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Abstract 

This paper explores the link between principals’ and teachers’ pedagogical beliefs regarding 

the benefits of integrating online learning technologies into language teaching and learning 

contexts. Principals who have the leadership ability to carry out the pedagogical requirements 

for technological change in teaching and learning approaches can direct the use of technology 

to enhance the school learning environment (Baylor & Ritchie, 2002; Ertmer & Ottenbreit-

Leftwich, 2010). The paper reports on the initial phase of data collection for a PhD thesis at 

an Australian University. Two surveys were developed and conducted for this study to 

determine principals’ and teachers’ existing pedagogical beliefs regarding online learning 

technologies. The participants included 67 principals and 82 Arabic language teachers across 

33 secondary schools in Saudi Arabia. The results show a strong alignment between principal 

and teacher beliefs in that both indicate positive constructivist beliefs, particularly regarding 

the ability of online learning technologies to improve teachers’ and students’ research skills, 

promote students’ learning both inside and outside school and convert teacher-centred 

teaching approaches to student-centred teaching approaches. The study also shows that 

principals’ beliefs were consistently stronger than teachers’ beliefs.  

 

INTRODUCTION 

Online learning technologies are at the forefront of recent advanced educational technologies (Heirdsfield, 

Davis, Lennox, Walker, & Zhang, 2007). In this study, the use of online learning technologies refers to 

the use of the Internet and other types of information communication technology (ICT) to assist teaching 

in the classroom and to enhance and facilitate student learning. Examples include the use of online 

communication tools (e.g. email, thread discussions, instant messengers and text messages), digital 

resources (e.g. online dictionaries, YouTube videos, e-books and online literature libraries), oral/written 

presentations, audio recordings, social networking (e.g. Facebook and Twitter), Web 2.0 tools (e.g. wikis 

and blogs) and online learning management systems (e.g. Blackboard and Moodle). The use of online 

technology tools such as these has become a significant component of pedagogy in many parts of the 

world (Suanpang & Petocz, 2006). Educators and parents now consider integrating online technologies 

into classroom teaching and learning activities as an effective and essential part of providing high-quality 

education and increasing opportunities for lifelong learning (Heirdsfield, Walker, Tambyah, & Beutel, 

2011). In comparison with traditional learning or non-technology use, teaching through online 

technologies has several advantages, particularly in allowing for “learning anytime and anywhere” 

(Peerapat, 2010). Classroom teaching and learning can be effective when online technologies are used as 

interactive learning tools that support student-centred education and knowledge construction, allowing 

students to obtain disciplinary knowledge while accommodating their personal learning preferences (Tu, 

2005). 

 

In the last decade, a number of studies in the United States, the United Kingdom and Australia have been 

conducted regarding the use of online learning technologies (Jones, 2008; Kennedy, Judd, Churchward, 

Gray, & Krause, 2008; Kvavik & Caruso, 2009; Lenhart, Madden, Smith, & Macgill, 2009). In Saudi 
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Arabia, the government has allocated a large portion of its recent national budget to the development of 

public education. Attempts are currently being made to encourage teachers in Saudi public education to 

use online learning technologies as an integral part of traditional education; this method is being applied 

in some schools located in major cities (Hamed, 2012). In spite of these significant endeavours, using 

technology in the classroom remains a big challenge for teachers because they have to learn how to use 

technology, know how to identify and cope with the strengths and weaknesses of technology and select 

the most appropriate form of technology for lesson activities (Al-Abdullatif, 2012). Online learning 

technology implementation implies changes to the planning and delivery of lessons and, subsequently, a 

change in teaching approaches. It also involves changes in the student assessment processes. Rather than 

merely passing on knowledge, teachers are facilitators who show students how to use technology and 

engage in a more self-directed learning process (Guri-Rosenblit, 2005). Therefore, the need for this study 

stems from the potential usefulness of exploring the beliefs of principals and teachers about teaching 

through online learning technologies and examining to what extent their beliefs can affect classroom 

practices of online pedagogical approaches in Saudi Arabia. This study may also contribute to developing 

research-based understanding of the actual experiences and beliefs of principals and teachers as they 

manage the teaching and learning processes at their schools.  

 

The research literature on how teachers effectively apply online learning technologies has primarily 

catalogued the availability and considerable increase in technology and online pedagogical approaches in 

higher education institutions (Bowen, Chingos, Lack, & Nygren, 2014). The majority of research has been 

conducted at the higher education level, focusing on the use of learning management systems, particularly 

in areas such as faculty participation (Maguire, 2005), involvement, adaptation (Baran, 2011; King, 2002), 

satisfaction (Bolliger & Wasilik, 2009), perception about the value and effectiveness of online learning 

implementation (Al-Abdullatif, 2012; Ulmer, Watson, & Derby, 2007) and approaches to teaching 

postgraduate online distance courses (Gonzalez, 2009). There is less research on the extent of the use of 

online pedagogical approaches as an integral part of public school education. 

 

An organisation’s leadership beliefs can shape the use of online learning technologies and affect the 

willingness of college faculty members to teach using online technology (Harrison, 2011). A survey by 

Mitchell and Geva-May (2009) indicated that online technology implementation can be affected by the 

administration’s attitude. This is because the majority of administrators are inclined to encourage staff to 

teach using online technologies to enhance student learning. Therefore, a study linking principals’ beliefs 

and teachers’ beliefs may be able to identify the convictions influencing the role and application of online 

learning technologies in educational processes.  

 

While the study of teachers’ beliefs is in itself important, it is more significant to identify a connection 

between principals’ and teachers’ beliefs and their impact on classroom practices, whether positive or 

negative. In addition, there is a lack of research in Saudi literature on the relationship between principals’ 

beliefs and teachers’ beliefs about the benefits of integrating online technologies into language teaching 

and learning contexts. The current study seeks to fill this gap. Particularly, it seeks to explore (1) 

principals’ and teachers’ beliefs regarding the benefits of online technology integration and (2) how 

teachers’ beliefs regarding online technologies relate to principals’ beliefs.    

LITERATURE REVIEW 

Online Technology Use and Constructivism 

The literature seems to be in agreement that teaching in integrated online learning environments differs 

from traditional or non-technology classroom teaching and, as such, requires the development of its own 

pedagogies (Kreber & Kanuka, 2006). Kenny (2003) and Porter (2004) demonstrated that implementing 

online learning systems was likely to be most effective when used in conjunction with other face-to-face 

pedagogical approaches. Collaborative learning techniques, long-term problem-based exploration and 

greater use of online learning environments are the key features of pedagogical approaches in online 

environments (Lim, Hung, Wong, & Hu, 2004). These approaches represent the constructivist view of 
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learning and teaching. The constructivist approach gives the learner an active role in meaning and 

knowledge construction; students can create knowledge, hypothesise, inquire, investigate, imagine and 

invent, rather than passively receive knowledge from the teacher. 

 

Johnson and Aragon (2003) pointed out the importance of associating learning theories with a new 

philosophy of teaching and learning in online learning environments. There is a close relationship between 

technologies and constructivism; various benefits can be obtained from this relationship, such as 

encouraging both teacher and student to search through digital resources and encouraging them to read 

more to build their knowledge (Gilakjani, Leong, & Ismail, 2013). Constructivism is based on the 

perspective that “students construct their meaning during learning based on their experiences and through 

a social negotiation of that meaning during the learning process” (Davidson-Shivers & Rasmussen, 2006, 

p. 45). This learner-centred approach focuses on encouraging ongoing interaction between students and 

actively engages them in constructing their own learning. Although constructivism is considered a form 

of cognitive theory, it differs from cognitivism in two ways: it focuses on learners constructing their 

knowledge and depends on social settings in the teaching process (Davidson-Shivers & Rasmussen, 

2006). In the context of online technology use, constructivism is employed in teaching when teachers 

encourage students to become active constructors of their own knowledge within the context of 

experience.  

 

Constructivism has generated a number of teaching approaches based on the following principles: (a) 

active learning by encouraging students to participate in learning activities, (b) learning through 

opportunities to search for information and experiment and (c) scaffolded learning and collaborative 

learning (Harasim, 2012). Online collaborative learning groups informed by constructivist theory can be 

an appropriate pedagogical approach for some features of online technologies, including online seminars, 

discussions and group assignments that require students to work together. In collaborative theory and 

pedagogy, the teacher’s role is to involve students in the language and activities associated with building 

discipline as well as the language and processes of the knowledge community. The teacher is also 

responsible for establishing the processes of discussion and the problem to be discussed, providing 

students with feedback or analytical terms that lead them to discuss and understand the topic deeply, and 

supporting students to reach a level of intellectual convergence and come to a position on the topic or a 

resolution of the problem(Coll, Rochera, & de Gispert, 2014).  

 

Benefits of Online Technology Use 

The benefits of online technologies can have a significant impact on classroom teaching and learning. 

Jones (2004) wrote a report on the results of BECTA’s online survey of 170 participants’ perceptions on 

the barriers to ICT use in education. The report identified the lack of perceived benefits of ICT use as one 

of the obstacles to implementing ICT in the teaching and learning process. Research exploring the impact 

of online learning has identified several benefits that could overcome some shortcomings of traditional or 

non-technology classroom teaching and some learning barriers. One of these benefits is providing students 

with a creative learning experience and removing the limitations of time and place (Alaugab, 2007) to 

support classroom-learning activities. This could be achieved by enabling students to broaden their 

knowledge and experience outside of school using available online resources, taking into account their 

desired learning styles (Gail & Terry, 2011).  

 

Mason and Rennie (2008) identified additional benefits of the use of online learning technology such as 

social media in the classroom. They found that the use of online technologies enabled students to 

participate, think, contribute and become active in their learning. In addition, using online learning 

technologies in the classroom allows the teacher not only to incorporate multimedia but also to share 

information quickly and easily, providing a collaborative learning environment where students can 

communicate at any time. Other benefits of online technology use are related to facilitating self-directed 

learning, problem-solving skills, higher-thinking skills and research skills for students, along with 

collaborative feedback from other students and the teacher in learner-centred environments (Seok, 2008).  

 



Page 4 of 487 

The use of online learning technologies places high expectations on students, since they are able to 

monitor the quality of their responses in online activities until they are confident enough to submit them 

to their teacher. They have more time to think before answering questions, and they can do more research 

and review materials before submitting or discussing their work with their classmates. Online learning 

technologies can help students keep up with their classmates and discuss lessons they do not understand 

in the classroom. They can also ask questions via email or e-learning communication features 

(Trangratapit, 2010).  

 

Finally, Hsieh and Dwyer (2009) concluded that using various learning styles and approaches increases 

student achievement, self-esteem and self-confidence. Online technologies provide an opportunity for 

communication between the teacher and students, as well as among students, about the lesson content. 

They communicate either in real time (synchronous) using teleconferences or in chat sessions with no 

preset times (asynchronous), which allows students to participate in class at their preferred times (e.g. 

through email and online discussion forums).  

 

Principals’ and Teachers’ Beliefs  

Since beliefs are thought to influence and shape classroom practices (Ertmer & Ottenbreit-Leftwich, 2010; 

Prestridge, 2012a), it is important to identify the beliefs of teachers and principals of the school 

community. A principal can play a critical role in facilitating teacher change when he/she believes in the 

significance of supporting teachers and giving them an opportunity to try new technological approaches 

to effectively implement modern educational technologies in the classroom (Somekh, 2008). The school 

leadership should create change-oriented environments supporting experimentation and innovation, as 

well as include teachers in the decision-making process (Sociocultural, Reio, & Lasky, 2007). 

 

School principals who have the leadership ability to initiate and carry out the pedagogical requirements 

of technological change in teaching and learning approaches can also direct the use of technology to 

enhance the school learning environment (Baylor & Ritchie, 2002; Ertmer & Ottenbreit-Leftwich, 2010). 

Facilitating technology use in classrooms, having a plan, articulating the vision, sharing leadership and 

rewarding teachers as they strive to integrate technology are significant indicators that may affect 

teachers’ classroom practices (Baylor & Ritchie, 2002).  

 

However, a misalignment between principals’ and teachers’ beliefs about online technology use is likely 

when principals ignore teachers’ beliefs or when principals’ beliefs are incongruent with teachers’ beliefs. 

Haney, Lumpe and Czerniak (2003) stated that teachers with a constructivist philosophy regarding 

effective classroom teaching and learning may be impeded by school community members who hold 

views that are incongruent with their own beliefs. Therefore, the belief structures of both principals and 

teachers must be investigated to guide extant efforts in online technology integration.  

 

METHODOLOGY 

Research Context 

This paper reports the results of the first stage of a PhD research project at an Australian university. This 

project aims to explore the beliefs of Saudi school principals and teachers about teaching in online learning 

environments. It will also examine the connection between the beliefs of principals and teachers. 

Secondary school principals and teachers of Arabic-language literature were selected to participate in this 

study for two reasons. First, the current project of the Saudi Ministry of Education pertaining to integrating 

online learning technologies into Saudi Arabian public education focuses more on secondary schools, and 

some secondary classrooms now have access to the Internet. Second, Arabic literature was selected 

because the impact of the teachers’ beliefs on classroom instruction has been noted in other disciplinary 

fields such as math and science, yet little research has been conducted to identify a similar link to teachers’ 

classroom use of online learning technologies. The teaching of Arabic literature in Saudi schools focuses 

on literary arts such as articles, novels, poetry and plays from both classical and contemporary literature. 
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The Ministry of Education has encouraged teachers to use the following teaching methods: discussion, 

role-playing exercises and collaborative learning and research, along with integrating online technologies 

into classroom practice (Ministry of Education, 2005). Each school is provided with two teacher 

guidelines (Developing Teaching Strategies, Teach Me How To Learn), which cover all those teaching 

methods. In grade ten, which this study will focus on, the contents of Arabic literature include the nature 

of Arabic literature, types of literature, eras of literature, textual analysis of literature and examples of 

literary arts.  

 

Like most countries, the approach for teaching the Arabic language in Saudi secondary schools is face to 

face and requires that students attend classes. In Saudi Arabia, online technologies in secondary schools 

are an integral part of classroom activities. Classrooms have Internet access, interactive whiteboards, 

smartphones, e-readers and laptops that provide an opportunity for students to use online communication 

tools and digital resources. Arabic teachers in secondary schools have approximately 24 Arabic language 

classes including Arabic grammar, Arabic literature and rhetoric. Each secondary school has one or more 

principals who are responsible for managing all school issues concerning teaching and learning.  

 

Research Design 

A survey of principals’ beliefs and a survey of teachers’ beliefs regarding online learning technologies 

were used for gathering data. This study analysed the survey results to explore what participants believe 

about teaching in an online learning environment. It also examined the connection between principals’ 

and teachers’ beliefs. There were nine closed questions on principals’ and teachers’ beliefs about the 

benefits of integrating online technologies into the process of language teaching and learning in secondary 

classrooms. Respondents were asked to indicate their agreement with the statements on a 5-point Likert-

type scale (where 1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree and 5 = strongly agree). 

 

The survey was constructed based on previous studies conducted by Alaugab (2007), Al-Abdullatif 

(2012), Baran (2011), Harrison (2011) and Prestridge (2012b). It was also validated and tested through a 

pilot study to ensure its validity and reliability in the context of language teaching and learning. The 

survey instrument (items 1–9) had high reliability, with a Cronbach’s alpha of 0.832. Descriptive statistics 

were used to present the data on the value of online learning integration. 

 

Procedure 

Schools were selected to identify any difficulties they might encounter during the data collection stage. 

An invitation to attend a group information session for this research project was distributed by the 

Department of Education in Jeddah to each of the selected schools. A total of 33 schools across eight 

districts were chosen to participate. 

 

Participation in the survey was voluntary. The researcher conducted eight group information sessions for 

each of the eight school districts. At each information session, the researcher provided participants with 

a written and verbal description of the research project and explained the purpose of the proposed surveys. 

The researcher distributed information sheets along with the surveys to all participants in each information 

session. The survey took approximately 20–25 minutes to complete. 

 

The survey was conducted on a sample of 67 principals and 82 teachers. The principal survey included 

questions on background and demographic information, followed by questions about the benefits of using 

online learning technologies, technical competence for online technology integration and teaching 

practices with online learning technologies, focusing on the teachers’ use of online pedagogical 

approaches in class. The teacher survey provided descriptions of the participants’ demographic 

information and general insights into teachers’ beliefs regarding the benefits of teaching in online learning 

environments, their confidence levels with respect to teaching students through online learning 

technologies, their personal technical competencies and their classroom practices of online pedagogical 

approaches. 



Page 6 of 487 

Survey data were analysed using the Statistical Package for the Social Sciences (SPSS). A descriptive 

statistical analysis of the responses, including frequency distributions, percentages, means and standard 

deviations, was performed for each statement of the questionnaire and for the overall responses. All the 

participants in this study were native Arabic speakers. Therefore, to ensure the validity of the surveys, the 

principal and teacher survey were translated into Arabic by an authorised translation centre in Saudi 

Arabia. Furthermore, to ensure validity, the study used a random probability sample and collected data 

from various secondary school principals and teachers to effectively examine variations in principals’ and 

teachers’ beliefs. Cohen, Manion and Morrison (2011) stated that a random probability sample is one of 

the best methods for selecting a research sample because it has less risk of bias compared with a non-

probability sample. Moreover, to ensure validity, the principal survey and teacher survey were evaluated 

by a community of researchers and interested and informed individuals. 

 

RESULTS AND DISCUSSION 

This paper analyses the connection between the beliefs of Saudi secondary school principals and teachers 

regarding the advantages of using online learning technologies. In general, principals and teachers had 

positive beliefs regarding online technology use in classroom teaching and learning. All statements 

achieved agreement levels of no less than 78.6%. Additionally, the principals’ ratings were higher than 

the teachers’ ratings for each belief statement, as shown by the high mean scores for principals’ beliefs 

(Table 1). 
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Table 1. Principals’ and Teachers’ Beliefs (N = 149) 
 

Belief statements: 

I believe that using online learning 

technologies 

Participant Mean Standard 

Deviation 

% of 

Mean 

Response 

1. accommodates students’ 
personal learning preferences. 
 

Principal 4.37 0.573 87.45%  Agree 
 Teacher 4.26 0.644 85.2% Agree 
 
 
 
 
 

2. promotes students’ learning 

both inside and outside school. 

Principal 4.63 0.517 92.6% Strongly 

Agree 

Teacher 4.48 0.633 89.6% Agree 

3. converts teacher-centred 

teaching approaches to student-

centred teaching approaches. 

Principal 4.46 0.611 89.2% Agree 

Teacher 4.32 0.799 86.4% Agree 

4. maintains high expectations of 

students. 

Principal 3.99 0.728 79.8% Agree 
Teacher 3.93 0.828 78.6% Agree 

5. is more effective than non-

online technology-based or non-

technology-based classroom 

learning. 

Principal 4.16 0.914 83.2% Agree 
Teacher 4.01 0.975 80.2% Agree 

6. improves the research skills of 

teachers and students. 

Principal 4.63 0.517 92.6% Strongly 

Agree Teacher 4.61 0.583 92.2% Strongly 

Agree 7. enhances collaboration among 

students. 

Principal 4.40 0.780 88.0% Agree 
Teacher 4.09 0.958 81.8% Agree 

8. improves students’ learning 

achievements. 

Principal 4.24 0.818 84.8% Agree 
Teacher 4.28 0.742 85.6% Agree 

9. helps organise student learning. Principal 4.27 0.790 85.4% Agree 
Teacher 4.11 0.737 82.2% Agree 

Grand Mean 

Principal 4.3499 0.449 87.0% Agree 

Teacher 4.2304 0.515 84.6% Agree 

All 4.2841 0.489 85.7% Agree 

Criteria for data analysis: 4.50–5 = Strongly agree; 3.50–4.49 = Agree; 2.50–3.49 = Neutral; 1.50–2.49 = 

Disagree; 1–1.49 = Strongly disagree. 

The results reveal that the overall belief of principals about integrating online learning technologies into 

classroom-based language teaching and learning is positive (M = 4.35, SD = 0.449). Principals strongly 

agreed with three statements. The first statement was “using online learning technologies promotes 

students’ learning both inside and outside school” (M = 4.63, SD = 0.517). Approximately 92.6% of the 

principals strongly agreed with this statement. “Using online learning technologies improves the research 

skills of teachers and students” (M = 4.63, SD = 0.517) was the second strongly agreed upon statement 

among principals. The third statement was “using online learning technologies converts teacher-centred 

teaching approaches to student-centred teaching approaches”. Approximately 89.2% of principals agreed 

with this statement. These three strongly held beliefs support constructivist beliefs that focus on meeting 

students’ needs and helping them become independent learners. The least agreed upon statement among 

principals was “using online learning technologies maintains high expectations of students”. 

 

The overall belief of teachers about the value of integrating online learning technologies in classroom-

based language teaching and learning is also positive (M = 4.23, SD = 0.515). The first strong belief 

indicated by the teachers was that “using online learning technologies improves the research skills of 

teachers and students” (M = 4.61, SD = 0.583). Approximately 92.2% of teachers strongly agreed with 

this statement. The second strongest belief shown by the teachers was that “using online learning 
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technologies promotes students’ learning both inside and outside school” (M = 4.48, SD = 0.633). A large 

percentage of teachers agreed that online learning technologies convert teacher-centred teaching 

approaches to student-centred teaching approaches. The three most strongly held beliefs among the 

teachers were the same as those of the principals, which supported constructivist beliefs. The least agreed 

upon statement among teachers was “using online learning technologies maintains high expectations of 

students” (M = 3.93, SD = 0.828). 

 

The results shown in Table 1 indicate that teachers’ beliefs were consistent with principals’ beliefs. Both 

principals and teachers indicated positivist views regarding integrating online learning technologies into 

the classroom teaching and learning process. Both groups held constructivist pedagogical beliefs that 

online learning technologies improve the research skills of teachers and students and promote students’ 

learning both inside and outside school. Both principals and teachers agreed that online learning 

technologies convert teacher-centred teaching approaches to student-centred teaching approaches. This 

supports the findings of Gilakjani et al. (2013), who emphasised the close relationship between technology 

use and constructivism, in which students are encouraged to build their knowledge using digital resources. 

This finding also concurs with those of Al-shehri (2012) and Peerapat (2010), who argued that teaching 

through online technologies provides students with meaningful opportunities to learn inside and outside 

the classroom. 

 

The study highlights the important link between principals’ and teachers’ beliefs about the advantages of 

online technology in teaching and learning. It is therefore significant to take into consideration the 

principals’ views and involve them in the process of integrating online learning technologies into 

classroom teaching and learning. In addition, principals’ beliefs regarding the benefits of integrating 

online learning technologies significantly impacted on teachers’ beliefs and may also influence the online 

pedagogical practices of teachers in the classroom.  

CONCLUSIONS AND IMPLICATIONS 

The current study is significant for several reasons. First, it explored the beliefs of a group of 67 principals 

and 82 teachers of the Arabic language. The number of participants provided a snapshot of what principals 

and teachers think, know and believe when they integrate online technologies into the teaching and 

learning process. It is interesting to note that the three most strongly agreed upon statements (using online 

learning technologies improves research skills, promotes students’ learning inside and outside school and 

converts teacher-centred teaching approaches to student-centred teaching approaches) among principals 

and teachers are related to constructivist pedagogical beliefs. Tamar and Rivka (2007) stated that such 

constructivist beliefs can meet students’ needs and help students become independent learners. 

 
Second, the study offers a significant contribution to the exploration of teachers’ beliefs. The study found 

that teachers’ beliefs are consistent with principals’ beliefs about the benefits of integrating online 

technologies in the context of language teaching and learning. The theoretical significance is that 

principals’ beliefs regarding the benefits of integrating online learning technologies significantly 

impacted on teachers’ beliefs and may also affect the online pedagogical practices of teachers in the 

classroom. This supports the findings of Baylor and Ritchie (2002), who suggested that technology may 

be more widely valued and integrated in the classroom if teachers believe that the administrators value 

and promote the use of technology.  

 

Finally, belief identification encourages principals to reflect on their own views and construct their views 

with teachers. Additionally, the study shows that principals held stronger beliefs than teachers did. This 

may indicate that principals are the active decision makers. Therefore, principals who are strongly 

interested in online technologies may reinforce the importance of integrating online technologies in 

teaching and learning, thereby directing and influencing its use by teachers in the classroom. 
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