

Dependent variable: UB

The finding of the conditional effect of the independent variable, price value, on the dependent variable, use behaviour to use mobile technologies among
instructors, indicated a positive relationship between price value and use behaviour at different years of experience, where the effect was most significant
in the under 5 year group, and the least significant int the 5–15 years group (Table 4.31).
Table 4.31: Conditional effects of the price value on use behaviour at values of the moderators (gender)
Experience

B

t

p-value

Never thought

.115

.698

.505

Less than five years

.193

4.125

<.001

5-15 years

.068

1.840

.068
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>15 years

.133

1.355

.185

4.3.6.7 Habit moderation
The hierarchal regression investigating the interaction effect of habit with personal information on the behavioural intention model is presented in Table
4.32. None of personal information variables showed significant interaction with habit, and so it is concluded that personal information did not moderate
the relationship between habit and behavioural intention.
Table 4.32: The hierarchal regression investigating the interaction effect of habit with personal information on the behavioural intention
model

Unstandardised
Model
Step 1

Step 2

R2

Standardised

Coefficients

Coefficients

B

Β

p-value

F

p-

R

value

.535

.526

60.80 <.001

.546

.531

34.79 <.001

2

VIF

(Constant)

3.846

.000

H

.595

.725

.000

1.021

Gender

-.171

-.086

.047

1.050

Age

-.039

-.054

.357

1.936

Experience

.012

.009

.880

1.874

Education

.040

.034

.471

1.264

(Constant)

3.845

H

.595

.725

.000

1.040

Gender

-.168

-.084

.052

1.068

Age

-.043

-.059

.332

2.141

.000

164

Adj

Experience

.012

.009

.881

2.059

Education

.043

.036

.444

1.277

H X Gender

.150

.088

.050

1.122

H X Age

.030

.052

.393

2.108

H X Experience

.000

.000

.998

2.139

H X Education

-.056

-.060

.212

1.314

Dependent variable: BI

The hierarchal regression investigating the interaction effect of habit with personal information on the use behaviour model is presented in Table 3.33.
None of personal information variables showed significant interaction with habit, and so the findings indicate that personal information did not moderate
the relationship between habit and use behaviour.
Table 4.33: The hierarchal regression investigating the interaction effect of habit with personal information on the use behaviour model
Unstandardised
Model
Step 1

Step 2

R2

Standardised

Coefficients

Coefficients

B

Β

2

R
p-value

2.719

.000

H

.175

.389

.000

1.021

Gender

.039

.036

.537

1.050

Age

.058

.146

.066

1.936

Experience

-.019

-.026

.741

1.874

Education

-.017

-.027

.671

1.264

(Constant)

2.720

.000

F

pvalue

VIF

(Constant)

165

Adj

.155

.139

9.69 <.001

.163

.134

5.64 <.001

H

.174

.388

.000

1.040

Gender

.042

.039

.509

1.068

Age

.056

.139

.094

2.141

Experience

-.013

-.017

.833

2.059

Education

-.014

-.022

.734

1.277

H X Gender

.064

.069

.254

1.122

H X Age

.027

.085

.300

2.108

H X Experience

-.029

-.047

.570

2.139

H X Education

.020

.039

.548

1.314

Dependent variable: UB
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4.3.6.8 Summary
Based on the research hypotheses, the regression and moderation analysis examined the
key determinants that influence the behavioural intention to use mobile technology using
the UTAUT2 model. The findings revealed that habit and hedonic motivation have the
most significant impact on behavioural intention to use mobile technology in teaching
practice, followed by performance expectancy and effort expectancy. Meanwhile, social
influence, facilitating conditions and price value do not influence the behavioural
intention to use mobile technology. Secondly, the key determinants that influence the
behaviour to use mobile technology were examined using the UTAUT2 model. The
findings showed that facilitating conditions have the most significant influence on the use
behaviour to use mobile technology in teaching practice, followed by habit and price
value, while performance expectancy, effort expectancy, social influence and hedonic
motivation do not influence the behaviour to use mobile technology.
The education level of the lecturers moderated the relationship between effort expectancy
and behavioural intention to use mobile technologies among instructors, with the effect
increasing as the level of education decreased. Age also moderated the relationship
between effort expectancy and the use behaviour to use mobile technologies among the
instructors, where the effect became higher as the age increased, as per the relationship
between social influence and behavioural intention to use mobile technologies, where the
impact was also enhanced as the age increased. Age and education also moderated the
relationship between facilitating conditions and behavioural intention to use mobile
technologies among the lecturers, where the effect became higher as the education level
decreased and the age increased. Furthermore, gender moderated the relationship between
facilitating conditions and the use behaviour to use mobile technologies among the
instructors, and the impact was greater among females than males. Experience also
moderated the relationship between price value and use behaviour, where the effect
increased as the level of experience decreased, while the lowest effect was as the level of
experience increased.
A number of findings emerged based on the constructs:
Performance expectancy: The Saudi higher education lecturers believed in the
usefulness of mobile technology in terms of performing their teaching tasks, with a strong
relationship emerging between performance expectancy and behavioural intention to use
mobile technology in teaching EFL, and a moderate relationship between performance
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expectancy and lecturers’ use behaviour. Based on the regression findings, performance
expectancy significantly influences lecturers’ behavioural intention to use mobile
technology in teaching EFL.
Effort expectancy: The findings show that the Saudi higher education lecturers believed
in the ease of use of mobile technology in performing their teaching tasks, and indicate a
strong relationship between effort expectancy and lecturers’ behavioural intention to use
such technology in teaching EFL, with a moderate relationship found between
performance expectancy and lecturers’ use behaviour. Based on the regression analysis
findings, effort expectancy influences the lecturers’ behavioural intention to use mobile
technology in teaching EFL.
Social influence: The Saudi higher education lecturers believed their teaching and use of
technology was subject to social influences, as they became familiar with applying mobile
learning in their teaching tasks. There is a moderate relationship between social influence
and lecturers’ behavioural intention to use mobile technology in teaching EFL and use
behaviour. Based on the regression analysis, the findings reveal that social influence does
not influence the behavioural intention to use mobile technology, or the use behaviour.
Facilitating conditions: The findings reveal that the Saudi higher education lecturers
believed that the organisational and technical infrastructure exists to support mobile
technology teaching and knowledge sharing. There is a moderate relationship between
facilitating conditions and lecturers’ behavioural intention and use behaviour in utilising
mobile technology in teaching EFL. Based on the regression analysis findings, facilitating
conditions have the most significant influence on lecturers’ use behaviour to use mobile
technology in teaching EFL.
Habit: The Saudi higher education lecturers tend to use mobile technology and have both
positive attitudes and the willingness to use it throughout their teaching. There is a strong
relationship between habit and the lecturers’ behavioural intention to use mobile
technology in teaching EFL, with a moderate relationship between habit and lecturer use
behaviour. Based on the regression analysis, habit has the most significant influence on
both lecturers’ behavioural intention to use mobile technology in teaching EFL and use
behaviour.
Hedonic motivation: The findings reveal that the Saudi higher education lecturers
believed that it is more likely that a lecturer will use mobile devices for teaching if he or
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she finds the interaction intrinsically enjoyable or interesting, which is indicative of a
strong relationship between hedonic motivation and lecturers’ behavioural intention to
use mobile technology in teaching EFL. The findings show a moderate relationship
between hedonic motivation and lecturers’ use behaviour. Based on the regression
analysis, hedonic motivation has the most significant influence on lecturers’ behavioural
intention to use mobile technology in teaching EFL.
Price value: The Saudi higher education lecturers believed that the price of mobile
devices influences mobile technology teaching. A moderate relationship emerged
between price value and lecturers’ behavioural intention to use mobile technology in
teaching EFL and use behaviour. Based on the regression analysis findings, it was
revealed that price value influences lecturers’ use behaviour to use mobile technology in
teaching EFL.
The results of the research hypothesis are presented in Table 4.34.
Table 4.34: The results of hypotheses testing
Hypothesis

Result

Conclusion

H1.1
PE→BI is significant (p .005).
Performance expectancy
influences
lecturers’
behavioural intention to use
mobile technology.
H1.2
Performance expectancy
PE→UB is not significant.
influences lecturers’ use
behaviour.

(accepted)

H2.1 Effort expectancy EE→BI is significant (p .007).
influences
lecturers’
behavioural intention to use
mobile technology.
H2.2 Effort expectancy
influences lecturers’ use EE→UB is not significant.
behaviour.

(accepted)

H3.1
Social
influence SI→BI is not significant.
influences
lecturers’
behavioural intention to use
mobile technology.
H3.2
Social
influence
influences lecturers’ use SI→US is not significant.
behaviour.

(not accepted)

H4.1 Facilitating conditions FC→BI is not significant.
influence
lecturers’

(not accepted)
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(not accepted)

(not accepted)

(not accepted)

behavioural intention to use
mobile technology.
H4.2 Facilitating conditions FC→UB is significant (p< .001).
influence lecturers’ use
behaviour.

(accepted)

H5.1 Habit influences H→BI is significant (p< .001).
lecturers’
behavioural
intention to use mobile
technology.
H5.2 Habit influences use
H→UB is significant (p .008).
behaviour.

(accepted)

H6.1 Hedonic motivation HM→BI is significant (p< .001).
influences
lecturers’
behavioural intention to use
mobile technology.
H6.2 Hedonic motivation
HM→UB is not significant.
influences lecturers’ use
behaviour.

(accepted)

H7.1
Price
influences PV→BI is not significant.
lecturers’
behavioural
intention to use mobile
technology
H7.2
Price
influences
PV→UB is significant (p.040).
lecturers’ use behaviour

(not accepted)

H8.1 At least one personal
characteristic (gender, age,
education and experience)
moderates the relationship
between the
independent
variables and lecturers’
behavioural intention to use
mobile technology.

EEx Educationx→BI is
significant (p.031).
SIx Agex→BI is significant
(p.043).
FCx Agex→BI is significant
(p.028).
FCx Educationx→BI is
significant (p.025).

(accepted)

H8.2 At least one personal
characteristic (gender, age,
education and experience)
moderates the relationship
between the
independent
variables and lecturers’ use
behaviour.

EEx Age x→UB is significant
(p.041).
FCx Genderx→UB is
significant (p.009).
PVx Experiencex→UB is
significant (p.034).

(accepted)

(accepted)

(not accepted)

(accepted)

4.4 Qualitative Data Findings
A qualitative approach was employed in this study to deepen the understanding of the
quantitative results by virtue of the study model presented in Figure 3.4. A semistructured interview process was developed. Twelve lecturers were interviewed in order
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to collect this qualitative data, with their demographic details and the type of interview
summarised in Table 3.3.
4.4.1 Themes
The codes that emerged from the thematic analysis of the transcripts where considered
by the researcher, and twenty themes were identified. These were examined and reexamined based on the available interview data, resulting in seventeen themes being
retained in this empirical study, with three themes being eliminated due to their lack of
representation in the interview transcriptions. These themes were then found to fit and
relate to the UTAUT2 model, and thus seven themes were drawn from the model, with
the data-derived themes recategorised as sub-themes. Table 4.35 presents the themes and
sub-themes that emerged during the qualitative analysis, and the associated codes can be
found in Appendix 7.
Table 4.35: Themes and sub-themes emerging from the qualitative analysis
Themes

Sub-Themes
1- Application use

1

Performance expectancy

2- Productivity
3- Usefulness
4- Distraction
5- Mobility and accessibility

2

Effort expectancy

6- Ease of use
7- Time management

3

Social influence

4

Hedonic motivation

8- Encouragement
9- Support
10- Enjoyment
11- Security and safety
12- No defined plan

5

Facilitating condition

13- Internet connection
14- Training and knowledge
15- The number of students

6

Habit

16- Willingness

7

Price value

17- Cost
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The following section introduces the themes and sub-themes affecting mobile learning
technology’s acceptance among Saudi higher education lecturers, as derived from the
thematic analysis of the qualitative data.
4.4.2 Emerging themes
4.4.2.1 Performance expectancy
The performance expectancy component in the conceptual framework is defined as “the
degree to which an individual believes that using the system will help him or her to attain
gains in job performance” (Venkatesh et al., 2003, p.447). According to the proposed
study model, performance expectancy is the level of Saudi university lecturers’ personal
belief that using mobile technology is benefiting them in terms of performing their
teaching tasks. This theme includes four sub-themes derived from the qualitative data:
application use, productivity, usefulness and distraction.
Application use
Application use concerns how a participant found mobile learning technology to be
beneficial via the adoption of different apps during the performance of their teaching
activities. Through the interviews, eight participants indicated that their adopted
applications positively affected their perspectives concerning mobile technology for
teaching English, for example:
“I always urge students to use Twitter to post and share their comments in the
target language” (Interviewee 1)
“I use videos during my teaching, and this affects students positively. I use
Telegram for them as well, to submit their homework” (Interviewee 3)
One participant’s response referred to performance expectancy in terms of how using the
application may detrimentally affect the lecturers’ views on mobile learning, and in the
context of WhatsApp, the participant stated that:
“I think students feel shy to comment” (Interviewee 2)
Productivity
One participant suggested that mobile learning technology decreased his productivity by
proving a distraction for the students:
“The use of mobile technology disturbs them” (Interviewee 5)
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The remaining participants reported increased productivity through having adopted
mobile learning technology, for example:
“students love using mobile apps in the classroom and are always eager to take
part more than in traditional kinds of exercises, either desktop or textbooks”
(Interviewee 1)
Another participant indicated that the use of technology enhanced his professional
development:
“technology enables me to learn online from others” (Interviewee 4)
Usefulness
Usefulness relates to how the interview participants found mobile learning technology
advantageous while conducting their teaching. All participants reported on the utility of
mobile learning technology in relation to their teaching activities, identifying various
reasons for why mobile learning technology is useful for their teaching, for example:
“Not just for us … but for our students as digital natives, it becomes part of
everyday life” (Interviewee 3)
Nevertheless, one participant indicated that mobile technology is not an effective
replacement for a well-planned lesson:
“I don’t think technology is a substitute for a well-prepared lesson, you know, and
a teacher with knowledge of their subjects and who are interested in teaching”
(Interviewee 2)
Distraction
Four participants reported their concern over the disruptive or distracting nature of
technology devices, despite their awareness of the potential benefits of mobile
technology, for example:
“using such devices to teach is a great idea, but I believe many challenges will
be met by the teacher, which may be a lack of control, how to get the students
involved, and not let them become distracted” (Interviewee 4)
4.4.2.2 Effort expectancy
The effort expectancy component in the conceptual framework is the degree of ease
associated with consumers’ use of technology (Venkatesh et al., 2003). According to the
proposed study model, effort expectancy implies that it is more likely that Saudi higher
education lecturers will use mobile technology if the mobile device is easy to use in daily
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life. This theme includes three sub-themes derived from the qualitative data: ease of use,
time management, mobility and accessibility.
Ease of use
The majority of participants reported the simplicity of teaching using mobile technology,
which has positively affected their decision to adopt such technology during their daily
and academic lives. For example, one participant remarked:
“The thing I love about these technologies is that it’s easy to access specialist
scholars to ask them questions on something you want to educate yourself about
... or as a way to check whether the academic said something or not”
(Interviewee 7)
Two participants reported that they required familiarity with using such technology,
confirming that it is straightforward if the lecturers continue their practice with it inside
the classrooms:
“It’s too easy! You’ll get used to it once you start practicing it continually”
(Interviewee 8)
Three participants expressed slightly less confidence than those mentioned above,
although they still found the learning process to be relatively simple. One believed that
mobile technology could be straightforward for those who are accustomed to it:
“Technology is simple for the practitioner who is used to using it; I faced real
barriers at the beginning since there was nobody who could provide help”
(Interviewee 9)
Time management
Six participants reported that mobile technology supported their teaching time
management, for example:
“I use my phone to send something to the students. Sometimes I use it when I plan
the material before the lecture and need to look for information quickly”
(Interviewee 2)
This enables ease of research, the retention and recovery of information, and its transfer
to students both inside and out of the classroom, which is vital given the limited time
available during the teaching day. Another participant stated:
“I assume the use of technology is saving time and effort. I can deliver the lesson
and still have time to assess students, track their work and focus on weak students.
It encourages me to use technology in my teaching classes” (Interviewee 4)
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A contrasting perspective was conveyed by four participants, who believed that mobile
technology did not assist with their management of study time, where they indicated that
adopting mobile technology necessitates spending greater time on managing and
monitoring the students. One interviewee expressed:
“I’d feel better if I had more time with my students” (Interviewee 4)
Whilst another explained:
“I believe that mobile technology for teaching English can be useful in practising
language outside of classrooms, as lecturers need additional time to monitor and
guide their students using this technology” (Interviewee 8)
It was also reported that certain lecturers adopt mobile technology as a means of reducing
the required effort, as opposed to improving their teaching. For instance, one participant
asserted:
“The profit in educational processes is minimal, and lecturers rely on the use of
technology to exert less effort ... not to help improve education” (Interviewee 5)
Mobility and accessibility
All participants reported that a primary advantageous characteristic of mobile technology
is its mobility, indicating the significance of this quality in encouraging them to adopt
mobile learning technology, with one participant relating how:
“I think it’s very practical, affordable and useful to use mobile technology
whether it’s a phone or a tablet in EFL classrooms, because they’re easy to
bring and I sometimes run into problems with computers in classrooms. It’s
nice having an alternative. And when I send students an electronic quiz or
activities and let them use their mobile phones, my students like that as well.”
(Interviewee 3)
Another participant reported that mobile learning technology’s accessibility enables her
to contact her students in a straightforward and rapid manner:
“It is really great quality! Mobility is one of the distinctive features of mobile
learning. If I ask students to do an assignment or research, usually they have
some questions and they typically contact me by email. I only contact two
students via email, and the rest via WhatsApp” (Interviewee 9)
4.4.2.3 Social influence
The social influence component in the conceptual framework is the extent to which
consumers perceive that important others, such as family and friends, believe they should
use a particular technology (Venkatesh et al., 2003). According to the proposed study
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model, social influence is defined as the degree to which Saudi higher education lecturers
perceive that important others believe they should or should not use mobile technologies
in teaching EFL. The social influence theme includes two sub-themes: encouragement
and support.
Encouragement
All of the participants reported the reasons that either encouraged or discouraged them
from adopting mobile learning technology during their teaching, and when asked various
questions relating to social influence, they reported diverse perspectives. Five participants
mentioned self-encouragement as a principal factor informing their adoption of mobile
technology, for instance:
“individual attempts” (Interviewee 1)
“individual effort” (Interviewee 7)
“To be honest with myself, I am aware of the potential of this technology for
education in general” (Interviewee 2)
The participants reported how mobile technology’s characteristics are the major
encouraging factors in their use of mobile technology, for example:
“Generally, nowadays all around me I see motivations to use this technology. We
are in the technological age, and smartphones now are not only for making calls,
they provide us with special things. I think that if we can make use of it,
particularly in English teaching, it will help in many ways, particularly with our
generation who are considered digital natives” (Interviewee 6)
Three participants reported insufficient encouragement from their universities. For
example:
“Most of my colleagues are aware of mobile learning, but I realised that some of
them try to avoid using it in their teaching, because they may need some
encouragement” (Interviewee 2)
Another related how:
“Teacher competitiveness inspired me to use technology” (Interviewee 7)
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Support
Eight interviewees indicated they were provided with sufficient support to use mobile
technology during their teaching. Nevertheless, participants mentioned that such support
is:
“Not enough to be used by everyone” (Interviewee 2)
With one participant explaining that:
“The budget alone for education is equal to the entire budget of other nations. So
why do we need to pay for everything? Poor university infrastructure”
(Interviewee 7)
4.4.2.4 Hedonic motivation
The hedonic motivation component in the conceptual framework is defined as the fun or
pleasure derived from using a technology (Venkatesh et al., 2012). According to the
proposed study model, hedonic motivation is the extent to which Saudi higher education
lecturers have fun or pleasure derived from using mobile technologies in teaching EFL.
The hedonic motivation theme includes two sub-themes: enjoyment and security and
safety.
Enjoyment
It is more likely that a lecturer will decide to adopt mobile devices for learning if they
find the resulting interaction intrinsically enjoyable or interesting. The interview findings
reveal that eight participants identified the enjoyment component as crucial to their use
of mobile devices, with supporting statements for this finding including:
“it is easy and fun” (Interviewee 1)
“it adds enjoyment, excitement and love of teaching” (Interviewee 4)
“I think it adds some kind of amusement to move away from the traditional
unexciting teaching processes” (Interviewee 5)
One participant commented on the enthusiasm expressed by students using a mobile
device for learning and communication, relating how:
“I appreciate my students’ enthusiasm as they try to involve themselves in some
tasks and do their best to learn English outside the classroom, by using their
mobile phones to practice different skills” (Interviewee 6)
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One participant referred to mobile devices’ ability to stimulate freedom that other
technology cannot provide:
“Mobile technology made teaching more exciting and interesting. Changing
teaching [practice] before mobile technology was still quite boring, in terms of
using technology via laptops or desktops. We had to follow a particular [MoEdirected teaching] procedure, but now it’s better, with more flexibility offered by
mobile devices” (Interviewee 4)
Security and safety
Three participants reported their concerns regarding privacy while adopting mobile
learning technology for teaching, especially within the classroom environment. One
participant noted it to be:
“My biggest concern … apart from perhaps media awareness” (Interviewee 1)
Another participant reported her concerns over mobile device use inside classrooms:
“How can a teacher use a smartphone inside the classroom and overcome the
challenge of students misusing them? How can she control every one of them and
ensure other friends that they are not tweeting or snapping on? How can she
ensure that she isn’t filmed and uploaded online?” (Interviewee 5)
Moreover, one participant reported that:
“Often I feel the danger when I work in a group, because some students do not
engage in total confidentiality when I try to involve them in an exercise using their
mobiles” (Interviewee 9)
4.4.2.5 Facilitating conditions
The facilitating conditions component of the conceptual framework refers to consumers’
perceptions of the resources and support available to perform a behaviour (Venkatesh et
al., 2003). According to the proposed study model, facilitating conditions indicated that
if Saudi higher education lecturers believe organisational and technical infrastructure
exists to support mobile technology teaching and knowledge sharing, they will be more
likely to use mobile devices for teaching. The facilitating conditions theme includes four
sub-themes that derived from the qualitative data: no defined plan, internet connection,
training and knowledge, and the number of students:
No defined plan
The majority of the participants reported that a fundamental issue hindering their use of
mobile technology is the absence of a clear plan to follow, with clear objectives and
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instructions regarding how to use this technology in an efficient and productive manner.
One participant stated:
“On the other hand, I think there is no clear plan for how this technology can be
used” (Interviewee 1)
While another expressed how:
“The main concern, therefore, for us as language lecturers here is not whether we
should be using this technology in our language teaching actual practice, but how
it can be used efficiently and sufficiently, so that both lecturers and learners can
benefit from it” (Interviewee 3)
Others indicated their awareness of the potential advantages of mobile technology for
language learning, but suggested that such technology’s adoption in the classrooms
should be optional and never obligatory:
“The use of technology is optional but should never be compulsory”
(Interviewee 2)
Internet connection
Every participant cited the poor internet connection provided by the universities as being
a problem. One participant described how:
“The university environment was not encouraging the use of technology, as there
were no readily accessible resources such as Wi-Fi in classrooms in order to use
the technology” (Interviewee 2)
Another participant reported that:
“the university provides internet connection but it’s always a weak connection”
(Interviewee 9)
Training and knowledge
The participants identified that insufficient training poses a barrier to use, with one
interviewee indicating that:
“Of course, having the ability to allow students to benefit from this technology
outside the classrooms would be very helpful. However, I believe that some
English language instructors require further training to be able to do so”
(Interviewee 3)
Two participants mentioned that they had undertaken training for mobile learning use,
with the university offering a number of training courses, but yet these were inevitably
theoretical and lacked any live application. One interviewee reported that:
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“I participated in a distance-learning training course. It was about how to use an
iPad in education, but the issue was actually the challenges of its application in
the classroom” (Interviewee 6)
Nevertheless, another interviewee related how he was able to access training
independently:
“Technology provides the chance to learn online from others. I don’t have to wait
until they find a place for me in the training. I can learn autonomously”
(Interviewee 4)
Regarding the knowledge base, the interview findings established that four of the twelve
participants were insufficiently knowledgeable in terms of mobile technology’s
application, with one participant reporting that:
“My main concern, besides perhaps media awareness, is about not having a
sufficient knowledge base when it comes to teaching something via technology. I
mean, we worked on a blog in the class, and not every student knew how to work
a blog” (Interviewee 1)
The number of students
Two participants reported that the substantial number of students in the classroom cohort
represents a hindrance to managing their use of mobile technology within the classroom
environment. They explained that:
“The number of students in the classes is huge” (Interviewee 9)
“The number of students per class is 35 plus, which makes it difficult for the
teacher to micro-manage everybody during phone-based activities”
(Interviewee 1)
4.4.2.6 Habit
In the habit section of the conceptual framework, habit is defined as the extent to which
people tend to perform behaviour automatically due to prior learning (Venkatesh et al.,
2012). According to the proposed study model, habit is defined as the degree to which
Saudi higher education lecturers tend to use mobile technologies automatically in
teaching EFL. It includes the willingness theme derived from the qualitative data.
Willingness
Most of the interviewed lecturers expressed their willingness to adopt mobile technology,
deeming it to be an advantageous tool, irrespective of whether they applied it during their
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own teaching. Nevertheless, the lecturers reported a number reasons that could discourage
them from using it, for example:
“I do not use mobile technology for language teaching, but it’s a new technique
and I’m excited about using it” (Interviewee 5)
Further, one participant stated:
“We would like and have a strong desire to adapt it, in order to keep up with world
developments, but we don’t receive enough support” (Interviewee 8)
Another participant, when asked about his intention to adopt mobile technology for his
teaching, expressed his reluctance to do so, irrespective of his beliefs regarding the
advantages of mobile technology during teaching, reporting that:
“Indeed, I believe in the advantages and potential of mobile devices for English
teaching. However, I don’t think this is part of the curriculum or, to the best of
my knowledge, I don’t see there are special courses or anything for it. There is a
little bit in the English curriculum in the form of viewing, like watching films and
videos. But that is minimal, nothing is requiring technology use” (Interviewee 6)
4.4.2.7 Price value
The price value component of the conceptual framework is defined as the potential for
the cost and pricing structure to have a significant impact on consumers’ technology use.
According to the proposed study model, price value is defined as the degree to which
Saudi higher education lecturers perceived the benefits of using mobile technologies in
teaching EFL as being of greater value than the monetary cost of the purchase. Price value
includes the cost theme derived from the qualitative data.
Cost
The majority of participants reported that the costs involved in mobile device use are
affordable, with most students owning their own devices. One participant observed:
“It’s not only available to lecturers, all my students own smartphones”
(Interviewee 2)
A further participant reported that smartphones may be:
“[a] little bit pricey, however they are affordable. Most of my students have the
latest model of smartphones” (Interviewee 6)
However, another participant reported that smartphones are a personal matter, and that
their university is unconcerned with the cost, so they may have:
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“affordable prices, but there is no role of the universities in this. It is a personal
matter” (Interviewee 7)
4.4.3 Summary of the qualitative findings
Based on the above analysis, there now follows a summary of the qualitative findings of
each construct.
Performance expectancy:
Most of the lecturers found mobile technology to be useful in their academic teaching.
Increased productivity and the usefulness of the different apps were reported to be helpful
by the interview participants, although three participants noted that distractions may arise
due to the use of mobile technology.
Effort expectancy:
The qualitative responses by the majority of the interview participants indicated the ease
of use, mobility and accessibility of mobile learning technology, as well and its efficiency
in terms of time and effort. One participant indicated certain difficulty in that lecturers
require additional time when using mobile technology inside the classrooms, which is
challenging given their heavy workload. Nevertheless, this did not outweigh the reported
benefits of mobile learning technology for time management, where all the participants
perceived the technology as a facilitator in achieving their goals.
Social influence:
The qualitative analysis of the interview data provided two important themes:
encouragement and support. All of the interview participants reported encouragement in
using mobile learning technology, finding that enthusiasm and satisfaction resulted from
self-motivated encouragement and technology use, with universities and peers having
little impact on their level of encouragement to utilise mobile learning technology.
Support as a social influence was also self-motivated, with the lecturers reporting a
paucity of institutional impact on mobile learning technology use.
Hedonic motivation:
All the participants identified the enjoyment component as being crucial to their use of
mobile devices, although several raised privacy concerns about using mobile learning
technology in the classrooms.
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Facilitating condition:
The qualitative findings suggest that the more lecturers perceive that there is
infrastructure and mobile learning support, the more likely they are to engage in mobile
learning, although they reported the lack of support in terms of Wi-Fi availability and
training. The majority of the participants indicated that simply providing a resource does
not ensure its use per se, and that lecturers should be informed of and offered guidance
on how mobile technology can be utilised for effective teaching.
Habit:
All the participants tended to utilise mobile technology and have the willingness to
employ it throughout their teaching, while they also acknowledged the potential benefits
of its use, provided that their universities supported and encouraged this.
Price Value:
All of the participants considered the price of mobile devices and internet connection to
be significant, but affordable to both lecturers and students.

4.5 Triangulation of Data
Table 4.36 presents a triangulation of both the quantitative and qualitative findings that
emerged from the data analysis in this chapter.
Table 4.36: Triangulation of the quantitative and qualitative findings
Quantitative findings

Qualitative findings

Performance Expectancy
Mobile technology is useful for
teaching
Strong relationship between
performance expectancy and
behavioural intention
Moderate relationship between
performance expectancy and use

Mobile technology is useful for
teaching
Increased productivity
Usefulness of different apps
Distraction an issue for some lecturers

behaviour
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Performance expectancy significantly
influences behavioural intention
Effort Expectancy
Ease of mobile technology for teaching

Ease of use of mobile technology for

Strong relationship between effort

teaching

expectancy and behavioural intention

Mobility and accessibility

Moderate relationship between effort

Efficiency in time and effort

expectancy and use behaviour

The additional time required when

Effort expectancy significantly

using mobile technology inside the

influences behavioural intention

classroom (one lecturer)

Social Influence
Social influence important in using
mobile technology for teaching
Moderate relationship between social
influence and behavioural intention
Moderate relationship between social
influence and use behaviour
Social influence does not influence
behavioural intention and use

Self-encouragement applied in using
mobile technology for teaching
Universities and peers are less
encouraging factors for mobile learning
technology use
Lack of support is an issue

behaviour
Facilitating Conditions
Organisational and technical
infrastructure exists to support mobile
technology teaching
Moderate relationship between
facilitating conditions and behavioural
intention
Moderate relationship between
facilitating conditions and use

Lack of support such as Wi-Fi and
training
Need for official guidance on how
mobile technology can be utilised

behaviour
Facilitating conditions significantly
influence use behaviour
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Habit
Widespread use of mobile technology,
positive attitudes and willingness to
use it throughout teaching
Strong relationship between habit and
behavioural intention
Moderate relationship between habit
and use behaviour

Comprehensive use of mobile
technology and the willingness to
apply it

Habit significantly influences
behavioural intention and use
behaviour
Hedonic Motivation
Lecturer will use mobile devices for
teaching if he or she finds the
interaction intrinsically enjoyable or
interesting

Enjoyment component is crucial to the

Strong relationship between hedonic

use of mobile devices

motivation and behavioural intention

Potential privacy issues when using

Moderate relationship between hedonic

mobile technology in the classroom

motivation and use behaviour
Hedonic motivation significantly
influences behavioural intention
Price Value
The price of mobile devices influences
mobile technology teaching
Moderate relationship between price
value and behavioural intention

Price of mobile devices and internet

Moderate relationship between price

connection high but affordable

value and use behaviour
Price value significantly influences use
behaviour
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4.6 Chapter Summary
This chapter presented the analyses for the quantitative data resulting from the
questionnaire survey, and the qualitative the data emerging from the interviews. This was
then triangulated to compare the findings, which indicated a high level of agreement in
the findings extracted from both data collection methods. Next, a comprehensive
discussion on the findings that have emerged from the study is carried out in Chapter 5,
with links back to the literature reviewed in Chapter 2.
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Chapter 5
Findings and Discussion
5.1 Introduction
This chapter presents an in-depth discussion of the results emerging from the analyses
conducted in Chapter 4, with links to the literature presented in Chapter 2. These results
are discussed in accordance with the aim and objectives of the study, as stated in Chapter
1, in order to determine the acceptance of mobile technology among lecturers when
teaching English in Saudi universities. The sections of this chapter correspond with each
of the research objectives stated in section 1.8, with the discussion presented in two parts:
(i) The general usage of mobile technology among English language lecturers in state
universities in the Kingdom of Saudi Arabia through exploring their general
experiences and uses of mobile technology, with the lens of focus placed on the
use behaviour with the technology.
(ii) A discussion of the research findings in terms of the second and third research
objectives in order to consider the traditional, cultural and practical obstacles to
the use of mobile technology among English language lecturers in state
universities in the Kingdom of Saudi Arabia, using the UTAUT2 model to guide
the exploration in this study and gain a deeper understanding of the benefits and
the challenges of using mobile technology to teach the English language in the
state universities’ context.
As this study is principally based on one research model (i.e. UTAUT2), in order to
respond to the second and third research objectives, the second objective is examined
through the quantitative results emerging from the questionnaire survey, while the third
objective is discussed on the basis of the qualitative findings emerging from the
interviews. The qualitative and quantitative research findings that arise herein are
interpreted primarily based on the research model. Finally, a summary of the chapter is
presented.

5.2 Research Objective 1
The first research objective is to determine the general usage of mobile technology among
English language lecturers in state universities in the Kingdom of Saudi Arabia, in order
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to understand the practices and usage of mobile technology among those involved in the
teaching process to build new experiences and develop new knowledge-building
scaffolds (Godwin-Jones, 2015). Therefore, this section discusses the experiences of the
lecturers regarding their general use of mobile technology rather than being specifically
focused on their teaching, and uses the quantitative questionnaire data to support the
discussion.
5.2.1 Use behaviour in general
To assess mobile device ownership in the sample, the participants were asked to specify
which devices (i.e. smartphones and tablets), they currently own. The results of this study
show a high proportion of ownership of mobile devices, with 98% of the instructors
owning smartphones and half owning tablets. This reveals that while the lecturers were
inclined to own both devices, perhaps for different purposes, smartphone ownership and
use was evidently the most prevalent. In general, half of the respondents either owned or
had access to both a smartphone and a tablet, while 2% who did not own smartphone
already possessed a tablet.
This result indicates a high level of mobile devices’ ownership among the lecturers in
Saudi higher education. Therefore, the emerging individual practices and personal
attempts to enhance the teaching and learning of English in Saudi higher education
institutions can make a pragmatic transition from these individual practices of teaching
and learning to institutional implementation as a cost-cutting strategy by calling for the
lecturers to use their own devices as a broad institutional strategy.
Since a high level of acceptance is reported, there is a requirement for a stated institutional
policy to regulate and govern the implementation process. Hence, Saudi universities can
apply a bring your own personal handheld device (BYOPHD) policy among the teaching
staff to encourage the integrated use of mobile technologies in teaching and learning. The
UNESCO Mobile Learning Policy Guidelines (Kraut, 2013) highlight the convenience of
owing mobile technologies, which can facilitate the implementation of a BYOPHD
strategy, and identify three widely practised models for ensuring people have the
hardware necessary for mobile learning: (i) governments or other institutions provide
devices directly to the learners; (ii) learners supply their own devices, commonly referred
to as bring your own device (BYOD); or (iii) governments and institutions share the
provisioning responsibilities with the learners.
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Kraut (2013) defines the BYOPHD strategy as advantageous since it is affordable and
inexpensive in locations where most people have mobile devices, and therefore such
strategies can be applied easily and BYOPHD projects can be quickly implemented.
Based on the quantitative and qualitative research findings in this study, higher education
institutions can create profiles of the faculty members to guide the BYOPHD strategy and
facilitate mobile teaching inside the institution. In addition, higher education institutions
also encourage mobile learning and teaching outside the institution, so that efficient and
effective learning and teaching can be achieved quickly and affordably, although this may
reveal challenges and barriers that could prevent or hinder the use of mobile technology
in higher education. This strategy allows the integration of personal use, as described by
Godwin-Jones (2015), into the learning environment via an easily accessed tool for virtual
learning and knowledge building.
Problems with technology and barriers to the successful implementation of a BYOD
strategy may be reduced by adequate preparation, but the lecturers felt that their
institutions currently failed to provide adequate support for those who were using their
own devices, as well as those who wanted to. The lecturers claimed that the use of their
own devices could be best supported through online or offline training, together with
additional information and resources.
A BYOD strategy would result in teaching practices evolving, while Whalley et al. (2020)
suggest that broad high-level support within the institution would encourage both students
and lecturers to extend their learning practices beyond classroom teaching and learning,
and could facilitate greater engagement in fieldwork (Note: support and training are
discussed later in the subsequent sections when discussing the second and third
objectives). When practitioners are encouraged and enabled to use BYOD, this can have
a positive effect on lecturers’ teaching by changing the way that they teach and assess.
This study found that almost all the participant instructors (98%) owned a smartphone,
but cautions that ownership does not necessarily predict familiarity with the technology,
despite Fu and Hwang’s (2018) belief that ownership is a critical aspect of being able to
successfully implement mobile teaching and learning. Nikolopoulou (2020) highlights
the important role played by professional development in achieving the successful
implementation of mobile learning technology, which was also noted in the interview
responses. It is thus clear that when professional development is planned by educational
institutions, those with more sophisticated mobile technology skills should be considered,
since Sudhaus (2013) claims that mobile technology users seek to develop their skills
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further in this regard, using a process that acts as a scaffold between training and practice.
Training should therefore extend beyond technical concerns to also focus on pedagogical
practice. Vosloo (2012) and Kraut (2013), both researching for UNESCO, suggest that
instructors should be trained on how mobile technologies can be incorporated into
learning, with the former indicating that lecturers should learn how to employ these
technologies in their classroom practice, as well as teaching students the basics of digital
literacy and even using such technological devices to moderate disruptive behaviour.
Meanwhile, Kraut (2013, p.31) suggests that government investment in teacher training
should take priority over “investment in technology itself”. Integrating this innovation into
education is critical, with Nikolopoulou (2020) advising that this means considering
issues such as flexible curricula, teacher education and varying practices in universities.
As the smartphone was the most popular mobile device utilised by the participants,
followed by tablets, it is necessary to examine how frequently the lecturers used the
device, particularly to access the internet. As seen in Table 4.4, the proportion of owners
of smartphones who used their smartphones once or more each day (97%) was twice that
of the tablet-using respondents. Moreover, around twice the number of lecturers used
their smartphones to access the internet each day when compared to the tablet users.
Hence, in essence, the respondents who owned both smartphones and tablets were more
likely to use their smartphones for any purpose, and particularly to access the internet,
than their tablets, thus highlighting the preference for smartphone over tablet usage in the
study context. There appears to be a greater perceived convenience with the smartphone,
and hence its higher frequency of use. This study is not, however, an evaluation of the
devices but rather their use for learning and teaching at Saudi state universities, in order
to offer Saudi higher educational institutions a guide to this specific tool for supporting
EFL pedagogy in a manner that “combines [a] multitude of communication and
computing features in one compact system” (Corbeil and Valdes-Corbeil, 2007, p.54).
The participants were also asked to indicate how frequently they used their mobile
devices for a range of common purposes, where the results reveal interesting differences
in uses for the smartphone and tablet devices. A high proportion of the lecturers often or
always used their smartphones to receive and send text messages and schedule
appointments, while over half used them to edit and read documents, and hold video
conversations. This reported usage was considerably higher than that reported for the
same often or always usage of their personal tablets, with only editing and reading
documents being carried out by over half the tablet users, while scheduling appointments,
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holding video conversations, and receiving and sending text messages often or always
was only carried out by less than one-quarter of the tablet users.
The findings reveal that the Saudi lecturers frequently used mobile technology and had
positive experiences regarding the technology in general. Consequently, these results
show that the Saudi lecturers more experienced in using mobile technology were better
able to utilise this in their teaching processes to create new learning experiences for their
students. It is therefore important that the educational institutions develop policies for the
utilisation of mobile devices in teaching and learning. Consideration now turns to the
lecturers’ perceptions based on the UTAUT2 factors in order to specifically highlight the
potential benefits of mobile technology and to explore the factors associated with the
Saudi university lecturers’ perceptions on the adoption of mobile technology to teach the
English language at state universities in the Kingdom of Saudi Arabia.

5.3 Research Objectives 2 and 3
In this section, the second and third objectives are explored by utilising the UTAUT2
model in order to identify and focus on those factors that determine lecturers’ use
behaviour and their behavioural intention in terms of using mobile technologies when
teaching EFL. Both the quantitative and qualitative data are utilised to discuss the findings
and respond to the second and third research objectives:
(ii) To consider the traditional, cultural and practical obstacles to the use of mobile
technology among English language lecturers in the research context.
(iii) To gain a deeper understanding of the perceived benefits and the challenges of
using mobile technology to teach the English language.
Regression and moderation analysis were conducted to investigate the factors and test the
research hypotheses concerning the lecturers’ use behaviour and behavioural intention
regarding the application of mobile technology in their teaching. The results indicate that
habit and hedonic motivation had the most significant influence on the behavioural
intention for using mobile technology, followed by performance expectancy and effort
expectancy, whereas social influence, facilitating conditions, and price value had no
impact. The study’s findings also reveal that facilitating conditions had the most
significant influence on use behaviour for using mobile technology, followed by habit
and price value, whereas performance expectancy, effort expectancy, social influence,
and hedonic motivation had no impact. Moreover, the results reveal that there are a
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number of moderating factors that influence the relationship between the independent
variables and dependant variables, which are discussed later in relation to each variable.
The qualitative findings give more in-depth explanation to the quantitative findings.
The following sub-sections examine the factors, independent variables, that determine the
lecturers’ use behaviour and behavioural intention regarding their utilisation of mobile
technologies for teaching EFL, as well as the significant intervening variables of the
research model. The assessment is undertaken by utilising the quantitative and qualitative
data, where the findings are integrated in order to examine the teaching of EFL in Saudi
higher education institutions in the context of mobile technology usage.
5.3.1 Performance expectancy
According to the proposed study model, performance expectancy refers to the extent to
which Saudi higher education lecturers believe that using mobile technology benefits
them while performing their teaching tasks. The findings revealed that performance
expectancy was one of the major predictors of behavioural intention for using mobile
learning technology. This essentially means that an individual who strongly believes that
mobile technology is useful is more likely to have the intention to adopt mobile learning
when compared to an individual who believes that mobile technology is less
useful. However, performance expectancy did not appear to predict the lecturers’ actual
use of mobile technology for teaching. The qualitative findings can partly explain this
apparent contradiction, with some of the interviewees explaining that although they
believed that mobile technology has pedagogical potential, they did not have sufficient
access to training and had concerns regarding technology becoming a distraction to the
teaching aims. Moreover, they believed that mobile technology might be more useful
outside of the classroom.
The findings revealed no gender, age, experience, or qualification differences that
appeared to impact on the benefit assessment level of performance expectancy and
behavioural intention to use mobile technology. This is consistent with findings from
previous studies in different national contexts such as in the Kingdom of Saudi (Aljuaid
et al., 2014; Alharbi et al., 2017) and in Iraq (Jawad and Hassan, 2015), where it was
found that performance expectancy significantly influenced the behavioural intention for
using mobile learning technology in the absence of moderating effects.
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Compared to the literature discussed, this finding is broadly consistent with the
performance expectancy in the model of behavioural intention for using technology
moderated by gender and age, and was more significant among younger men (Venkatesh
et al., 2003), with Lewis et al. (2013) also reporting a significantly positive direct effect
of performance expectancy on lecturers’ behavioural intention (β=.39**) and technology
use (β=.17**). However, the finding contrasts with the effect of the moderation, where
Lewis et al. (2013) reported gender as a significant moderating variable on the effect of
performance expectancy on behavioural intention. This contrast can be explained through
Lewis et al.’s (2013) study being conducted in different context (the USA) to the current
study’s Saudi setting.
Furthermore, the qualitative results highlight that all the interviewees found mobile
learning technology to be useful in their academic teaching, offering increasing
productivity and usefulness through the different apps available via mobile learning
technology. The combined findings suggest that leaders in higher education should
develop pedagogical policies to take advantage of the perceived usefulness of mobile
learning technology for Saudi higher education lecturers, providing them with teaching
opportunities to enable new content to be offered to students. Pimmer et al. (2016)
focused their study on the use of mobile devices as an integral component of pedagogical
design, while constructivist learning studies have revealed a high level of acceptance of
mobile learning amongst students, although there are indications that teachers may be
reluctant to adopt the technology as part of their pedagogical planning.
Negative comments by the interviewees focused on the distraction issue when using
mobile devices in the classroom setting rather its use outside the classroom, through
undermining the students’ focus during lectures. Preservice lecturers identified disruption
as their primary concerns in terms of the classroom use of mobile technology (Thomas et
al., 2013), with the current study echoing this finding, where the interviewees felt students
may become distracted by texting during class or carrying out other activities using their
mobile phones, unrelated to their learning.
Common Sense (2010) reported that a third of students admitted to using mobile phones
to cheat, with one-quarter doing so via text messaging. Regarding the participants’
concerns about the perceived disruptive nature of phones, McCoy (2016) surveyed 675
American college students in 26 states to examine classroom learning distractions caused
by the use of digital devices for non-class purposes, finding that 85% of students admitted
to texting during class, with 67% sending emails, 66% checking their social networks,
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and 89% acknowledging that their digital devices distracted them. Moreover, half of the
college students surveyed by Baker et al. (2012) believed that any use of phones in the
classroom was a disturbance. A strict set of rules of use must therefore be agreed with the
students, imposed and punished by sanctions to alleviate any temptation to use such
devices inappropriately.
The Kingdom of Saudi Arabia is a non-English environment with little opportunity to
interact with native speakers outside of the classroom, and therefore the locus for learning
English is solely within the classroom. However, technologies provide virtual language
learning settings and contexts essential to communication skills and understanding, while
extending foreign language learning outside classrooms to enable frequent informal
practices, which is essential for language acquisition (Kukulska-Hulme, 2009; KukulskaHulme, 2012). Interviewee 2 suggested the technology to be more suited to use outside
the classroom, where she indicated that Cambly, for example, is an app for practising
English with native English speakers over video chat:
“In teaching English particularly technology would be very helpful to encourage
the students learn a second language very well through different type of
applications that are known nowadays such as Cambly application. Many
students make use of this application and improve their speaking skill through
contacting and have conversations with natives.”
5.3.2 Effort expectancy
According to the proposed study model, effort expectancy indicates that there is a greater
likelihood of Saudi higher education lecturers using mobile technology if it is easy to use
the mobile device in their daily lives. The research findings herein highlight that effort
expectancy was another predictor of the behavioural intention for using mobile learning
technology. That is, an individual who believes that mobile technology is easy to use is
more likely to have the intention to adopt mobile learning compared to someone who
believes that mobile technology is less easy. However, the findings revealed that effort
expectancy did not appear to predict the instructors’ actual use of mobile technology for
teaching.
The qualitative findings can partly explain this apparent contradiction, as some of the
interviewees explained that although they recognised the ease of use of mobile
technology, as well as its mobility and accessibility, some indicated that classroom use
required additional time to set up the tasks and monitor the students. Significant education
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and age differences in terms of their effects on behavioural intention and use behaviour
were also noted, which are discussed later in this section.
The results of the present study are consistent with the findings of previous research in
various contexts such as the Kingdom of Saudi Arabia (Aljuaid et al., 2014; Almarwani,
2016; Alharbi et al., 2017) and Iraq (Jawad and Hassan, 2015), where it was noted that
effort expectancy significantly influenced behavioural intention for using mobile
technology. However, the results contrast with those of Alghamdi’s (2017) study in the
Kingdom of Saudi Arabia, who sought to identify the key factors that influence the
acceptance of adopting smart mobile learning tools into learning and teaching activities
among instructors in Saudi universities. Alghamdi (2017) found that effort expectancy
had no direct effect on the learners’ use of mobile technology. This finding may be
because Alghamdi’s (2017) participants were limited to only three universities in the
Kingdom of Saudi Arabia.
In terms of the moderating effects on effort expectancy as a predictor of behavioural
intention and use behaviour, the results of this study indicate that there are significant
education and age differences regarding their effects:
(i)

It was found that educational level moderated the relationship between effort
expectancy and behavioural intention for mobile technology use. The impact
increased as the level of education decreased, with a lower educational level
(i.e. Diploma) leading to a stronger effect of effort expectancy on behavioural
intention, whereby such lecturers who believed that using mobile technology
to teach English involved significant effort were less likely to use the
technology for such purposes.

(ii)

Age moderated the relationship between effort expectancy and use behaviour,
where the effect increased with the lecturer’s age. Moreover, it was found that
older lecturers (i.e. 45–49 years) who believed that using mobile technology
to teach English would involve significant effort were less likely to use it,
while the younger lecturers who perceived mobile technology as easy to use
were thus more likely to engage in its implementation due to their beliefs of
its effort-free nature.

Venkatesh et al. (2003) found that effort expectancy is a stronger predictor of older
generation’s ICT usage intention compared to that of younger people, noting that age
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moderates effort expectancy’s impact on intention, with the effect observed to be higher
among older workers. On the other hand, Lewis et al. (2013), who surveyed instructors’
use of technology at a south-eastern university in USA and included only gender and age
as moderators, noted that the effect of effort expectancy on behavioural intention was
stronger among male instructors.
It is arguable that older lecturers have to deal with more novel challenges in the workplace
in terms of using technology. Venkatesh et al. (2013) found that older generations
struggle with using new technology, while their younger counterparts tend to have higher
computer expertise. The present study notes that to increase the use of mobile learning
amongst less experienced technology users, policy-makers and programme leaders
should improve the usage of mobile learning by providing education and training courses
for various mobile computing technologies. This would improve the perception that
mobile learning can be easier to utilise, and so lecturers would be more likely to adopt its
use in the future, thus improving the intention to use factor. This may be more applicable
to older lecturers who have developed strong affiliations to their own particular pedagogy.
However, justifying and validating these propositions requires further investigations in
future study.
Further, this research finds that lecturers with a lower educational level who believe that
using mobile technology for teaching English will involve significant effort are less likely
to intend to use it. This may be because instructors with high education levels have strong
cognitive abilities regarding the use of technology, due to their continued engagement
with technology throughout their higher studies, especially as most Saudi EFL lecturers
complete their studies overseas. Therefore, high educational level is associated with high
levels of technological literacy.
The results of the statistical analysis are supported by the qualitative analysis, which
showed that the majority of the interview participants affirmed the ease of use of mobile
learning technology, whereby the ‘ease of use’ theme was mentioned ten times
throughout the interviews, which indicates a high perceived ease of use of mobile learning
technology emerging from the qualitative interviews. Mobility and accessibility was
another theme representing effort expectancy, where most of the interview participants
found mobile learning technology easy to learn, thus increasing the influence of effort
expectancy on the lecturers’ behavioural intentions for using mobile learning technology.
This finding asserts the ease of use as an essential predictor of lecturers’ acceptance of
mobile learning technology.
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However, a contrasting perspective was conveyed by four interviewees who believed that
mobile technology did not assist with their management of study time. Interviewee 4
indicated that adopting mobile technology necessitates spending greater time on
managing and monitoring the students, “I’d feel better if I had more time with my
students”, while Interviewee 8 suggested the technology to be more suited to use outside
the classroom, “I believe that mobile technology for teaching English can be useful in
practising language outside of classrooms, as lecturers need additional time to monitor
and guide their students using this technology”.
Thus, this finding suggests that instructional designers should take into account the ease
of use and mobility when designing instructional materials. Leaders in higher education
and deans in Saudi universities should therefore consider the ease of use and mobility
when making decisions regarding purchasing or designing teaching systems, in order to
increase acceptance among lecturers in terms of mobile learning technology. Thus,
lecturers need guidance on how to make effective use of apps that are already available,
or fora to share their experiences.
5.3.3 Social influence
According to the proposed study model, social influence is the degree to which Saudi
higher education lecturers perceive that those who are important to them (e.g. family,
friends and close colleagues) believe they should or should not use mobile technologies
for teaching EFL. The descriptive statistical tests showed that the lecturers believed in
the importance of social influences, that is, if one lecturer begins using and becoming
familiar with a mobile learning system, they may begin to persuade their colleagues and
friends to adopt it. However, the findings of the inferential statistics showed that such
positivity had no significant effect on the lecturers’ intention to use mobile learning or
their use behaviour.
The qualitative findings from the interview data indicated that all the interview
participants were encouraged to use mobile learning technology, with the highest sources
of encouragement being self-encouragement and technology functions, while universities
and peers were found to be less encouraging factors for using mobile technology.
The findings further revealed that the interactive moderators on social influence had
effects on the lecturers’ intention to use mobile learning. Age moderated the relationship
between social influence and behavioural intention, and the effect or influence was
enhanced as the age increased. This finding of negligible or no significant effect on both
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the lecturers’ intention to use mobile learning and their use behaviour is contradicted by
Lewis et al. (2013), who found that in the context of instructors’ use of technology, the
most important antecedents are performance expectancy, effort expectancy and social
influence. Moreover, Venkatesh et al. (2012) found that social influence was a positive
predictor of behavioural intention. Hence, the effect of social influence on behavioural
intention and use behaviour in EFL is rejected, even in the presence of interactions with
the moderating variable of age. This finding can be interpreted as a result of the level of
voluntariness making it likely that social influence will be a significant predictor of
behavioural intention and use behaviour if the context changes to Saudi universities
introducing mobile learning and teaching as a mandatory institutional policy (Venkatesh
and Davis, 2000).
Since Saudi lecturers tend to be relatively independent and have considerable autonomy
over the type of technology they use, as confirmed in the qualitative findings where the
majority of the lecturers’ motivation to use technology was ‘individual attempt’ and
‘individual effort’, this result can be accepted. Further, Venkatesh et al. (2003, p.469)
claimed that “the role of social influence constructs has been controversial” due to the
number and variety of the related constructs that were included and excluded in different
studies. Much also depends on the effect of individual characteristics on the relationship
between social influence and behavioural intention or technology use (Venkatesh et al.,
2012).
Previous studies such as Alharbi et al. (2017), conducted in a similar Saudi context, found
that social influence significantly impacts the participants’ behaviour intention for using
mobile learning technology. Alharbi et al.’s (2017) study examined the factors that
affected university instructors’ intentions to use mobile learning at Hail University, again
using the quantitative survey method of data collection, where it was found that social
influence predicted the instructors’ use of mobile learning. Despite this study being
conducted in a similar context and applying the same model, its findings contradict those
of the current study in terms of the effect of social influence; however, Alharbi et al.’s
(2017) study was limited to one university and excluded the inclusion of the moderating
factors.
Sun and Zhang (2006), who examined the role of moderating factors in user technology
acceptance, note that moderating factors impact the majority of the relationships and must
thus be taken into account when examining the acceptance of user technology. Therefore,
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the discrepancy in the findings is arguably the result of the assessment of the intervening,
moderating variables.
The interaction of the moderator variables is indicative in this research of social influence
having no significant effect on both the lecturers’ intention to adopt mobile learning or
their use behaviour, while age actually moderated the relationship. The effect increased
along with the lecturer’s age, insofar as social influence impacts on behavioural intention.
Older lecturers who tended to be more concerned about what their friends and family
perceived and thought about mobile technology were less likely to use it, and were more
driven to use technology due to the social influence of those they perceived to be
important. Al-Gahtani et al. (2007) suggest that the responsiveness of older lecturers to
social influence could be because older lecturers are particularly sensitive to peer pressure
to adopt and use mobile learning, since this influence can extend to their teaching. Most
older lecturers hold senior positions, which can result in younger lecturers pressurising
them to adopt and use mobile learning. For example, Interviewee 7 (49 years of age)
revealed that “lecturer competitiveness” was one of the reasons to use mobile technology.
The younger lecturers, on the other hand, appeared to have higher levels of selfconfidence and computer literacy than their older counterparts, and thus tended to decide
for themselves whether they wanted to adopt an advanced mobile learning system without
being influenced by those around them. For example, a 35-year-old female lecturer
(Interviewee 6) stated: “I think that if we can make use of it, particularly in English
teaching, it will help in many ways, particularly with our generation who are considered
digital natives”.
Nevertheless, Kirschner and De Bruyckere (2017) found no significant age-related
differences in the use of digital technologies, suggesting that the generation of lecturers
born and educated post-1984 are considered to be experienced lecturers in terms of digital
literacy. This alternative explanation follows the meta-analytical findings concerning the
negative relationship of age with social motives, whereby younger workers’ growth
motives concerning new learning, advancement and training are stronger (Kooij et al.,
2011).
Perhaps digital natives who were born one or two decades later in 1994 or 2004 cannot
be considered as digital natives, but rather as digital consumers. In a study of first-year
undergraduate students at the University of Hong Kong, Kennedy and Fox (2013) found
that the students seemed to use a large number and variety of technologies for
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communication, learning, staying connected with their friends and interacting with the
world around them. This use tended to be for personal empowerment and entertainment,
as opposed to consistently using digital literacy to promote their learning, and was
particularly clear when it came to students’ use of technology as content users rather than
content creators specifically for academic purposes (Kennedy and Fox, 2013).
The qualitative findings emerging from interview data presented two important themes:
encouragement and support. All the interview participants reported that they were
encouraged to use mobile learning technology. The highest sources of encouragement
were self-encouragement and technology functions, while universities and peers were
found to be less encouraging factors for using mobile technology. This finding suggests
that policy-makers of mobile learning in Saudi higher education institutions have to create
a supportive social environment before implementing mobile learning technology,
including peers and professors as early adopters who can take the lead in the later phases
(Rogers, 2003). Creating an encouraging environment will positively influence lecturers’
behavioural intention for trying this new technology (Tan et al., 2012).
5.3.4 Facilitating conditions
According to the proposed study model, facilitating conditions indicate that if Saudi
higher education lecturers believe an organisational and technical infrastructure exist to
support mobile technology teaching and knowledge sharing, they will be more likely to
employ mobile devices for teaching with greater frequency. The finding shows that in
accordance with the original UTAUT model (Venkatesh et al., 2003), the facilitation
conditions construct directly influences use behaviour rather than behavioural intentions.
In this study, the construct had the most significant influence on the lecturers’ use
behaviour for using mobile technology, but did not influence the behavioural intention
for using mobile technology. The qualitative findings can partly explain this apparent
contradiction, whereby the majority of the interviewees explained that that simply
providing a resource does not ensure its use, and that lecturers should therefore also be
provided guidance on how to use mobile technology for effective teaching.
This result may be because according to Venkatesh et al. (2003), facilitating conditions
have a positive relationship with technology usage. In earlier models such as Theory of
Planned Behaviour and the Decomposed Theory of Planned Behaviour, facilitating
conditions predicted intention when effort expectancy is unavailable. However, in the
Model of Personal Computer Utilization and the Innovation Diffusion Theory, the
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prediction of facilitating conditions’ influence on behavioural intention is not significant
(Venkatesh et al., 2003). Where an individual believes that support to use technology is
erratic, there will be a negative and significant influence on the intention to use
technology. However, where the support is consistent, the expectation is that facilitating
conditions will directly predict and positively influence use behaviour. Regarding the
interactive effect of the moderators, despite the result showing that facilitating conditions
had no significant effect on the lecturers’ intention of using mobile technology, age and
education level moderated the relationship between facilitating conditions and
behavioural intention for using mobile technologies among the instructors, with the effect
increasing as the education level decreased and the age increased.
This finding is in line with the studies by Alghamdi (2017) and Alharbi et al. (2017) in
the Saudi context, and the study by Jawad and Hassan (2015) in Iraq where the facilitating
conditions construct was found to be significant in the Iraqi culture. This is similar to the
Saudi culture, as the Kingdom of Saudi Arabia and Iraq are both collectivist countries,
but is inconsistent with the findings of Almarwani (2016), who conducted her study at
Taibah University in the Kingdom of Saudi Arabia, and reported a different finding, as
facilitating conditions had no significant influence on instructors’ behavioural intention,
although this may be because Almarwani’s (2016) participants were limited to one
teaching programme at one university.
The interactive effects of age were included in Venkatesh et al.’s (2003) study, and the
present study further examined the impact of the lecturers’ education level. The findings
revealed that age and education level moderated the relationship between facilitating
conditions and behavioural intention for using mobile technologies among the instructors,
with the effect increasing as the education level decreased and the age increased, which
is in line with the empirical evidence presented by Morris and Venkatesh (2000).
Organisational psychologists have noted that older workers attach greater importance to
receiving help and assistance on the job. The findings also noted that the lower the
educational level, the stronger the effect of facilitating conditions on behavioural
intention, which may be due to individuals with high education levels having strong
cognitive abilities as they possess higher skill levels, including cognitive skills that
encompass the ability to learn and adapt (Mumford et al., 2007). Therefore, as discussed
earlier in this chapter in terms of the effect of the educational level on the effort
expectancy, high educational levels are expected to be associated with high levels of
technology literacy and reduced reliance on facilitating conditions. Given that most Saudi
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EFL lecturers complete their studies overseas, high educational levels are expected to be
associated with high levels of technology literacy because they learn independently, thus
developing greater confidence.
Gender moderated the relationship between facilitating conditions and use behaviour for
using mobile technologies among the instructors, with the effect more prominent among
females than males. That is, when the female instructors believed that organisational and
technical infrastructure existed to support mobile technology teaching and knowledge
sharing, then their actual use of this technology increased. This result contrasts with the
original UTAUT model (Venkatesh et al., 2003) that showed no significant differences
between men and women in terms of facilitating conditions, and may be because cultural
and religious norms have created gender segregation in the Saudi educational system,
which differs significantly from that of Western cultures and significantly impacts the
attitudes and norms that influence the female Saudi lecturers’ behaviour.
Of significant interest, the qualitative analysis revealed important issues concerning the
facilitating conditions construct, principally that although the majority of the participants
reported the benefits of mobile learning, some lecturers believed that there was
infrastructure but a lack of support such as Wi-Fi and training. The majority indicated
that simply providing a resource does not ensure its use, and therefore that lecturers
should also be informed how to effectively utilise the mobile technology for effective
teaching. There was no clear guide to follow, while the number of the students in the
classroom was also an issue as the instructors had to micromanage the students while
using mobile technology in the classrooms.
There were insightful suggestions from the lecturers, whereby university authorities as
well as relevant national policy-makers should take into account the support provided by
the university and the availability of Wi-Fi connection on campus. Indeed, the instructors
reported that concerns over Wi-Fi connectivity was a major factor behind their
unwillingness to use mobile technologies for teaching, and therefore it is crucial to invest
in unrestricted and fast broadband access. This was also noted by Alghamdi (2019), who
pointed to issues in the meaningful integration of ICT in the reviewed Tatweer schools in
the Kingdom of Saudi Arabia, and asserted that there was a need for more professional
development for teachers in terms of ICT integration in education and ICT skills, as well
as to upgrade equipment and provide technical support.
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The instructors also raised several additional issues that inhibit mobile technology use for
academic purposes, which included the lack of skills and knowledge regarding using
mobile technologies for teaching, the misuse of the devices and the dominant influence
of traditional teaching, as well as cultural constraints that presented as a threat to female
instructors’ use of these technologies. As per the interview data, four of the eleven
participants had insufficient knowledge of mobile technology’s application, with the
lecturers reporting their lack of technological knowledge and skill to select and use the
appropriate technology for effective teaching.
English language lecturers must therefore enhance their teaching through effective
training and skills’ accumulation in order to facilitate the integration of technology into
their role. The participants did not believe they were sufficiently competent to achieve
such integration without training, and so professional development and continued training
has become a vital aspect of the EFL lecturers’ professional careers. As the application
of technology is crucial in EFL classes, policy needs to be implemented to ensure
lecturers’ professional careers are integrated with the knowledge content, pedagogy, and
technology (Koehler and Mishra, 2008). Godwin-Jones (2015) noted that implementing
technology in classrooms ensures language lecturers can use networked computers and
help connect people from different parts of the world. This is a vital factor to contextual,
critical and collaborative learning, with lecturer training developed by self-learning,
conferences and formal workshops where government and institutional policy facilitates
this.
The lecturers showed considerable support for structured professional development
programmes in a range of areas such as time management and engaging the students
through the utilisation of mobile technology in their teaching, while also building
confidence. They reported that they need technology proficiency training to introduce
improved English teaching practices and strive towards excellence in the teaching and
learning of English throughout the Kingdom of Saudi Arabia. These desires are reflected
in the Vision 2030 initiative’s aim to provide motivation as well as structure, and to ensure
improved educational outcomes and opportunities for Saudis in general.
A major problem that must be addressed in several universities offering lecturer education
is that the present ICT and mobile technology courses are headed by ICT experts who do
not have expertise in teaching didactics. Maderick et al. (2016) notes that not having the
precise knowledge of the digital competence of the preservice lecturers as Technological
Pedagogical Content Knowledge (TPACK) can lead to the lecturer educators being less
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able to offer the required skills for integrating technology use into lecturer learning
experiences. Moreover, relying on the belief that prospective lecturers, described as the
digital native generation, are digital-technology proficient in the classroom is also a
problem (Kirschner and De Bruyckere, 2017). This study emphasises the concept of
‘learning by doing’, as it involves prospective lecturers progressing from basic to expert
level in their digital competency. It is important to train lecturers in the competent use of
technologies in diverse teaching contexts, including general as well as professional
contexts. However, experienced lecturers have developed their own pedagogical content
knowledge that, if successful, is not easily changed. Ensuring lecturer competency in
technology classroom use will contribute towards enhancing the student outcomes
pedagogically or methodologically (Špernjak and Šorgo, 2017).
5.3.5 Habit
According to the proposed study model, habit is the extent to which Saudi higher
education lecturers tend to automatically use mobile technologies when teaching EFL.
The findings show that habit had the most significant influence on the behavioural
intention for using mobile technology, and had a significant influence on the use
behaviour of mobile technologies when teaching EFL. The findings of the qualitative data
support the quantitative findings, showing that all the participants tended to use mobile
technology and were willing to employ it throughout their teaching, acknowledging the
potential benefits provided that they are given support and encouragement by their
institutions. Further, the present study indicates that none of the moderators had a
significant moderating effect on the relationship between habit and behavioural intention
and the use behaviour of mobile technologies when teaching EFL,
These findings on the importance of habit corroborate the empirical evidence of
Venkatesh et al. (2012). Overall, habit was observed to be the highest significant predictor
that contributed to the variance in behavioural intention (β=0.436, p-value<.001), and was
a significant predictor that contributed to the variance in use behaviour (β=0.196, pvalue=.008). Habit was thus the most prominent factor for both behavioural intention and
the use behaviour of mobile technologies for EFL teaching.
This result suggests that the efficiency of mobile technology teaching and the engagement
of instructors in such an environment are highly determined by personal factors such as
habit. As asserted by Ouellette and Wood (1998), future behaviour can be best predicted
by automaticity and strength of habit, with individuals’ behaviours resulting from habit
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representing a reasonable explanation for an action that may appear to be irrational or
harmful. Therefore, the instructors’ habits of being excessively involved in the use of
mobile technologies for a considerable period of time may become a driving force to
generate habitual and automatic behaviours regarding mobile teaching use, and thus
increase the application of these technologies in the future.
Despite the contention that habits are unintentional, non-volitional and are automatically
performed with the least attention to those actions (Ronis et al., 1989), Ouellette and
Wood (1998), Ajzen (2002) and Polites (2005) assert that the opposite may apply in
intentional behaviour systems. In the case of the present study, the data analysis indicated
that multimedia services, e-mail, and social media were the mobile applications most
frequently used by the instructors. Further, Global Media Insight (2020) reports that the
Kingdom of Saudi Arabia has the highest percentage of internet users who actively use
Twitter. Hence, there is the potential to transform the habits of e-mail, social media, and
multimedia services’ use into learning and teaching processes through guidance and
enhancing the advantages of such technologies in the educational context.
The findings of the qualitative data support the quantitative findings, showing that all the
participants tended to use mobile technology and were willing to use it throughout their
teaching. They acknowledged the potential benefits of using this technology if they were
given support and encouragement by the universities, and hence the importance of
considered policies for use. If the universities and policy-makers provide the required
support, there is a willingness and motivation for using mobile technology when teaching
EFL, supported by the results of facilitating conditions discussed above.
5.3.6 Hedonic motivation
According to the proposed study model, an individual who believes that mobile
technology is enjoyable is more likely to have the intention to adopt mobile learning when
compared to someone who believes it is less enjoyable. The findings show that hedonic
motivation was positioned second after habit in terms of predicting the behavioural
intention to utilise mobile technologies when teaching EFL, although hedonic motivation
did not appear to predict the lecturers’ actual use of mobile technology for teaching. The
qualitative findings only explain this apparent contradiction in part. Some of the
interviewees explained that although they believed the enjoyment component to be
crucial to their use of mobile devices, privacy when using mobile technology in the
classrooms was an issue for some, as discussed later in this section. Nevertheless, the
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present study finds that hedonic motivation had a significant effect on behavioural
intention, but did not report differences in respect to gender, age, experience or
qualification.
This result is consistent with those obtained in Raman and Don’s (2013) study at the
University Utara Malaysia, which explored pre-service lecturers’ acceptance and use of
an LMS in their learning process Their study investigated the effects of effort and
performance expectancy, hedonic motivation, social influence, habit and facilitating
conditions on both use behaviour and behavioural intention using the UTAUT2 model,
but eliminated the effect of any moderators. Moreover, their research revealed that as a
predictor, habit preceded hedonism in importance and in terms of contributing to the
variance, which explained the instructors’ behavioural intention for using mobile
technology. Kang et al. (2015) also found hedonic motivation to significantly affect the
behavioural intention for using mobile learning in the higher education context of South
Korea. However, the findings of the present study contradict those of Lewis et al. (2013),
which indicated that hedonic motivation was not a significant determinant of either
behavioural intention or use behaviour concerning mobile technologies for teaching EFL
when compared to other factors.
Hedonic motivation was not, however, a significant predictor of use behaviour
concerning mobile technologies among the EFL lecturers, which is consistent with the
findings reported by Venkatesh et al. (2012) and Raman and Don (2013). Venkatesh et
al. (2012) claim that hedonic motivation is a critical predictor of behavioural intention
among consumers of mobile internet technology, moderated by age, gender and
experience. However, the present study found that hedonic motivation had a significant
effect on behavioural intention, but did not observe gender, age, experience, or
qualification differences.
Despite Venkatesh et al. (2012) arguing that the effect of hedonic motivation on
technology use will decrease as the experience increases, the current study indicates that
virtually all of the EFL participants owned smartphones, with over three-quarters of them
using these to access the internet more than five times per day, and around half frequently
using applications developed by the faculty, department or university for teaching
English, as well as e-mail and social media. It is evident that the EFL instructors were
developing an effective level of experience regarding the use of these mobile
technologies. Venkatesh et al. (2012) argue that the effect of hedonic motivation on
technology use will decrease as the experience increases, which contradicts the current
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study’s findings where no experience differences were observed. The literature suggests
that perceived enjoyment is a positive predictor of user intentions for mobile learning
(Huang et al., 2006; Wang et al., 2008). The qualitative analysis in this study supports the
quantitative findings, as the participants noted that enjoyment is crucial for using mobile
devices. The participants also identified that fun and enjoyment lead to further exploration
of technology use, and that the convenience of accessing information on a mobile device
contributed to their enjoyment.
Hence, both the quantitative and qualitative findings suggest that the more the lecturers
enjoy using mobile technology while teaching, the more likely it is that their attitude
towards adopting these technologies will be positive and they will have enhanced
motivation to engage with mobile teaching activities. Promoting playful use of mobile
devices for teaching and emphasising their benefits and usefulness for teaching can be a
positive strategy for increasing mobile technology teaching (Raiskinmäki, 2019).
The qualitative findings also provide further explanation to comprehend the
abovementioned findings, as security and privacy represent an important theme derived
from the qualitative data. Two of the participants reported concerns about their privacy
when using mobile learning technology in the classrooms, where both were female. These
participants held conservative views regarding the use of mobile devices equipped with
a camera, thus negatively affecting the use of mobile teaching in their classrooms. They
expressed concerns that a student might take photos of them or share images through
SnapChat during the class, and questioned how they could ensure they were not being
filmed and then posted to such social media. It can therefore be stated that some social
and cultural issues in the Saudi context may present barriers to mobile learning
implementation among female instructors. As this study aims to understand instructors’
perceptions of mobile learning, the acceptance of mobile learning by individuals is critical
to its successful implementation, and this acceptance is impacted by personal perceptions
as well as social and cultural issues, the acknowledgement of which enhances our
understanding of such beliefs about the mobile technology use.
This research therefore advances awareness of the impact of differences in gender, age,
years of teaching experience, and the level of qualifications on mobile learning.
Understanding these differences can help in developing superior strategies, systems and
policies that can assist instructors to better participate and improve the teaching
experience. It should be noted that there is limited research on the impact of individual
characteristics such as gender and age differences on mobile technology use in the
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Kingdom of Saudi Arabia. Academic institutions and higher education policy-makers in
the state will thus need to consider the development of mobile learning environments at
academic institutions through awareness of the social and cultural factors, as well as
religious norms and traditions.
However, as only two female participants reported these concerns, there is a need to
further examine the influence of the security and privacy of teaching on female lecturers’
behavioural intentions towards the acceptance and use of mobile technology in the
classroom. Thus, such investigations regarding female perceptions towards the use of
mobile technology in their teaching will be an important contribution to the literature on
the theme of gender that can help to develop improved understanding of EFL lecturers’
acceptance.
5.3.7 Price value
According to the proposed study model, price value is the extent to which Saudi higher
education lecturers perceived that using mobile technologies when teaching EFL offered
greater value than the monetary cost. The findings show that the price of mobile
technology and services had no effect on the behavioural intention, although the price of
such technology and services did have a significant impact on use behaviour. According
to Venkatesh et al. (2012), when the perceived price of a technology has a positive effect
on the use behaviour, this suggests that the user perceives the benefits of that technology
to be greater than the cost. In the qualitative findings of this study, all the participants
noted that while mobile devices and internet connection were expensive, they were also
affordable, and that lecturers as well as students had the economic means to own and use
them. This may be the reason behind the statistical finding that price directly influences
use behaviour. The result further indicated that experience moderates the relationship
between price value and use behaviour, with the effect increasing as the level of
experience decreases.
This study’s investigation of the lecturers’ views regarding the cost of mobile technology
shows that the majority of the lecturers believed that the price of mobile technology, be
it devices or internet services, was high. Nevertheless, under half of the respondents
asserted that mobile technology was reasonably priced, with around one-quarter
disagreeing and thus affecting their behavioural intention for using these technologies
and the use behaviour.
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In accordance with the qualitative findings, all the participants noted that mobile devices
and internet connection were expensive, but they also reported that it was affordable for
both lecturers and students, as indicated by the ownership levels. This is in accordance
with Venkatesh et al.’s (2012) observation. Lawrence et al. (2008) suggest that the price
of both mobile devices and internet access are primary cost barriers to students and
lecturers, and that there is no uniform access to mobile technology, but this is clearly not
the case in the Saudi university context.
Ahmed (2013) notes that 4G wireless technology has expanded exponentially in the
Kingdom of Saudi Arabia, and has thus enabled ultrafast connection that delivers high
performance at low cost, with a higher likelihood of consumers perceiving the price of
mobile technologies as good compared to these devices’ usefulness.
Even where the price of mobile technology and services may significantly impact on the
use behaviour for EFL teaching, it is noteworthy that the Kingdom of Saudi Arabia is
undergoing rapid growth in the marketplace for mobile technologies. Al Wahaishi and
Snásel (2013) report a rise in the penetration of mobile phones in Saudi Arabia, with Al
Babtain et al. (2014) noting some 186% registered users, thus implying multiple device
ownership by many individuals. The average ownership rate for mobile phones in the
developing world is 73%, with 116% in the developed world.
In the Kingdom of Saudi Arabia there has been a considerable rise of internet usage to
reach 32.23 million (93.31%), with 25 million (72.38%) of the population being active
social media users, often accessing the platforms by smartphone (Global Media Insight,
2020), and with growth clearly continuing towards the saturation point. This is suggestive
of a high actual use behaviour concerning mobile technologies for learning EFL and for
general use, although other factors discussed herein will have a separate impact.
Experience moderates the relationship between price value and use behaviour, with the
effect increasing as the level of experience decreases. That is, the effect of price value on
use behaviour in EFL is highly significant at a low experience level. It can thus be noted
that the price of devices may hinder lecturers inexperienced in mobile technologies from
implementing such technologies for EFL teaching. On the other hand, this obstacle will
be ameliorated by the lecturers gaining more experience.
Al Fahad (2009) found that around half of his survey respondents (56%) who were
inexperienced mobile technology users believed that the use of mobile technologies for
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learning would be expensive. Chanchary and Islam (2011) examined the benefits as well
as the technological challenges concerning mobile learning in the Kingdom of Saudi
Arabia by implementing a survey of undergraduate university students, observing the cost
of mobile technologies to be an unfavourable characteristic of mobile learning. It should,
however, be noted that the majority of their survey respondents (85%) were inexperienced
users who had no knowledge of using their devices’ features for mobile learning.
Therefore, the findings of Al Fahad (2009), as well as of Chanchary and Islam (2011),
are consistent with those of the present study. Experienced mobile technology users,
however, ignore the devices’ price and focus on the potential advantages.
5.3.8 Use behaviour
This section discusses the actual practices and use behaviour of lecturers when teaching
EFL. The survey revealed that mobile technologies and mobile applications are
frequently used to teach EFL, with the lecturers particularly utilising e-mail and social
media for EFL teaching through their mobile devices. Furthermore, the majority of the
instructors reported that they frequently used multimedia services to teach English and
half used applications developed by the faculty, department or university to teach English.
A quarter of the instructors reported that they frequently used websites on their mobile
devices to teach or support EFL teaching, as well as commercial applications and using
SMS to a lesser extent. Regarding the social media usage, the qualitative findings
indicated that the majority of the participants were using social media such as WhatsApp,
Telegram and Twitter to encourage their students to practise their English language either
inside or outside the classrooms. As highlighted in sections 2.6.1 and 2.6.2,
communication, interaction, and collaboration with social media can promote real-life
experiences as a foundation for learning (Greenhow and Lewin, 2015; Godwin-Jones,
2017, 2018).
These findings, in the absence of any specific university policy, are indicative of
voluntary action to improve teaching. As noted by Alshenqeeti (2018), mobile
technologies have tremendous potential for resolving the difficulties of EFL teaching and
learning in the Kingdom of Saudi Arabia. Thus, the present research, rather than
representing a trial to assess the existing mobile teaching situation in Saudi universities,
was developed to shed light on how frequently mobile learning is practised and accepted.
It aims to help organisations by providing support for the teaching of EFL through
utilising the latest mobile technologies that most students and instructors can easily
access. However, it is important for institutions to take more direct policy action to
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approve and integrate these practices. The practices and use behaviour for teaching EFL
are currently informal and individually motivated, because they are not facilitated by the
university and not limited to a specific type of teaching. Nevertheless, the features and
functions of mobile technologies allow for a wide range of activities.
Considering the frequent uses of mobile technologies among the EFL instructors, it is
important that the educational institutions become more involved with this practice, rather
than to simply approve its usage. The potential of mobile technologies for addressing EFL
teaching challenges in the Kingdom of Saudi Arabia cannot be denied (Alshenqeeti
2018). However, Alshenqeeti (2018) noted that despite the positive views of the
technology in the EFL classroom, some issues still need to be addressed. Unfortunately,
administrators often believe that merely allocating a substantial budget for hardware will
meet lecturers’ needs, while virtually ignoring the associated software and staff training
requirement. This fails to take account of the fact that technology needs to be integrated
into teaching, rather than being seen as a separate aid for lecturers or students to use. The
mere presence of mobile devices for language teaching and learning does not necessarily
lead lecturers to teach the language effectively, and while it encourages collaborative and
interactive communication, mobile technology can only fulfil its potential as a teaching
tool when integrated into the classroom environment as a policy practice.
Mobile learning should move in the direction of mobile technology’s rapid advancement
by ensuring that devices are widely available for people to use, and that they provide
learning and performance opportunities (Quinn, 2011). This makes it possible to
disseminate capability where required, while exploring new opportunities. The present
study can thus be considered as the first step towards evaluating the current situation, as
well as the major factors behind mobile learning and teaching being implemented
successfully at higher education institutions in the Kingdom of Saudi Arabia.

5.4 Summary
This study has determined that smartphone usage was highly popular, and therefore its
use must be promoted to higher education policy-makers insofar as such technologies
continue to evolve through valuable features for learning. Corbeil and Valdes-Corbeil
(2007) observe that smartphones integrate diverse computing and communication
features into a single compact system, and therefore there is significant potential to exploit
this in the context of teaching and learning. This chapter has presented a discussion of the
findings collected through the questionnaire and interviews, in order to reflect the key
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findings related to each research objective in relation to the literature, and in an attempt
to demonstrate how the research objectives have been achieved. The discussion of the
findings offers a basis for policy-makers to formally integrate mobile technology use into
classroom and extra-classroom teaching. The next and final chapter presents the study’s
conclusion, as well as the contribution to knowledge, limitations, recommendations and
opportunities for further research.
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Chapter 6
Conclusion
6.1 Introduction
This final chapter presents a summary of the main outcomes of the study, outlining the
theoretical and practical contributions and implications drawn from the findings. It also
acknowledges the study’s limitations and provides suggestions for future research
opportunities.

6.2 Research Overview
The study set out to investigate lecturers’ experiences and perceptions regarding the use
of mobile technology in teaching EFL, in an effort to determine the level of acceptance
of mobile technology teaching among instructors at universities in the Kingdom of Saudi
Arabia. The first step in conducting this study was to explore the related literature on
mobile learning around the world, and particularly in Arabic-speaking nations, while the
potential benefits of mobile technologies in language teaching and learning were also
identified. This review drew to a close by exploring academic studies on the acceptance
of mobile learning and teaching, and reviewing technology acceptance theories, with the
focus placed on the UTAUT2 model, which provided guidance to enable the researcher
to refine the plan of the study and formulate the research enquiry. The main research
questions of the study were:
1) What is the Saudi university lecturers’ experience of using mobile technology?
2) What are the factors that are associated to the Saudi university lecturers’
perceptions on the adoption of mobile technology to teach the English language
in state universities?
3) What are the challenges faced by English language lecturers in using mobile
technology, and how might these challenges affect their usage of mobile
technology in their teaching?
To answer these questions, a mixed-methods approach was adopted to examine the
perspectives and experiences of Saudi EFL lecturers in the use of mobile technology in
their teaching. This involved quantitative and qualitative data collection and analysis by
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questionnaire survey and semi-structured interviews, respectively, with participant
lecturers. The UTAUT2 model was implemented to guide the exploration of the study.
All EFL instructors at universities in the Kingdom of Saudi Arabia were invited to
participate, with 270 instructors joining the first survey stage, and 12 the second interview
stage. A range of statistical techniques were employed to analyse the responses. Once the
data had been gathered, the researcher generated descriptive and inferential statistics, and
used various statistical techniques to analyse the responses. The qualitative findings
drawn from thematic analysis were then presented to provide greater depth of
understanding to the results.
The key findings of both the quantitative and qualitative analysis will be summarised in
the next section.

6.3 The Key Findings of this Research
The key findings from this study are presented in relation to each of the research
questions.
•

Research Question 1
What is the Saudi university lecturers’ experience of using mobile technology?

The key findings from this research question will be summarised in the following two
subsections.
6.3.1 Ownership of mobile devices (smartphone and tablet)
This study found that almost all the participant instructors owned a smartphone and half
owned a tablet. Ownership of smart mobile devices among lecturers in this study was
very high, especially for smartphones, where almost all of the lecturers owned such a
device. However, when it came to the ownership of tablets, only half of the lectures
indicated that they owned one. This finding shows the importance of deciding which
smart mobile devices universities and their instructors should use to start designing their
mobile learning activities. Also, it is important for the university policy-makers to
consider how to get the most benefit for their university, such as exploiting this high
ownership of smartphones by instructors. One suggestion is to adopt a BYOD policy in
Saudi universities.
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Problems with technology and barriers to the successful implementation of a BYOD
strategy may be reduced by adequate preparation, but the lecturers interviewed indicated
that their institutions failed to provide adequate support for those who were using their
own devices, as well as those who wanted to. The lecturers claimed that the use of their
own devices could be best supported through online or offline training, together with
additional information and resources.
6.3.2 The use of mobile devices
The study also found further evidence of lecturers’ engagement with mobile devices,
where they reported that smartphones were their most used devices, rather than tablets. A
high proportion of the lecturers often or always used their smartphones to receive and
send text messages and schedule appointments, while over half used them to edit and read
documents, and hold video conversations. This reported usage was considerably higher
than that reported for the same often or always usage of their personal tablets, with only
editing and reading documents being carried out by over half of the tablet users, while
scheduling appointments, holding video conversations, and receiving and sending text
messages often or always was only carried out by less than one-quarter of the tablet users.
The above-mentioned finding shows the importance of raising awareness of mobile
learning, its benefits, and how it can be adopted in learning and teaching activities among
students and instructors.
•

Research Questions 2 and 3
What are the factors that are associated to the Saudi university lecturers’
perceptions on the adoption of mobile technology to teach the English language
in state universities?
What are the challenges faced by English language lecturers in using mobile
technology, and how might these challenges affect their usage of mobile
technology in their teaching?

The key findings of both the quantitative and qualitative analysis of these research
questions based on the UTAUT2 model will be summarised in the following two
subsections:
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6.3.3 Factors that are associated to the Saudi university lecturers’ perceptions on
the adoption of mobile technology
Overall, the lecturers had a positive attitude towards using mobile technology in their
teaching. The UTAUT2 model included both the intention to use and use behaviour as
independent variables, and measured the effect of the dependent variables: performance
expectancy, effort expectancy, social influence, facilitating condition, habit, hedonic
motivation and price value. The lecturers expressed the usefulness, easiness and selfencouragement when using mobile technology in their teaching, while they confirmed
the existence of some support from their institutions, such as Wi-Fi and training, but they
reported a lack of guidance on how to use the technology effectively. Meanwhile, the
lecturers conceded that while mobile technology was expensive in terms of the cost of
the devices and internet services, it was essentially affordable and accessible for all those
who participated in the study.
The aforementioned analysis investigated the behavioural intention and use behaviour as
the dependent variables of the seven antecedent constructs. The results of the regression
analysis concluded that performance expectancy, effort expectancy, habit and hedonic
motivation significantly influenced lecturers’ intention to use mobile technology in their
teaching. Then, price value, facilitating conditions and habit also influenced the lecturers
actual use of mobile technology. However, Venkatesh et al. (2003) found that the
behavioural intention of consumers towards technology significantly influences the use
behaviour; thus, the more lecturers have positive behavioural intentions towards mobile
learning technology, the more often they will use the mobile learning technology.
Moreover, personal characteristics also played a role, with the results indicating potential
differences among the lecturers in terms of their use behaviour and intention to use mobile
technology. Educational level moderated the relationship between effort expectancy and
behavioural intention for mobile technology use, with the impact increasing as the level
of education decreased. Age moderated the relationship between effort expectancy and
use behaviour, where the effect increased with the lecturer’s age. Age was also found to
moderate the relationship between social influence and behavioural intention, and the
effect or influence was enhanced as the age increased. Age and education level moderated
the relationship between facilitating conditions and behavioural intention for using
mobile technologies among the instructors, with the effect increasing as the education
level decreased and the age increased. Gender moderated the relationship between
facilitating conditions and use behaviour for using mobile technologies among the
instructors, with the effect more prominent among females than males. The results further
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indicated that experience moderated the relationship between price value and use
behaviour, with the effect increasing as the level of experience decreased.
Finally, this study utilised the UTAUT2 to study the educational settings, especially with
mobile learning technology. The six proposed constructs of mobile learning (performance
expectancy, effort expectancy, social influence, facilitating conditions, habit, hedonic
motivation and price value) explained 67.9% of the variance in the lecturers’ behavioural
intention and 22% of the variance in the lecturers’ use behaviour of mobile learning
technology.
6.3.4 Mobile device use for language teaching
The lecturers particularly utilised e-mail and social media for EFL teaching through their
mobile devices. Furthermore, the majority of the instructors reported that they frequently
used multimedia services to teach English, and half used applications developed by the
faculty, department or university to teach English. A quarter of the instructors reported
that they frequently used websites on their mobile devices to teach or support EFL
teaching, as well as commercial applications and using SMS to a lesser extent.

6.4 Key Contributions of the Research
The contribution and implications of this study include both theoretical and practical
facets. In the case of the theoretical contribution, this study enriches the literature on
mobile technology and related terms by employing the UTAUT2 model. Then, the
practical contribution provides all stakeholder groups, including academics, university
managers and policy-makers, with useful information that can guide and support the
implementation of mobile learning and teaching in higher education. These contributions
and implications are discussed in greater detail in sections 6.4.1 and 6.4.2 below.
6.4.1 Theoretical and methodological implications
The researcher was aware of the potential benefits of using mobile technology in the field
of language teaching. However previous research confirmed that teachers were reluctant
to implement this technology in the field of language teaching, and particularly in the
Kingdom of Saudi Arabia mobile learning was not widespread. To find out what might
prevent lecturers from utilising mobile technology in their teaching, and after reviewing
many of the previous studies regarding the lecturers’ use and acceptance of mobile
learning in EFL teaching in higher education, the study found a paucity of studies of
mobile learning acceptance at the university level among lecturers around the world, and
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especially in the Saudi context. Moreover, most of the available studies did not address
the use of mobile learning for language learning, since these studies either:
-

investigated mobile learning technology without the relevant framework support,
while it is also important to underscore that theoretical frameworks were absent
from most of the studies that investigated the effectiveness of mobile learning in
the Saudi context (e.g. Abachi & Muhammad, 2014); or

-

were already based on a theoretical model, but adopted only one approach that
was mostly quantitative (e.g. Almarwani, 2016); or

-

excluded the effects of potential moderators that might affect the lecturers’
perceptions towards the use of mobile learning (e.g. Abachi & Muhammad, 2014;
Aljuaid et al., 2014); or

-

had one major limitation in common, whereby their findings were either not
generalisable or had limited potential for generalisation, as most of these studies
were conducted either in one university (e.g. Aljuaid et al., 2014), or with either
male or female participant lecturers (e.g. Abachi & Muhammad, 2014).

Therefore, this study investigated lecturers’ acceptance of using mobile learning in their
teaching of EFL in the Kingdom of Saudi Arabia. The research model in this study was
mainly based on the UTAUT2 model (Venkatesh et al., 2012). This research model was
validated within the Saudi context and its hypotheses were tested to determine the key
factors that affected university lecturers’ intention and use behaviour towards the
acceptance of mobile learning. The main theoretical contribution of this work is using the
UTAUT2 model for the mobile learning context, which extends the generalisability of
the model from an organisational context, where the intention to use and actual use
behaviour are primarily formed based on performance considerations. The following are
the key theoretical contributions of the current study to the body of knowledge:
-

In accordance with the UTAUT2 model, this study proposed that gender, age,
teaching experience and academic qualification are moderating variables of the
relationship between the seven constructs and lecturers’ behavioural intentions
and the actual use behaviour of mobile learning technology. Thus, this study
included and examined both behavioural intention and use behaviour. This study,
therefore, raises awareness of the effect on mobile learning of variations in gender,
age, years of teaching experience, and the level of qualification. Understanding
these variations will assist in the creation of superior strategies, programmes and
policies that can help lecturers engage more and enhance the experience of
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teaching. It should be noted that in the Kingdom of Saudi Arabia there is limited
research on the effect of individual characteristics on the use of mobile
technologies. Academic institutions and policy-makers in higher education would
also need to consider the advancement of mobile learning environments in
academic institutions under boundary conditions and circumstances that could
influence the use of mobile learning. The current study collected its data from
instructors over a large area that included all public universities in the Kingdom
of Saudi Arabia, and who taught EFL with participants of both genders (male and
female), which allows for the generalisation of the study findings.
-

This study conducted an explanatory sequential mixed method, where the
quantitative method was initially employed, followed by the qualitative method
to provide an in-depth understanding of the findings (Creswell, 2014).

Therefore, this study is considered the first in the Kingdom of Saudi Arabia that addresses
mobile learning in EFL, resulting in the above-mentioned contributions through
investigating mobile learning acceptance among instructors in higher education.
6.4.2 Practical contribution and implications
The findings emerging from this study will provide mobile learning providers (e.g.
academics, university managers and policy-makers) with valuable information that can
guide the implementation and support of mobile teaching in higher education in general
for all higher education institutions and policy-makers globally. Specifically, this study
provides insight that helps to understand the underlying factors that encourage or impede
the use of mobile technologies in EFL teaching in higher education in the Kingdom of
Saudi Arabia.
The 2030 Vision for Saudi higher education is promising, and effectively advocates for a
change in teaching attitudes and methodologies (Vision 2030, n.d.), which would benefit
from the utilisation of mobile technology; however, policy- and decision-makers in Saudi
higher education should consider lecturers’ acceptance of mobile learning technology
initiatives before implementation, while taking into account the rapid evolution of
technology and learners’ positive perceptions of its application for language acquisition
(Alasmary and Zhang, 2019). This study’s findings offer evidence to support such
initiatives, where the lecturers of Saudi public universities exhibited an intention towards
using mobile learning technology, suggesting a change in their beliefs on classroom
practice (Burns, 1992) and representing an improvement on Abahussain’s (2016) study
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that found a prevailing preference for traditional approaches to second language teaching
and learning. Furthermore, the research provides an evaluation of the Saudi government’s
vision of introducing transformative investments that travel beyond the reliance of oil
into a knowledge-based economy (Kingdom of Saudi Arabia, 2017), in terms of the
optimum support to be provided to Saudi EFL lecturers regarding the integration of
mobile technology in education. The study’s practical contributions and implications in
light of the findings are as follows:
-

First, regarding the availability of mobile devices, this study has notable
implications for those involved in teaching and institutional leadership, whereby
policy-makers will find particular benefit as they strive to realise the wider
adoption of mobile technology, taking it beyond the currently scattered individual
attempts to integrate mobile technology into teaching and learning, and exploiting
the significant benefits that can be realised (Botero, Questier and Zhu, 2019). As
discussed in section 5.2.1, this study calls for the widespread implementation of
mobile learning through the adoption of a BYOD strategy (Kraut, 2013)
throughout institutions, which is not only highly cost-effective, but also takes
advantage of the high ownership of internet-enabled smartphones prevalent in the
Kingdom of Saudi Arabia (Global Media Insight, 2019). The study’s findings
indicated that there is a high percentage of smartphone ownership among
lecturers. It is recommended that Saudi universities adopt the BYOD policy to
exploit the benefits that the availability of these devices offer for in-class teaching
activities. Such an approach would also impact the lecturers’ perceptions and
behaviours towards their pedagogy through social influence and increasing the
positive perceptions of effort expectancy (Li, 2020). Moreover, it is recommended
that universities provide smart devices to be available for both students and
lecturers to borrow if they have in-class mobile learning activities, so that those
who do not have or want to use their own devices can still benefit from the
activities. Furthermore, it is recommended that universities offer financial
solutions for those students and instructors who are not able to buy their own smart
mobile devices, as facilitating conditions that stimulate the acceptance and use of
MALL were highlighted as an important construct in Hoi’s (2020) findings from
higher education Vietnamese language learners.

-

Second, regarding training, the lecturers indicated a lack of awareness of mobile
learning and how it can be implemented into learning and teaching activities,
although Blume’s (2017) study did not find the moderating factor of experience
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to be a limiting factor in pre-service teachers’ willingness to consider technology
as a medium for learning. Therefore, in order to ensure the implementation of
mobile learning activities, lecturers need to receive effective, professional
development training in mobile learning, and not just be provided with basic
information. The participants also highlighted the need for continuous and
accessible training, underscoring the importance of ongoing training to ensure a
positive impact on the intention to use CALL behaviour by providing EFL
teachers with the confidence, belief and skills necessary to implement such
technology effectively in their classroom (Hedayati et al., 2018). Several stages
of training are suggested in this regard. 1) Training on the educational use of
mobile technology, especially in teaching EFL. The problem (as discussed in
section 5.3.4) is that in several universities offering lecturer training, the trainings
are headed by ICT experts who do not have expertise in teaching didactics.
Lecturers must receive training on the competent use of technologies in diverse
teaching contexts and how to make use of mobile technology in the context of
teaching language in order to develop their own pedagogical content knowledge.
2) There is a need for training on managing the classroom while conducting inclass mobile learning activities, to ensure that effort expectancy has a positive
influence (Li, 2020). 3) Effective training that is led by self-motivated instructors
must be implemented across institutions, notwithstanding the available
technological infrastructure and institutional policies. It is essential that the skills,
behaviours and beliefs of such self-motivated people are transferred to instructor
colleagues in order to maximise the potential of mobile technologies through
exploiting reflexivity and allowing teachers to share their rich experiences of
successful implementation and the subsequent acquisition by language learners
(Freeman, 2002). This is particularly relevant for older lecturers, who as the
findings indicated tend to be more concerned about their friends and family’s
perceptions of mobile technology, whereby their use of technology was highly
affected by social influence from those they perceived to be important, echoing
Hedayati et al.’s (2018) findings on the impact of peer perceptions, as well as
Gümüşoğlu and Akay’s (2017) observations on the need for ongoing support and
training regardless of the lecturers’ ICT background or age. Tan et al. (2012)
emphasise the importance of an encouraging and inspirational environment,
which renders lecturers more willing to experiment with this new technology. In
the Saudi higher education context, this finding indicates the importance of
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policy-makers creating a supportive social environment among instructors before
they seek to implement mobile learning technologies. To do so, leaders in higher
education and deans in Saudi universities should consider motivation and
encouragement when making decisions regarding purchasing or designing
teaching systems, to thus increase acceptance among lecturers in terms of mobile
learning by ensuring that the institutional support is prominent and concerns over
performance and effort expectancy are minimised (Gümüşoğlu and Akay, 2017).
There is a real need to create a platform so lecturers can share their experiences
of using mobile technology and motivate others.
-

Third, regarding social media use, like other countries around the world, social
media plays a pivotal role in Saudi society (Global Media Insight, 2020), with
statistics indicating that this phenomenon is increasing. Moreover, due to
contemporary learners being familiar and confident with mobile phone
technology and social media, connectivism offers opportunities for learning to be
conceptualised via mobile devices (Al-Shehri, 2011). According to the
Communications and Information Technology Commission (2019), almost 92%
of the Saudi population used social media in 2018, representing the highest growth
of any country worldwide, with the Commission indicating that the growth of
social media users in the Kingdom of Saudi Arabia reached 32%, considerably
higher than the 13% global average. As the findings of this study reported the
frequent use of social media by lecturers, these social networks could be used to
improve EFL teaching and learning in the context of higher education (KukulskaHulme, 2012). In addition, social media could introduce a different form of
knowledge construction and consumption that enables students to actively coproduce content, promoting real-life experiences as a basis for learning
(Greenhow and Lewin, 2015; Godwin-Jones, 2017, 2018). This could also have a
positive impact on lifelong learning, as both formal and informal learning and
teaching communities are created on social media platforms that facilitate a novel
approach to learning. These communities already exist, so the decision is not
about whether to integrate them, but rather how their benefits can be maximised
in the context of teaching EFL. It is important for universities to have regulations
that encourage and motivate their instructors so that they adopt this type of
teaching, addressing lecturers’ concerns over effort expectancy (Almarwarni,
2021), and enhancing the key CALL variables of behavioural intention and use
behaviour (Amarwarni, 2016).
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-

Fourth, regarding university policy, it is important for universities to start
developing policy on the usage of mobile technologies in general on their
campuses, and particularly in the EFL faculties, due to the unique characteristics
of language teaching and language lecturers when compared to other subjects
(Borg, 2006). Many of the lecturers reported in the interviews that their
universities should have clear regulations in terms of supporting the use of mobile
devices, which would have a positive impact through the contextual factors that
influence teacher cognition (Borg, 2003). Moreover, Huang (2018) reported effort
expectancy, facilitating conditions and habit all have a significantly positive
impact on the intention to use social media as a teaching and learning medium in
higher education. Lecturers need guidance on how to make effective use of mobile
technologies that are already widely available (Alshaikhi, 2018), and as we have
seen with Covid-19, when using technology is mandatory with clear policy,
lecturers are quite capable of utilising it.

-

Fifth, the lecturers identified disruption as their primary concern regarding the
classroom use of mobile technology. This can be eliminated by implementing a
strategy that focuses on using this technology outside the classroom environment,
thus overcoming performance expectancy concerns and leading to enhanced
behavioural intention and the promotion of technology use (Lewis et al., 2013)
for language learning beyond the classroom walls. The Kingdom of Saudi Arabia
is a non-English environment with little opportunity to interact with native
speakers outside the classroom, which is crucial for language acquisition
(Kukulska-Hulme, 2009; Kukulska- Hulme, 2012), and therefore English can
currently only be learned in the classroom. However, mobile technologies could
change this by providing technologies that offer virtual language learning settings
and contexts essential to communication skills and understanding, representing a
new direction for teaching and learning (Darling-Hammond et al., 2020).
Extending foreign language learning through frequent informal practice is
fundamental to second language acquisition.

-

Sixth, regarding female privacy issues, as discussed in section 5.3.6, the lack of
regulation regarding the use of mobile technologies inside the universities
prevents female lecturers from allowing students to bring mobile devices into their
classes, as some female lecturers are sceptical and afraid that the use of these
devices may invade their privacy, with similar privacy concerns also reported by
the Saudi lecturers in Alsolamy’s (2017) study. Therefore, it is important to
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highlight the universities’ policy in this regard and find an alternative resolution,
since the teachers’ beliefs will influence their classroom practice (Burns, 1992).
The study found that female lecturers were interested in mobile learning. The
gender segregation in Saudi education could encourage female lecturers to use
mobile learning and thus lead to better opportunities for them to more easily
develop MALL skills, as mobile learning would allow them to attend seminars,
watch lectures, participate in online discussions and other learning activities, in
which there may be male lecturers and students, with fewer obstacles than in a
face-to-face situation. Therefore, it is recommended that universities benefit from
female lecturers’ interest in mobile learning by providing them with appropriate
regulations that can protect their privacy and create the appropriate facilitating
conditions (Gümüşoğlu and Akay, 2017) that will enable them to confidently
adopt mobile learning in their classroom teaching activities.

6.5 Limitations
This study has several limitations, which can be summarised as follows:
-

First, this study only collected faculty members’ perceptions and views of how
they currently use their mobile devices, and no observations were made regarding
actual mobile device usage. To understand further how mobile devices are
actually being used in English language learning, in-class observations would be
beneficial as this would facilitate both the documentation of actual mobile device
use, as well as commentary on the effectiveness of these devices as tools of
instruction in an EFL context. This could be further enhanced by clarifying and
exploring the specific teaching activities carried out in the EFL classroom.
Currently, empirical evidence on how mobile phones or tablets are employed in
classrooms is at an embryonic stage, such as Nikolopoulou and Kousloglou’s
(2019) study investigating the teaching of science.

-

Second, the views of the deans and university principals were not investigated,
although without their permission it would not be possible to implement mobile
technology in an effective manner. Further research should involve more
educational stakeholders, such as policy-makers, university and faculty leaders,
to gather primary data on the mobile learning situation in higher education from
more diverse perspectives, and determine these stakeholders’ perceptions of
mobile technology, including their opinions about the benefits, barriers and
concerns of using mobile devices for educational purposes.
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-

Third, while the findings of this study are valuable starting points for other
educational institutions globally, since culture is unpredictable and differs from
place to place, the findings cannot be completely generalised to other countries
around the globe. Moreover, the outcomes of the acceptance of mobile learning
and barriers found by the population of the study cannot be generalised to other
regions, especially as the Kingdom of Saudi Arabia is the most conservative
country in the region in terms of social and cultural factors, as well as religious
norms and traditions. In this context, the findings are more indicative than
definitive for countries outside the Kingdom of Saudi Arabia, although they will
serve as a valuable guide for later research into the acceptance of mobile learning.
Empirical research is therefore needed to identify the form of culture and obstacles
in other higher education institutions where future study will take place.

6.6 Opportunities for further research
Based on the findings in this study, along with the review of the literature on mobile
learning in higher education, the researcher believes that further research is still needed.
Suggestions are presented as follows:
-

As two female participants reported privacy concerns, there is a need to further
examine the influence of the security and privacy of teaching on female lecturers’
behavioural intentions towards the acceptance and use of mobile technology in
the classroom. Thus, such investigations regarding female perceptions towards
the use of mobile technology in their teaching will be an important contribution
to the literature on the theme of gender that can help to develop improved
understanding of EFL lecturers’ acceptance.

-

Further study involving deans, policy-makers, and mobile learning providers is
important to have a wider perspective and identify barriers that belong to the
university infrastructure and training.

-

Research that focuses on the culture, social constraints and obstacles of using
mobile learning in higher education in the Kingdom of Saudi Arabia is required,
as the findings show several barriers that have arisen in regards to these
constraints. This may be more applicable to older lecturers who have developed
strong affiliations to their own particular pedagogy.

225

6.7 Conclusion
This study can be regarded as a guiding light that maps the path towards the successful
implementation of mobile education technologies in Saudi higher education. To fulfil the
aims of Vision 2030 and build an education system that is fit for the future, the integration
of ICT is critical as this is the foundation of the country’s potential to become a successful
competitor in today’s global knowledge economy. Globalisation has led to the English
language becoming increasingly dominant, both socially and intellectually, in the
networked world in which we live, and it is therefore essential for the success of
individual students, both now and in the future, that this study’s findings are implemented.
Failure to act on these findings will not only impede such individuals’ progression, but
also inhibit the ability of the entire Saudi higher education sector to compete in the rapidly
growing global higher education sector. The reputation and excellence of universities are
determined by international university rankings, and Saudi institutions can only take their
place within these rankings if they provide learning and teaching that allows students to
compete in the global knowledge economy. Furthermore, these findings are also of
national importance, and must be acted upon to enable the Kingdom of Saudi Arabia to
make the critical transition from reliance on its finite resources to a more sustainable
future.
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Appendices
Appendix 1: Participant Information Sheet and the
Questionnaire

LIVERPOOL JOHN MOORES UNIVERSITY
PARTICIPANT INFORMATION SHEET
Title of Project: Investigating the Experience of Lecturers in Using Mobile Technology
in Teaching English at Saudi Universities
Name of Researcher: Nouf Almofadi School/Faculty: Liverpool Business School
“You are being invited to take part in a research study. Before you decide it is
important that you understand why the research is being done and what it involves.
Please take time to read the following information. Ask us if there is anything that is not
clear or if you would like more information. Take time to decide if you want to take part
or not.”
What is the purpose of the study?
This study aims to investigate the experience of teachers toward the use of mobile
technology in English language classes at state universities in Saudi Arabia
This study will contribute to knowledge in the field of applied linguistics and TEFL
(teaching English as a Foreign Language)
Do I have to take part?
Your participation in this study is entirely voluntary so it is up to you to decide whether
or not to take part in it. If you do, you will be asked to sign a consent form. However,
even after signing the consent form you are still free to withdraw at any time and
without giving a reason
What will happen to me if I take part?
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Should you decide to participate you will be asked to take part in the survey. The survey
will take approximately 15 minutes. The questions about your experience in using
mobile technology and your experience (or inexperience) of using such technology to
teach English.
Are there any risks / benefits involved?
There are no known or expected risks for involvement in this study.
Will my taking part in the study be kept confidential?
No personal information such as name, date of birth, etc, is required to be declared.
Therefore, all data will remain anonymous and will be kept confidential on a Liverpool
John Moores University computer that is protected with a user name and password
known by the researcher only.
This study has received ethical approval from LJMU’s Research Ethics Committee
(17/LBS/001)
Contact Details of Researcher: n.a.almofadi@2016.ljmu.ac.uk
If you any concerns regarding your involvement in this research, please discuss these
with the researcher in the first instance. If you wish to make a complaint, please contact
researchethics@ljmu.ac.uk and your communication will be re-directed to an
independent person as appropriate.

Section 1: Personal Information and Demographics
Please select the appropriate answer
1. Gender:

o Male. o Female

2. Age:

o 25-29. o 30-34. o 35-39 o 40-44. o 45-49. o 5054. o 55-59. o 60+ Years

3. The highest level of the o Diploma. o Bachelor. o Master. o PhD
academic Qualification:
4. Teaching experience:

onever taught oless than five years obetween five years
and 15 years omore than 15 years.
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Section 2: About Your Use of Different Devices
5. Do you have a smartphone?
a) Yes

b) No (if the participant chooses no it will move him to Q 13)

6. Who paid for it? (please select the answer)?
a) Myself

/b) The University

c) Other (please specify)

…….
7.

For how long have you had a smartphone? (Please select the appropriate answer)
1 year or less 2-5 years 6-10 years Over 10 years

8. How often do you use a smartphone on average? (Please select the appropriate
answer)
Not

Once a

2-3

Once a

2-3

4-6

Once

2-5

>5

at all

month

times a

week

times a

times a

a day

times a

times a

week

week

day

day

month

9. How many times do you access the internet using a smartphone? (Please select the
appropriate answer)
Not

Once a

2-3

Once a

2-3

4-6

Once

2-5

>5

at all

month

times a

week

times a

times a

a day

times a

times a

week

week

day

day

month

10. What is your view regarding the purchasing cost of smartphones? (Please select the
appropriate answer).
Cheap

Good value

Expensive

I do not know

11. What is your view regarding the purchasing cost of the internet connection of
smartphones? (Please select the appropriate answer).
Cheap

Good value

Expensive
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I do not know

12. Please indicate how frequently you use a smartphone to perform the following:
(Please select the appropriate answer)
Never Rarely Sometimes

Often

Have video conversations (for
example, Skype).
Receive and send text
messages.
Scheduling appointments.
Editing or reading documents.
For example, Word and PDF
13. Do you have a tablet (for example iPad)?
a) Yes

b) No (if the participant chooses no it will move him to Q 21)

14. Who paid for it? (please select the answer)?
a) Myself

/b) The University

c) Other (please specify)

…….
15. For how long have you had a tablet? (Please select the appropriate answer)
1 year or less 2-5 years 6-10 years Over 10 years

16. How often do you use tablet your tablet on average? (Please select the appropriate
answer)
Not

Once a

2-3

Once a

2-3

4-6

Once

2-5

>5

at all

month

times a

week

times a

times a

a day

times a

times a

week

week

day

day

month

17. How many times do you access the internet using your tablet? (Please select the
appropriate answer)
Not

Once a

2-3

Once a

2-3

4-6

Once

2-5

>5

at all

month

times a

week

times a

times a

a day

times a

times a

week

week

day

day

month
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18. What is your view regarding the purchasing cost of a tablet? (Please select the
appropriate answer).
Cheap

Good value

Expensive

I do not know

19. What is your view regarding the purchasing cost of the internet connection of tablet?
(Please select the appropriate answer).
Cheap

Good value

Expensive

I do not know

20. Please indicate how frequently you use your tablet to perform the following: (Please
select the appropriate answer)
Never

Rarely

Sometimes

Often

Have video Conversations (for
example, Skype).
Send and receive text messages.
Scheduling appointments.
Editing or reading documents. For
example, Word and PDF

Section 3: Your opinion on using Mobile Technologies for Teaching
English
In terms of using mobile technology in TEFL, to what extent do you agree or disagree
with the statements below? Please indicate your level of agreement with each of the
following statements using a 5-point scale as given below:
Scale:
5=Strongly Agree, 4=Agree, 3= Neutral, 2=Disagree, 1=Strongly Disagree
Sr.

Items

5 4 3 2 1

No.
Performance Expectancy
21

I find mobile technology useful in teaching EFL.
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22

Using mobile technology helps me accomplish things more
quickly.

23

Using mobile technology increases my productivity.

24

If I use mobile technology in my EFL teaching, it will
contribute to my career development.
Effort Expectancy

25 Learning how to use mobile technology is easy for me.
I find it easy to use mobile technology to support my
26
27

teaching of EFL.
It is easy for me to become skilful at using mobile
technology.

28

I am always thinking about how I can teach EFL through
mobile technology.
Social Influence

29

People who are important to me think that I should use
mobile technology to teach EFL.

30

The EFL programme leaders in my university think that I
should use mobile technology in my teaching.

31

The EFL programme leaders in my university do not
encourage me to use mobile technology in my teaching.

32

Some people who are close to me, such as family, think that
there is no role for mobile technology in teaching EFL.
Facilitating Conditions

33

I have the resources necessary to use mobile technology in
teaching EFL.

34

I have the knowledge necessary to use mobile technology in
teaching EFL.

35

Mobile technology is compatible with other technologies I
use.

36

I can get help from others (family, faculty and friends) when
I have difficulties using mobile technology.

37

The use of mobile technology is supported by my university.

38

Wi-Fi connectivity provided on the university campus is
reliable.
Hedonic Motivation
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39

Using mobile technology is fun.

40

I enjoy using mobile technology to teach EFL.
Price Value

41 Mobile technology is reasonably priced.
Habit
42

Using mobile technology in EFL teaching has become a
habit for me.

43

I automatically use mobile technology to teach English.
Behavioural Intentions

44

I intend to continue using mobile technology in the future to
teach EFL.

45

I am always trying to teach EFL through mobile technology.

Section 4: Use of Mobile Technologies to teach EFL
The following statements are used to specify how often you use mobile technologies to
teach EFL or to support. To respond, you need to select the appropriate box (on a 4-point
scale as given below) against each statement that best represents your viewpoint.
Scale:
1=Never, 2=Rarely, 3=Sometimes, 4= Often,
Sr.

Items

No.
46

I use commercial applications for teaching English

47

I use applications developed by the faculty, department or
university for teaching English

48

I use websites for accessing materials for the class for teaching
English

49

I use short message services for teaching English

50

I use multimedia services for teaching English

51

I use e-mail and social media for teaching English

Thank you for your kind response.
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)Appendix 2: The Questionnaire (Arabic Version

ﺟﺎﻣﻌﺔ ﻟﻴﻔﺮﺑﻮل ﺟﻮن ﻣﻮرﻳﺲ  -ورﻗﺔ اﳌﻌﻠﻮﻣﺎت ﻟﻠﻤﺸﺎرك
ﻋﻨﻮان اﳌﺸﺮوع :دراﺳﺔ ﺧﱪات اﶈﺎﺿﺮﻳﻦ ﰲ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﳍﻮاﺗﻒ اﶈﻤﻮﻟﺔ ﰲ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﰲ اﳉﺎﻣﻌﺎت
اﻟﺴﻌﻮدﻳﺔ.
اﺳﻢ اﻟﺒﺎﺣﺚ :ﻧﻮف اﳌﻔﻀﻲ اﳌﺪرﺳﺔ/اﻟﻜﻠﻴﺔ :ﻛﻠﻴﺔ ﻟﻴﻔﺮﺑﻮل ﻟﻸﻋﻤﺎل
"أﻧﺖ ﻣﺪﻋﻮ ﻟﻠﻤﺸﺎرﻛﺔ ﰲ دراﺳﺔ ﲝﺜﻴﺔ .ﻗﺒﻞ أن ﺗﺘﺨﺬ ﻗﺮارك ﻣﻦ اﳌﻬﻢ أن ﺗﻔﻬﻢ ﺳﺒﺐ إﺟﺮاء اﻟﺒﺤﺚ وﻣﺎ ﻳﺘﻀﻤﻨﻪ .ﻣﻦ ﻓﻀﻠﻚ
ﺧﺬ وﻗﺘﻚ ﻟﻘﺮاءة اﳌﻌﻠﻮﻣﺎت اﻟﺘﺎﻟﻴﺔ ،وﻻ ﺗﱰدد ﰲ اﻻﺳﺘﻔﺴﺎر ﻣﻨﺎ إذا واﺟﻬﺖ أي ﺷﻲء ﻏﲑ واﺿﺢ أو إذا ﻛﻨﺖ ﺗﺮﻏﺐ ﰲ
اﳊﺼﻮل ﻋﻠﻰ اﳌﺰﻳﺪ ﻣﻦ اﳌﻌﻠﻮﻣﺎت .ﺧﺬ وﻗﺘﻚ ﻗﺒﻞ أن ﺗﻘﺮر ﻣﺎ إذا ﻛﻨﺖ ﺗﺮﻳﺪ اﳌﺸﺎرﻛﺔ أم ﻻ".
ﻣﺎ ﻫﻮ اﻟﻐﺮض ﻣﻦ ﻫﺬﻩ اﻟﺪراﺳﺔ؟
Çﺪف ﻫﺬﻩ اﻟﺪراﺳﺔ إﱃ ﻓﺤﺺ ﺧﱪات اﳌﺪرﺳﲔ ﰲ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ ﳏﺎﺿﺮات اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ
àﳉﺎﻣﻌﺎت اﳊﻜﻮﻣﻴﺔ ﰲ اﳌﻤﻠﻜﺔ اﻟﻌﺮﺑﻴﺔ اﻟﺴﻌﻮدﻳﺔ.
ﺳﺘﺴﺎﻫﻢ ﻫﺬﻩ اﻟﺪراﺳﺔ ﰲ اﳌﻌﺮﻓﺔ ﲟﺠﺎل اﻟﻠﻐﻮãت اﻟﺘﻄﺒﻴﻘﻴﺔ وﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ ).(TEFL
ﻫﻞ ﻳﺘﻮﺟﺐ ﻋﻠﻲ اﳌﺸﺎرﻛﺔ؟
ﻣﺸﺎرﻛﺘﻚ ﰲ ﻫﺬﻩ اﻟﺪراﺳﺔ ﺗﻄﻮﻋﻴﺔ ﲤﺎﻣﺎً ،وﻟﺬﻟﻚ ﻓﺈن ﻓﺎﻷﻣﺮ ﻣﱰوك ﻟﻚ ﻟﺘﻘﺮﻳﺮ ﻣﺎ إذا ﻛﻨﺖ ﺳﺘﺸﺎرك ﻓﻴﻬﺎ أم ﻻ .إذا ﻗﺮرت
اﳌﺸﺎرﻛﺔ ﺳﻴُﻄﻠﺐ ﻣﻨﻚ اﻟﺘﻮﻗﻴﻊ ﻋﻠﻰ اﺳﺘﻤﺎرة اﳌﻮاﻓﻘﺔ .ﻟﻜﻦ ﳝﻜﻨﻚ اﻻﻧﺴﺤﺎب ﰲ أي وﻗﺖ ﺣﱴ ﺑﻌﺪ اﻟﺘﻮﻗﻴﻊ ﻋﻠﻰ اﺳﺘﻤﺎرة

اﳌﻮاﻓﻘﺔ ودون إﺑﺪاء أﺳﺒﺎب.
ﻣﺎذا ﺳﻴﺤﺪث ﱄ إذا ﺷﺎرﻛﺖ؟
إذا ﻗﺮرت اﳌﺸﺎرﻛﺔ ﰲ اﻟﺪراﺳﺔ ﺳﻴُﻄﻠﺐ ﻣﻨﻚ اﻹﺟﺎﺑﺔ ﻋﻠﻰ اﻻﺳﺘﺒﻴﺎن .ﻳﺴﺘﻐﺮق اﻻﺳﺘﺒﻴﺎن ﺣﻮاﱄ  15دﻗﻴﻘﺔ ،وﺗﺘﻌﻠﻖ أﺳﺌﻠﺘﻪ
ﲞﱪﺗﻚ ﰲ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ وﺧﱪﺗﻚ )أو ﻋﺪم ﺧﱪﺗﻚ( ﰲ اﺳﺘﺨﺪام ﻫﺬﻩ اﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﰲ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ
اﻹﳒﻠﻴﺰﻳﺔ.
ﻫﻞ ﻫﻨﺎك أي ﳐﺎﻃﺮ  /ﻓﻮاﺋﺪ ﻟﻠﻤﺸﺎرﻛﺔ؟
ﻻ ﺗﻮﺟﺪ ﳐﺎﻃﺮ ﻣﻌﺮوﻓﺔ أو ﻣﺘﻮﻗﻌﺔ ﻟﻠﻤﺸﺎرﻛﺔ ﰲ ﻫﺬﻩ اﻟﺪراﺳﺔ.
ﻫﻞ ﺳﺘﺒﻘﻰ ﻣﺸﺎرﻛﱵ ﰲ اﻟﺪراﺳﺔ ﺳﺮﻳﺔ؟
ﻟﻴﺲ ﻣﻦ اﳌﻄﻠﻮب اﻹﻓﺼﺎح ﻋﻦ أي ﻣﻌﻠﻮﻣﺎت ﺷﺨﺼﻴﺔ ﻣﺜﻞ اﻻﺳﻢ و®رﻳﺦ اﳌﻴﻼد وﻣﺎ إﱃ ذﻟﻚ .ﻟﺬﻟﻚ ﺳﺘﺒﻘﻰ ﲨﻴﻊ اﻟﺒﻴﺎ¨ت
ﳎﻬﻮﻟﺔ اﳌﺼﺪر وﺳﺘُﺤﻔﻆ ﺑﺴﺮﻳﺔ ﻋﻠﻰ ﻛﻤﺒﻴﻮﺗﺮ ﺟﺎﻣﻌﺔ ﻟﻴﻔﺮﺑﻮل ﺟﻮن ﻣﻮرﻳﺲ اﶈﻤﻲ àﺳﻢ ﻣﺴﺘﺨﺪم وﻛﻠﻤﺔ ﻣﺮور ﻣﻌﺮوﻓﲔ
ﻟﻠﺒﺎﺣ ﺚ ﻓﻘﻂ .

ﺗﻠﻘﺖ ﻫﺬﻩ اﻟﺪراﺳﺔ اﳌﻮاﻓﻘﺔ اﻷﺧﻼﻗﻴﺔ ﻣﻦ ﳉﻨﺔ أﺧﻼﻗﻴﺎت اﻟﺒﺤﺚ ﲜﺎﻣﻌﺔ ﻟﻴﻔﺮﺑﻮل ﺟﻮن ﻣﻮرﻳﺲ ).(17/LBS/001
ﺑﻴﺎ¨ت اﻻﺗﺼﺎل àﻟﺒﺎﺣﺚn.a.almofadi@2016.ljmu.ac.uk :
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إذا ﻛﺎﻧﺖ ﻟﺪﻳﻚ أي ﺑﻮاﻋﺚ ﻗﻠﻖ ﺑﺸﺄن ﻣﺸﺎرﻛﺘﻚ ﰲ ﻫﺬا اﻟﺒﺤﺚ ﻓﲑﺟﻰ ﻣﻨﺎﻗﺸﺘﻬﺎ ﻣﻊ اﻟﺒﺎﺣﺚ ﰲ اﻟﺒﺪاﻳﺔ .إذا ﻛﻨﺖ ﺗﺮﻏﺐ
ﰲ ﺗﻘﺪﱘ ﺷﻜﻮى ﻓﲑﺟﻰ اﻟﺘﻮاﺻﻞ ﻋﱪ اﻟﱪﻳﺪ اﻹﻟﻜﱰوﱐ  researchethics@ljmu.ac.ukوﺳﻴﺘﻢ إﻋﺎدة ﺗﻮﺟﻴﻪ
رﺳﺎﻟﺘﻚ إﱃ ﺷﺨﺺ ﻣﺴﺘﻘﻞ ﺣﺴﺐ اﻻﻗﺘﻀﺎء.
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اﻟﻘﺴﻢ اﻷول :اﳌﻌﻠﻮﻣﺎت اﻟﺸﺨﺼﻴﺔ واﻟﺪﳝﻮﻏﺮاﻓﻴﺔ
ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﻟﺼﺤﻴﺤﺔ

 .1اﳉﻨﺲ:

 oذﻛﺮ o .أﻧﺜﻰ.

 .2اﻟﻌﻤﺮ:

.44-40 o .39-35 o .34-30 o .29-25 o
 o .59-55 o .54-50 o .49-45 oأﻛﺜﺮ ﻣﻦ  60ﺳﻨﺔ.

 .3أﻋﻠﻰ ﻣﺆﻫﻞ أﻛﺎدﳝﻲ ﺣﺼﻠﺖ ﻋﻠﻴﻪ o :دﺑﻠﻮم o .ﺑﻜﺎﻟﻮرﻳﻮس o .ﻣﺎﺟﻴﺴﺘﲑ o .دﻛﺘﻮراﻩ.
 oأﻗﻞ ﻣﻦ  5ﺳﻨﻮات.
 oﱂ ﻳﺴﺒﻖ ﱄ اﻟﺘﺪرﻳﺲ.
 oﺑﲔ  5ﺳﻨﻮات و 15ﺳﻨﺔ o .أﻛﺜﺮ ﻣﻦ  15ﺳﻨﺔ.

 .4اﳋﱪة ﰲ ﳎﺎل اﻟﺘﺪرﻳﺲ:

اﻟﻘﺴﻢ اﻟﺜﺎﱐ :ﻣﻌﻠﻮﻣﺎت ﺣﻮل اﺳﺘﺨﺪاﻣﻚ ﻟﻸﺟﻬﺰة اﳌﺨﺘﻠﻔﺔ
 .5ﻫﻞ ﻟﺪﻳﻚ ﻫﺎﺗﻒ ذﻛﻲ؟
ب( ﻻ )إذا ﻛﺎﻧﺖ إﺟﺎﺑﺔ اﳌﺸﺎرك "ﻻ" ﻓﻴﺤﺐ ﻋﻠﻴﻪ اﻻﻧﺘﻘﺎل إﱃ اﻟﺴﺆال رﻗﻢ (13
أ( ﻧﻌﻢ
 .6ﻣﻦ دﻓﻊ ﲦﻨﻪ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ(؟
ب ( اﳉ ﺎﻣﻌ ﺔ
أ( أ¨
ج( ﻃﺮف آﺧﺮ )ﻳُﺮﺟﻰ ﺗﻮﺿﻴﺤﻪ( ..............
 .7ﻣﻨﺬ ﻣﱴ ﲤﺘﻠﻚ ﻫﺎﺗﻔﺎً ذﻛﻴﺎً؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
ﺳ ﻨﺔ أو أﻗﻞ

 10-6ﺳﻨﻮات

 5-2ﺳﻨﻮات

أﻛﺜﺮ ﻣﻦ  10ﺳﻨﻮات

 .8ﻣﺎ ﻫﻮ ﻣﻌﺪل اﺳﺘﺨﺪاﻣﻚ اﳌﺘﻮﺳﻂ ﻟﻠﻬﺎﺗﻒ اﻟﺬﻛﻲ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
ﻻ أﺳﺘﺨﺪﻣﻪ
ﻣﻄﻠﻘﺎً

ﻣﺮة ﺷﻬﺮًã

 3-2ﻣﺮات
ﺷﻬﺮًã

ﻣﺮة أﺳﺒﻮﻋﻴﺎً

 3-2ﻣﺮات
أﺳﺒﻮﻋﻴﺎً

 6-4ﻣﺮات
أﺳﺒﻮﻋﻴﺎً

ﻣﺮة ﻳﻮﻣﻴﺎً

 5-2ﻣﺮات
ﻳﻮﻣﻴﺎً

 .9ﻣﺎ ﻫﻮ ﻣﻌﺪل دﺧﻮﻟﻚ ﻋﻠﻰ اﻹﻧﱰﻧﺖ àﺳﺘﺨﺪام اﳍﺎﺗﻒ اﻟﺬﻛﻲ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
ﻻ أدﺧﻞ
ﻋﻠﻴﻪ ﻣﻄﻠﻘﺎً

ﻣﺮة ﺷﻬﺮًã

 3-2ﻣﺮات
ﺷﻬﺮًã

ﻣﺮة أﺳﺒﻮﻋﻴﺎً

 3-2ﻣﺮات
أﺳﺒﻮﻋﻴﺎً

 6-4ﻣﺮات
أﺳﺒﻮﻋﻴﺎً

ﻣﺮة ﻳﻮﻣﻴﺎً

 5-2ﻣﺮات
ﻳﻮﻣﻴﺎً

 .10ﻣﺎ رأﻳﻚ ﰲ ﺗﻜﻠﻔﺔ ﺷﺮاء اﳍﻮاﺗﻒ اﻟﺬﻛﻴﺔ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
رﺧﻴﺼﺔ

ﻏ ﺎﻟﻴ ﺔ

ﻣﻨﺎﺳﺒﺔ اﻟﻘﻴﻤﺔ

ﻻ أﻋﻠﻢ

 .11ﻣﺎ رأﻳﻚ ﰲ ﺗﻜﻠﻔﺔ اﺳﺘﺨﺪام ﺧﺪﻣﺎت اﻹﻧﱰﻧﺖ ﻟﻠﻬﻮاﺗﻒ اﻟﺬﻛﻴﺔ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
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أﻛﺜﺮ ﻣﻦ 5
ﻣﺮات ﻳﻮﻣﻴﺎً

أﻛﺜﺮ ﻣﻦ 5
ﻣﺮات ﻳﻮﻣﻴﺎً

ﻣﻨﺎﺳﺒﺔ اﻟﻘﻴﻤﺔ

رﺧﻴﺼﺔ

ﻻ أﻋ ﻠﻢ

ﻏ ﺎﻟﻴ ﺔ

 .12ﻳُﺮﺟﻰ ﺗﻮﺿﻴﺢ ﻣﻌﺪل اﺳﺘﺨﺪاﻣﻚ ﻟﻠﻬﺎﺗﻒ اﻟﺬﻛﻲ ﻟﻠﻘﻴﺎم ﲟﺎ ﻳﻠﻲ) :ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
ﻣﻄﻠﻘﺎً

¨دراً

أﺣﻴﺎ¨ً

ﻛﺜﲑاً

إﺟﺮاء ﳏﺎد⁄ت اﻟﻔﻴﺪﻳﻮ )ﻣﺜﻞ ﺳﻜﺎﻳﺐ(.
اﺳﺘﻘﺒﺎل وإرﺳﺎل اﻟﺮﺳﺎﺋﻞ اﻟﻨﺼﻴﺔ.
ﺟﺪوﻟﺔ اﳌﻮاﻋﻴﺪ.
ﲢﺮﻳﺮ أو ﻗﺮاءة اﳌﺴﺘﻨﺪات .ﻣﺜﻞ ﻣﻠﻔﺎت
 Wordو PDF
 .13ﻫﻞ ﻟﺪﻳﻚ ﺟﻬﺎز ﻟﻮﺣﻲ®/ﺑﻠﺖ )ﻣﺜﻞ آﻳﺒﺎد(
ب( ﻻ )إذا ﻛﺎﻧﺖ إﺟﺎﺑﺔ اﳌﺸﺎرك "ﻻ" ﻓﻴﺤﺐ ﻋﻠﻴﻪ اﻻﻧﺘﻘﺎل إﱃ اﻟﺴﺆال رﻗﻢ (21
أ( ﻧﻌﻢ
 .14ﻣﻦ دﻓﻊ ﲦﻨﻪ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ(؟
ب ( اﳉ ﺎﻣ ﻌ ﺔ

أ( أ¨

ج( ﻃﺮف آﺧﺮ )ﻳُﺮﺟﻰ ﺗﻮﺿﻴﺤﻪ( ..............

 .15ﻣﻨﺬ ﻣﱴ ﲤﺘﻠﻚ ﺟﻬﺎزاً ﻟﻮﺣﻴﺎً؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
ﺳ ﻨﺔ أو أﻗﻞ

 10-6ﺳﻨﻮات

 5-2ﺳﻨﻮات

أﻛﺜﺮ ﻣﻦ  10ﺳﻨﻮات

 .16ﻣﺎ ﻫﻮ ﻣﻌﺪل اﺳﺘﺨﺪاﻣﻚ اﳌﺘﻮﺳﻂ ﻟﻠﺠﻬﺎز اﻟﻠﻮﺣﻲ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
ﻻ أﺳﺘﺨﺪﻣﻪ
ﻣﻄﻠﻘﺎً

ﻣﺮة ﺷﻬﺮًã

 3-2ﻣﺮات
ﺷﻬﺮًã

ﻣﺮة أﺳﺒﻮﻋﻴﺎً

 3-2ﻣﺮات
أﺳﺒﻮﻋﻴﺎً

 6-4ﻣﺮات
أﺳﺒﻮﻋﻴﺎً

ﻣﺮة ﻳﻮﻣﻴﺎً

 5-2ﻣﺮات
ﻳﻮﻣﻴﺎً

 .17ﻣﺎ ﻫﻮ ﻣﻌﺪل دﺧﻮﻟﻚ ﻋﻠﻰ اﻹﻧﱰﻧﺖ àﺳﺘﺨﺪام اﳉﻬﺎز اﻟﻠﻮﺣﻲ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
ﻻ أدﺧﻞ
ﻋﻠﻴﻪ ﻣﻄﻠﻘﺎً

ﻣﺮة ﺷﻬﺮًã

 3-2ﻣﺮات
ﺷﻬﺮًã

ﻣﺮة أﺳﺒﻮﻋﻴﺎً

 3-2ﻣﺮات
أﺳﺒﻮﻋﻴﺎً

 6-4ﻣﺮات
أﺳﺒﻮﻋﻴﺎً

ﻣﺮة ﻳﻮﻣﻴﺎً

 5-2ﻣﺮات
ﻳﻮﻣﻴﺎً

 .18ﻣﺎ رأﻳﻚ ﰲ ﺗﻜﻠﻔﺔ ﺷﺮاء اﻷﺟﻬﺰة اﻟﻠﻮﺣﻴﺔ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
رﺧﻴﺼﺔ

ﻏ ﺎﻟﻴ ﺔ

ﻣﻨﺎﺳﺒﺔ اﻟﻘﻴﻤﺔ

ﻻ أﻋ ﻠﻢ

 .19ﻣﺎ رأﻳﻚ ﰲ ﺗﻜﻠﻔﺔ اﺳﺘﺨﺪام ﺧﺪﻣﺎت اﻹﻧﱰﻧﺖ ﻟﻸﺟﻬﺰة اﻟﻠﻮﺣﻴﺔ؟ )ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
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أﻛﺜﺮ ﻣﻦ 5
ﻣﺮات ﻳﻮﻣﻴﺎً

أﻛﺜﺮ ﻣﻦ 5
ﻣﺮات ﻳﻮﻣﻴﺎً

رﺧﻴﺼﺔ

ﻣﻨﺎﺳﺒﺔ اﻟﻘﻴﻤﺔ

ﻻ أﻋ ﻠﻢ

ﻏ ﺎﻟﻴ ﺔ

 .20ﻳُﺮﺟﻰ ﺗﻮﺿﻴﺢ ﻣﻌﺪل اﺳﺘﺨﺪاﻣﻚ ﻟﻠﺠﻬﺎز اﻟﻠﻮﺣﻲ ﻟﻠﻘﻴﺎم ﲟﺎ ﻳﻠﻲ) :ﻳُﺮﺟﻰ اﺧﺘﻴﺎر اﻹﺟﺎﺑﺔ اﳌﻨﺎﺳﺒﺔ(
ﻣﻄﻠﻘﺎً

¨دراً

أﺣﻴﺎ¨ً

ﻛﺜﲑاً

إﺟﺮاء ﳏﺎد⁄ت اﻟﻔﻴﺪﻳﻮ )ﻣﺜﻞ ﺳﻜﺎﻳﺐ(.
اﺳﺘﻘﺒﺎل وإرﺳﺎل اﻟﺮﺳﺎﺋﻞ اﻟﻨﺼﻴﺔ.
ﺟﺪوﻟﺔ اﳌﻮاﻋﻴﺪ.
ﲢﺮﻳﺮ أو ﻗﺮاءة اﳌﺴﺘﻨﺪات .ﻣﺜﻞ ﻣﻠﻔﺎت
 Wordو PDF

اﻟﻘﺴﻢ اﻟﺜﺎﻟﺚ :رأﻳﻚ ﰲ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﳍﻮاﺗﻒ اﶈﻤﻮﻟﺔ ﰲ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ
ﻓﻴﻤﺎ ﻳﺘﻌﻠﻖ àﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ ،إﱃ أي ﻣﺪى ﺗﻮاﻓﻖ أو ﻻ ﺗﻮاﻓﻖ
ﻋﻠﻰ اﻟﻌﺒﺎرات أد¨ﻩ؟ ﺑﺮﺟﺎء ﺗﻮﺿﻴﺢ ﻣﺴﺘﻮى اﺗﻔﺎﻗﻚ ﻣﻊ ﻛﻞ ﻣﻦ اﻟﻌﺒﺎرات اﻟﺘﺎﻟﻴﺔ àﺳﺘﺨﺪام ﻣﻘﻴﺎس ﻣﺆﻟﻒ ﻣﻦ  5ﻧﻘﺎط ﻋﻠﻰ
اﻟﻨﺤﻮ اﳌﻮﺿﺢ أد¨ﻩ:
اﳌ ﻘ ﻴﺎس :
م

 =5أواﻓﻖ ﺑﺸﺪة =4 ،أواﻓﻖ =3 ،ﳏﺎﻳﺪ =2 ،ﻻ أواﻓﻖ =1 ،ﻻ أواﻓﻖ ﻣﻄﻠﻘﺎً
4 5
اﻟﻌ ﻨﺎ ﺻ ﺮ
اﻷداء اﳌﺘﻮﻗﻊ

21

أرى أن ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﻣﻔﻴﺪة ﰲ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ
ﻛ ﻠﻐ ﺔ أﺟ ﻨﺒﻴ ﺔ .

22

ﻳﺴﺎﻋﺪﱐ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ إﳒﺎز اﻷﻣﻮر ﺑﺴﺮﻋﺔ
أﻛ ﱪ .

23

ﻳﺰﻳﺪ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﻣﻦ اﻧﺘﺎﺟﻴﱵ.

24

إذا اﺳﺘﺨﺪﻣﺖ ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ ﺗﺪرﻳﺴﻲ ﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ
ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ ﻓﺈ‚ﺎ ﺳﺘﺴﺎﻫﻢ ﰲ ﺗﻄﻮﻳﺮ ﺣﻴﺎﰐ اﳌﻬﻨﻴﺔ.
اﳉﻬﺪ اﳌﺘﻮﻗﻊ

25

ﻣﻦ اﻟﺴﻬﻞ àﻟﻨﺴﺒﺔ ﱄ ﺗﻌﻠﻢ ﻛﻴﻔﻴﺔ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ.

26

أرى أﻧﻪ ﻣﻦ اﻟﺴﻬﻞ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﻟﺪﻋﻢ ﺗﺪرﻳﺴﻲ
ﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ.

27

ﻣﻦ اﻟﺴﻬﻞ àﻟﻨﺴﺒﺔ ﱄ اﺗﻘﺎن اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ.

28

أﻓﻜﺮ داﺋﻤﺎً ﰲ ﻛﻴﻔﻴﺔ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ ﻣﻦ ﺧﻼل
ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ.
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3

2

1

اﻟﺘﺄﺛﲑ اﻻ ﺟ ﺘﻤ ﺎﻋ ﻲ
29

ﻳﻌ ﺘﻘ ﺪ ﺑﻌ ﺾ اﻷ ﺷ ﺨ ﺎص اﳌ ﻬ ﻤ ﲔ  àﻟﻨﺴ ﺒﺔ ﱄ أﻧﻪ ﳚ ﺐ ﻋ ﻠﻲ اﺳ ﺘﺨ ﺪ ام
ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﻟﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ.

30

ﻳﺮى ﻗﺎدة ﺑﺮ¨ﻣﺞ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ ﰲ ﺟﺎﻣﻌﱵ أﻧﻪ ﳚﺐ
ﻋﻠﻲ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ اﻟﺘﺪرﻳﺲ.

31

ﻻ ﻳﺸﺠﻌﲏ ﻗﺎدة ﺑﺮ¨ﻣﺞ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ ﰲ ﺟﺎﻣﻌﱵ
ﻋﻠﻰ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ اﻟﺘﺪرﻳﺲ.

32

ﻳﻌﺘﻘﺪ ﺑﻌﺾ اﻷﺷﺨﺎص اﻟﻘﺮﻳﺒﲔ ﻣﲏ -ﻣﺜﻞ اﻟﻌﺎﺋﻠﺔ -أﻧﻪ ﻟﻴﺲ ﻫﻨﺎك دور
ﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ
oﻴﺌﺔ اﻟﻈﺮوف

33

ﻟﺪي اﳌﻮارد اﻟﻼزﻣﺔ ﻻﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ ﺗﺪرﻳﺲ
اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ.

34

ﻟﺪي اﳌﻌﺮﻓﺔ اﻟﻼزﻣﺔ ﻻﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ ﺗﺪرﻳﺲ
اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ.

35

ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﻣﺘﻮاﻓﻘﺔ ﻣﻊ اﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎت اﻷﺧﺮى اﻟﱵ
اﺳ ﺘﺨ ﺪ ﻣ ﻬ ﺎ.

36

ﳝﻜﻨﲏ اﳊﺼﻮل ﻋﻠﻰ اﳌﺴﺎﻋﺪة ﻣﻦ اﻵﺧﺮﻳﻦ )اﻟﻌﺎﺋﻠﺔ وﻫﻴﺌﺔ اﻟﺘﺪرﻳﺲ
واﻷﺻﺪﻗﺎء( ﻋﻨﺪﻣﺎ أواﺟﻪ ﺻﻌﻮàت ﰲ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة
اﶈﻤﻮﻟﺔ.

37

ﺗﺪﻋﻢ ﺟﺎﻣﻌﱵ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ.

38

ﺷﺒﻜﺔ اﻹﻧﱰﻧﺖ اﻟﻼﺳﻠﻜﻴﺔ )واي ﻓﺎي( اﳌﻮﺟﻮدة ﰲ اﳊﺮم اﳉﺎﻣﻌﻲ ﻳُﻌﺘﻤﺪ
ﻋ ﻠﻴﻬ ﺎ.

اﻟﺪواﻓﻊ ﻣﻦ ﺣﻴﺚ اﳌﺘﻌﺔ
39

اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﳑﺘﻊ.

40

اﺳﺘﻤﺘﻊ àﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ
ﻛ ﻠﻐ ﺔ أﺟ ﻨﺒﻴ ﺔ .
اﻟﻘ ﻴﻤ ﺔ ﻣ ﻘﺎﺑﻞ اﻟﺴ ﻌﺮ

41

أﺳﻌﺎر ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﻣﻌﻘﻮﻟﺔ.
اﻟﺘﻌﻮد

42
43

أﺻﺒﺢ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﰲ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ
ﻛ ﻠﻐ ﺔ أﺟ ﻨﺒﻴ ﺔ ﻋ ﺎد ة  àﻟﻨﺴ ﺒ ﺔ ﱄ .
أﺳﺘﺨﺪم ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﺑﺼﻮرة ﺗﻠﻘﺎﺋﻴﺔ ﰲ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ
اﻹﳒﻠﻴﺰﻳﺔ.
اﻟﻨﻮا uاﻟﺴﻠﻮﻛﻴﺔ
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44
45

أﻧﻮي اﻻﺳﺘﻤﺮار ﻣﺴﺘﻘﺒﻼً ﰲ اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ
ﻟﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ.

اﺣﺎول داﺋﻤﺎً ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ ﻋﱪ ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة
اﶈﻤﻮﻟﺔ.
اﻟﻘﺴﻢ اﻟﺮاﺑﻊ :اﺳﺘﺨﺪام ﺗﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﻟﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ

اﻟﻐﺮض ﻣﻦ اﻟﻌﺒﺎرات اﻟﺘﺎﻟﻴﺔ ﲢﺪﻳﺪ ﻣﻌﺪل اﺳﺘﺨﺪاﻣﻚ ﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ اﻷﺟﻬﺰة اﶈﻤﻮﻟﺔ ﻟﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ أو ﻣﻦ
أﺟﻞ اﻟﺪﻋﻢ .ﻟﻺﺟﺎﺑﺔ ﳚﺐ ﻋﻠﻴﻚ اﺧﺘﻴﺎر اﳌﺮﺑﻊ اﳌﻨﺎﺳﺐ )ﻋﻠﻰ ﻣﻘﻴﺎس ﻣﺆﻟﻒ ﻣﻦ  4ﻧﻘﺎط ﻛﻤﺎ ﻫﻮ ﻣﻮﺿﺢ أد¨ﻩ( اﻟﺬي ﻳﻘﺪم
أﻓﻀﻞ ﺗﻌﺒﲑ ﻋﻦ وﺟﻬﺔ ﻧﻈﺮك أﻣﺎم ﻛﻞ ﻋﺒﺎرة.
اﳌ ﻘ ﻴﺎس :
م

 =1ﻣﻄﻠﻘﺎً¨ =2 ،دراً =3 ،أﺣﻴﺎ¨ً =4 ،ﻛﺜﲑاً
اﻟﻌ ﻨﺎ ﺻ ﺮ

46

أﺳﺘﺨﺪم ﺗﻄﺒﻴﻘﺎت ﲡﺎرﻳﺔ ﻟﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ

47

أﺳﺘﺨﺪم ﺗﻄﺒﻴﻘﺎت ﰎ ﺗﻄﻮﻳﺮﻫﺎ ﻣﻦ ﻗﺒﻞ اﻟﻘﺴﻢ أو اﻟﻜﻠﻴﺔ أو اﳉﺎﻣﻌﺔ ﻟﺘﺪرﻳﺲ
اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ

48

أﺳﺘﺨﺪم ﻣﻮاﻗﻊ اﻟﻮﻳﺐ ﻟﻠﻮﺻﻮل إﱃ ﻣﻮاد ﻟﻠﻤﺤﺎﺿﺮات ﻟﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ

49

أﺳﺘﺨﺪم ﺧﺪﻣﺎت اﻟﺮﺳﺎﺋﻞ اﻟﻘﺼﲑة ﻟﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ

50

أﺳﺘﺨﺪم اﳋﺪﻣﺎت ﻣﺘﻌﺪدة اﻟﻮﺳﺎﺋﻂ ﻟﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ

51

أﺳﺘﺨﺪم اﻟﱪﻳﺪ اﻹﻟﻜﱰوﱐ ووﺳﺎﺋﻞ اﻟﺘﻮاﺻﻞ اﻻﺟﺘﻤﺎﻋﻲ ﻟﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻹﳒﻠﻴﺰﻳﺔ
ﺷﻜﺮاً ﻟﻜﻢ ﻋﻠﻰ اﻟﺘﻜﺮم {ﳌﺸﺎرﻛﺔ.
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Appendix 3: The Interview Participant Information
Sheet

THE INTERVIEW PARTICIPANT INFORMATION SHEET

School/Faculty: Liverpool Business School
Researcher Name: Nouf Almofadi
Title of Research: Investigating the Experience of Lecturers in Using Mobile
Technology in Teaching English at Saudi Universities.
Dear Participant,
You are being invited to take part in a research study into the use of mobile technology
when teaching English. Before you decide to participate, it is important that you
understand ethical approval has been received from Liverpool John Moores University
to carry out this study, also to understand why the research is being done and what it
involves. Please take time to read the following information. If there is anything that is
not clear, or if you would like more information, please feel free to contact me or my
supervisor. Our contact details are provided at the end of this form.
Who can participate in this study?
Any lecturer who teaches English at a state university in Saudi Arabia.
What is the purpose of the study?
This study aims to investigate the experience of lecturers toward the use of mobile
technology in English language at state universities in Saudi Arabia
This study will contribute to knowledge in the field of applied linguistics and TEFL
(teaching English as a Foreign Language)
Do I have to take part?
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Your participation in this study is entirely voluntary so it is up to you to decide whether
or not to take part in it. If you do, you will be asked to sign a consent form. However,
even after signing the consent form you are still free to withdraw at any time and
without giving a reason.
What will happen to me if I take part?
Should you decide to participate you will be asked to take part in an interview. The
interview will take approximately one hour. After obtaining verbal permission to record
the interviews, they will be conducted and recorded through Skype before being
transcribed. Finally, a member check will be conducted with the participants to make
sure that you agree with the transcripts created. You will be asked questions about your
experience (or inexperience) of using such technology to teach English.
Are there any risks / benefits involved? There are no known or expected risks for
involvement in this study.
Will my taking part in the study be kept confidential?
No personal information such as name, date of birth, etc, is required to be declared.
Therefore, all data will remain anonymous and will be kept confidential on a Liverpool
John Moores University computer that is protected with a user name and password
known by the researcher only.
All information collected about you during the course of the research will be kept
strictly confidential. Any information about you will not be disclosed to anyone.
Pseudonyms will be used in transcripts and through coding to help protect the identity
of individuals and organisations.
Thank you for your valuable assistance and your co-operation are highly appreciated.
If you have any concern regarding your involvement in this research please discuss
these with the researcher in the first instance. If you wish to make a complaint, please
contact researchethics@ljmu.ac.uk and your communication will be re-directed to an
independent person as appropriate.
This study has received ethical approval from LJMU’s Research Ethics Committee
(17/LBS/001))
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Contact details:
Name of Researcher: Nouf Almofadi
Email: N.A.Almofadi@2016.limu.ac.uk
Name of Supervisor: Dr. Amanda Mason (Senior Lecturer PhD, MA, BSc, TEFL
Diploma) Email: A.Mason@ljmu.ac.uk
Address: Liverpool Business School, Faculty of Business and Law, Liverpool John
Moores University, Redmonds Building, Clarence Street, Liverpool, L3 5UG, United
Kingdom.
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Appendix 4: Interview Consent Form

INTERVIEW PARTICIPANT CONSENT FORM
School/Faculty: Liverpool Business School
Researcher’s Name: Nouf Almofadi
Title of Research: Investigating the Experience of Lecturers in Using Mobile
Technology in Teaching English at Saudi Universities.
1. I confirm that I have read and understand the information provided for the
above study. I have had the opportunity to consider the information, ask
questions and have had these answered satisfactorily.
2. I understand that my participation is voluntary and that I am free to
withdraw at any time, without giving a reason and that this will not
affect my legal rights.
3.

I understand that the interview will be audio-recorded and direct quotes
used, however, these will be anonymous

4.

I understand that any personal information collected during the study
will be anonymised and remain confidential

5.

I agree to take part in the above study

All information collected about you during the course of the research will be kept
strictly confidential.
Name of Participant

Date

Signature

Name of Researcher

Date

Signature
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Appendix 5: The Interview Schedule
The quantitative analysis of the survey data informed the development of the interview
questions. Interviews are structured and allowed for open ended responses. The overall
objective of the interview questions was designed to collect in-depth responses to the
items on the survey instrument and to solicit both positive and negative responses to
mobile learning, and to help in understanding a fuller picture of the process in the context
of the participants work life.
By virtue of the research model, the interview protocol was developed containing
questions that intended to deepen the exploration of the seven main constructs:
performance expectancy (PE), effort expectancy (EE), social influence (SI), facilitating
conditions (FC), hedonic motivation (HM), habit (H) and price value (PV) that are used
as guides in the formation of the interview questionnaire in predicating teachers'
behavioural intention and use of mobile learning technology. However, attention was paid
to identify barriers to using mobile devices for learning.
Therefore, interview instrument consists of three segments:
A) Section one
Section one focuses on gaining insight and information on lecturers’ general use of
mobile devices for teaching. When participants replied in the negative or positive,
follow up questions were asked to better understand their choice and degree of access
to mobile devices:
1. Do you own a smart phone or other mobile device with email capabilities, Internet
connection and/or the ability to add applications to it?
2. Do you use mobile devices, such as smart phone or tablet etc.? If so, in what ways
do you use them, and why? If no, why not?
B) Section two
Section two focuses on gaining insight into the use and perceptions of using mobile
devices for academic purposes according to component in the conceptual framework
(UTAUT):
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1- Performance expectancy (PE) Convenience Perceptions-Support Learning.
According to the performance expectancy component in the conceptual framework
(Venkatesh et al., 2012), lecturers may be motivated to use mobile devices for teaching
because it can improve performance, Therefore, with regard to perceptions-support
teaching, lecturers were asked two types of questions, questions regarding their
perceptions of mobile device use for academic learning and communication; and
questions asking how they utilize mobile devices for teaching. The following two
questions were asked to determine how participants used mobile devices for academic
purposes:
PE 1. How do you maintain and improve your own professional skills using mobile
technologies?
PE 2. Has the use of mobile technology helped you significantly in improving your
professional skills in teaching English?
PE 3. Tell me about an instance when you tried to use your cell phone or mobile device
to help you teach something related to your teaching.
PE 4. What are some other situations where you might use your cell phone or mobile
device to help support your academic teaching?
2- Effort expectancy (EE) Ease of Use. The effort expectancy component in the
conceptual framework (Venkatesh et al., 2012) implies that it is more likely that a lecturer
will use mobile learning if it is easy to learn and/or easy to use the mobile device in daily
life.
EE 1. How easy or difficult you would find learning to using

mobile device for

information seeking or teaching?
EE 2. Does teaching by using mobile learning technology help you to manage your
teaching time effectively? Why or why not and how?
3- Social influence (SI) Encouragement and Expectations. According to the social
influence component in the conceptual framework (Venkatesh et al., 2012), lecturer will
more likely use mobile devices for teaching if he or she feels that important people, such
as faculty, promote their use, utilize the devices themselves, or encourage to use mobile
devices for teaching.
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SI 1. Who encouraged you to use mobile learning technology in your teaching? Why?
SI 2. How supportive have your friends or people who are close to you in your use of a
mobile device for teaching?
4- Hedonic motivation (HM) Enjoyment and Exploration. According to the hedonic
motivation component in the conceptual framework (Venkatesh et al., 2012), it is more
likely that a lecturer will use mobile devices for teaching if he or she finds the interaction
intrinsically enjoyable or interesting.
HM 1. What do you enjoy in using mobile technology in your teaching and why?
5- Facilitating conditions (FC) Library resources. According to the facilitating
conditions of the conceptual framework (Venkatesh et al., 2012), if lecturers believe
organizational and technical infrastructure exists to support use of mobile learning and
knowledge sharing, they will more likely use mobile devices for learning.
FC 1. Do you think you have the efficient support to use mobile learning technology in
your teaching? Why or Why not?
FC 2. What do you think about your university’s responsibilities regarding the
integration of mobile learning in teaching English as global language for example,
should there be incentives? Should the university provide mobile technology to
instructors and students to enhance the process of language learning?
6- Habit (H) refers to individual's automaticity in performing the required behaviour in
order to use a specific technology.
H1. Do you intend to use mobile learning in your teaching and why?
7- Price value (PV) refers to the individual cost of using or buying specific technology.
PV1. What do you think about the cost of mobile devices and internet connections? Do
you think that this cost impact your use of technology in your teaching and in what way?
B) Section three
Section three focuses on device and barriers to using mobile devices for learning. To
identify barriers to using mobile devices for teaching, the researcher asked participants:
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1- Is there anything that makes you reluctant or unwilling to use your device in your
academic teaching?
2- Do you have any concerns about using mobile technologies in your teaching,
regarding the content delivery, or your students?

Interview guide:
Script prior to interview:
I’d like to thank you once again for being willing to participate in the interview aspect of
my study. As I have mentioned to you before, my study is to investigate the perception
and experience towards the use of mobile technologies for English language teachers in
state universities in Saudi Arabia.
You completed a consent form indicating that I have your permission (or not) to audio
record our conversation. Are you still ok with me recording (or not) our conversation
today? ___Yes ___No
If yes: Thank you! Please let me know if at any point you want me to turn off the recorder
or

keep

something

you

said

off

the

record.

If no: Thank you for letting me know. I will only take notes of our conversation.
Before

we

begin

the

interview,

do

you

have

any

questions?

If any questions (or other questions) arise at any point in this study, you can feel free to
ask them at any time. I would be more than happy to answer your questions.
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The main research questions of the study and interview questions:
Main Research
Questions

Explanation Question

Key interview questions and follow
up questions

1-What are the

Section one focuses on

- How long have you been teaching?

Saudi university

gaining demographic

- Do you own a cell phone or other

lecturers’

information about the

mobile device with email capabilities,

experience of using participants and insight

Internet connection and/or the ability

mobile technology about lecturers’ use of

to add applications to it?

to teach the English mobile devices for teaching Do you use mobile devices, such as
language at the

in general.

smart phone or tablet etc.? If so, in

state universities in It starts with easy question what ways do you use them, and why?
KSA?
to relax the participants.
If no, why not?
Section two focuses on
gaining insight into the use
and perceptions of using
mobile devices based on
the finding from the
2- What are the

university lecturers’ quantitative phase:
perceptions on the Performance expectancy
adoption of mobile (PE)
technology to teach Effort expectancy (EE)
the English
Social influence (SI)
state universities in
KSA?

improve your own professional skills
using mobile technologies?
PE 2- What are some other situations
where you might use your cell phone

component in the

factors that related conceptual framework
(UTAUT) of the
to the Saudi

language at the

PE1- How do you maintain and

or mobile device to help support your
academic teaching?
PE3- Has the use of mobile technology
helped you significantly in improving
your professional skills in teaching
English?
PE 4- Tell me about an instance when
you tried to use your cell phone or

Facilitating conditions

mobile device to help you teach

(EC)

something

Hedonic motivation (HM) EE 1- how easy or difficult you would
Habit (H)

find using a mobile device for

Price Value (PV)

information seeking or teaching?
EE 2- Does teaching by using mobile
learning technology help you to
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manage your teaching time effectively.
Why or why not and how?
SI 1- Who encouraged you to use
mobile learning technology in your
teaching? Why?
SI 2- How supportive have your
friends or people who are close to you
in your use of a mobile device for
teaching?
FC1- Do you think you have the
efficient support to use mobile learning
technology in your teaching? Why or
Why not?
FC 2- What do you think about your
university’s responsibilities regarding
the integration of mobile learning in
teaching English as global language
for example, should there be
incentives? Should the university
provide mobile technology to
instructors and students to enhance the
process of language learning?
HM1- What do you enjoy in using
mobile technology in your teaching
and why?
H1- Do you intend to use mobile
learning in your teaching and why?
PV1- What do you think about the cost
of mobile devices and internet
connections? Do you think that this
cost impact your use of technology in
your teaching and in what way?
3- What are the

Section three focuses on

challenges that

device and barriers to using
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English language

mobile devices for

-

Is there anything that makes

lecturers at the state learning. To identify

you reluctant or unwilling to

universities in KSA barriers to using mobile

use your device in your

might face in using devices for learning

academic teaching?

mobile technology

-

Do you have any concerns

and how these

about using mobile

challenges might

technologies in your teaching,

affect their usage of

regarding the content delivery,

mobile technology

or your students?

in their teaching?
-

Before we conclude this
interview, is there something
about your experience in this

Closing Questions

college/university that you
think influences your teaching
that we have not yet had a
chance to discuss?
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Appendix 6: Approval from the Head of Higher
Education
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Appendix 7: Themes, Sub-Themes and Codes from the
Qualitative Analysis
Themes

Sub-Themes

Codes
Ask them to watch clip I sent in telegram

1- Application
use

I always use twitter to encourage students post
comments.
Cambly application improve their speaking
WhatsApp
Willing to participate more than ….either text
books or desktop.
More engaging than chalk and talk

2- Productivity

Improvement of teachers thinking
Learn from others online
Using mobile technology make them disturbing

Performance
expectancy

Open to the world searching what other
teachers are using.
I do not think MT is a replacement for wellplanned lesson.
3- Usefulness

Additional tool
Part of everyday life not only for us ……but
also for our students digital natives.
Students might be out of control.

4- Distraction

I think using mobile technology inside the
classrooms sometimes distract the students.
Online connection may distract the students.
I noticed students are busy and do not follow
the lesson.
Light to carry
Practical

Effort
expectancy

5- Mobility and
accessibility

Accessible
portability
You cannot get help.. you can use smart phone.

6- Ease of use

Pop up on their phones so quickly and write
massage
Very easy
Not everyone know how to work a blog
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Social
influence

Hedonic
motivation

Facilitating
conditions

Easy to reach scholars in your specialist.
Feel more comfortable if I had more time with
my students
Search an information very quickly
7- Time
management
Teachers depend on mobile technology in
order to have less effort
Practical outside classrooms.
Faculty discourage.. individual attempts
Myself I am aware of the potential of MT
Friends are conscious about MT they need
more encouragement.
8- Encouragement I believe faculties want us to use it but they
don’t care if we don’t use it in practice
I didn’t see any of my friends using it …not a
big deal.
Everything around me encouraging.
No available resources for every one
9- Support
There are some resources but they are not
enough
Lack of support from the university.
Easy and fun
I feel so excited
10 - Enjoyment
Enjoyable …freedom
Kind of entertainments.
Media awareness
Miss using mobile inside classroom
Assure they are not twitting
11- Security safe
Can she not being filmed and post on
No confidentiality
Enthusiasm
No clear plan how to use this technology.
The use of technology was optional but never
required.
How it can be utilize officially and sufficiently.
12- No defined plan
The objectives of mobile techniques in TEFL
must be defined.
Lecturers do not know how to make use of
mobile phone devices in teaching.
There is no clear policy or plan to follow.
The university’s internet has problem.
There were weak readily available resources
such as Wi Fi connection.
Difficulty of not having quick network.
The university cannot afford adequate internet
13- Internet
connection
connection
The internet connect ion is vary poor
Devices are available, the university provide
internet connection but it is hardly connect
always poor.
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14- Training

15- The number of
students

16- Knowledge

Habit

17- Willingness

There is some seminars but this training was
held in the summer and the attendance was
optional
I have not heard of training programmes
Some ELTs need more training to have this
ability.
I do not need to wait till they find me a place of
workshops training I can learn independently.
We take a compulsory courser on technology
use but…is not an emphasize.
I did a training course….. but the problem was
in the difficulty of application..
Training courses always theoretical and far
from classrooms reality.
The number of students is 30+ which makes it
hard to manage.
The number of students in the classes is large
The biggest concern is not having the
knowledge base.
I believe most of the teachers themselves do
not know how to use technology in teaching.
To easy when you practice it continuously.
Many teachers reluctant…because of lake of
familiarity and the fare of having a new
experience.
This gave me motivation to use mobile
technology in my class.
I never use mobile technology in my teaching
but it is a new technique and I am curios to use
it.
Despite the fact that I am not sure how to use it but
in this century I think we need a technological welleducated learners and teachers
I believe of the potential of MT but I do not think it
is part of the curriculum.
We have desire but we are not supported enough.

Affordable price.

Price

18- Cost

It is available not for teachers all my students
have smart phones.
Little pit pricy but affordable most of my
students have the newest model of iPhone.
Both are affordable but there is no role of the
university of it is personal matter.
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Appendix 8: P-P Plot
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