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ABSTRACT 

 

This interpretive qualitative study aimed to understand high school teachers’ attitudes and 

experiences when integrating technology in their English classrooms. Seventeen English 

teachers from three public high schools participated in the study. Data was generated from the 

participants using an open-ended questionnaire, individual interviews, and focus-group 

interviews, and thematic analysis was used to analyse the data. The Technology Acceptance 

Model (TAM) and Theory of Experience were used for the theoretical framework to understand 

the reasons for teachers’ attitudes and experiences for technology integration. Findings of the 

study indicate that the participating high school English teachers support the integration of 

technology in their lessons. However, they face various challenges and barriers with 

technological integration, and therefore choose to resort to traditional methods of teaching. The 

attitudes and experiences of teachers were identified by the contributing factors which 

impacted their integration of technology in their classroom teaching. These factors include the 

lack/limited access to technology, lack of proper training, overcrowded classrooms, lack of 

technical support, time constraints, loadshedding, poor internet connection, lack of funds to 

support the integration of technology, and poor implementation of policies. Lastly, the study 

found that although teachers were not fully integrating technology into their pedagogies, they 

demonstrated a positive attitude towards technology by highlighting its benefits for both 

teachers and learners. Overall, the results indicated that if the barriers that teachers face are 

addressed and if schools are adequately resourced, then teachers would embrace technology 

and ensure its successful integration in their classroom pedagogies. It becomes clear that the 

Department of Basic Education needs to address the implications of investing in infrastructure, 

resources, and policy implementation in schools to enable the successful integration of 

technology in schools. Addressing challenges and implementing recommended strategies will 

maximise the benefits of technology integration and prepare teachers and learners for success 

in the digital era.  

Keywords: Technology; Attitudes; Experiences; High school English teachers 
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KEY TERMS 

Accessibility: refers to designing and developing digital products that can be accessed and 

used by people (Botelho, 2021). 

Attitudes: reflect an individual’s evaluations, feelings and behavioural tendencies toward 

objects, peoples or situations which can be either positive or negative and can influence 

thoughts, emotions and actions (Eagly & Chaiken, 1993). 

Digital Technology: refers to electronic tools, systems and devices that use digital signals to 

generate, store, process and exchange data which encompasses hardware like computers, 

smartphones as well as software applications and internet-based platforms (Brynjolfsson & 

McAfee, 2014). 

Experiences: include the knowledge or skills gained through being involved in or exposed to 

something over a period of time. It also refers to personal perceptions that arise from a complex 

interplay among physiological, cognitive, and situational variables that bring about a diverse 

expression of human behaviour (Eagly & Chaiken, 1993). 

Fourth Industrial Revolution (4IR): refers to the ongoing transformation of traditional 

industries through the integration of digital technologies, such as artificial intelligence, robotics 

and the internet, amongst many other technologies (Miller, 2015). 

ICT Education: refers to the integration of Information and Communication Technology 

(ICT) tools and resources into the teaching and learning processes such as computers, digital 

media, internet resources and educational software to enhance and facilitate educational 

practices (Hennessy & Murphy, 2020). 

ICT room: is the abbreviation for Information and Communication Technology room, which 

is a designated space in a school equipped with computers, networking infrastructure, and other 

technological resources.  

Loadshedding: involves the deliberate shutdown of electric power in a part or parts of a power-

distribution system, usually to prevent the failure of the entire system when the demand strains 

the capacity of the system (Conrad et al., 2020).  

OHP: is the abbreviation for overhead projector which is a device that projects images onto a 

screen or wall for presentation purposes.  
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Pedagogy: refers to methods of instruction and/or techniques of teaching such as instructing 

and educating to communicate knowledge or skills (Loughran, 2006). 

SSS Programme: a comprehensive framework within the South African education system that 

provides various forms of support to schools, learners and educators. The purpose is to address 

any form of educational and developmental barriers by offering support and ensuring equitable 

access to quality education (Department of Basic Education, 2016). 

Teaching: refers to the actions of a real live instructor designed to share knowledge to learners 

(Du Plessis et al., 2007). 

Technology: for the purposes of this study, the term ‘technology’ is used synonymously with 

computer equipment, software, and other electronic devices (Woolie, 2010). This concept is 

considered in the literature review. 

Technology integration: necessitates the effective implementation of educational 

technologies to accomplish the intended learning outcomes, which means using equipment in 

the classroom (Warschauer & Ames, 2010). 
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CHAPTER 1 

INTRODUCTION  

1.1. Introduction  

In a rapidly changing digital world, technology has ingrained itself into everyday life and has 

a significant impact on many facets of society, including education, where technology is 

becoming increasingly difficult to ignore in schools. Technology integration appears to be a 

promising way to transform the teaching and learning process as classrooms move away from 

static spaces to dynamic learning environments. The use of technology in the classroom has 

become increasingly prevalent, and is completely changing the way in which teachers teach 

and learners learn (Mamba & Isabirye, 2015), where, with the use of technology, teachers may 

improve learner engagement, encourage creativity, and tailor learning experiences for all 

learners of all ages. In this regard, the English classroom is a dynamic setting, where 

incorporating technology has the potential to greatly enhance teaching strategies, engage 

learners, and promote digital literacy. However, the integration of technology is also met with 

challenges such as ensuring every school has access to devices, addressing the digital literacy 

gaps, and managing time efficiently and effectively when introducing devices to classrooms.  

Overall, the use of technology in the classroom is changing education, and presenting both 

opportunities and difficulties to classroom teachers. According to Van Niekerk and Blignaut 

(2014), in order to meet the demands of modern educational methods, teachers must integrate 

a variety of technological devices into their teaching and learning environments. Because these 

digital information sources have such a strong influence on learning, learning itself has gained 

new meaning. However, according to Ramorola (2013), poor preparation and a lack of 

resources may prevent technology-based tools from being successfully incorporated into 

teaching. In order to encourage teachers to use technological devices in such a way as to benefit 

learners, the education system also needs to make provision for these devices at schools. 

Utilising technology in the classroom has influenced a radical change in the teaching and 

learning environment, in the sense that it moves away from a teacher-centred approach, to a 

more learner-centred approach, resulting in learners becoming active participants of their 

learning, as well as innovative thinkers (Soobik, 2014). 

This dissertation will seek to understand the attitudes and experiences of high school teachers 

when using technology in their English classrooms. The dissertation argues that with the 
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positive results that come with technology integration, teachers also face challenges and 

barriers when trying to integrate technology into their classrooms. 

In this chapter, attention is drawn to the rationale and motivation for embarking on the topic, 

the purpose of the study, as well as the background and context of the study, and it provides an 

overview of the key studies and terminology used in the study. Thereafter, the research 

objectives and research questions are presented, the de-limitations are outlined, and the 

organisation of the dissertation is explained.  

 

1.2. Rationale and Motivation 

Learners today live in a technologically advanced world, and are exposed to various forms of 

technology, such as web surfing, educational videos/presentations. and computers, which may 

be viewed as useful and enjoyable technological tools. If a learning environment uses such 

tools, it builds on what learners already enjoy, and actively allows for critical thinking and 

problem solving skills in the classroom as technology may be used to deepen learners’ 

engagement in a meaningful and intellectually authentic curriculum (Taiwo, 2009).  

 

My initial curiosity regarding teachers’ attitudes to and experiences of technology was sparked 

when I was employed at a school in which many teachers, while being enthusiastic about using 

technology in their classes, did not fully integrate it into their English lessons. Instead, they 

pointed out the obstacles that prevented them from using technology in their English 

classrooms. There was therefore a gap between enthusiasm for technology and actual 

integration of technology in their English classrooms.  

 

This research builds on my initial curiosity and helps to understand the attitudes and 

experiences of a group of high school English teachers from three schools regarding their 

technology integration in their English lessons. This personal interest was helpful in driving 

my desire to research technology integration in the English classroom and to understand the 

reasons behind teachers’ attitudes and experiences which shaped whether they used technology 

in their classrooms.  
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1.3. Purpose of the study 

This study gathers insight into the attitudes and experiences of high school English teachers 

when integrating technology in their classrooms. By understanding teachers’ experiences and 

attitudes, the research study aims to identify the opportunities, areas for improvement and the 

potential barriers to the implementation of technology. Ultimately, once the study is completed, 

I hope to be able to identify the measures that are taken and should be taken by schools’ 

management teams, teachers, and the Department of Basic Education to ensure that technology 

is accessible and distributed to schools for innovative teaching and learning to take place. 

 

I therefore aim to understand, from teacher’s perspectives, why some teachers, in the schools 

being studied, are in favour of technology integration, and why it is beneficial, whereas some 

believe it is challenging, and creates a barrier to teaching in an English classroom. 

 

1.4. Background and Context 

1.4.1. Background 

It is evident that South Africa has faced many changes in the education system since the 

integration of technology in classrooms and schools (Juma et al., 2017), and in order to 

understand the significance of technology in education, it is important that policies are put into 

place, and adhered to.  

 

Technology integration can improve instruction in the classroom, which may lead to an 

enhancement in learners’ academic abilities and skills (Livingstone, 2012), and has spread 

worldwide, and many policies have been developed both nationally and internationally to 

promote technology integration in schools (Livingstone, 2012). Such policies suggest that 

technology offers new ways to attain improved quality, effectiveness and efficiency of teaching 

and learning, and thus the integration of technological devices in schools, for use by teachers 

and learners, has become a priority in the education system (Livingstone, 2012). In a research 

study by Bingimlas (2009), it was noted that technology integration has become a pivotal role 

in bringing about new ways of teaching and prepares learners for a technologically advanced 

future. 

The Curriculum and Assessment Policy (CAPS) (DBE, 2011) envisions that every learner who 

passes through the South African education system should have competencies in technology 
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usage through its use in schools across the various subjects and grades. The CAPS document 

(DBE, 2011) also emphasises the importance of technology integration amongst both teachers 

and learners, which helps them to gain the necessary skills necessary for a digital age. The 

CAPS document (DBE, 2011) also emphasises the importance of technology integration into 

the curriculum by explaining how technology ought to be incorporated in the outcomes of the 

lesson, content of the curriculum, and teaching strategies in order to support effective teaching 

and learning. It is therefore evident from the curriculum documents that the DBE is interested 

in closing the digital gap by using technology in ways that could empower and transform South 

Africa’s people.  

 

Such sentiments and requirements emanate from a project described in the White Paper on e-

Education (Education White Paper 7, section 2.23, Department of Basic Education, 2004) that 

set a deadline of 2013 for all teachers and learners to be skilled in the integration of technology 

in classrooms for better teaching and learning. Three stages were suggested for the 

implementation of the government’s policy in order to attain the objectives outlined in the 

White Paper on e-Education: 

 

Stage 1: From 2004-2007: Improve instructional preparedness and 

system-wide readiness to use technological devices for teaching, learning 

and administration. 

 

Stage 2: From 2007-2010: Integrate technological devices into teaching 

and learning across the school system. 

 

Stage 3: From 2010-2013: Integrate technology at all levels, which include 

management, teaching and learning, and administration. 

 

While these objectives were partially achieved in provinces like Gauteng and the Western 

Cape, there are still many provinces that have not achieved these goals because of the 

distribution of resources. As noted by Juma et al. (2017), South African schools still face 

significant challenges in education but especially with the implementation of technology in 

public schools. Juma et al. (2017) further explain that that South African class sizes are large 

and resourcing each classroom and public school in the provinces continues to remain a 

challenge. Likewise, the DoE has noted that many teachers in South Africa teach in dilapidated 
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schools in South Africa which are struggle with poor and unreliable internet connections, and 

with challenges such as the affordability and maintenance of computers and other technologies 

(DoE, 2007). 

 

Vandeyar (2015) has noted that the policies set out by the government have not been 

communicated efficiently with all schools and some provinces enjoy the distribution of 

resources, while others do not. Such unequal distribution of resources impacts teaching and 

learning. Vandeyar (2015) further noted that teachers do not implement technology largely 

because the policies do not give explicit guidance on pedagogical integration of technology 

and technological devices. In addition, teachers do not have the facilities to integrate 

technology into their lessons and classrooms due to poor infrastructure and thus, ignore tend to 

technology integration.  

 

In 2005, the DoE developed the National Education Infrastructure Management System 

(NEIMS) to quantify the physical infrastructure for education in all schools in South Africa. 

The 2007 NEIMS Report showed that nationally, 56% of the 1972 schools had more than 10% 

of their learners without desks, and 58% of schools had more than 10% of their learners without 

chairs. The NEIMS Report indicated that nearly 30% of schools in some areas of the country 

still have no source of electricity in or near the schools, and land-line connections are only 

present in 24% of schools (DoE, 2007). 

 

In 2013, the South African government invested in technology-based tools for teaching and 

learning, such as upgrading school infrastructure and equipment to help technology integration 

(Ramorola, 2013). Despite these initiatives, it might not have been enough as many schools in 

South Africa were not integrating technology into their lessons (Ramorola, 2013). In a 2014 

study, Makgato (2014) found that the barriers identified by the DoE in 2007 still existed and 

schools were still not adequately resourced and operated with poor infrastructure, which 

impacted teachers’ integration of technology in their classrooms. Other factors noted in 

Makgato’s (2014) study included the lack of competence of teachers due to a lack of training, 

lack of technical support, and time constraints experienced by teachers when setting up 

technology use. Rural areas, especially, face a lack of resources and infrastructure, preventing 

many schools from benefiting from technological integration (Makgato, 2014). This situation 

is the reality in South Africa and is a major constraint that limits effective technological 

integration. 
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However, in April 2019, a mandate was signed by the President of South Africa to ensure the 

integration of the Fourth Industrial Revolution (4IR) into the education system in the form of 

robotics and coding. The Department of Basic Education (DBE) supported this idea, initially 

presented in 2016, as they recognised that robotics would be used increasingly in the future. 

Thus, in the schooling system, it was imperative that learners were able to garner the necessary 

skills, abilities and knowledge (Fataar, 2020). Nomalungelo (2018, p.2) notes that the DoE’s 

goal was to “prepare learners to function in the 4th Industrial Revolution and prepare them for 

a technologically advanced world.” Such sentiments indicate the need for schools to embrace 

the evolving technologies and to prepare for these changing environments.  

 

While the government endeavours to foster a technologically advanced education system, it is 

important to understand how teachers respond to such innovations based on their attitudes 

towards, and experiences of the integration of technology in classrooms. Such understandings 

are essential for shaping curriculum design and guiding policy decisions aimed at promoting 

effective technology use in the classroom. Therefore, this study aims to contribute to the 

broader literature by exploring and understanding the attitudes and experiences of high school 

English teachers towards the integration of technology in the classroom. 

 

1.4.2. Context 

The study worked with level one teachers, level two Departmental Heads of Languages, and 

level three Deputy Principals in three urban public secondary schools in KwaZulu-Natal, 

Durban. All schools comprised multiracial learner and teacher populations. Pseudonyms were 

used for the three schools, namely Maplewood Secondary, Riverdale Secondary and Sunset 

Valley Secondary. These three neighbouring schools are situated in a historically Indian urban 

area. Sunset Valley was the first school to be established in this area in 1951, followed by 

Maplewood Secondary in 1976, and Riverdale Secondary in 1982. The schools opened in 

response to the need for further secondary schools in Verulam. 

Learners attending these schools come from different socio-economic backgrounds and 

geographical locations. Many learners come from within the Verulam area, as well as the 

neighbouring townships. While many learners live in poor socio-economic home environments 

(with issues of separation, child-headed households and abandonment), others live in average 

to above average socio-economic households. The number of learners at these schools range 
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from between 1100-1250 learners and a staff component that ranges from 40-46 permanently 

employed teachers. These schools are headed by principals, departmental heads, and two 

deputy principals. Each school works with classes from Grade 8 to Grade 12. At each school, 

there are six units (classes) per grade and classes comprise approximately 40-45 learners.  

These schools have been classified as Quintile 4 which means that the schools are fee-paying 

schools, which are generally located in relatively affluent communities, and school fees are 

received from parents together with minimal state funding (Motala & Sayed, 2009). The 

quintile system has been designed to address the issues of equity and quality (DoE, 2006) in 

the education system, as stipulated in the 2000 National Norms and Standards for school 

funding (DoE, 2006). A comprehensive and varied curriculum is offered at each of the schools 

and caters for learners with different abilities and skills. Each of these three schools offers a 

range of extra-curricular activities which has led to learners achieving provincial and national 

accolades. These schools aim to keep abreast with the 21st century teaching methods and 

advancements with the hope of receiving resources through sponsorships for this 

implementation. I chose to undertake this research at secondary schools, because firstly I teach 

at Maplewood Secondary School, and secondly, the two other schools, Riverdale Secondary 

and Sunset Valley Secondary are neighbouring schools, and were therefore conveniently 

located nearby with ease of access. 

1.5. Overview of key studies dealing with the topic 

This study builds on various research studies. However, the following studies have been 

identified as key studies that shaped this study. Broekhuizen (2016) and Mustafina (2016) 

provided valuable and relevant information in answering the first research question (indicated 

below). These researchers focused on the attitudes that school teachers have towards 

technology use in the English classroom. These studies provided information on teachers’ 

positive and negative attitudes to technology use and helped to understand how attitudes shape 

technology use.  

Studies by researchers Voogt (2012), Orega and Fuentes (2015), Vasile (2016) and Siefert et 

al. (2019) were significant in providing useful and important information in answering my 

research question based on teachers’ experiences of technology use. These studies supported 

this research study as many teachers in the cited studies faced both positive experiences, as 

well as challenges in their classrooms when they integrated technology into their lessons.  
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Studies by researchers Prestridge (2014), Tondeur et al. (2017) and McCulloch (2018) were 

also important in providing important and related information in answering the research 

question based on how teachers’ attitudes and experiences of technology use decided their 

pedagogical decisions. These studies, from varying contexts, provided insights into the 

research questions under study. These studies, as well as others, will be fully explored in my 

Literature Review chapter.  

 

1.6. Research objectives and questions: 

The objectives of this study are to, firstly, explore high school teachers’ attitudes and 

experiences of technology use in their English classrooms; secondly, the study seeks to 

understand why high school teachers perceive and experience technology use in the way they 

do; thirdly, the study aims to explore how high school English teachers’ attitudes and 

experiences of technology use in the classroom shapes their pedagogical decisions.  

This dissertation seeks to address the following questions: 

1. What are high school English teachers’ attitudes and experiences of technology use in the 

English classroom? 

2. Why do high school English teachers perceive and experience technology use in the way 

they do? 

3. How do high school English teachers’ attitudes and experiences of technology use shape 

their pedagogical decisions? 

 

1.7. Overview of the research process 

The study follows an interpretive paradigm, which allows for an understanding of participants’ 

attitudes and experiences. A qualitative approach was used for the study to gain rich, in-depth 

data to explore and understand the attitudes to and experiences of the teachers in the study when 

using technology in their English classrooms. The research design is a case study, which 

provided an opportunity to generate different kinds of data. The three methods of data 

generation that were used in this study were an open-ended questionnaire, individual 

interviews, and focus-group interviews.  
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The type of sampling selected for this study was purposive sampling which involved “selecting 

units (e.g., individuals, groups of individuals, institutions) based on specific purposes 

associated with answering a research study’s questions” (Teddlie & Yu, 2007, p. 77). Purposive 

sampling served to highlight features of the participating group that are of interest, and a group 

that will allow for the answering of the research questions in the study. Moreover, it involves 

identifying and selecting individuals or groups of individuals that are particularly 

knowledgeable about or experienced with the phenomenon of interest. Seventeen high school 

English teachers were purposively sampled as participants. Prior to commencing the study, 

gatekeeper permission and ethical clearance were successfully obtained. Thereafter, 

participants were recruited, and informed consent was sought from each of them. These aspects 

will be discussed in greater detail in the methodology chapter.  

 

1.8. Researcher stance 

As a teacher, I have always been passionate about education and technology. Reflecting on my 

own experiences and observations as a teacher and researcher, I noticed that teachers were 

enthusiastic about technology, considering it to be a method of teaching with many benefits. 

However, many teachers did not use it. The school management also showed great enthusiasm 

for technology, indicating the need to keep up with the Fourth Industrial Revolution (4IR), and 

gained sponsorships for certain devices, but these were very rarely utilised.  

As an English teacher, I have always believed that innovative teaching methods may be 

fostered creatively in the classroom, and with the new generation of learners who are very tech-

savvy, newer methods of teaching should be practiced in the classroom, which will move away 

from the traditional methods to modern methods of teaching and learning. I have, to some 

degree, undergone training in using technology. In my first year of University, I took the 

module Computer Literacy, which allowed me to understand the various ways in which to use 

a computer, including how to create presentations and how to utilise the device in a classroom. 

There was also a first-year module called Teaching Practice, which helped unpack digital 

literacy and the best practices for technology integration. This module demonstrated how to 

use certain devices, such as connecting a laptop to a projector or using an OHP in the classroom, 

which emphasised teachers moving away from the traditional methods and moving towards 

innovative ways of teaching to create engaging teaching and learning experiences. In addition 

to this formal training at university level, I sought out opportunities for self-directed learning 
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and professional growth by exploring online tutorials and educational blogs showing how 

certain devices and software may be used in the classroom and this helped me, as a new 

educator, to stay current with the emerging trends and innovative practices of educational 

technology.  

The reason why I use technology is mainly to enhance learner learning and engagement. It also 

makes my preparation for lessons much easier when creating PowerPoints, short video clips, 

and visuals. This helps me to create a dynamic and interactive learning experience, which caters 

for the diverse range of learning styles I have amongst my learners. Technology in my English 

classroom has also enabled learners to collaborate with their peers, to share ideas, and to engage 

in meaningful discussions both inside and outside of the classroom. By using technology, 

learners are better prepared for a digital world by becoming aware of how devices work, and 

may use them in their own lives.  

I generally integrate technology in my lessons based on the learning objectives and 

instructional needs and use an OHP or projector for PowerPoint presentations. I use technology 

to complement a lesson, rather than take over the entire lesson. For example, if I am teaching 

poetry, I will use it to depict a context related to the poem, to ensure better understanding to 

help learners make notes, summaries, and analyses of the poem. Another example would be 

using a visual representation in the form of video clips to teach literature. These video clips are 

used to show important scenes related to novels, dramas, and plays. Learners are able to put a 

picture to the text, and when it comes to classwork or answering questions in a test or project, 

learners are able to provide detailed answers and motivations because of what they have seen. 

While the visual representation / movie of the novel, drama or play is shown to learners, they 

still have to read the novel, drama or play, as referring to acts and scenes or chapters is 

important for independent thinking and learning, as well as when being assessed. When 

learning language structures, grammar, pronunciation and vocabulary, I try to teach them in an 

enjoyable way, using YouTube videos, in order to show concepts and rules of language and 

grammar to learners. When making visual representations of advertisements, comic strips or 

cartoons, or language aspects such as sentence construction, active and passive voice, articles, 

amongst the many, I use short video clips.  

 

At times, I use the school’s E-Learning Centre, where I am able to use an OHP, smart board 

and a screen in order to connect devices to my laptop or, in my classroom, I use my own laptop 
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and borrow speakers from a colleague. Because there are large classes in my school, the sound 

from a laptop is not always clear, so I connect two speakers to my laptop. In my classroom, I 

do not have access to any school-owned technological devices. However, one of my personal 

primary devices that I use in my classroom is my laptop. I am continually adapting and updating 

my skills in order to effectively integrate new technologies into my teaching and learning.  

Technology has brought about exciting opportunities and unique challenges to the classroom. 

The opportunities that technology integration has provided is the ability to create a more 

interactive and engaging learning experience for learners. With the resources available to the 

school, I am able to integrate these devices into my lessons to meet diverse needs and learning 

abilities. Technology has opened up many avenues to distribute a variety of resources to 

learners, which has helped create meaningful learning. Not only am I relying on the textbooks 

in the classroom but videos, audios, presentations as well as documents with additional 

information are provided. These methods have helped to transcend the boundaries that exist in 

a traditional classroom, which has in turn helped to prepare learners for a digital world as well 

as educate them on how to use these devices. I am also able to use WhatsApp to communicate 

with learners after school hours, by providing feedback and support to learners, which has 

benefitted the English classes I teach. However, there are some learners who come from poor 

areas, and do not have the access to digital devices at home, and reliable internet connectivity 

outside of the school. This does impact learners not receiving resources at the same time. Thus, 

copies of information have to be made available and distributed to learners as well.   

While technology provides many opportunities, there are also challenges associated with 

technology integration. As indicated, devices and equipment are not available in classrooms. 

If technology, other than a laptop, is needed, teachers need to move to the designated E-

Learning Centre, where it takes time to set up and get the devices running. This room needs to 

be booked in advance, and often many teachers want the room at the same time. I started to 

over-rely on the use of technology in my lessons, which also impacted on the learning 

experiences at times. It started to detract from the lesson being meaningful, because the 

technology started to become the focus, rather than the content of the lessons. Recognising 

such, I was obliged to adapt my technology use.  

As a teacher entering the teaching field, I am extremely comfortable using technology in my 

classroom. Over the past seven years of my teaching, I have tried to embrace technological 

devices in my classroom in order to help enhance my teaching practice, as well as promote 
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more collaborative learning amongst learners. I am confident using my laptop, the OHP, 

smartboard as well as projector screens. Creating PowerPoint presentations in my lessons has 

made preparation much easier, such that when I am delivering a lesson, I feel confident using 

it. Technology also works well for me for lesson preparation, as I use it to prepare and save my 

work instead of carrying multiple heavy work and textbooks around. If I experience technical 

difficulties, I have learners who are knowledgeable about these devices to assist for the 

continuation of the lesson. Technology is appreciated in the classroom, where learners enjoy 

their technology-enhanced lessons over traditional ones, and are always willing to assist with 

minor setbacks. Instead of relying on the traditional methods, using something that was 

different from the usual ways of teaching also enhanced learner engagement and made learning 

much more collaborative and meaningful.   

I am an English teacher engaged with research, and am a teacher at Maplewood Secondary 

School. I liaise well with fellow English teachers of the two other schools used in the study, 

namely Sunset Valley Secondary and Riverdale Secondary School. I ensure that my 

relationships with research participants, and fellow colleagues of the three English 

departments, were based on trust, professionalism and ethical considerations. I aimed to create 

a supportive environment where participants felt comfortable to express themselves honestly. 

I recognised that I was a fellow English teacher and their colleague and emphasised that I 

wanted to learn from them. However, I also knew that my own attitudes and experiences could 

have influenced how I generated and interpreted the data, which could have led to researcher 

bias. I was therefore extremely mindful of this potential impact on the research process.  

To alleviate the impact of potential bias, I tried at all times to be open-minded and objective in 

my interactions with my participants, as well as my interpretation of the data. I also employed 

triangulation, which involved using multiple methods of data generation. This allowed me to 

gain a comprehensive understanding of the attitudes and experiences of the participants and 

enhanced the trustworthiness and rigour of the study.  

 

1.9. Delimitations 

Delimitations are characteristics that limit the scope and define the boundaries of the study 

(Simon, 2011). This research study involved only three secondary schools, which are public 

schools, within the same district in Durban, KwaZulu-Natal. Not all schools in the 

neighbourhood were invited to participate. Given the constraints of time and requirements of 
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the degree, the study was delimited to a specific district that included public schools, and not 

private schools, which allowed for a measure of consistency in the socio-economic factors and 

infrastructure of the schools used. Only schools in close proximity of each other and who had 

some access to technological devices were recruited.  

A small sample of 17 English teachers from the three schools was selected to participate in the 

study. Only high school teachers were chosen and only teachers who taught English were 

invited to participate. This helped to define the parameters of the study.  

Since the study focused on teachers’ attitudes and experiences, the methods of data generation 

were delimited to their voices via open-ended questionnaires, and individual and focus group 

interviews. It did not involve observations of lessons as that was not the focus of the study.   

 

1.10. Organisation of the dissertation 

This dissertation is divided into six chapters: 

Chapter 1 introduces the research project and provides the rationale, motivation and purpose 

of the study. It then provides important background information and the context of the study. 

Thereafter, key studies from the literature, important terminology, objectives, research 

questions, and an overview of the research process are provided, followed by research stance, 

delimitations of the study, and an outline of the dissertation.   

Chapter 2 presents a literature review of related studies. This chapter places significance on 

conceptualising technology and technology integration in education including the benefits and 

barriers of technology in the classroom. The chapter also focuses on teachers’ attitudes towards 

technology, how teachers’ attitudes and experiences shape their pedagogical decisions, which 

focuses on firstly understanding what pedagogy is, teachers’ beliefs and attitudes when using 

technology in the classroom, and the impact that technology has on pedagogical decisions. This 

reflects how studies from other countries that integrated technology in their classrooms yielded 

positive outcomes, but also posed challenges to teachers and schools that did not have these 

resources. The chapter also explains technology use in the English classroom. 

Chapter 3 begins by laying out the theoretical dimensions of the research, and explores the 

theories which are the Technology Acceptance Model by Fred Davis and Richard Bagozzi 

(1989) and Theory of Acceptance by John Dewey (1938), which support this study. These 
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theories were carefully examined in terms of teachers’ attitudes and experiences when using 

technology in the English classroom.  

Chapter 4 presents a discussion of the research methodology that was employed to understand 

the attitudes and experiences of high school teachers when integrating technology in their 

English classroom. It also explained the type of schools that were used in the study and its 

location. It focuses on the research paradigm, research approach, research design, a detailed 

outline of the research process, and the recruitment and sampling. It then goes on to explain 

the process of obtaining ethical clearance, gatekeeper approval, as well as the informed consent 

letters provided to participants. The data generation strategies such as the open-ended 

questionnaire, individual interviews and focus group interviews are described, and the analysis 

of each data instrument, and the storage of data are explained. Finally, the trustworthiness and 

limitations of the study are explained.  

Chapter 5 presents the data and provides a discussion of the findings that emanated from the 

methods of data generation. The findings are presented, discussed, analysed and interpreted in 

line with the objectives of the study in order to answer the main research questions. The 

findings are woven into the extant literature and theories that underpin the study.  

Chapter 6 summarises the main findings of the research study, explains the theoretical, policy, 

methodological and professional practice implications, and highlights the limitations of the 

study. Areas for future research are provided.  
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CHAPTER TWO 

LITERATURE REVIEW  

 

2.1. Introduction 

This literature review chapter aims to understand and highlight aspects central to the 

phenomenon being addressed through current findings on technology in education, and 

teachers' understandings, and experiences of technology use. Moreover, it presents insight 

based on technology that includes its origin, technology integration in education and the 

English classroom, positive and negative attitudes and experiences of teachers, how these lead 

to the usage of technology in their English classrooms, and how they shape their pedagogical 

decisions.  

 

2.2. Conceptualising Technology 

The term ‘technology’, comes from the combination of the Greek techne, meaning art or craft, 

and logos, meaning word or speech (Buchanan, 2020). When it first appeared in English in the 

17th century, it referred to the applied arts only, and gradually these "arts" came to be the object 

being labelled. By the early 20th century, the term embraced a growing range of means, 

processes, and ideas, in addition to tools and machines. By the mid-20th century, technology 

was defined as the means or activity by which man seeks to change or manipulate his 

environment (Graddol, 1997). Reddy and Zhoa (1990) believe that, due to the vast range of 

disciplines, there is an increasing recognition that technology, particularly its dynamic nature, 

can only be understood in line with the different academic disciplines and contexts from which 

it emerges or where it is located, which results in different understandings and perspectives. 

For this reason, the Australian Academy of Technological Sciences and Engineering (ATSE, 

2013) notes that technology may be viewed as the outcome of creative thinking or applying 

knowledge to solve everyday problems.  

The dynamic nature of technology has contributed to the existence of various definitions and 

concepts of technology, which are crucial in understanding of the nature of technology and also 

examining what it comprises. Thus, the definition of technology is indeed vast, where many 

researchers have different views and definitions of it, which are presented chronologically. An 
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early definition, provided by Arrow (1962), points out that technology is always created by 

innovators and the technology needs to be easy to both reproduce and reuse. Sahal (1981) 

defines technology as being a configuration that relies on a specific set of processes and 

products, and Pavitt (1985) suggests that technology is mainly differentiated into knowledge 

about specific applications that form the basis of competitiveness. Shiowattana (1991) notes 

that, not only does the process of technology involve the transmission of knowledge, but it also 

relates to a learning process that allows for the transfer of knowledge to eventually lead to a 

deeper and wider accumulation of knowledge. While technology today includes computers, the 

internet, and various devices, amongst others, technology literacy involves evaluating, 

analysing, and being able to use such technology with ease (Burgelman et al., 1996). As 

indicated by Burgelman et al. (1996), technology refers to the theoretical and practical 

knowledge, skills, and artefacts that may be used to develop products and services as well as 

their production and delivery systems. Kumar et al. (1999) point out that technology involves 

physical and informational components. 

Unlike Arrow (1962), Tihanyi and Roath (2002) note that technology produces information but 

that information is not easily reproducible and transferrable. Researchers Chan (2002) and 

Grubler (2003) note that, whilst some view technology as being just a computer, it can be 

regarded as machines, gadgets, and computer devices. Maskus (2003) broadens the notion of 

technology by defining it as this. The information necessary to achieve a certain production 

outcome from specific means, where a combination of processes takes place. Maskus (2003) 

notes that, while technology is associated with machines such as computers, software, aircraft, 

and other technological devices, for the machinery to be used successfully, a great deal of 

knowledge, design, skills, engineering, and manufacturing expertise are required, which also 

fall under the large concept of technology. Barak (2004) points out that technology constitutes 

the application of knowledge to the practical aims of human life or to changing and 

manipulating the human environment.  

A concise definition is provided by Safdar et al. (2011), who indicates that technology does not 

only encompass tools and machines but also embraces the impact it has on processes and 

systems, whereas Wahab et al. (2012) categorises technology as hardware and software and as 

being dynamic to an individual and environment. Santana et al. note that “Technology is 

considered as being one of the major driving forces in fostering economic growth, sustainable 

development and valued development in education” (2015, p.425). Maree and Vos (2021) 

meanwhile define technology as a science that encompasses the systematic study of the 
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structure and behaviour of the physical and natural world through observation and 

experimentation, which can then be applied to technology in the development and use of 

technology. Hence, the idea being conveyed is that technology not just encompasses scientific 

knowledge, but also skills and values developed over time to serve practical purposes. Existing 

technology is constantly replaced or upgraded by newer technology (Cloete, 2017), as 

technology has placed a great emphasis on how businesses have revolutionised how we work 

in our everyday lives, as well as the way in which we communicate. Steyn et al. (2017) also 

emphasise that, with the theory behind the technology, it is important to note that technology 

involves a wide range of machines and instruments, which are the hardware devices consisting 

personal computers, projectors, scanners, and digital cameras that allow for global access to 

knowledge, allowing not just schools to develop, but businesses and the economy as well. Chau 

and Nguyen (2021) describe technology as the interrelationship between humans and machines 

and their environment, where people prefer the application of appropriately technical processes 

to their practical day-to-day tasks. McLaughlin (2021) defines technology as the use of 

scientific knowledge, skills, and values to serve practical purposes, which includes hardware 

such as machines, as well as other types of mechanical devices, particularly those that help man 

to live with greater ease and comfort.  

 

Based on the various understandings of technology, as presented above, I understand that 

technology refers to the technical means that people use to improve their surroundings and their 

ability to do work in which they find new and better ways of doing things. I believe that it is 

the application of knowledge to meet the goals, goods, and services that are desired by people 

because the term technology, of all kinds, holds an important place in society, where it is only 

natural that it will be associated with knowledge and development, particularly in the field of 

education. 

It is evident that technology has altered not just society on a global level over the years, but 

this change has also increased the demand for competent workers in the business world and 

has greatly impacted the education system. The term "technology" as highlighted above, can 

be used to mean a wide variety of things from pencils to computers. Therefore, in this research 

study, we use the term to refer broadly to computer-based tools that are hardware and software 

associated.  
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The use of technology to enhance teaching and learning is becoming increasingly predominant 

as several technological developments have touched every aspect of our lives (Mdlongwa, 

2012). Due to the speedy advances in technology, keeping up with such developments and 

introducing the latest technology in all areas of life become important.  

Technology plays multiple roles across all fields of work, due to its rapid evolution over the 

past two decades (Almutawkki et al., 2018). In this technological era, as mentioned by 

Almutawkki et al. (2018), the application of technology has eased life for many people who 

are now becoming familiar with technology in various fields of work, especially in the field of 

education, in which it has proven its effectiveness in methods of teaching. Technology provides 

room for authentic teaching and learning as young children and teenagers are usually digital 

natives. Almutawkki et al. (2018) argues that technology is not only bound to the workplace 

but is also found in almost every transaction of our daily lives. Haert and Laher (2015) 

corroborate this by pointing out that young people, including learners, have found technology 

highly appealing, and given a chance, they engage with it most often for their personal or 

educational purposes of life.  

Technology not only deals with the past conceptions in which technology was used to enhance 

activities in the workplace, technology, in the context of the study, means looking at 

alternatives and innovative ways of introducing strategies to improve the quality of teaching 

and learning in an educational setting, and where teachers’ attitudes play a crucial role in the 

successful implementation of technology in the classroom (Fu, 2013). Technology keeps 

evolving and utilising hardware devices, such as machines in teaching and learning enhances 

teaching and learning (Picker, 2020). 

According to Dudney (2010), digital technology has revolutionized since the late 1980s as the 

adoption and integration of advanced digital technologies means that we are moving from a 

traditional way of life to a more modern way of living. In its earliest use, digital technology 

primarily focused on computers and related devices that processed digital information 

(Shannon & Weaver, 1949). Digital technology began to expand beyond large mainframe 

computers to include personal computers (PCs) and early digital media which was tools that 

could be used at homes and offices (Negroponte, 1995) and shared a view of digital technology 

as transforming and, accessible and shared which advanced into digital communication and 

digital media.  
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In this 21st century, the term technology is an important issue in many fields including 

education because technology integration has gone through innovations and transformed our 

societies which has changed the way people think, work and live. The integration of digital 

technology in education, also known as Information, Communications and Technology (ICT) 

refers to the usage of computer based technology incorporated into classroom practices 

(Dudeney, 2010). Technology in education, known as Information, Communications and 

Technology (ICT) refers to the digital use of systems to support and enhance the delivery of 

educational content, facilitate communication and collaboration and improve learning 

outcomes which encompasses a wide range of technologies including computers, mobile 

devices, educational software, the internet, interactive whiteboard and online learning 

platforms (Anderson & Dron, 2022). ICT education is an ongoing evolution, expanding the 

role of technology in education all the time.  

 

2.3. Technology Integration in Education  

We see the world in constant state of change as it is moving into 4IR (Penprase, 2018). Central 

examples of such technologies that will dominate in the years to come, according to Penprase 

(2018), are artificial intelligence, biotechnologies, and nanomaterials. However, the rising gap 

in knowledge regarding technology in schools and classrooms raises questions about the 

preparation of future generations to thrive in the technological era that has arrived (Department 

of Science and Technology, 2019).  According to Schul (2015), significant changes have taken 

place due to the emergence of technology integration in education, which has provided new 

opportunities for teaching and learning. Moreover, technology integration in teaching plays a 

vital role in attaining a significant improvement in the productivity of the lesson by the teacher 

and the performance of the learner. The integration of technology in educational institutions 

has many promises, including the promise to offer educators the means to engage in 

collaborative teaching and learning (Otternbreittleftwich et al., 2013).  

In the education sector, technology integration started gathering momentum in 1994, and has 

continued, where schools have transformed in the past two decades (Hofer & Swan, 2011), but 

studies have established that technology integration into classroom instruction is a slow and 

complex process, influenced by many factors, including the amount of support a given 

technology requires (Inan & Lowther, 2010). However, Broekhuizen (2016) states that even 

though it may be a slow complex process, there has been a great transformation and the aim is 
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to redress the imbalances in the education sector that may exist. He notes that this 

transformation has brought about the use of various technological devices in a classroom and 

it has helped to develop lessons among teachers and learners.  

Today, the use of technology has become a necessity, not a privilege, because technology is 

included in almost every area of life. Technology integration with continuous development and 

change of technological devices continues to be one of the most important reforms in education 

(Inan, 2010). While there is no clear definition of technology integration in education due to 

the ever-changing nature of technology and its different perspectives, it can be understood, 

according to Belland (2009), as a process that contributes to learners’ learning and supports the 

teaching process of the teacher in the classroom setting. According to many researchers (Polly 

et al., 2009; Abbitt, 2011; Liu, 2011; Kopcha, 2012; Pamuk et al., 2013; Mozjeko & Caputi, 

2015), the concept of technology integration has been associated with supporting ideas, such 

as professional development, subject area knowledge, self-efficacy beliefs, attitudes, and 

pedagogical beliefs for teachers. Researchers, Ntuli and Kyei-Blankson (2012) define 

technology integration as the use of various digital hardware to facilitate the process of learning 

in the classroom. This means that integrating technology in education allows the teacher to 

permit a type of learning that is fast, modern, and flexible. Similarly, Naicker et al. (2013) view 

the importance of human resources, via the teachers in the school, as assets and the non-human 

resources, which includes technological resources such as tablets, computers, overhead 

projectors, and audio-visuals, among others, as essential requirements for teaching. 

Technology integration, according to Kirschner (2015), becomes a new competency, seen as a 

catalyst for change in classroom processes, which provides a distinct departure and change in 

the context, which suggests alternative ways of operating. Kirschner (2015) goes on to say that 

teaching in a technologically advanced classroom involves a combination of complex, 

cognitive and hi-order skills, highly integrated knowledge structures, enthusiastic attitudes, and 

values. Hence, these are characteristics that a 21st-century teacher ought to possess when 

integrating various methods of technology into education. Consequently, teaching and learning 

in today's classrooms ought to transform itself in order to meet the changing demands of society 

(Anderson et al., 2015). Thus, teachers ought to remain abreast of the shift from the traditional 

instructional approach, which is the use of lecture-based learning that delivers the content 

verbally to the learners, who listen and take notes and this emphasises teacher-centred 

instruction, the chalk and talk method of teachers using the chalkboard to write, draw and 

explain while talking through material in textbooks and worksheets and textbook-centred 
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instruction is heavily reliant in these schools because it is learners primary source of 

information where they note-take and complete exercises from the textbooks This modern  

approach of teaching with technology is seen to be a more eclectic set of teaching and learning 

activities that include positive knowledge building for both teachers and learners (Anderson et 

al., 2020). 

Research by Anderson et al. (2020) has called for innovative ways to integrate technology into 

class lessons, and according to Bray and Tangney (2017), these innovative methods of 

technology integration have highlighted technology as a mediator for learning. Anderson et al. 

(2015) support this statement, and remind us that technologies of the current industrial 

revolution, such as computers, smartboards, and tablets have created an exponential shift in 

education not seen before. While Panakaje’s (2024) study notes that technology integration can 

lead to an interesting pedagogical change, Levin and Bruce (2001) highlight that technology 

integration in classrooms needs to note the context, engagement between learners and teachers, 

and the effectiveness of technology use. It also becomes clear that technology integration in 

classrooms involves technology literacy and hands-on skills (Bugliarello, 2000), which enables 

teachers and learners to seek, analyse and evaluate information, as well as to create and make 

decisions about it.  

For many years, there has been an increasing interest and revolution in technology use in the 

classroom, which has offered better ways to explore both teaching and learning (Shyamlee & 

Phil, 2012). Not only are the youth using the internet more, but they are also doing so at younger 

ages, and Hooft-Graafl (2018) indicates that pre-schoolers become familiar with digital devices 

before they are exposed to books. Researchers Eady and Lockyer (2013) highlight the 

importance of technology education for the teaching profession which facilitates learners’ 

learning, which has become an integral part of the teaching and learning experience. Drijvers 

(2013) echoes similar attitudes, where the role of the teachers, pedagogical design of the tools, 

and the educational context have been identified as those factors governing the integration of 

technology in primary and secondary education settings. This indicates that these parameters 

point toward the radical change needed within the modern educational system, positioning 

teachers as information brokers and facilitators of learning, and learners as independent actors 

in the pursuit of learning (Farjon et al., 2019). A study by Mthethwa (2015) affirms that 

technology today cannot completely replace the fundamental roles of a teacher in the classroom 

but can, however, maximise the experience of learning for learners, which helps both the 

teachers and learners to better familiarise themselves regarding their subject areas. The findings 
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in this particular research study are significant, because technology was not treated as a separate 

entity. Nor do teachers want to be undermined by technology in the classroom; instead, 

technology use in the classroom was used to enhance the lessons. Similarly, this research study 

aimed to understand, from teachers’ perspectives, their attitudes and experiences when they 

used technology in their classrooms, and whether teachers felt dominated by technology, or 

whether it enhanced and complemented the lesson.  

According to Prasojo et al. (2018), technology in education ought not be considered a 

replacement for face-to-face instruction of the teacher, but rather, as a support to attain 

objectives that have not been attained efficiently. It also assists in preparing older and younger 

generations for a technology-driven future. Consequently, there are benefits to technology 

integration in education.  

2.3.1. Benefits of Technology Integration in Education 

An enhanced learning environment may be created for learners when the technology used in 

the classroom provides a motivating learning environment and opportunities for learners’ 

constructive engagement, resulting in learners reaping pedagogical benefits (Prasojo et al., 

2018). Technology may be seen as a powerful tool to supplement teachers’ instruction in the 

classroom and if used properly by teachers, technology may foster interest in learning on the 

part of learners (Farjon et al., 2019). For teachers, Farjon et al. (2019) believe, technology has 

the potential to make instruction easier, more challenging, and more motivating for teachers. 

Apart from classroom instruction, teachers are also involved in class administrative duties, and 

technology is seen as an effective administrative tool for teachers in activities such as the use 

of learner record keeping, lesson planning, preparing handouts, tutorials, and slides, preparing 

exams papers, marking papers and recording of results and performing statistical analysis on 

marks (Farjon et al., 2019). Therefore, apart from classroom instruction, technology can 

become an extremely useful tool in the handling of several administrative tasks for teachers.  

Technology may also prove beneficial to increasing access to education and inclusive 

education in schools (Mthethwa, 2015). Mthethwa (2015) notes that integration of all learners, 

regardless of their cultural, racial, and socio-economic backgrounds, as well as their strengths 

and weaknesses in any area, can be made possible through technology, which can help schools 

achieve the goal of equal access to education. Prasojo et al. (2018) note that technology has 

also presented schools with an excellent medium by means of which to share ideas and 

experiences as a communication platform, where learners, teachers, and administrators may 
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communicate, exchange knowledge and concerns, meet experts and peers, and share work in 

collaborative projects. Such initiatives enable learners’ knowledge and skills related to 

computer use, which empowers them with the computer literacy and computer skills needed as 

basic requirements for securing jobs, and for a nation to compete for a share of the global 

market (Mthethwa, 2015).  

Thus, it is evident that the effects of integrating technology in classrooms has a positive effect 

on learner learning, quality of education, and sustainable development and should be a 

prerequisite for progression in the education sector (Uwasu et al., 2009). This research study 

aimed to find how teachers perceive technology on learner learning and quality of education 

and how technology contributes to educational progression, if at all. While schools and 

teachers may be committed to integrating technology in education, they may encounter 

barriers.  

2.3.2. Barriers to Technology Integration in Education 

Emre (2019) presents the following barriers, which are categorised according to external (first 

order) and internal (second order) factors. First-order barriers include external factors such as 

access to technology, time, support, and professional development training, and second-order 

barriers are internal factors, which are teachers' confidence in using technology, and their 

belief in the usefulness of technology use in education (Emre, 2019).  

In terms of external factors, Hechter and Vermette (2013) report that the main obstacles 

preventing teachers' technology integration are lack of resources, including equipment, lack of 

time, lack of or poor training opportunities, and lack of funding and poor administrative 

support. With limited access to technology, teachers may not perceive it to be positive or useful 

in their schools. In agreement with this, Prasojo et al. (2019) found that school principals' 

perceptions of technology are shaped by external barriers to integrating technology, which 

include a lack of funding, and a lack of professional development. They note that principals 

are similarly affected by technology integration as teachers. In their study focused on 

technology integration in the Foundation Phase, Nikolopoulou and Gialamas (2015) worked 

with 134 teachers within a particular school district, and found that a lack of funding, technical 

support, administrative support, training, equipment, and access to the equipment reduced the 

level of teachers' technology use. The lack of technological equipment, a dearth of computer 

laboratories, and internet connection problems constituted some factors that affect technology 

integration in the classroom negatively. The research concluded that a lack of in-service 
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training, equipment, technology plans, appropriate software, and computer laboratories 

constitute some barriers reported by teachers. Kilinc et al. (2018) found in their research with 

teachers, that a lack of technology, access, and administrative and technical support constituted 

major barriers to integrating technology. In addition, it was found that, despite professional 

development in technology use, certain teachers were unwilling to integrate technology into 

their classrooms, due to their lack of interest and motivation.   

Internal factors, such as a lack of teacher confidence, resistance to change, lack of vision, lack 

of teachers' knowledge, and dependence on traditional teaching styles, serve as internal 

barriers to technology integration (Prasojo et al., 2019). Aslan and Zhu (2015) and Kimmons 

and Hall (2016) share the same belief that, although many teachers may want to integrate 

technology in their classrooms, they are faced with a barrier in that they believe they do not 

have enough knowledge to use technology effectively, and they lack self-efficacy for 

integrating technology in education. The lack of ability and confidence are factors that affect 

technology integration in education and teachers' technology integration practices affect their 

beliefs about effective ways of teaching. Kimmons and Hall (2016) state that, if teachers have 

technology integration experiences in education, their level of technology use increases as they 

feel more comfortable, which in turn affects their success in integrating technology. However, 

a lack of comfort with technology is seen as a barrier to technology integration.  

It is therefore evident that, while technology integration in schools may provide many 

challenges to both the teacher and learner, schools should address such to enable proper 

planning and policy making. Researchers Chan (2002) and Dudney (2010) indicate that both 

policymakers and researchers ought to share the same insights for the future development and 

integration of technology, so as to keep up with relevant methods of teaching and learning and 

to provide a vision of how the education system should run. While an idea may be theoretically 

compelling, it also needs to bear out its practicality in concrete terms. In South Africa, it has 

been noted that the government has initiated and invested in technology-based tools for 

teaching and learning, such as upgrading the school infrastructure and equipment to help 

accommodate technology integration (Ramorola, 2013). However, despite these initiatives, 

several South African schools are not integrating technology into their lessons (Ramorola, 

2013). This implies that teachers need to either find their own methods of integrating 

technology into the classroom or resort to traditional methods to teach. In a study by Chapelle 

(2011), it was concluded that infrastructure and technological devices need to be supplied to 

schools by providing sufficient computer laboratories and devices for teachers to utilise in the 
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classroom. Without infrastructure, equipment, and internet access, teachers cannot be expected 

to integrate technology.  

 

2.4. Teachers’ Understandings and Experiences of Technology Use  

The continuous and increasingly rapid development and implementation of technology over 

recent decades constitute distinct features of modern societies, and have been playing a key 

role in creating and exchanging knowledge and information around the globe. Hence, the need 

for the acquisition of technological skills and knowledge form part of the core education for 

which every school should aim and for which all teachers ought to strive (Srivastava, 2016). In 

the last decade, many countries have redeveloped their curricula so as to include technological 

concepts that are designed to make the practices of teaching for teachers more efficient and 

valuable, and enable learners to contribute to and benefit from an all-inclusive and sustainable 

future (Varoy et al., 2021).  

Teachers are a pivotal component in the field of education, as they adapt to the ever-changing 

curriculum and demands of 21st century teaching and learning by being agents of change 

(McDonald, 2003). Teachers continue to be important providers of educational sustainability, 

and should be able to adapt themselves to the rapidly developing technologies that apply to all 

learning environments (Bentham, 2013). Importantly, Bentham (2013) adds that technology 

does not teach, but instead, it is the teacher who teaches, and even though teachers need to keep 

up with changes, such changes should not significantly change their roles in the classroom. 

Ortega and Fuentes (2015) argue that many teachers' understandings and experiences of 

technology are based upon their limited access to resources, the time needed to set up the 

technology, which results in limited teaching time, their lack of necessary technical skills, and 

a lack of professional development in the field, which results in their lack of knowledge. This 

indicates that teacher efficacies also play an essential role in determining their use of 

technology.  

However, many studies attest to teachers’ positive experiences of and attitudes to technology. 

A study by Coklar and Yurdakul (2017) with 186 teachers, found that when teachers used the 

traditional methods of teaching, learners forget the content in a short space of time. When visual 

elements are introduced in conjunction with verbal instruction, the verbal and visual elements 

increased learners ' interest, as they were attracted to the visual content. The teachers noted that 

the use of technology had helped to develop the lessons actively and improved retention. Not 
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only did the richness of the technological content benefit the learners, but teachers also became 

interested in the content available from so many online sites. As Davis (1989) notes, technology 

use assists in activating learner participation, the materials chosen enhance lessons, and 

learners' performance improves, resulting in active learner participation through the use of 

technology. In addition, Prestridge (2012) emphasises that technology in the classroom is 

important because, while it helps support current classroom learning, it also prepares learners 

for living in a society permeated with technology.  

In a 2017 study by Li, teachers experienced technology as a developmental process that 

promotes a more innovative type of teaching. The sample of senior secondary teachers 

indicated that making use of technology not only promoted a variety of instructional purposes 

when teaching, but also fostered greater learner and teacher engagement, as well as 

collaboration with peers and experts beyond the classroom. Siefert et al. (2019) found that 

teachers’ understandings and experiences of technology were positive and they believed that 

technology enhanced learning and encouraged the differentiation of methods of learning styles. 

Teachers were also positive about technology, which was driven by the fact that their 

technological devices were embedded in their classrooms. However, they suggested that 

teachers be given the support, in the form of instructional coaching and time to practice, to 

enable comfort and ease of use of the devices, as many teachers did not know how to fully use 

devices in their classrooms.  

However, Siefert et al. (2019) also found that a teacher noted that technology use can become 

monotonous over time, and that learners may find it to be boring. Similarly, the study by Prince 

(2017), with 76 elementary school teachers using open-ended questionnaires, found that while 

they found technology to be useful, they experienced how easily learners could become 

distracted by technological devices. The suggestions from the study was that teachers not make 

the lessons monotonous or rely on one type of device, but that they ought to utilise as many 

teaching strategies as possible.  

Stover et al. (2015) caution researchers to understand that, even though technology in the 

classroom provides an interactive approach between the teacher and learner, it is important to 

note that many schools around the world do not have or have limited access to technology in 

their classrooms, and therefore, experiences and uses for these teachers will be ill-conceived. 

These researchers point out that teachers' experiences have been largely based on how effective 

their technology integration has been for them, their knowledge during the introduction and 
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usage of these devices, and whether the curriculum emphasizes the usage of technology. Prince 

(2017) agrees, noting that teachers' experiences and usage of technology are based on policies 

that enable technology integration, including the availability of resources and the support that 

teachers receive when integrating technology in their classrooms.  

Further, Hixon and Buckenmeyer (2009) point out that, when considering the experiences of 

teachers, it is important to understand the hardships that often accompany the usage of 

technology in their classes, at the initial stage of technology integration. Some of these 

challenges include the limited number of devices available, necessitating sharing of equipment. 

In addition, teachers noted the time it took to set up devices and prepare the class environment, 

resulting in a loss of teaching time, and a failure to complete the curriculum. Another study 

also found that teachers experienced the introduction of technology in their lessons to be time 

consuming due to the set-up, requiring of new knowledge, and requiring of additional lesson 

preparation (Drossel et al., 2017). 

A 2020 study by Geldreich and Hubweiser found that teachers are also constantly required to 

develop new knowledge and understandings of technological concepts, with very little 

knowledge and support on which to base this, and this becomes a challenge. Van der Vlies 

(2020) agrees with this statement as, during the coronavirus pandemic, teachers lacked 

familiarity with technological devices as well as access, and this impacted remote teaching and 

learning, indicating that technology usage is still fraught with challenges faced by many 

teachers and schools. Researchers Cheng and Xie (2018) indicate that teachers' experiences of 

technology use determine their use and point out how teachers are influenced to not use 

technology due to their lack of resources, time constraints, as well as low confidence levels. 

Due to these experiences of teachers, many find this approach to teaching irrelevant. Goetz 

(2020) agrees with Cheng and Xie (2018) to note that a lack of support from schools in the 

implementation of technology resulted in many schools and teachers not being interested in 

moving forward with newer methods, and resorted to the simplest and least time-consuming 

methods of teaching. This indicates that the understanding of teachers' use of technology is 

based on their experiences, as well as from the studies cited, it can be seen that if teachers' 

experiences are not favourable due to the many challenges that they face when implementing 

technology, or indeed due to the lack of resources they may have, they will reject the prospect 

of using it. Pittman and Gains (2015) show that the experiences shared by teachers’ point to a 

negative experience, as teachers experience a great deal of stress when they feel a lack of 

support, resources, and limited time for the lesson. Researchers Johnson et al. (2016) shared 
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that negative experiences will continue if teachers' challenging experiences with technology 

are not dealt with accordingly. Even teachers who have access to technological devices may 

not be trained in their use. George and Sanders (2017) agree that ongoing professional 

development is required for teachers so that they may refine and build on their knowledge of 

technology.  

A different dynamic was identified by Margot and Kettler (2019), who found that teachers 

based their technology usage experiences on their years of teaching experience in the field, 

where, if they had been reliant on the use of traditional methods, they wanted to continue using 

the methods that worked for them. Their experiences with technology were usually not 

favourable, and these teachers chose to continue with their chalk and talk methods. It is possible 

that increased support and training could assist such teachers.  

Researchers Erdemir et al. (2009) recognise that common problems faced by teachers need to 

be alleviated so that they may be equipped with the knowledge that will enable them to utilise 

technology. Teachers hold the belief that support plays an integral part during the integration 

of technology into classrooms, particularly from other teachers and the institution itself 

(Ertmer, 1999). A school that provides resources, together with training workshops, so that 

teachers may understand how to operate devices in the classroom, assists teachers greatly, and 

the provision of materials aids in such support. Ortega and Fuentes (2015) emphasise that 

leadership and technical support from the school are pivotal to ensuring success in the 

classroom. In order to overcome the challenge of time wastage, Eristi and Kurt (2012) found 

that, as teachers adapted to technology use in their classrooms, they began to find methods to 

adjust. For example, learners would assist in the setup upon arrival. Learners were also 

involved in assisting teachers when problems arose, such as software installation, or any 

technical issues, which gave learners the chance to showcase their skills, thereby allowing for 

a more positive approach to these experiences and uses. Li (2017) agrees that technology is 

here to stay, and that teachers need to participate in professional development to boost their 

confidence when they are using technology in their classrooms, including finding methods to 

best suit their challenges.  
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2.5. Teachers’ Attitudes Towards Technology 

Attitude, according to Alzaidiyeen and Fong (2010, p.213), can be described as a “mental and 

neural state of readiness that is organised through experience, exerting a directive or dynamic 

influence upon the individual’s response to all objects and situations with which it is related.” 

Moreover, this will either result in positive or negative emotions. In terms of teachers’ attitudes 

to technology, a positive emotion will leave teachers with a more exciting teaching experience, 

while a negative emotion will result in teachers feeling less competent in technology and the 

nature and delivery of the lesson will not be favourable to them (Cahyani & Cahyono, 2012). 

Therefore, teachers’ attitudes are considered to be crucial for the effective use of technology in 

educational settings. In an educational context, the frequent adaptation to technological 

changes will generate an increase in demand of the personal and professional resources of 

teachers, increasing the complexity and overload of their activity (Yu et al., 2017), where this 

can result in resistance and defensive attitudes towards such changes.  

In the context of technology in education, Autio et al. (2019) note that attitudes toward 

technology are based on a person's beliefs about it, and those beliefs can influence the 

behaviour of use and the attitude to use technology, which may either be a positive attitude or 

negative one. The teacher is ultimately responsible for ensuring the efficacy and sustainability 

of changes that take place in the classroom, including the introduction of technology (Zoch et 

al., 2016), where achieving a meaningful use of technological devices in education may be 

influenced by many factors, including the attitude of teachers, which will determine the use 

and acceptance of technology in the classroom. In addition, the success of technology use in 

educational settings is dependent on teachers' attitudes and use (Albirini, 2006; Baylor & 

Ritchie, 2002). Thus, the attitudes of teachers are considered a major predictor of the use of 

new technologies in educational settings, and will determine their utilisation of technology in 

their classrooms (Gray et al., 2008).  

According to Mustafina (2016), a teacher is able to display a positive attitude toward 

technology when motivated, and knowledgeable about how to integrate technology into the 

classroom learning activities. Thus, teachers’ attitudes are crucial in determining the role and 

effectiveness of technology use in the classroom and the attitudes will ultimately influence how 

teachers implement technology in their classes (Ertmer, 1999). Eickelman and Vennemann 

(2017) refer to teachers as technology enthusiasts, as they were very positive about using 

technology in their classrooms. Not only was it an advanced way of teaching, but it assisted 
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teachers in their planning and development of their lessons. These teachers indicated how they 

were able to access better resources for their learners and themselves, instead of being reliant 

on merely a single resource such as the textbook, and this provided a more detailed 

understanding of concepts for the learners to grasp more easily. These teachers also felt that 

having these devices embedded in their classrooms was of great help, because, as time 

progressed and they started to get much more comfortable with using these devices, set-up time 

was reduced. Their learners were constantly engaged and teachers noticed significant 

improvement in learners’ understanding.  

Serin and Bozdag (2020) found that utilising technology in the classroom was of benefit to 

both more-experienced, senior teachers and less-experienced, younger teachers. Both showed 

an equally positive attitude to using technology to enhance their learners’ learning. Factors 

such as the type of technology used, age and gender did not affect the findings as the teachers 

were aware of living in a technologically advanced world and the need to keep up with that 

world. The study found that teachers understood that they needed to be agents of change and 

innovation and to continue developing their teaching methods and styles. The teachers also 

emphasised that the more professional development they received, the more confident they 

became; which in turn resulted in a positive attitude to technology.  

Thus, teachers have been shown to realise the tremendous potential that technology brings to 

the classroom, and they understand how it shapes their motivation and attitude to want to use 

it to enhance their teaching and learning (Voogt, 2012). In Voogt’s (2012) study with 12 

teachers, it was found that teachers who use technology extensively in their lessons tend to 

have a high level of confidence when teaching and learners, are more engaged, and have a very 

positive attitude towards technology. The teachers who utilised technology often showcased 

professional development activities and collaboration with those colleagues that did not use 

technology often. It becomes clear that teachers are aware of and acknowledge the proliferation 

of technology, are trying to ensure that their learners have the necessary skills to function once 

they graduate, and therefore feel very positive about using technology in their classes 

(Prestridge, 2012). For continuous positive results to be achieved through the use of 

technology, the attitudes of teachers have to be such that they are open to learning more about 

technology and experimenting with its use in the classroom (Prestridge, 2012).  

Other studies likewise show that teachers have a positive attitude to technology, perceiving it 

to be advantageous in helping them organise their work and with lesson preparation which then 
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saved time and effort (Alzaidiyeen & Fong, 2010). However, a study by Ndibalema (2014) in 

Tanzania with 80 teachers across ten schools found that, while teachers had a positive attitude 

towards technology, they believed that technology needed to be used at secondary school levels 

as older learners can better comprehend and understand lessons better using technology.  

The findings by Mustafina (2016) in a Kazakhstani secondary school indicated that teachers' 

technology use and integration in their classrooms were positive, as every teacher reported 

observing the necessity technology to their practice. The research also identified factors such 

as teachers' confidence, which played a major role in determining their attitudes as many of 

these teachers possessed high confidence levels and motivation to want to use technology. The 

age category was also considered, as both experienced and new teachers were part of the study. 

Initially, younger teachers felt comfortable using technology, whilst the senior teachers did not 

want to use it. However, as teachers were eased into using technology and became skilled in 

doing so, they did not require additional technical training. The study also showed that teachers 

who displayed an enthusiastic attitude towards technology lead learners to becoming likewise 

motivated in that regard, enjoyed lessons more, which ultimately impacted positively on their 

performance. Musafina (2016) notes that even if a teacher had experienced some sort of 

challenge in his or her classroom, learners assisted in creating a friendly and helpful 

atmosphere, which helped teachers feel secure when troubleshooting was required.  

In a South African study, MacFarlane and Woolfson (2013) worked with 64 teachers in nine 

Cape Town schools. The study found that teachers had positive attitudes towards technology 

use, as they knew that technology is developing rapidly, and that children growing into 

teenagers are highly dependent on such devices. These teachers also reflected on their attitudes 

based on their successful experiences with technology, where each teacher felt that they had 

gained confidence through the continued use of technology. They learned the necessary skills 

and competencies to use in their teaching and highlighted the significant positive changes they 

had seen emerge from their teaching methods. While the teachers’ professional development 

was growing, a senior teacher who did not receive the support expected from the school 

management, shared how the learners in her senior class provided her with professional 

development sessions (during the break, every day). The teacher called them 'experts' and they 

helped build her self-confidence as well as her understanding of the devices in her classroom. 

While her attitude was initially negative, the teacher made the effort to learn how to use the 

technology and ultimately felt more confident.  
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In another South African study, Hart and Laher (2015) worked with teachers in Johannesburg 

and, using open-ended questionnaires and individual interviews, found that teachers had a 

positive attitude towards the use of technology. These teachers had sufficient educational 

technology access such as the necessary devices that could be used in the classroom, teachers 

were provided with training courses so as to better their understanding of how to use such 

devices in the classroom, and they learned innovative ways to improve themselves in the 

classroom. Teachers were also eager to continue with these training courses as their schools 

provided these facilities of training as part of their teacher development. These teachers also 

indicated that the use of technology allowed them to choose the most necessary and relevant 

information for teaching instead of being drawn to textbooks only. The two methods of data 

collection provided rich and in-depth information on teachers’ attitudes towards technology 

use.  

While many studies cited show teachers’ positive attitudes towards technology use and 

integration, there are some studies that indicate otherwise. In a study by Oju and Adu (2018), 

teachers pointed to the lack of availability of technology in their schools and classrooms, lack 

of support from administration in need of training and technical support, and the time it takes 

to set up and integrate technology in their classes. Such factors result in a negative attitude 

towards technology. Similarly, the teachers in the study by Ertmer (1999) were concerned that 

learners might need to share devices, which would not be appropriate when individual learning 

is required. A 2020 study by Alvarado et al. held in public schools in America meanwhile found 

that there is inequality in school resources, as certain schools have limited support and 

resources for teachers. The inequality creates a negative attitude as teachers recognise the 

differences in resources. Bahia et al. (2019) indicate that, even though many governments have 

made provisions for and investments in technology, the allocation remains unequal, which can 

cause grievances amongst neighbouring schools. While teachers felt the pressures and high 

demands of integrating technology into their lessons by school management and the 

government, their attitudes were largely based on the challenges of integration, such as lengthy 

set-up times, poor connectivity, uneasiness in delivery of lessons, and lack of professional 

training. Teachers also did not want technology in the schools and classrooms, due to the theft 

of resources and the obligation of paying for or replacing the devices. The participants in this 

research study highlighted that the majority were senior teachers who relied on their chalk and 

talk methods and textbooks, unlike more technologically advanced and technologically 
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qualified teachers, who qualified from universities with technological experience and 

knowledge which affected their confidence. 

 

2.6. How teachers’ attitudes and experiences shape their pedagogical decisions 

McCulloch et al. (2018) note that what teachers believe about teaching and learning impacts 

their behaviour in the classroom. Identifying teachers' beliefs and what drives the enactment of 

beliefs are necessary to understand the decisions that teachers make within their classrooms. 

Their attitudes and experiences tend to determine their teaching methods. Thus, there are 

teachers who understand the importance and usefulness of modern educational technologies, 

which surpass the use of traditional instructional aids (Spector, 2016). Such teachers 

understand that learners need to be proficient at using technologies to adapt to the rapidly 

digitising globe, and should have the opportunity to use technologies at an early stage in life to 

prepare them for future use. However, Tondeur et al. (2017) emphasise that teachers must be 

the prime movers in teaching this to young learners, by integrating technologies into their 

pedagogies, and using them not just as visual aids but also as a tool of engagement.  

 

2.6.1. Understanding Pedagogy  

To understand how teachers’ attitudes and experiences shape their pedagogical decisions, it is 

important to understand the term pedagogy. The term pedagogy has various meanings and 

understandings and, depending on the type of instruction utilised in a classroom context, is 

highly contested (Price-Rom & Sainazarov, 2010). An early definition of the term ‘pedagogy’ 

provided by Bernstein (2000) is a sustained process in which a person acquires new forms or 

develops existing forms of conduct, knowledge, practice, and criteria from another person and 

this is a continued effort to enhance the learning of the individual. Another definition of 

pedagogy by UNESCO (2005) indicate that it includes activities that evoke changes in learners, 

in which the type of activity that is designed by one person enhances the learning of the other. 

Price-Rom and Sainazarov (2010) note that effective pedagogy in the 21st century refers to 

teaching and learning activities that make observable changes in learners and that lead to a 

greater understanding, engagement, and measurable impact on learner learning. However, 

these researchers highlight that this type of effective teaching and learning can only take place 

when the school also supports teachers’ pedagogical decisions by providing teachers with the 
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adequate resources and support they need for effective, competent teaching to take place. 

Similarly, Black and William (2018) found that the most common terminology associated with 

pedagogy is competence, excellence, or failure in teaching methods. Such concepts are closely 

related to the attitudes and experiences that shape teachers' pedagogical decisions. 

2.6.2. Teachers' pedagogical beliefs and attitudes when using technology in the classroom 

As established, the use of technology has become a fundamental requirement in many parts of 

the world. Technology is recognised for its potential to transform the practices and 

performances of teachers to help their learners to learn in a more effective way (Oyunge, 2021). 

Teachers' pedagogical beliefs and attitudes toward technology affect their utilisation of 

technology in teaching (Prestridge, 2010). This means that teachers will bring their pre-existing 

beliefs about teaching pedagogies into the classroom along with their knowledge, skills, and 

attitudes, which will determine their use of technology as part of their pedagogical practices. 

Li (2014) notes that the integration of technology in the classroom depends on the extent to 

which teachers like these devices, which would impact their attitudes and belief to continue 

using them. 

Similarly, Cuban (2012), recognises that, when teachers utilise the diverse range of technology 

in their classrooms, this creates an atmosphere of innovation, confidence and freedom, as it 

allows learners the liberty of learning through discovering the advantages that technology 

brings to the classroom. Researchers such as Konig (2012), Lehtinen et al. (2016), and Tondeur 

(2020) share the same sentiments as Cuban (2012) regarding teachers’ pedagogical beliefs 

about technology use in their classrooms. They note that the effective use of technology, when 

integrated into their classrooms, provides an advantageous way of teaching and learning for 

both teachers and learners. Hence, the beliefs of teachers largely determine how and why 

teachers would develop new teaching methods and instructional practices that include 

technology. However, Crompton (2013) challenges this idea by pointing out that the beliefs of 

teachers may be dynamic, as what may be perceived as advantageous may not necessarily work 

for all teachers, and in terms of technology, such beliefs could determine technology 

integration. Theoretically, the change in pedagogy for teachers is ideal, but in practice, the 

opportunities offered are highly limited to many teachers when practicing in their classrooms, 

and this determines their attitude toward integrating technology (Zheng & Huang, 2014). This 

indicates that teachers' pedagogical beliefs can be perceived as both barriers or enablers of 

technology integration.  



35 
 

Researchers Tondeur et al. (2017) note that, before teachers decide on using technology in their 

classrooms, their pedagogical decisions are affected by the external and internal barriers they 

face. There is a close relationship between teachers' beliefs and attitudes and their pedagogical 

decisions regarding technology use, but if teachers were given appropriate access to technology 

(Tondeur et al., 2017), this could lead to a more frequent adoption of technological devices in 

their pedagogical decisions. Consequently, Tondeur et al. (2017) state that, along with these 

barriers, there are also enablers that are seen as the reasons why teachers would want to 

integrate technology into their pedagogical decisions. They note that the school plays a 

fundamental role in the use of technology in the classrooms and the support that the teachers 

receive encourages them to integrate technology into their pedagogies, thereby pointing to the 

need for support and access. Tondeur et al. (2017) point out that there needs to be a shared 

vision amongst all teachers to creates a friendlier, supportive, and positive environment of 

technology utilisation. The more teachers show a favourable attitude towards technology, and 

the more teachers believe in the positive effects of technology use, the more likely they are to 

use it. Problems may arise among teachers regarding technology use based on their learning 

styles, and school administrators need to monitor and support teachers navigating such 

problems.  

 

2.6.3. The impact of technology on teachers’ pedagogical decisions  

Teachers need to familiarise themselves with the various types of technological devices 

available, which could help them recognise the pedagogical possibilities through technology 

(Dong & Newman, 2018). As technology continues to advance, teachers’ professional 

development needs to continue as well, and teachers need to be willing to constantly develop 

their pedagogies related to technology. Their pedagogical decisions will be impacted by the 

skills they need to use technology effectively and productively in the classroom (Dong & 

Newman, 2018). However, some teachers lack technical experience, which does not have a 

favourable impact on their pedagogical decisions. For teachers to fully decide whether they 

want to utilise the various possibilities opened up by technology, technical expertise alone is 

not sufficient. Beyond this, teachers need to have a technologically supportive environment to 

exploit their pedagogical decisions and a lack of support limits innovative ways of teaching 

(Dong & Newman, 2018). 



36 
 

Prestridge (2014) argues that, even though teachers are faced with many barriers to teaching 

using technology in their classroom and the school context, it is important that they overcome 

these barriers and be the agents of change, especially in a rapidly changing world. Prestridge 

(2014) urges teachers to learn innovative methods of teaching, including through technology, 

to support learner learning, and to provide better interaction, active teaching and learning, and 

well-planned pedagogic outcomes. Similarly, Dong and Newman (2018) note that, when 

teachers recognise the impact of technology on their pedagogical decisions and take the 

initiative to prepare lessons that utilise technology, learners and teachers are better engaged, 

learners learn to be critical thinkers, and teachers become more inventive planners. A study 

conducted by Hadiyanto et al. (2017) identified that the culture and condition of the school’s 

facilities will play the most important role in the potential impact of technology on teachers’ 

pedagogical decisions. If schools are better equipped and teachers have the necessary skills and 

training to integrate technology, the teachers will have the pedagogical options and 

opportunities available to shape their pedagogical decisions. However, if those schools have 

limited to no access, teachers will be unable to work effectively and efficiently with these 

devices. This will impede teachers’ pedagogical decisions. While the schools cited in the 

Hadiyanto et al. (2017) study were equipped with the necessary devices, and where there was 

an emphasis of technology use in the classroom, there were teachers within the district who felt 

that too much emphasis was placed on technological devices specifically, rather than 

pedagogical practices as a whole. 

For teachers to make sound pedagogical decisions, they should be equipped with technical and 

pedagogical experiences that are useful in their future teaching. Without technical and 

pedagogical experiences, teachers will base their pedagogical decisions only on what they 

know and, in terms of technology use, their understandings and attitudes will determine their 

technology use (Drossel et al., 2017, Ozer, 2018). Studies by Scherer et al. (2018) have 

captured various attitudes towards technology and the pedagogical decisions of teachers, which 

revealed that attitudes towards technology place heavy emphasis on behavioral intentions for 

future classroom practice by teachers. Teachers' use of technology encompasses not only 

technical knowledge and skills, but the knowledge of technology and successful technology 

integration into classroom instruction depend on the teachers’ attitudes (Scherer et al., 2018). 

Attitudes toward technology indicate a person’s evaluation of the expected performance of a 

certain behaviour such as the use of technology for learning and teaching. If teachers perceive 

that technological tools do not meet their own or their learners’ needs, such perceptions shape 
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their pedagogical decisions, and they are not likely to try and incorporate the tools into their 

teaching (Buabeng- Andoh, 2012). Thus, teachers’ attitudes towards technology play a crucial 

role in technology integration and on the pedagogical decisions they make in their classrooms 

(Goldstein & Tessler, 2017).  

 

2.7. Technology Use in the English Classroom  

Cahyani and Cahyono (2012) found that some teachers displayed an optimistic attitude to the 

use of technology in the English classroom because it eased the process of teaching by saving 

energy, allowed for greater interaction between learners, the teacher was not dominating the 

lesson, and the learning process was easier to comprehend when topics were introduced to the 

learners. Shyamlee and Phil (2012) note that technology is an essential part of teaching and 

therefore it is highly important for language teachers, including English teachers, to be aware 

of the latest and best equipment as the use of multimedia technology lends colour and variety 

when teaching English. In the English classroom, technology use has to be considered to keep 

apace of the global technological revolution by adopting modern technological means such as 

computerisation, multi-media devices, mobile phones, audio/visual effects applications, and 

social media that will optimise language instruction in a systematic and advanced way 

(Mofareh, 2019).  

Kusumarasdyati and Luo (2004) and Prestridge (2012) note that teachers need to provide 

quality teaching materials that will be engaging, interesting, and up-to-date to ensure learners 

learn English, which has become increasingly challenging to teach to enable increased English 

proficiency. These challenges are the same across the globe and for all subjects and include 

inappropriate support for training, lack of teacher knowledge and training, inadequate network 

connectivity, high costs of devices, a lack of policy on funding for schools’ use of technology, 

and lack of continuous reinforcement.  

 

2.7.1 Effective Use of Technology in the English Classroom  

With the rapid development of science and technology, and the emergence and development 

of multimedia technology and its application to teaching, featuring audio and visual effects, 

the English classroom is a favourable platform for reform and exploration (Graddol, 1997). 

Technology is an effective tool for English teachers to enhance their learners' cooperation, has 
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allowed teachers to adapt to learner-centred teaching and learning, and has enabled them to 

move away from traditional teacher-centred classrooms, a move which helps with guiding 

learners' learning through cooperative language tasks, collecting information, and interacting 

with material sources actively (Costley, 2014; Gillespie, 2006; Graddol, 1997; Rahimi & 

Bigdeli, 2014; Hashim, 2006). Moreover, researchers such as Mouza (2008) and Sabzian et al. 

(2013) agree that technology use has proven to boost learners' confidence via the cooperation 

among them and between them and their teachers, as they also assist their teachers in their 

technical teaching processes. Technology use also enables the use of authentic material 

resources and can create opportunities for learners to practice social interaction to boost their 

language and life skills cognitively and meaningfully, which may lead to greater English skills 

improvement for learners generally (Alsulami, 2016). 

In the English classroom, films are becoming an important part of the curriculum for English 

literature, because they provide exposure to real language use in authentic settings and in the 

cultural context in which the language is spoken (Kusumarasdyati & Luo, 2004). Herron et al. 

(1995) found that movies and videos provide interesting and motivating ways to stimulate 

active learning for learners. Teachers also believe that technology can make language learning 

easier through visual aids and videos as they enhance language learning and comprehension 

skills, making the lesson more enjoyable (Ertmer, 1999). Olelewe and Amaka (2011) found 

that skilled English teachers used various teaching and learning technologies such as videos, 

the computer, the internet, and multimedia equipment to enhance the teaching and learning 

process through the presentation of new ideas and innovations that assisted both the teachers 

and learners interacting with the knowledge that is required. For example, instead of repeatedly 

using the same device of a power-point presentation of a poem being analysed and discussed, 

teachers can use audio clips and video clips so that learners may listen to and watch the clips 

related to the main themes and this can keep learners engaged but also provide teachers with 

various ways of making their lessons interactive and innovative. The usage of multimedia texts 

in the classroom assists learners in becoming familiar with vocabulary and language structures. 

The application of multimedia also makes use of print texts, film, and the internet to enhance 

learners' linguistic knowledge. The use of print, film, and the internet gives learners the chance 

to collect information and offers them different materials for the analysis and interpretation of 

both language and contexts (Arifah, 2014).  

Yadav’s (2009) study into technology use to enhance English language learning at a secondary 

school found that technology use allowed for increased learner autonomy and control, 
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providing a more learner-centered pedagogy with learners who were more actively engaged in 

their learning than in traditional direct instruction methods. In a study by Prestridge’s (2012), 

the use of technology facilitated the teaching and learning process by providing 

comprehensible input as a scaffold to support learners as they studied academically challenging 

subject matter, along with providing learners with language experiences as they moved through 

various stages of language acquisition.  

Similarly, findings by Sad et al. (2020), in their Indonesian study with teachers from various 

public schools, indicated that the use of technology in the English classroom improved English 

language acquisition and improved learners’ mastery of vocabulary and reading speed. In 

addition, there was an increased capacity to employ English articles in the context of the lesson 

as well as enhance the speaking and listening skills. The teachers in the study indicated, through 

their interviews, that they embraced technology in their English classrooms and recognised the 

positive changes in their pedagogies. Like the findings from Sad et al. (2020), Kao (2020) 

found that technology allowed for an improvement in learners’ vocabulary mastery and 

reading, an enhancement of speaking and listening skills, and better comprehension skills. 

Teachers noted that technology allowed for better-prepared, interesting and engaging English 

lessons that did not rely only on textbooks and worksheets.  

Razak et al. (2018) rightly notes that the introduction of technology in English language 

classrooms in schools has been recognised as a necessary course of action for the improvement 

of teaching methods. Razak et al. (2018), have suggested that a crucial factor for successful 

technology integration into the English classroom is the teacher. When teachers revolutionise 

their classrooms with mobiles, computers, and internet-connected devices, ordinary and low-

level learners make massive language learning gains, pointing to the importance of buy-in from 

teachers. Furthermore, as Doucet et al. (2018) note, teachers are no longer teaching English 

and other languages in isolation as they now co-teach, team teach, and collaborate with other 

department members. As lifelong learners, they are active participants in their language 

learning. It thus becomes important that they seek out professional development that helps them 

to improve both learner learning and their performance (Xing & Marwala, 2017).  

Dawson, Cavanaugh and Ritzhaupt (2008) and Pourhosein Gilakjani (2014) maintained that 

using technology can create a learning atmosphere centered around the learner, rather than the 

teacher that in turn creates positive changes. They emphasised that by using technology, 

language classes become active places full of meaningful tasks where the learners are 
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responsible for their learning. Drayton et al. (2010) argued that using technology indicates a 

true learning experience that enhances learners’ responsibilities.  

However, some English teachers are hesitant to use technology in their English classrooms 

even though they are aware of the benefits it brings. Kolbakova (2014) found that, with 

technology, learners tend to use short abbreviated forms in their writing, like they do on social 

media. In their study, Doucet et al. (2018) noted that teachers found difficulties managing 

planning activities involving the use of technology in the teaching of English writing. Another 

writing-related challenge was that learners tended to copy and paste from the internet sources, 

thus using plagiarising activities, and the ease of obtaining quick and massive information 

chunks from the internet caused learners to be apathetic in preparing their tasks (Mustafa, 

2016).  

A study by Oju and Adu (2018) found that teachers in the Eastern Cape, South Africa benefitted 

from inadequate training support and poor technological knowledge, specifically regarding 

how to use technology in the English classroom, inadequate network connectivity, and high 

costs involved in device acquisition, among other challenges (Oju & Adu, 2018). As Prestridge 

(2012) noted, some English teachers are unable to utilise technology, due to a lack of exposure 

and training, and are unsure how to use technological devices for their English lessons. In a 

more recent study by Ahmadi (2018), the findings suggested that educational institutions ought 

to have training programmes to support teachers on how they may expose learners to materials 

on computers to support and reinforce materials in learners’ textbooks and workbooks, and 

thus improve the language learning process.  

 

2.8. The DBE Action Plan to 2014: Towards the Realization of Schooling 2025 

The Department of Basic Education (DBE) Action Plan to 2014: Towards the Realisation of 

Schooling 2025 was a strategic framework developed by South Africa’s DBE to guide the 

improvement of basic education in the country. The plan laid out a vision for achieving 

significant advancements in the quality of schooling by 2025. One of the key goals of the 

Action Plan was to promote the use of Information and Communications Technology (ICT) in 

schools to improve educational quality and access. The DBE aimed to equip schools with 

computers and other ICT tools to support teaching and learning processes. This included the 

provision of computer laboratories, smartboards and other digital learning resources 

(Department of Basic Education, 2014). 
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The Action Plan also recognised the importance of providing equal access to digital resources 

for all learners, particularly in under-resourced and rural areas. The DBE also developed an e-

Education strategy aimed at ensuring that every learner is technologically literate by the time 

they complete grade 9. The strategy focused on providing schools with digital content, online 

learning platforms and internet connectivity (Department of Basic Education, 2014). 

However, the Department of Basic Education (2018) argues that despite the ambitious goals, 

the implementation of ICT in education still faces significant challenges, which includes the 

unequal access to technology, lack of infrastructure in rural areas and the varying levels of 

teacher ICT proficiency. These are ongoing challenges which the DBE continues to address 

thorough initiatives such as the ICT4RED (Information and Communication Technology for 

Rural Education Development), implemented in South Africa to improve the quality of 

education in rural schools by implementing technological devices into the teaching and 

learning processes. This initiative focused on empowering teachers with the necessary skills to 

use technological devices effectively in their classrooms, mainly in under-resourced areas 

(Nkula & Krauss, 2014). Another major challenge noted by the Department of Basic Education 

(2016) is that there is an inadequate form of training for teachers in the use of technological 

devices as many teachers are not familiar with digital tools and lacked the skills to effectively 

integrate technology into their teaching practices. It was also noted by Nkula and Krauss (2014) 

that some teachers are resistant to adopting new technologies due to their lack of confidence or 

the fear of not knowing how to use these devices which slowed down the pace of technology 

adoption in schools. The main challenge faced as stated by the Department of Basic Education 

(2016) is the financial constraints as continuous funding is required not only for the initial 

deployment of technology but also for its upkeep, software updates, and the training of new 

teachers and therefore, budget limitations made it difficult to sustain these efforts overtime.  

The DBE’s Action Plan for Technology integration is ambitious and aims to transforming 

education in South Africa. However, with the challenged presented ranging from infrastructure 

deficits and insufficient teacher training to inconsistent implementation, posed significant 

obstacles to realising the full potential of technology education. Addressing these challenges 

requires continued investment, capacity building and a coordinated effort across all levels of 

the education system.  
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2.9. Potential Impact of DBE Teacher training and professional development on 

technology integration in English Classrooms 

The Department of Basic Education (DBE) in South Africa has prioritised teacher training and 

professional development as crucial components of its education and reform initiatives which 

includes technology integration in English classrooms and according to Ramen and Don 

(2013), the potential impact of these efforts can be significant which can have an influence in 

various aspects of teaching and learning. Firstly, the DBE-led training programmes focuses on 

technology and equipping teachers with the necessary skills to use digital tools effectively in 

the classroom which includes digital literacy tools, and online resources that can enhance 

language learning (Department of Basic Education, 2011).  Secondly, it has been noted by the 

Department of Basic Education (2020), that by having these professional development 

programmes, it can help boost teachers’ confidence in using technology, making them 

experiment with and integrate digital technology into their teaching practices. Thirdly, it can 

provide innovative teaching methods which can enable teachers to use blended learning 

approaches which allows for them to combine traditional teaching methods with technological 

devices making lessons more interactive and engaging (Department of Basic Education, 2020). 

Interactive teaching and learning can also be beneficial to learners which helps them to engage 

with the material. It can also help these teachers who are trained to help meet the diverse needs 

of learners and those who are struggling. The Department of Basic Education (2020), states 

that teachers who are trained in technology can use their devices and tools to provide additional 

support to struggling students by using reading apps to improve vocabulary and comprehension 

or software and finally, these training initiatives can establish professional learning 

communities (PLCs) where teachers continually support each other in integrating technology, 

leading to sustained improvement in teaching practices (Department of Basic Education, 2011).  

Although teacher training can improve technology integration, there are challenges in access 

to technology, as schools may not have access to such devices limiting the effectiveness of 

these efforts by the DBEM and therefore, it must be addressed how resource-constrained 

schools can integrate technology. Another challenge noted by Hennessay et al. (2010), is that 

once-off training sessions may not be sufficient and continuous professional development is 

essential to keep teachers updated on the latest technological tools and pedagogical strategies 

for their effective use in English classrooms and with proper training teachers are able to 

integrate technology in a way that enhances the English curriculum, making it more relevant 

and aligned with 21st century skills. 
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The DBE’s focus on teacher training and professional development in technology has the 

potential to significantly enhance English language teaching in South Africa (Department of 

Basic Education, 2020) and by improving teachers’ technological skills, fostering innovative 

teaching methods and enhancing learner engagement, these initiatives set out by the DBE, can 

lead to better learning outcomes and prepare learners for a digital world and therefore it is 

crucial that training programmes are continuous, inclusive and responsive to the needs of both 

teachers and learners.  

 

2.10. Conclusion  

The literature review chapter reviewed both past and present literature on technology, 

technology integration in education comprising of both the advantages and challenges faced by 

teachers, their attitudes and experiences, as well as how these understandings, experiences and 

attitudes shape their pedagogical decisions, demonstrating a richness of data regarding 

literature on technology in the classroom. However, there is a need for more research on 

teachers’ understandings and experiences of technology in the English classroom in a South 

African school context. Such research is the focus of the present study.  

The next chapter will present the theoretical framework that underpins this study. 
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CHAPTER THREE 

THEORETICAL FRAMEWORK 

 

3.1. Introduction 

The previous chapter discussed current findings on teachers’ understandings and experiences 

of technology use in the English classroom. Moreover, it considered different perceptions on 

technology use in the English classroom, which included technology and its origin, technology 

in education, the attitudes and experiences that shape teachers’ pedagogical decisions, as well 

as the utilisation of technology when teaching English. This chapter discusses and presents the 

various processes and concepts that are related to the theoretical framework of this study. 

The theoretical framework that underpins this study comprises the theory of experience by 

Dewey (1938), and the Technology Acceptance Model by Bagozzi and Warshaw (1989). 

The Technology Acceptance Model (TAM) (Davis, 1986) is a model that predicts the 

likelihood of a new technology being adopted by a group of individuals in their context, along 

with the variety of technologies that are available. There are three main constructs which are 

used to explain the users’ motivation to use technology which are perceived ease of use (PEoU), 

perceived usefulness (PU), and the attitude towards use (ATU), or attitude towards adopting 

technology to explain the attitude of usage and behavioural intention to use. These three 

constructs were useful in understanding how teachers perceived technology (their attitudes 

based on experiences) and whether their perceived ease of use were recognised as useful, which 

resulted in continued usage of technology in their classrooms.  

Dewey’s pragmatic theory of experience (Dewey, 1938) represents the theorist’s effort to 

explicate the process through which human beings learn and grow. Dewey’s (1938) theory is a 

vehicle for growth which is a metaphor for learning that is tied to experience and in order for 

an experience to result in growth, it must meet the dual criteria of continuity and interaction 

(Stark, 2020). Teachers often claim that they learn more from teaching experience than from 

coursework (Wright, McCarthy & Meekison, 2004). Consistent with Dewey’s theory of 

experience, the participants of this study were asked to discuss their teaching experiences of 

using technology in the classroom and how their attitudes explained their use of technology in 

the English classrooms. Dewey’s theory of experience proved useful in this study in revealing 
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the possible reasons for the teaching experiences of each participant regarding technology use 

in their English classrooms.  

  

3.2. TECHNOLOGY ACCEPTANCE MODEL 

Fred Davis (1986) first conceptualised the technology acceptance model (TAM) to examine 

the acceptance of information technology. It was created based on the theory of reasoned action 

(TRA), which explains a person’s reactions and perceptions in taking action (Azjen & Fishbein, 

1975). This theory emphasises that individuals’ beliefs and attitudes predict their intention to 

perform a behaviour. Beliefs in this case, according to Azjen and Fishbein (1980), are defined 

as the individual’s prediction that performing a given behaviour will produce a given 

consequence. However, associated to the TRA, the TAM provides more specific predictions 

because it applies entirely to technology usage behaviour and not behaviour in general (Davis, 

Bagozzi & Warshaw, 1989). Venkatash and Davis (2000) noted that TAM theorises that an 

individual’s behavioural intention to use a system is determined by two beliefs, which are 

perceived usefulness, defined as the extent to which a person believes that using the system 

will enhance his or her job performance; and the perceived ease of use, defined as the extent to 

which a person believes that using the system will be free of effort. Venkatash and Davis (2000) 

describe TAM as a pathway according to which personal beliefs shape attitudes about 

technological devices usage, which results in the usage of technology. This model assumes that 

when users perceive a type of technology to be useful and also easy to use, then there will be 

continued usage and if the users are able to understand and see the significant changes that 

technology brings about in their daily lives with the ease it brings in their tasks, then the 

probability of use and acceptance will be much greater.  

Essential to this study, in the technology acceptance model (TAM) (Figure 1), three primary 

factors will be used, and explained in detail, which are perceived usefulness (PU), perceived 

ease of use (PEU), and attitude towards use (ATU) to explain teachers’ attitudes when using 

technology in their classroom. 
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output quality, job relevance). This model (TAM2) showed a more detailed relationship of 

various factors that influenced technology acceptance within a context.  

The foremost later modification resulted in TAM3. The main aspects of the TAM3 address the 

key factors of perceived usefulness in addition to perceived ease of use (Venktash & Bala, 

2008) and as a result, the TAM3 was born from the integration of the TAM2 (Venktash & 

Davis, 2000) with the paradigm of perceived ease of use determinants. These researchers 

assumed that perceived image and perceived ease of use result demonstrability, along with 

subjective norms. Output quality, experience, and voluntariness are categorised as moderators.  

Considering other aspects of the model, Venktash and Bala (2008) assumed that perceived ease 

of use is impacted by what they call anchors and adjustments. These constructs were called 

'anchors' for the reason that when the facts about the system's ease of use are deficient, persons 

tend to depend on general information (anchor) to perceive the system's ease of use. Venkatesh 

(2000) theorised that the anchors, associated with computers and their use, drive people's 

preliminary opinion about the system's ease of use and believes that it would be more 

significant when more experience has been achieved. Adjustments, on the other hand, are 

based on the increasing experience with the system, where individuals are expected to adjust 

their system-specific perceived ease of use to reflect their interaction with the system. 

Although the TAM model has been updated now to the TAM2 and TAM3, the original model 

is most relevant to the present study as the three main constructs which relate to the research 

questions will be answered using the original TAM model.  

 

3.2.1. Explaining the Three Constructs  

3.2.1.1. Perceived Usefulness (PU) 

According to Davis, Bagozzi and Warshaw (1989), perceived usefulness (PU) is defined as a 

measure by which the use of technology is believed to provide benefits to the person who is 

using it; and the perception of usefulness as the subjective ability of future users, where using 

a specific type of technological system device will improve their performance in the 

organisational context. These researchers also highlight that PU will indirectly influence the 

behavioural intention (BI) to use technology. Usefulness is a perception where one believes 

that the use of a particular technology will provide benefits or even provide a positive impact 

that will be obtained when using the technology in a particular setting. Davis et al. (1989) note 
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that users may not prefer to use technology, but may still continue to use it because of their 

positive perceptions regarding its impact on job performance. Davis et al. (1989) identify two 

forms of motivation namely, extrinsic and intrinsic motivation. Extrinsic motivation is 

perceived to be helpful in achieving special outcomes that are different from the activity itself; 

in contrast, intrinsic motivation refers to the performance of the task for no apparent 

reinforcement. Therefore, PU is relevant to the acceptance of technology, because it is adopted 

first and foremost due to it being instrumental in achieving specific objectives. Within the 

classroom context, the teacher will accept technology as useful if it achieves objectives.  

Technology will be perceived as useful if it may be measured through performance, 

improvement, increased effectiveness and increased productivity (Harryanto et al., 2018). The 

process of usage will highly depend on the past experience and the individual gains associated 

with it and indicates that, if the user is experienced, then the user has no concerns about the 

ease of use, but rather focus more on the benefits. Garcia et al. (2020) support this definition 

by mentioning that PU relates to a user’s experiences and how technology has contributed to, 

as well as improved their work performance. PU describes what the particular technological 

devices enables the users to do, and to what degree these devices leads to these users improving 

their performance levels. PU explains the extent to which technology allows users to have 

control over their interactions, as well as ascertain whether users are able to remember how to 

use technology within their context (Garcia et al., 2020). Thus, as Onita et al. (2021) state, PU 

is an individual response, where, when a new form of technology is being used, provides 

convenience in every part of the job; it can then be concluded that PU will add a great benefit 

to the achievement of the job. This also shows that the productivity of the user will increase 

(Michaela & Edwin, 2021). 

Wong et al. (2010) established in their study that PU has a significant influence on the attitude 

towards computer and technology use and behavioural intention. The study also describes and 

agrees with previous researchers cited that PU has direct and indirect effect upon behavioural 

intention. Wong et al. (2010) note that teachers will tend to use technology in their classrooms 

if they perceive technology to be useful and meaningful to enhance and deliver lessons. Bradley 

(2012) cites Ong and Lai (2006), who found that a high level of perceived usefulness (PU) 

often results in a positive user-performance relationship. In the case of technological devices 

used in classrooms, if teachers perceive that an advanced method of a learning system can help 

improve their work performance, they are more likely to utilise technological devices and this 

creates a positive influence on the users’ performance. Bradley (2012) found that perceived 
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usefulness has a positive effect not only on teachers, but also on learners’ intention to utilise 

these devices, resulting in both being a useful and meaningful way to learn and teach more 

effectively, with a view to attaining higher performance. Bradley goes on to add that one of the 

reasons why PU exerts a strong influence is that teachers tend to become more educated on 

their lesson delivery as well as understanding how these devices enhance and modify lessons 

which help them become more productive teachers. Ratna and Mehra (2015) support this view, 

and note that in the context of learning through technology, a significant effect is shown on 

perceived usefulness, which influences the behavioural intention directly. In the present study, 

PU is used to explain the way in which teachers experience technology usage in their English 

classrooms, and the possibility of continued usage based on the contribution it makes to their 

lessons.  

 

3.2.1.2. Perceived Ease of Use (PEoU) 

The second construct which is perceived ease of use (PEoU) is an individual’s belief that using 

a particular system/technology for a specific purpose reduces the effort that is required (Davis, 

1989). Another definition provided by Davis (1991) is the degree to which an individual 

believes that using a particular system would be free from any physical and mental effort. Pinho 

and Soares (2011) described PEoU as the degree to which users experience the technology as 

easy to use, a device or devices that do not demand any extra effort or skills and also allows 

for the flexibility of use. PEoU also highlights the way in which users feel the ease to become 

skilful in technology use. Likewise, Venkatesh (2000) notes that PEoU describes an 

individual’s perception of how easy the innovation is to learn and to use. For example, if a 

user’s job content is devoted to physically using a system, and if the user becomes more 

productive and efficient using the system, it will lead to greater ease of use, and the user will 

become more productive and motivated. However, it may not always have a positive outcome 

if the technology is too difficult for the user. This construct shows how and whether a system 

of use makes users complete their work faster, increase productivity, and work efficiently 

(Davis, 1989).  

For teachers in particular, they must be innovative when adapting to technology as well as 

overcoming the mental and physical challenges posed by technology. Hence, if users find 

technology to be easy and understandable, they will be able to accomplish much more work 
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but if they perceive technology to be monotonous or even difficult to navigate around the 

lessons, then it will result in the user not being enthusiastic to utilise technology.  

Venktash et al. (2003) highlight the strong role that PEoU plays in predicting the behavioural 

intention (BI) to use. They also suggest that the user’s belief over time changes along with their 

experiences and how accessible and easy the technology use becomes. Similarly, Davis et al. 

(1989) alert researchers to look for external variables that may affect the beliefs and usefulness 

and ease of use for the user. Lee et al. (2008) found that PEoU has a direct and positive effect 

on PU and the attitude of teachers towards using technological devices.  

In education, user-friendly and easy to use technological devices are very important for 

teachers as they create user-friendly teaching and learning environment (Waheed & Jam, 

2010). Waheed and Jam (2010) add that less effort required in understanding will lead to the 

easy adoption of methods, increase the level of satisfaction, and hence, lead to an extensive 

level of efficient teaching and learning. PEoU thus leads to greater efficiency.  

Abdullah and Ward (2016) found in their research study that there are numerous factors that 

affect the users’ acceptance of technology such as the anxiety when using these devices, which 

can entail the set-up and preparation, enjoyment, and overall experience. Yet, the most pivotal 

predictor is the self-efficacy associated with PEoU which is based entirely on one’s recognition 

and ability to act and manage their actions. Self-efficacy (SE) as defined by Bandura (1997) 

refers to the individual’s perceptions based on his or her ability to use technology in the 

accomplishment of a given task, rather than reflecting on simple component skills. This 

corroborates Davis (1989), who observes self-efficacy to be correlated well with both PU and 

PEoU.  

In the context of this study, self-efficacy can be seen as a way in which teachers’ self-

confidence enhances their ability to perform certain teaching and learning tasks through the 

use of technology. It is expected that the higher the self-efficacy, the more likely the user will 

be willing to adopt and perceive the use to be of ease as compared to a teacher with a low self-

efficacy, which would be the opposite. Hence, the model recognises both PU and PEoU being 

influenced by the type of technology used and how this will eventually shape the teachers’ 

attitude towards their use (Garcia et al., 2020). In support of this, Pinho and Soares (2011) state 

that if their use is easy and they are able to navigate through the challenges of its use and it 

provides the benefit and enjoyment, then there will be continued usage and the attitude will be 

favourable. However, if these users perceive the use to be difficult and unfavourable, then they 



51 
 

will most probably find it to be less or not useful at all. Researchers Tokel and Isler (2013) 

found in their study that the perceived enjoyment when using technology had a direct and 

positive effect on PU and PEoU which leads to technology acceptance.  

In this study, PEoU assists in assessing teachers’ beliefs and attitudes regarding how easy and 

free of effort it is for them to utilise technology. Therefore, it can be understood that PU and 

PEoU are two fundamental constructs that are predictive of attitude information and actual use 

of technology.  

3.2.1.3. Attitude Towards Use (ATU) 

The third construct that is applicable to the study is attitude towards use (ATU), which is a 

central aspect to the model which will ultimately decide the users’ utilisation of technology. 

ATU is defined as the positive or negative feeling of individuals in performing and how this 

feeling can affect the particular behaviour of use (Teo, 2009; Kiraz & Ozdemir, 2006). The 

intention of this construct in the TAM is to directly influence the frequency of the use of 

technology to create an attitude that is either favourable or unfavourable. Zaineldeen et al. 

(2020) recognise ATU as the extent to which users’ experiences with technology are either 

positive or negative and will have an impact on the actual use. This construct also explains 

whether the users like or enjoy the technology when used as well as if they are able to impress 

others in their use of the system devices. Davis (1989) notes that attitude is at best a fractional 

intermediary of the effect of perceived usefulness, perceived ease of use and intention to use, 

and also added causal explanatory power to an individual’s intention to use a particular system 

of technology. He also added that individuals who had a belief in the use of a new type of 

technology, would lead to a more positive outcome, thus a more positive attitude towards it.  

Attitude, as defined by researchers Azjen and Fishbein (1997), refers to the affective evaluation 

towards a given task which is the degree to which a user likes and dislikes the use or idea of 

technology. Attitude is an individual’s positive or negative feeling that is associated with 

performing a specific behaviour and that an individual would hold a positive attitude, if the 

user believes that the performance outcomes will be positive (Azjen & Fishbein, 1997). On the 

other hand, if the individual believes or experiences a negative outcome, then the user will hold 

a negative attitude towards technology use (Mykytn & Harrison, 2003). Tira et al. (2016) and 

Islami et al. (2021) note that a person’s attitude towards a technology can be used as a measure 

of acceptance of technology because their attitude will show positive or negative feelings 

towards acceptance and usage.  
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Hussein (2017) notes that the attitude of use will mainly be determined by the knowledge that 

the user has when implementing the device and how best this relates to the content of the topic 

to be taught. Hanifa (2020) also adds that the characteristics depicted by the users in terms of 

their attitude towards technology will play a significant role in their usage, which will either 

be continued usage with satisfaction, due to the many benefits it carries forward or a 

discontinued usage, due to inconvenience or dissatisfaction. Sumak et al. (2011) also caution 

researchers that factors are largely dependent on the user itself and the technology being used.  

Through various methods of data generation, the current study considers the experiences and 

attitudes of the teachers represented in this study regarding technology usage in the English 

classroom and the TAM is used to explain the reasons for the teachers’ attitudes, acceptance 

as well as usage. The study also demonstrates the relationship between perceived ease of use 

(PEoU), perceived usefulness (PU) and attitude towards use (ATU).  

 

3.2.2. The Broader Use of TAM  

Various studies across the world have used the technology acceptance model (TAM) to explain 

their findings. The studies cited were all quantitative studies, which is common among studies 

using the TAM. The present study is a qualitative study, bringing a different dimension to 

studies using TAM.  

A quantitative study by Hong, Zhang and Liu (2021) in China aimed to find ways to improve 

1568 preschool teachers’ technology acceptance and their intention to use technology during 

COVID-19. The study examined preschools teachers’ technology acceptance with the TAM 

and their determinant factors. It found that these preschool teachers’ perceived usefulness (PU) 

showed a weak direct impact on their intention to use, but their perceived ease of use (PEoU) 

was strong when it came to computer efficacy only. 

In a study by Weng, Yang, Ho and Su (2018) in Taiwan, the researchers explored the effects 

of information technology (IT) among 460 elementary school teachers to determine whether 

they intended to use the multimedia material. The focus was on their attitudes towards use 

(ATU) of multimedia among school teachers. The study showed that the perceived ease of use 

(PEoU) of the multimedia material enhanced the intention to use, and how the teachers’ attitude 

towards use (ATU) also influenced their intention to use. 
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A quantitative study by Abdullah, Ward and Ahmed (2016) considered 242 undergraduate 

learners in the United Kingdom to collect data to investigate learners’ perceived ease of use 

(PEOU) and perceived usefulness (PU) of e-portfolios. The e-portfolios were used to facilitate 

learners’ learning and personal growth. The findings helped the researchers to improve their 

understanding regarding learners’ acceptance of e-portfolio systems. The findings showed that 

perceived ease of use (PEoU) is the best predictor for learners when it comes to e-portfolios, 

but perceived usefulness (PU) and behavioural intention (BI) should also be considered as 

important factors when designing and implementing e-portfolios. 

Researchers Wong, Osman, Goh and Rahmat (2013) considered 302 Malaysian learner 

teachers to determine their integration of technology in teaching and learning. The findings 

indicate that perceived usefulness (PU) and attitude towards computer use (ATU) were most 

significant and had a positive effect on learner teachers’ behavioural intention (BI) to use 

computers in teaching and learning.  

Waheed and Jam (2010), in a quantitative study based their study on lecturers at the Allama 

Iqbal Open University, measuring intention to accept online education. The TAM could 

successfully determine lecturers’ usage of technology and their welcoming of technology use.  

3.2.3. Types of technologies teachers are using in relation to PU, PEoU & ATU 

In the context of teaching English, particularly when examining how teachers adopt and 

integrate technology, it is essential to consider these three factors, Perceived Usefulness (PU), 

Perceived Ease of Use (PEoU), and Attitude Towards Use (ATU) which are derived from the 

Technology Acceptance Model (TAM).  

Digital technology such as laptops for power-point presentations, tablets for researching, 

OHP’S and screens to name a few used, are perceived to be more useful that traditional methods 

of teaching. Teachers tend to adopt these devices because they believe it will significantly 

enhance their learners’ learning experiences in the classroom beyond what traditional methods 

can offer (Waheed & Jam, 2010). Teachers found that when a technological device is 

straightforward and integrates seamlessly into existing teaching practices, teachers are more 

likely to use it. Although traditional methods such as using textbooks, worksheets and the 

chalkboard are often easier to use because they are familiar, but learners are slowly becoming 

very technologically advanced and knowledgeable and teachers need to keep up with the 

modern ways of teaching and learning by using technological devices in their classrooms to 

grab the attention of their learners and keep them engaged in their lessons, therefore their 
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perceived ease of use increases (Weng, Yang, Ho and Su, 2018). Teachers’ attitudes towards 

technology are influenced by their comfort level with new technological tools and their belief 

in the technological devices effectiveness. While many teachers in the study believed that using 

technology kept learners fully engaged in the lesson, whilst others found it time consuming to 

move to the designated rooms and set up the devices and preferred traditional methods for its 

simplicity and reliability whereas other teachers’ attitudes were more open to experimenting 

with new technologies because of their belief of leading to better learning outcomes (Weng, 

Yang, Ho and Su, 2018).  

In the study, there are teachers who still use their traditional ways of teaching, however the 

latter are adopting technologies such as OHPs, laptops, screens, tablets and online learning 

platforms. These technologies are chosen because they are perceived as more useful in 

enhancing teacher and learner engagement in the classroom and some teachers found it easier 

to use which positively influenced teachers’ attitudes towards integrating technology into their 

English classrooms. 

The teachers in this study used traditional methods when it came to teaching, such as the use 

of textbooks, worksheets, the chalkboard and direct instruction by the teacher as well as digital 

technology such as laptops, tablets, OHP’s, screens etc. With the use of these digital 

technologies, the PU, would be beneficial to both teacher and learners. In terms of the teacher, 

they are able to be more confident in the delivery of their lessons as well as knowledge of 

knowing how to operate with these digital devices will allow for them to continue using it. 

With learners, they will be knowledgeable about language acquisition, as they are able to 

comprehend, understand and practice language skills effectively and in a more engaging way.  
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However, from a practical perspective, it can be understood that in a school context the 

perceived ease of use may not be experienced by teachers who find technology challenging 

and therefore, technology usefulness may be associated as being negative. In addition, if there 

are low levels of usage of technology or the non-availability of some technological equipment, 

attitudes will be negative. When teachers feel supported by adequate and effective support 

structures to enhance their use and provide them with successful experiences with the 

technology, then they develop positive attitudes towards technology in their classrooms which 

will reinforce their intention to use technology over time (Pinho & Soares, 2011). If teachers 

are not fully trained in the use of technology this can result in their attitude being negative 

which is important to note (Gu et al., 2013). Beliefs and attitudes do not remain static overtime, 

and teachers and administrators need to remain responsive to the changes in the technological 

advancements and how such changes could be optimised to enhance teaching.  

The attitudes of teachers towards using technology in the English classroom must be considered 

by schools so steps may be taken to ensure that a more positive attitude is created by examining 

classrooms for the proper type and amount of technology needed, not just in a few but in all 

classes, so that there are more opportunities to use technology in their lessons. The PEoU and 

PU may play a major role in the ATU. If teachers feel that the technology is difficult and their 

ease of use is challenging, then there is a need for a training programme to be held for teachers 

to be aware of the benefits technological devices provide to teachers in their classes so the 

attitude towards usage and implementation of technology is more welcoming, which can 

facilitate both teachers and learners during the learning process.  

 

3.2.5.  Limitations of the Technology Acceptance Model (TAM) 

As one would expect, there are limitations, shortcomings and challenges of the TAM, 

especially when trying to apply it to a specific context and subject area. A limitation noted by 

Scherer et al. (2019) is that the model it does not specify which types of professional knowledge 

about teaching with technology that teachers must have in order to integrate technology 

meaningfully. TAM does not account for the dynamic nature of technology use over time as 

the user’s perceptions of usefulness and ease of use can change as they gain experience with 

the technology, but TAM does not address this evolution (Scherer et al., 2019). 
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3.2.6. Shortfall of TAM 

The Technology Acceptance Model (TAM) is widely used to understand how users come to 

accept and use technology. However, it does have some shortcomings which sparked 

alternative theories, which includes John Dewey’s emphasis on the Theory of Experience 

which has been selected and used in this research. 

It has been identified that TAM focuses on two key factors which are Perceived Usefulness 

(PU) and Perceived Ease of Use (PEoU), which can oversimplify the complex dynamics of 

technology adoption and does not account for other important factors such as social influences, 

emotional factors and contextual elements. TAM also tends to not consider how attitudes and 

acceptance may evolve over time (Pinho & Soares, 2011). Technology adoption can be 

dynamic processes influenced by ongoing experiences, which could change negative 

experiences of teachers into positive experiences through continued use of technology (Wong, 

Osman, Goh and Rahmat, 2013). These researchers further add that TAM does not emphasize 

the role of experience in shaping user acceptance and behaviour. Dewey argued that experience 

is central to learning and individuals learn best through active and engaged participation. 

Hence, a more engaged and interactive classroom with devices for learners to use and 

collaborate with other learners can result in fruitful teaching and learning.  

Therefore, according to Pinho & Soares (2011), John Dewey’s theory of experience provided 

a more holistic view of teaching and learning through experience. Dewey believed that teaching 

and learning occurs through participation and interaction rather than passive reception of 

information which aligns with the idea that teachers must engage deeply with technology to 

genuinely understand and accept it (Pinho & Soares, 2011). Teachers need to be given 

opportunities to be workshopped about technology in order to use it in their classes to create 

an actively engaged classroom atmosphere. Teachers need to also use reflective thinking in 

their teaching processes, it allows them to critically analyse their experiences which can 

enhance their understanding of the technological devices which can lead to a greater acceptance 

of technologies (Scherer et al., 2019). Dewey’s model of experiential teaching and learning is 

a continuous process, rather than a once-off process. Hence, teachers’ attitudes towards 

technology can change based on new experiences and reflections which is something TAM 

does not capture adequately.  

Therefore, TAM provides a useful framework for understanding technology acceptance but its 

limitations in addressing the complexities of human experience, dynamics of teaching and 
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learning and contextual factors for both teachers and learners have led to theoretical 

developments of Dewey’s model of experiential learning. Teachers need to embrace a more 

holistic view in order to better facilitate technology adoption and enhance their teaching and 

learning outcomes.  

 

3.3. THEORY OF EXPERIENCE  

3.3.1. Theorising experience  

The concept of experience is a commonly used and recognised concept in education, which 

refers to being involved in activities or events that profoundly mould one (Wolff-Michael & 

Alfredo, 2014). In other words, experience means participating in social and professional 

events that one encounters throughout one’s lifetime. Dewey (2005) notes that experience is 

based on the interaction between humans and the world they live in and Hohr (2013) asserts 

that experience is based on the interaction between humans and in which they live. These 

researchers both agree that experience is the holistic existence of a human being, based on 

historical, communicative and cultural phenomena. Additionally, Dewey (2005) acknowledges 

that experience involves constant engagement in movements, histories, cultures and situations.  

Dewey’s concept of experience allows one to have skills and direction (Dewey, 1986). This 

experience is the “irreducible totality of people acting, sensing, thinking, feeling and meaning-

making in a setting” (Wright, McCarthy & Meekison, 2004, p.44). Dewey (1925) further 

elaborated that experiences are an exciting part of human existence. Dewey (1925) noted that 

not all experiences are equal and makes a clear a temporal distinction between “experiencing” 

and “an experience”, where experiencing referring to when something happens, while an 

experience is referring to the result from intentional action. Moreover, Mpungose (2018) 

advocates that experience is one of the most important aspects of the human community, as it 

helps with thinking through situations. He also adds that experience and/or professional 

(formal) actions will produce personal (non-formal) experiences that reflect one’s identity.  

3.3.2. Dewey’s Pragmatic Theory of Experience  

Teachers often claim that they learn more from teaching experience than from coursework 

(Vasile, 2016). Consistent with Dewey’s theory of experience, the participants of the present 

study were asked to discuss their teaching experiences of using technology in the English 

classroom. Dewey’s theory of experience proved useful in this study in revealing the possible 
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reasons for the teaching experiences of participants regarding technology use in their English 

classrooms.  

Dewey’s pragmatic theory of experience represents the philosopher’s attempt to explain the 

process through which human beings learn and grow. Dewey (1925) noted that growth is tied 

to experience and experience is the vehicle for growth that enhances potential for further 

learning and development. Dewey (1925) contends that, in order for an experience to result in 

growth, it must meet the dual criteria of continuity and interaction. Experience resulting in 

growth will depend on the relationship between a current experience and past and future ones 

and an individual’s interactions within the learning environment. Interaction refers to how past 

experiences interact with the present circumstances to make up current experiences (Dewey, 

1938). Continuity refers to how previous experiences inform present experiences; and how 

present experiences will influence future experiences in a personal way (Dewey, 1938). 

Essentially, Dewey views the experience as an overlapping phenomenon that is embedded in 

situations, activities, and behaviours. Thus, Dewey’s conception of experience suggests a 

continuation of interaction between people and their environment that makes up a person’s 

integrated experience, forming their unique identity.  

Moreover, Dewey’s conception of experience is supported by that of Khoza (2018), Maxwell 

(2013) and Schon (2017), who indicate that for people to become aware of their identities, they 

must reflect on their strengths and weaknesses. Thus, people must reflect on (the past), in (the 

present), and/or for (the future) in order to understand their experiences and identities (Maxwell, 

2013). For example, if teachers intend to understand their digital technology identities, they will 

need a space in which they will be able to reflect on their professional and social experiences. 

This suggests the importance of reflective activities being employed in any usage of technology. 

The essence of reflective activities in understanding digital users’ experiences is evident in a 

study conducted by Khoza (2018). Khoza’s (2018) study explored the use of Skype in 

conducting research. The study concluded that, when digital technology users reflect on their 

experiences, they become aware of their needs and thus use digital technologies to address their 

particular needs. These findings suggest that digital technology users generate sufficient power 

to capture and control digital technologies according to their categories of needs, driven by 

professional and/or social experiences. 
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The figure below illustrates John Dewey’s (1925) Theory of Experience.  

 

Figure 3. Diagram illustrating the Theory of Experience by John Dewey (1925) 

The Figure above points to Dewey’s (1925) recommendation that education be designed using 

the two main principles, which are continuity and interaction. With reference to the diagram 

above, according to the principle of continuity, Dewey (1925) posits that we learned something 

from every experience, both positive and negative, and that results in one’s accumulated learned 

experience from past experiences that influence the nature of one’s future experiences. The 

interactions, as shown above, build upon the principle of continuity and explain how past 

experiences show a clear interaction with the present situations to either create present 

experiences of either continued future experiences, or not. Interaction and continuity are 

discussed in greater detail below.  

3.3.2.1. Interaction and Continuity  

Dewey’s (1938) criteria for experience include interaction and continuity. Interaction 

according to Dewey (1925) is the transaction that takes place between an individual and what, 

at the time, constitutes his environment, from people to objects to ideas. It is therefore an 

interaction of the internal aspects of who we are, combined with external, objective factors. 

Hence, it is in this interaction that we engage in becoming human, which engages and extends 

our humanness. In the present study, the interaction with technology also serves as a way to 

interact with these devices within the context by testing them against traditional methods, 

understanding participants’ experiences as they actively construct meaning, becoming agents 

of their own teaching methodologies, rather than passively absorbing the traditional norm of 

teaching. When this method works well for teachers, it then becomes a continuation and results 

in a favourable experience. When both interaction and continuity are present in experience, we 
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may refer to this as an educative experience. The job of the teacher is to create these series of 

experiences, not just for learners, but also to create an environment in which they are able to 

grow with experience (Dewey, 1997). 

3.3.2.1.1. The Criteria of Continuity 

An educative experience, as argued by Dewey (1997), is temporarily located on an experiential 

continuum, whereby a person’s current experience is shaped by their previous experience and 

their current experience impacts the experience it will have on their future. He notes that 

experiences that have been practiced by others in the past will modify the quality of the 

experience by those who come after. Garrison (1994) highlights that this theory emphasises 

growth and that the experiences by one person will change the person entirely. The conditions 

that interact with personal needs, desires, purposes and capacities to create an experience also 

play an important role. Dewey (1997) rejects any form of separation of the person from their 

environment as he believes experience does not simply exist intrinsically but extrinsically, 

where that which influences a person gives rise to an experience. In this present study, I wanted 

to be able to understand the participants’ experiences of technology in the classroom based on 

their previous and current experiences and in line with their personal needs, desires, purposes 

and capacities. 

3.3.2.1.2. The Criteria of Interaction  

Just as a teacher’s situation influences their experience, the teacher influences their situation. 

According to Dewey (1925), experience is shaped in the dialectic interaction between the 

objective and internal conditions of the person and their context. This interplay between the 

person’s subjectivity and their environment is transactional in nature. Dewey writes, “An 

experience is always what it is because of the transaction taking place between the individual 

and what, at the time, constitutes his or her environment” (Dewey, 1938, p.43). This is Dewey’s 

non-dualist dialectic in action whereby people interact with the social and physical world 

around them in a continual process of mutual adaptation, and while Dewey (1938) labels this 

criterion of experience as an interaction, Bredo (1997) highlights that the character of what 

Dewey (1938) is envisioning, is, in fact, transactional in nature. By this, Bredo (1997) noted, 

it allowed for changes in the character of both people and their environment. Rather than being 

a linear relationship between a person and their situation, Dewey is suggesting “organisms are 

engaged in ‘trying’ and ‘undergoing,’ in which the environment is modified and modifies the 

actor, in turn, in a cycle, until some result is achieved” (Bredo, 1997, p.10). 
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Dewey’s theory of experience works with the present study as it helps explain the interaction 

of teachers’ experiences of and attitudes towards technology with their social and physical 

environments. It helps to explain how the social and physical environments shape their attitudes 

to and experiences of technology use in the classroom.  

 

3.3.3. Studies Using the Theory of Experience  

Findings by Chigona et al. (2010) suggest that learners’ and teachers’ experiences with digital 

technologies in Belgium and Taiwan had positive influences on their practices. Drawing from 

an African perspective, Michael and Igenewari’s (2018) study in Nigeria with high school 

teachers indicated that teachers’ digital knowledge, skills and experiences were low, which 

negatively affected computer literacy in the schools in which they taught. Similarly, Dlamini 

and Mbatha (2018) and Chigona et al. (2010) explored teachers’ experiences of using digital 

technologies in South Africa revealed that, even though teachers had access to and experienced 

some digital technologies at home (for entertainment), these teachers struggled with and were 

uncomfortable using digital technologies citing their negative experiences with technology 

whilst teaching. The studies further indicated that these negative experiences were due to 

teachers’ lack of training on digital technology use. Based on findings from another South 

African study, Khoza (2009) emphasised the need for digital teaching and learning to be 

formalised in the South African education system, thus promoting the experiences that teachers 

may have.  
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as to whether teachers accepted the technology usage in their classrooms. These two constructs 

have a strong relationship in determining the attitudes towards use (ATU). This helped to 

predict teachers’ attitudes when intending to use and integrate technology in their classes. 

3.5.2. Theory of Experience 

The Theory of Experience examines experience as educative, which in turn results in growth. 

This growth is based on the past and present experiences, which will impact on the future 

experiences. In this study, the teachers’ experiences change them, and through their 

experiences, there is an opportunity for their future growth. Hence, growth will rely on the 

principle of continuity (Dewey, 1938) whereby these experiences will change attitudes and 

perceptions. Within a classroom context, teachers interact with their physical and social world 

around them which is a continual process of adaption. The teachers in the research study 

showed their interactions within their environment and how these interactions impacted their 

teaching methodologies using technology in the classroom. 

 

3.5.3. Relationship Between the Technology Acceptance Model and the Theory of 

Experience in Relation to the Study  
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(ATU), based on their perceived ease of use (PEoU) and perceived usefulness (PU), and can 

thus explain the continued use, or not, of these technological tools for the future.  

In this way, the TAM was used to analyse English teachers’ attitudes towards technology use 

in the English classroom, and Dewey’s pragmatic theory of experience was used to analyse 

their experiences of technology use. These two theories assist in answering the study’s research 

questions. 

3.6. Conclusion 

This chapter has presented the theoretical framework underpinning the study. TAM and the 

theory of experience provide a powerful and insightful framework for understanding teachers’ 

acceptance of technology and the experiences that shape behaviour and future experiences.  

The next chapter will provide an account of the research methodology of this study. 
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CHAPTER 4 

RESEARCH METHODOLOGY 

4.1. Introduction  

The previous chapter presented the theoretical framework that underpins this research study. 

This chapter provides an account of the research methodology, which includes the research 

paradigm, research approach, research design, method of data generation and data analysis, the 

sampling of participants, and the ethical principles followed by the researcher. Aspects of non-

maleficence, beneficence and limitation will be discussed within this chapter.  

With a focus on high school teachers’ attitudes and experiences when using technology in the 

English classroom, it was suitable to utilise an interpretive paradigm and qualitative research 

approach. This enabled exploration and understanding of these high school English teachers’ 

attitudes towards technology use based on their experiences. 

 

4.2. Research Paradigm 

This study is underpinned by an interpretive paradigm. According to Thanh and Thanh (2015), 

interpretivism explores and interprets participants’ worlds. The interpretivist paradigm permits 

researchers to develop an understanding through the interpretation of data. This includes 

understanding human behaviour, attitudes, beliefs and perceptions, which are context 

dependent. This paradigm allows for the acknowledgement of numerous interpretations. 

Additionally, the interpretive paradigm allows for a dialogic and in-depth exploration of data. 

It encourages naturalistic research, where research is conducted in a naturally-occurring 

context with the researcher playing a non-intrusive role (Thanh & Thanh, 2015). Bergold 

(2012) argues that the premise of interpretive researchers is that access to reality, whether given 

or socially created, is only through social construction, such as language, consciousness, and 

shared meaning. Hence, the interpretation of these experiences leads to the development of 

authentic data. Moreover, this paradigm allows the researcher to ask probing and clarifying 

questions (Bergold, 2012).  

Additionally, the interpretivist epistemological position within this study, prompted moving 

beyond what was already apparent (Chowdhury, 2018b). Instead of separating myself, I 
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became involved in creating meaning by interacting with participants through the data 

generation methods. For the interpretivist, active interactions with participants and data 

generation methods provide insight into how they construct their worldviews. Hence, the 

English teachers who participated in the research provided me with insights and information 

on their attitudes and experiences regarding the use of technology in their classrooms. The 

paradigm allowed for the interpretation of the participants’ feelings and experiences through 

the interactions that took place with the individual and focus group interviews and from the 

open-ended questionnaire. 

There are some critiques of the interpretivist paradigm (Tuli, 2010). While the interpretivist 

paradigm aims to gain a deep understanding of the phenomenon in a complex context rather 

than generalising it to other domains, it can leave gaps in the validity of the verification results 

(Tuli, 2010). Cohen et al. (2011) note that the research results will inevitably receive the 

influence of the researcher’s personal values and interpretations, which often causes bias. In 

the case of the present study, participants were encouraged to remain as open as possible and 

to providing views independently, without being influenced in any way, and the researcher 

aimed to set aside personal feelings about the phenomenon under study. Chowdhury (2019, p. 

111) states that, “the bases on which one decides what is meaningful or not, relevant or 

irrelevant, as well as the value of the outcome of our research, are axiological considerations.” 

Axiological considerations point to my role as the researcher, and my understandings of values 

in the study in terms of what is right or wrong, and the elimination, as far as possible, of biases.  

 

4.3. Research Approach  

This study aimed to generate rich, in-depth data, and chose to use a qualitative research 

approach. Qualitative research allows the researcher to understand people’s worldviews 

(Bertram & Christiansen, 2020). In this study, a qualitative research approach with an 

interpretivism paradigm was applied to understand the attitudes and experiences of teachers 

when implementing technology in their English classrooms. As Barbor (2007, p.12) states, 

“Qualitative research seeks to unpack how people construct the world around them, what they 

are doing or what is happening to them in terms that are meaningful and offer rich insight.” 

This study aimed to consider how teachers understood technology use in their English 

classrooms, and what their experiences were of that use. This research approach allowed the 



69 
 

researcher to understand the challenges and opportunities experienced by high school English 

teachers which played a role in their attitudes towards using technology when teaching.   

This is aligned with Bertram and Christiansen (2020), who state that a qualitative approach 

aims to make sense of, or interpret or describe a phenomenon in terms of meanings people 

bring to them. Moreover, Silverman (2010, p.56) notes that “qualitative research is subjective; 

it is in-depth, exploratory, interpretive and open-ended in nature; studies are conducted on 

entities in their natural settings”. This is in contrast with quantitative studies, which are 

conducted in controlled settings. The qualitative approach is advantageous as it allows for the 

use of a variation of research methods to generate data and since it is conducted in natural 

contexts, participants could feel more comfortable to participate in the study. In the present 

study, the data was generated within the natural setting of the participants’ work environments, 

the schools.  

As Lopes (2008, p. 15) notes:  

Qualitative research, from the interpretive inquiry position seeks to understand 

the meaning of experiences, actions and events as interpreted through the 

participants and the researcher, paying attention to the intricacies of behaviour 

as well as attitudes and meaning in the context of where it occurs. 

Babbie and Mouton (2006) state that a qualitative approach is concerned with examining and 

interpreting observations, and the verbal inputs and descriptions of the attitudes and 

experiences of the participants was captured best in qualitative research, which intended to 

obtain in-depth data regarding the attitudes and experiences of the teachers (Bergold, 2012). In 

addition, according to Bergold (2012), the qualitative approach enables the opportunity for data 

analysis, which includes the integration of organising, analysing, and interpreting data.  

4.4. Research Design 

A sound research design aims to produce results that are deemed credible. A research design 

is “a plan for a study, providing the overall framework for collecting data” (Leedy, 1997, 

p.195). Durrheim (2004) notes that a research design is a strategic framework for action that 

acts as a link between research questions and the execution or implementation of the research 

strategy and Bertram and Christiansen (2020 study, p.40) indicate that “A research design is a 

systematic plan of how the researcher will generate data that is needed to answer the research 

questions.”  
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This study design utilises the case study as one of the most widely used and accepted means of 

qualitative research methods (Bloomberg & Volpe, 2022). McMillan and Schumacher (2010) 

define a case study as a plan for selecting participants, research sites, and data generation 

procedures to answer the research questions. Thomas (2011, p. 512), points out that a case 

study is “an in-depth exploration from multiple perspectives of the complexity and uniqueness 

of a particular project, policy, institution, program or system in real life”. As Simons (2009) 

cautions, a case study should not be viewed as a method or methodological choice. Rather, the 

choice is based on what is to be studied by whatever methods are most suitable. Baxter and 

Jack (2008) point out that a case study has the potential to deal with simple and complex 

situations, as it enables the researcher to answer the “how” and “why” type questions, while 

taking into consideration how a phenomenon is influenced by the context within which it is 

situated. 

I decided that the best research design to adopt for this study was the case study design as it 

enables the generation of data through different data generation methods and creates narratives 

that are understandable and clear to the reader. This study involved a case of seventeen English 

teachers from the English departments in three schools located in close proximity of each other. 

The design proved useful in providing the required information pertaining to the research 

questions and in developing a full understanding of the technology usage and experiences of 

the participating teachers.  

4.4.1. Outline of the Research Process  

Once the choice of the research title was selected, I formulated research questions that aligned 

with the research objectives. I recruited English teachers from three different schools, seven of 

whom were from the school where I am currently teaching, and five teachers each were 

recruited from neighbouring schools. To contact these teachers, I liaised with them via 

WhatsApp chat groups (set up previously for English teacher engagements) so we could meet 

and discuss the importance and relevance of the study, and also to ask if they would be 

interested in participating. The importance of the study was explained and teachers were 

assured that if they did not want to participate, they would be free to decline. All participants 

were eager to be part of the study. They were each given an informed consent form to complete, 

outlining all ethical considerations (Appendix C). 

The three data generation methods that were used were open-ended questionnaires, individual 

interviews and focus-group interviews. I began with the open-ended questionnaires, which 
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were completed over a period of five days. I chose this method first, because it was less time 

consuming, and teachers were able to complete the questionnaire within the given period of 

time. Fourteen out of seventeen teachers participated in the open-ended questionnaires, four 

were from Maplewood Secondary (P5, 6, 7, 12); four from Riverdale Secondary (P1, 8, 9, 10); 

and six from Sunset Vally Secondary (P14, 2, 3, 4, 11, 13). I collected all open-ended 

questionnaires from the teachers.  

The next method of generating data was done through the individual interviews. The 

participants that took part in the individual interview were P5, 6, 7, 12 (Maplewood Secondary) 

and P1, 8 (Riverdale Secondary). Teachers at Sunset Valley Secondary were unable to 

participate in the individual interviews, due to time constraints and unavailability at the times 

given to conduct the interviews. The individual interviews took place over a period of two 

weeks, where it was necessary to work around the schedules of teachers as well as their 

availability. Interviews were approximately 15 minutes each and was conducted at times 

suitable to the participating teachers. One teacher, although eager to participate, could not find 

a suitable time and suggested a Zoom interview, which worked well. Because of intermittent 

connectivity issues, that interview lasted approximately 30 minutes.  

The final method of data generation was the focus-group interviews which took place within a 

week. Two focus groups were held. One group comprised P7, 15, 16, 17 (Maplewood 

Secondary) and the approximately 28-minute focus group was held after school. The second 

group comprising P9, 10 (Riverdale Secondary) and P11 (Sunset Valley Secondary) opted for 

a Zoom focus group. The Zoom focus group interview took almost 30 minutes. In both groups, 

the participants were very interactive and shared similar experiences and views.  

During both the individual and focus-group interviews, I used an app called Otter to assist me 

with the recording. The transcribing and analysis took almost a month and a half for a detailed 

data transcription and initial analysis.  

4.5. Recruitment and Sampling 

4.5.1. Recruitment of participants  

The Schools 

The study worked with level one, two, and three teachers (teachers, heads of departments, 

deputy principals) in three urban secondary schools in KwaZulu-Natal, located in a 

predominantly Indian working class area that is closely surrounded by informal settlements and 
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draws many learners from these settlements. The staff of these schools comprise Indian and 

African teachers. The staff at these schools are predominantly female, with very minimal male 

management. The staff at these schools varied greatly in terms of age and experience. The 

technological resources at these three schools comprised one E-Learning / Media Centre at each 

school.  

I chose to conduct research at secondary schools, where because I teach at Maplewood 

Secondary school, and the two other schools, Riverdale and Sunset Valley Secondary were 

neighbouring schools, and therefore conveniently situated. Gatekeeper permission was obtained 

from principals and informed consent was obtained from the teachers. 

Maplewood Secondary school’s deputy principal and the Head of Department for the 

Languages along with seven English teachers participated in the study. The School is located 

in Verulam, Durban. The school has multiracial learners and teachers. Learners attending the 

school come from different socio-economic backgrounds and geographical locations. Many 

learners come from the neighboring townships, where many learners live in poor socio- 

economic home environments and others live in average to above average socio-economic 

households. The number of learners at the school currently sits at 1250 with a staff of 40 

permanently employed teachers. There are five departmental heads and two deputy principals. 

The school has been classified as Quintile 4, which means that the school is a fee-paying school, 

is generally located in affluent communities, and school fees are received from parents together 

with minimal state funding (Motala & Sayed, 2009), therefore, all learners pay school fees. 

The quintile system has been designed to “redress equity and quality” (DoE, 2006, p.12) in the 

education system, as stipulated in the 2000 National Norms and Standards for School Funding. 

A comprehensive and varied curriculum is offered at the school and caters for learners with 

different abilities and skills. Maplewood Secondary School offers a range of extra-curricular 

activities, which has led to learners achieving provincial and national accolades. The school 

aims to keep abreast with 21st century teaching methods and advancements with the hope of 

receiving resources through sponsorships for this implementation. I chose this school to 

conduct my research, as I am a teacher of English at this school, which helped me to explore 

and understand the attitudes and experiences of teacher-colleagues regarding technology use 

in the English classroom.  

The second school used in this study is Riverdale Secondary school, where five level one 

teachers from the English department participated in the study. The school has a staff of 34, 
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1278 learners, and a principal and two deputy principals. The school is a Quintile 4 school, 

which means, like Maplewood Secondary, that it is also a fee-paying school and all learners 

pay school fees. However, the school takes in learners from poor outlying areas and learners’ 

poor socio-economic backgrounds affect aspects of their lives, which impact on their 

performance at school. The school has a racial population of majority Black African learners, 

who come from neighboring townships, which are poor communities on the outskirts of 

Verulam suburbs. The school strives for educational excellence and is committed to fostering 

a school environment that is conducive for learning, growth, and advancement for the learners. 

The school’s vision and mission strives to provide both quality education and extra-curricular 

activities. The school, however, does not have enough funding to provide technology in all of 

the classrooms, which posed a challenge to teachers, but they hoped to secure sponsorships for 

their Media Centre.  

The third school was Sunset Valley Secondary. I used five English teachers from Sunset Valley 

in the study. The school consists of 1300 learners and a staff of 44. The school is a Quintile 5 

school, which differs from both Maplewood and Riverdale secondary, and for that reason, 

receives very little financial assistance from the government. It is a fee-paying school and all 

learners are required to pay school fees. The diversity of learners varies, with learners coming 

from areas near to the school such as Mountview, Brindhaven, Lotusville and Oaklands. The 

school’s principal and staff pride themselves on academic excellence as well as sports and other 

activities like debates and quiz programmes. The school embraces the use of technology and 

hopes to have technological devices in all classrooms in the near future to make teaching a 

fully technology-based teaching and learning method. 

 

Participants 

The recruitment of teachers needed for the study was based on certain criteria, including English 

teaching expertise and exposure to technology. This is discussed in detail below. Throughout 

the process, I was transparent towards and respectful of my participants. Rich and detailed 

responses were given by the teachers in all methods of data generation which assisted in 

answering the three research questions, and meeting the objectives of the study.  
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4.5.2. Sampling  

According to Etikan, Musa, and Alkassim (2016), sampling is the act, procedure, or method of 

choosing a representative sample or portion of a population in order to ascertain the parameters 

or features of the entire population in order to observe and draw conclusions about that 

population. 

The study used both purposive and convenient sampling techniques to select both the schools 

and participants. According to Parahoo (1997, p. 232), “purposive sampling is seen as a method 

of sampling where the researcher deliberately chooses who to include in the study based on 

their ability to provide necessary data.” Nieuwenhuis (2010) also noted that in purposive 

sampling, the participants are selected based on some defining characteristics that make them 

the holders of the data needed for the study. In other words, purposive sampling focuses on 

participants who share common factors, goals and ambitions. Therefore, the main aim of 

purposive sampling in qualitative research is to select and study a small number of people or 

cases in which the study can help produce a wealth of detailed information and an in-depth 

understanding of the people, cases, and situations (Denzin & Lincoln, 1998). Purposive 

sampling was suitable for this study as the seventeen teachers who were selected for this 

research are within the same district and are of neighbouring schools. This method of sampling 

recruited participants with specific expertise, knowledge and experiences in relation to the 

research questions, which provided valuable insight, and the in-depth exploration of specific 

experiences to enable the researcher to gather detailed information regarding the research 

questions. The sample was relatively small, which made the study both feasible and practical.  

The criteria for the participants of the study was based on the relevance to the research topic 

because their experiences and attitudes were relevant to the research topic. It also provided 

variety, which included a diverse range of perspectives and characteristics which were relevant 

to the research questions. This also helped to capture a more comprehensive understanding of 

the topic being researched and the accessibility of these teachers also influenced the sampling 

criteria as they were easily accessible and willing to participate in the study. According to 

Sharma (2017), researchers acknowledge that, while purposive sampling offers several 

advantages, it also comes with certain limitations, such as that the findings may not be easily 

generalised to the broader population, as participants are selected based on specific 

characteristics, where the results may not be a representative of the entire population. Another 

limitation was that purposive sampling introduces the potential for bias, as the researcher’s 
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judgement in selecting participants is based on certain criteria might inadvertently introduce 

bias to the sample affecting the validity of the study. As the researcher, I tried to overcome this 

limitation by striving for objectivity in all aspects of the research when it came to the data 

generation, analysis, and interpretation by not letting personal biases influence my decisions. I 

also used the triangulation method, which allowed me to utilise three methods of generating 

data which helped me to ensure that my conclusions were based on diverse evidence from the 

participants, rather than solely on the researcher’s perspective.  

The second method of sampling used was convenience sampling, which, according to Saunders 

et al. (2012), is a non-probability sampling technique where researchers select participants 

based on their accessibility and proximity. It is a method often used for its simplicity and 

convenience. This sample, however, may not be representative of the population at large. Yin 

(2011), in agreement with Cohen et al. (2018) understands that convenience sampling points to 

selecting participants due to their availability and suitability for the study. Briggs et al. (2012) 

state that convenience sampling speaks to a situation wherein the researcher has easy access to 

the site being considered. Hence, as the researcher, it allowed me to generate my data easily 

and quickly, without the complexities and resource-intensive nature of other methods of 

sampling, which made it suitable to accommodate tight time constraints and the contextual 

responsibilities of the schools and teachers participating.  

The teachers varied from teaching levels one to three, and were chosen because they had 

teaching experience using technology in the English classroom. The choice of the secondary 

schools for the study was also purposive, due to the access of these schools being neighbouring 

to the school at which I teach, and also the study is purposively limited to the English teachers 

of these schools. I also selected the two nearest in geographic location to my own site, for 

convenience. The criteria for the participants in this study was also based on their availability 

and willingness to participate in the study. 

 

4.5.2.1. Description of the sample 

Tabulated below is the biographical information of the participants as provided by them, using 

pseudonyms. According to Wang et al. (2010), a pseudonym is given to a person or group for 

a particular purpose, which can differ from their first or true name, to protect their identity, 
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hence the true names of the participants are not mentioned, so as to ensure anonymity and 

confidentiality. 

TABLE 3.1. Participants  

Name  Name of 

schools 

(pseudonym)  

Gender Race  Age Years of 

teaching 

experience 

Teaching 

level  

Data 

generation 

method 

Participant 

1 

Riverdale 

Secondary 

Female Indian 40s 11-15 years 1 Open-ended 

questionnaire/ 

Individual 

interview  

Participant 

2 

Sunset Valley 

Secondary  

Female Indian 50s Over 25 

years 

1 Open-ended 

questionnaire 

Participant 

3 

Sunset Valley 

Secondary 

Female Indian 40s 16-20 years 1 Open-ended 

questionnaire 

Participant 

4 

Sunset Valley 

Secondary 

Female Indian 30s 11-15 years  1 Open-ended 

questionnaire 

Participant 

5 

Maplewood 

Secondary  

Female Indian 40s 16-20 years  1 Open-ended 

questionnaire/ 

Individual 

interview 

Participant 

6 

Maplewood 

Secondary 

Female Indian 40s 21-25 years 3 Open-ended 

questionnaire/ 

Individual 

interview 

Participant 

7 

Maplewood 

Secondary 

Female Indian 20s 1-5 years 1 Open-ended 

questionnaire/ 

Individual 

interview/Focus

-group interview 

Participant 

8 

Riverdale 

Secondary 

Male Indian 20s 1-5 years 1 Open-ended 

questionnaire/In

dividual 

interview 
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Participant 

9 

Riverdale 

Secondary  

Female Indian 30s 6-10 years  1 Open-ended 

questionnaire/Fo

cus-group 

interview 

Participant 

10 

Riverdale 

Secondary 

Female Indian 20s 1-5 years 1 Open-ended 

questionnaire/Fo

cus-group 

interview 

Participant 

11 

Sunset Valley 

Secondary  

Male  Indian 20s 1-5 years 1 Open-ended 

questionnaire/Fo

cus-group 

interview 

Participant 

12 

Maplewood 

Secondary  

Male Indian 30s 6-10 years 1 Open-ended 

questionnaire/In

dividual 

interview 

Participant 

13 

Sunset Valley 

Secondary  

Female  Indian 30s 6-10 years 1 Open-ended 

questionnaire 

Participant 

14 

Riverdale 

Secondary 

Male Indian 20s 1-5 years  1 Open-ended 

questionnaire 

Participant 

15 

Maplewood 

Secondary  

Female African 30s 6-10 years 2 Focus-group 

interview 

Participant 

16 

Maplewood 

Secondary  

Female African 30s 6-10 years 1 Focus-group 

interview 

Participant 

17 

Maplewood 

Secondary  

Female African 30s 1-5 years  1 Focus-group 

interview 

 

The sample consisted of seventeen teachers who were purposefully and conveniently selected 

to participate in the study. Seven teachers were selected from Maplewood Secondary, where 

five were at Level One (teachers whose main role is in the classroom to educate, instruct and 

foster learning), two teachers were part of the School Management Team (SMT), which were 

the Level Two Head of Department for Languages, and the deputy principal, who also is part 

of the Languages Department. Five teachers from Riverdale, and five from Sunset Valley 
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Secondary, consisted of only level one teachers. No SMT members chose to participate from 

these two schools, indicating that they were unavailable due to time constraints.  

Drawing on Table 3.1 above, in terms of gender, the study comprised of thirteen females and 

four males, and in terms of race, there were fourteen Indian teachers and three African teachers. 

In terms of age, there were five teachers who were in their 20s, seven in their 30s, four teachers 

were in their 40s, and one was in their 50s. The teaching experience also varied amongst the 

teachers at the different school. There were six teachers from Maplewood, Riverdale and 

Sunset Valley that had a teaching experience of 1-5 years; five teachers with 6-10 years 

teaching experience; two teachers had 11-15 years of experience; two teachers with 16-20 years 

of experience; and one each with 20-25 years and over 25 years of teaching experience. The 

diverse age groups provided insight into understanding their experiences and attitudes of 

technology.  

From the seventeen participants that participated in the study, fifteen completed the open-ended 

questionnaire which were participants one, two, three, four, five, six, seven, eight, nine, ten, 

eleven, twelve, thirteen and fourteen. The three other English teachers which were participants 

fifteen, sixteen and seventeen declined and indicated a willingness to engaging during the 

focus-group interviews. From Maplewood Secondary, four of the seven English teachers 

participated in the individual interviews which were participants five, six, seven and twelve, 

and three teachers declined citing time constraints. However, four out of the seven Maplewood 

teachers who were participants seven, fifteen, sixteen and seventeen participated in the focus 

group interview, with three teachers indicating a lack of availability. At Riverdale Secondary, 

all five teachers participated in the open-ended questionnaire which were participants one, 

eight, nine, ten, fourteen, participants one and eight in the individual interview and participants 

nine and ten in the focus-group interview. Three teachers were not able to participate in the 

individual interviews, and three were not able to participate in the focus-group interview due 

to being unavailable at the same time. At Sunset Valley, all five teachers who were participants 

two, three, four, eleven and thirteen participated in the open-ended questionnaires and only one 

teacher was available to participate in the focus-group interview via Zoom which was 

participant eleven, with two teachers from Riverdale Secondary. The remaining four teachers 

felt an interview, both individual and focus-group, would be time-consuming, and asked if they 

could be excluded from those data generating methods.  
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4.6. Ethics, Gatekeeper Approval, Informed Consent  

Ethical issues are defined by De Vos et al. (2011) as a set of moral principles suggested by an 

individual or a group and are subsequently widely accepted as rules governing behaviour and 

conduct between research participants and researchers. According to Babbie (2010), there 

might be a conflict between the goals of the study and the participants' right to remain 

anonymous when doing research. Therefore, views and standards of conduct regarding what is 

right or wrong in performing research are central to the field of ethics in research. Therefore, 

ethical guidelines serve as the benchmarks and foundation for how each researcher ought to 

assess their own performance and ensure that the code of principles is followed in order to 

prevent harm.  

Prior to commencing the study, ethical clearance (see Appendix A) was sought from the 

University of KwaZulu-Natal, the Humanities and Social Sciences Research Ethics Committee 

(HSSREC). Gatekeeper Approval (see Appendix B) was successfully obtained from the 

principals of the school and permission was granted to conduct the research at the schools 

which required access to the teachers at the schools to obtain the data needed for the research 

study. It was also my responsibility as the researcher to provide my participants with all 

relevant information regarding the purpose of the study, the time required, when interviews 

were being conducted and the protocols that would be followed. The participants were 

provided with consent letters informing them about the nature of the study, the assurance of 

anonymity and confidentiality, and that participation was voluntary and they were free to 

withdraw at any time. One of the primary ethical considerations that the study's participants 

provided was their informed consent (see Appendix C). Following the briefing provided by 

myself before conducting the research, the participants granted their voluntary participation in 

the study and acknowledged that they understood it by signing the consent form. Hence, the 

ethical standards were adhered to. 

4.7. Data Generation Strategies 

There are many different strategies that may be used for data generation. This study employs 

three methods of data generation strategies which were an open-ended questionnaire, individual 

semi-structured interviews, and focus-group interviews.  
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4.7.1. Open-ended Questionnaires  

Ahmad (2012) defines a questionnaire as a set of questions based on a topic which is designed 

to be answered by the respondent. Similarly, Bertram and Christiansen (2014) note that a 

questionnaire refers to a list of questions that respondents answer and can contain open-ended 

or closed-ended questions. An open-ended questionnaire relates to questions that do not 

provide participants with a pre-determined set of answer choices, but instead allows the 

participants to provide responses in their own words (Hyman & Sierra, 2016), thereby allowing 

respondents greater leeway and freedom to be specific in their response based on how the 

questions are phrased. In contrast, closed-ended questions restrict respondents to a list of 

options from which they must select. Qualitative studies that utilise open-ended questions allow 

for researchers to take a holistic and comprehensive look at the issue being studied, because 

open-ended responses permit participants to provide more options and opinions, which give 

the data diversity (Allen, 2017). The participants included some close-ended questions relating 

to gender, race, age, and teaching background/level, but the majority of questions were open-

ended to elicit responses based on their attitudes and experiences.  

 

The usage of an open-ended questionnaires (see Appendix 1) in this study worked well with 

the English teachers at the schools, because the questionnaires were a quick way to gather 

information from the participants based on their attitudes, experiences and views regarding 

technology usage in the English classroom. According to Rao (2005), the use of open-ended 

questionnaires helped in explaining and gaining insight in understanding a context or situation 

within a study. This method also does not take a long time to administer and complete, and is 

a cost-effective method of generating data (Rao, 2005). Because the questions in the 

questionnaires were open-ended, it provided the English teachers an opportunity to elaborate 

and share their personal experiences or opinions about the questions at hand (Tymms et al., 

2012). Fourteen participants filled in the open-ended questionnaire. When handing the 

questionnaires to the teachers to complete, I assured them of confidentiality and that the 

information provided would only be used for the intended purpose. I explained the questions 

briefly to the teachers to enable clarity, and told them that I would collect the questionnaires in 

a week and that I would collect the questionnaires personally from them. The open-ended 

questionnaire focused on research questions One, Two and Three, which dealt with the 

experiences and attitudes of teachers to technology and how the experiences and attitudes shape 

their pedagogical decisions in the English classroom. 
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The participants provided descriptive responses based on the themes relating to the research 

questions in their own words. This was advantageous, because it provided more insights about 

the participants’ understandings and experiences, which may not be captured by close-ended 

questions. The participants also elaborated their responses by providing in-depth information 

which resulted in richer and more detailed information, which is valuable in qualitative 

research (Tymms et al., 2012). The participants may also have felt more engaged and 

empowered when expressing their opinions in their anonymous questionnaires. 

 

4.7.2. Interviews  

An interview is “a specialized form of communication between people for a specific purpose 

associated with some agreed subject matter” (Anderson, 1990, p.222). According to Cohen, 

Manion and Morrison (2007), interviews are a qualitative data generation method where a 

researcher engages in direct, interactive conversations with participants to gather in-depth 

information. The main purpose of the research interviews is to obtain research-relevant 

information and achieve the research objectives of describing, predicting, or explaining the 

phenomenon, as the use of interviews is highly desirable for obtaining information based on 

emotions, feelings, experiences, and insider and other experiences. 

 

4.7.2.1. Individual Interviews 

Individual interviews are widely used in qualitative research as a strategy to generate 

information about a participant’s experiences, views and beliefs concerning the research topic 

of interest (Lambert & Loiselle, 2007). According to Anderson and Ohlen (2005), individual 

interviews permit the researcher to probe and explore hidden meanings and understandings. 

The choice of this data method is appropriate in providing valuable information about the 

participants’ attitudes, experiences, and perspectives based on the topic of research and thus, 

being a useful form of data generation in qualitative research. Anderson and Ohlen (2005) state 

that one-on-one interviews are effective in gaining understanding of each participant’s personal 

meanings and experiences. 

 To address the study’s research questions, I conducted a semi-structured interview (see 

Appendix 2). A semi-structured interview involves the researcher posing pre-determined 

questions and obtaining information from the participants' responses or behaviours (Creswell, 

2008). The semi-structured interview is focused and structured, and the researcher creates 

specific questions with the respondents in mind. According to Arksey and Knight (1999), semi-
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structured interviews are simply conversations between the researcher and participant in which 

the researcher knows what s/he wants to determine. The flexibility of semi-structured 

interviews is well suited to asking ‘why’ questions in order to make sense of the research 

questions. Arksey and Knight (1999) note that semi-structured interviews constitute versatile 

means of generating data and provide opportunities to develop a deeper understanding of the 

answers to research questions through the means of discussion.  

Using semi-structured interviews, six English teachers were interviewed over a period of two 

weeks in order to accommodate teachers’ availability. In an attempt to make each participant 

comfortable during the process of the individual interview, I outlined the objectives clearly and 

explained the purpose of the study, and scheduled interviews with each of the participants at a 

mutually convenient time and place. As the interviewer, I built a rapport with the participants 

so that they did not feel intimidated, and also asked pointed questions which prompted the 

participants to further explain. This data method was suitable for this study because, according 

to Bertram and Christiansen (2014), such interviews are crucial for describing and 

understanding people's perceptions that may be distinct. I picked a semi-structured interview 

as the “interviewer is allowed to develop each situation in whatever way he wants” (Rao, 2005, 

p. 101). According to Rao (2005), a semi-structured interview facilitates a researcher's ability 

to delve deeply into the issue at hand and, as a result, comprehend the attitudes and behaviours 

of those engaged in the situations or setting under exploration. A semi-structured interview will 

also help with both uniformity and depth, meaning that participants are asked the same 

questions, while the fact that it is semi-structured provides for the added space to go further 

than what is asked, and by so doing add depth and clarity to questions asked.  

Each of the participants has had different experiences and different approaches to technology 

use in their classrooms and a semi-structured interview allowed for the sharing of such 

experiences and approaches. Therefore, this was an appropriate and effective way to generate 

data on the attitudes and experiences of technology use in the English classroom by English 

teachers and the participants provided insightful and relevant information, which enhanced the 

quality of the data. Each interview was audio recorded, with participants’ prior permission, and 

transcribed before analysis.  

4.7.2.2. Focus Group Interviews 

According to Rabiee (2004, p.655), a focus group is “a technique involving the use of in-depth 

group interviews in which participants are selected because they are a purposive, although not 
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necessarily representative, sample of a specific population.” Lewis (2000) defines a focus 

group interview as a carefully planned discussion designed to obtain perceptions in a defined 

area of interest in a permissive, non-threatening environment. According to Lewis (2000), this 

type of interview will yield both a more diversified array of responses, and afford a more 

extended basis for designing systematic research into the situation at hand. This method is 

appropriate for qualitative approaches, and can be used where there is some benefit in getting 

a ‘group story’ about a particular shared experience (Morgan, 1998).  Participants in this type 

of research are, therefore, selected according to the criteria that they would have something to 

say on the topic, have similar socio-characteristics and would be comfortable talking to the 

interviewer and each other (Richardson & Rabiee, 2001). The reason for choosing focus-groups 

is due to the range of information, ideas and feelings, and different perspectives that will be 

provided by these groups of individuals. The members of the group selected should feel 

comfortable with each other and engage in discussion. The participants in the present study 

were comfortable with each other, because they knew each other through other forums. Krueger 

(1998) believes rich data can only be generated if individuals in the group are prepared to 

engage fully in the discussion amongst the participants and, for this reason, advocates for the 

use of a homogenous group. In this case, the group selected were English teachers who were 

similar in that they taught the same subject and grades, and had access to similar technology 

resources.  

 

According to Denscombe (2007), a focus-group interview should consist of a small group of 

people, who are brought together by the researcher to explore attitudes and perceptions, 

feelings and ideas about a topic. The focus group interviews were open to all participating 

teachers some chose to participate while others declined. The interviews took place over a week 

after school hours which was convenient for all participants. Discussion was encouraged 

amongst the participants to ensure that the participants were comfortable with each other. The 

focus-group interview (see Appendix 3) was also used to obtain information from the 

participants who shared similar as well as different attitudes to the topic of research that 

highlighted their beliefs, attitudes and any experiences with the use of technology in their 

English classroom. It provided an opportunity for the researcher to explore and understand the 

teachers’ perceptions by gathering in-depth qualitative data that highlighted and explained a 

range of viewpoints. The interview amongst the participants was guided by the researcher, such 

that each participant had the opportunity to share their thoughts. The participants were engaged 

and built on each other’s ideas, insights and supported each other’s perspectives. By using this 
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method of data generation, I was able to understand the experiences and attitudes of English 

teachers, how they perceived the use of technology in their classrooms, and how it shaped their 

pedagogical decisions. Like the individual interviews, the focus group interviews were also 

recorded, and detailed notes were taken by the researcher (with permission from participants), 

and transcribed for proper analysis of the data. 

 

 

4.8. Data Analysis  

According to Creswell (2014), the term data analysis refers to the process of inspecting, 

transforming, and modelling data with the goal of discovering meaningful patterns, drawing 

conclusions and supporting decision-making. Data analysis is a crucial step in research, helping 

researchers derive meaningful information from generated data to address research questions 

and objectives (Creswell, 2014). Denscombe (2010) claims that, following the qualitative data 

analysis, principles such as collecting the relevant data, exploring and understanding the data, 

interpreting and presenting the findings, and ensuring that ethical standards are maintained are 

extremely crucial in research and will result in more efficient outcomes of data analysis.  

This study used thematic analysis. According to Boyatzis (1998), thematic analysis refers to a 

type of qualitative analysis that is used to analyse classifications and present themes such as 

patterns that relate to the data. He also adds that it illustrates the data in great detail and deals 

with diverse subjects via interpretations. Braun and Clark (2006) define thematic analysis as a 

method for systematically identifying, organising, and offering insight into patterns of meaning 

and themes across a dataset within qualitative data. This allows the researcher to see and make 

sense of collective or shared meanings and experiences once the themes extracted from the data 

have been analysed. Thematic analysis can detect and identify characteristics or variables that 

influence any issue generated by participants to provide the best relevant explanations for their 

ideas and behaviours.  

According to Boyatzis (1998) and Braun and Clarke (2013), thematic analysis uses six phases 

in order to analyse the data in rich detail. The first phase is to familiarise yourself with the data 

by immersing yourself in the data that has been generated through reading, interpreting, 

analysing and making sense of the transcripts. The second phase is to generate codes by 

systematically analysing the data by providing a label to the data that is relevant to the research, 

and the third phase is choosing themes that are seen in the data by identifying any similarities. 
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The fourth phase reviews the themes obtained and analyses them in greater detail. The fifth 

phase involves defining and naming the themes by also identifying any information that can be 

removed from each theme. The final step of thematic analysis is producing the report which 

would be the write-up based on the findings. The phases will be discussed in detail with 

reference to the study. 

 

Phase One: Familiarising yourself with the data 

The first phase involved me familiarising and immersing myself in the data through the process 

of reading and re-reading repeatedly the textual data, which had been obtained through the 

transcripts of individual and focus-group interviews, the responses from the open-ended 

questionnaire, as well as listening to the audio-recordings of the interviews that took place. I 

also made notes during the interviews and these were considered as well. During this phase, I 

was able to underline and highlight the important keywords that linked to the research questions 

and objectives of the study. At this point the re-reading of the data and listening to the 

recordings allowed me to understand the data in its raw form and I made notes to help me 

understand the data. As mentioned by Braun and Clarke (2006), note-making whilst reading or 

even listening to data helps to read and understand it, where the researcher is not just simply 

absorbing the surface meaning of the words, but reading the information and listening to it 

actively, analytically, and critically. In this case, the questionnaire and interviews allowed for 

questions based on how, what and why, in order to understand the experiences and attitudes of 

the teachers when it came to using technology in their English classrooms. This step allowed 

for granular analysis. It is pivotal that the data is well read and understood so the researcher is 

confident with the understanding and explaining which follows.  Therefore, the immersion into 

the data allowed me to become familiar with the content. This phase of repeated reading and 

listening allowed me to engage with the data, which helped me gain a deep understanding of 

its richness and complexity.  

 

Phase Two: Generating initial codes 

The codes identified during the process of analysing are known as the building blocks of 

analysis and codes identify and provide a label for a feature of the data that is potentially 

relevant to a research question (Braun & Clarke, 2013). Braun and Clarke (2013) also add that 
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coding can be done at the semantic and/or the latent level of meaning. Semantic levels in 

research deal with explicit, surface-level meanings or interpretations of data that directly 

involve the understanding of the data, such as identifying keywords, sentiments in a text, and 

themes (Hofmann, 1999).  Latent levels go beyond the surface-level meanings and delve into 

underlying hidden patterns, relationships or structures within the data such as identifying 

motivations or influences that shape the study (Hofmann, 1999) and in this study, factors that 

influenced teachers’ attitudes were identified. Therefore, these levels can provide a concise 

summary of a portion of data, or describe the content of the data, and such semantic or latent 

codes typically stay very close to content of the data, and to the participants’ meanings. Codes 

can also go beyond the participants’ meanings and provide an interpretation about the data 

content (Braun & Clarke, 2013). Codes are brief and serve as shorthand for something the 

researcher understands that does not require elaborate explanations and by breaking down the 

data into manageable segments, which could be sentences, paragraphs, or meaningful units of 

texts, helping to focus on a specific element during the coding process.  

Codes are usually always a combination of descriptive and interpretive elements (Braun & 

Clarke, 2013). The descriptive codes helped me organise and summarise my data in a 

systematic manner during the analysis stage. The interpretive codes assisted in my research 

study by identifying patterns and themes within the data. This allowed me to interpret the data 

through perspectives of the teachers and their understandings. By understanding this phase, I 

was able to start with the coding process in which I assigned descriptive labels and codes to 

segments of paragraphs obtained from the questionnaire and texts, which were highlighted 

from the individual and focus-group interviews, where I had written down the codes and 

marked the texts associated with it.   

As I generated my first code from the questionnaire, I then kept reading and re-reading the data 

until I found something that was relevant to my objectives and research question, until a new 

code was needed in order to capture a piece of data. I also constantly engaged in comparing 

segments of data from the open-ended questionnaire with previously coded segments from the 

individual and focus-group interviews which allowed me to identify similarities, differences 

and variations which helped contribute to the coding structure. This stage of the process was 

finalised when my data was fully coded, and the data relevant to each code had been collated, 

which was done in the form of a table. This also helped me set the foundation of identifying 

possible themes and patterns that helped contribute to a rich understanding of the research 
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questions. This stage helped me identify and understand a diversity of patterns as well as codes 

which appeared across more than one data item. 

 

Phase Three: Identifying themes  

As I moved onto the next phase, the analysis of my research study began to take shape in the 

form of themes. A ‘theme’ according Braun and Clark (2013, p.83), “captures something 

important about the data in relation to the research question, and research objectives”. This 

phase involved revisiting the generated codes in phase two and being familiar with the codes 

and the segments of the data that it represented in the study. In this phase, I also started to look 

for recurring patterns in the open-ended questionnaire as well as the individual and focus-group 

interviews, where there could have been a link, connection and similarity amongst the codes. 

Braun and Clark (2013) also state that the basic process of generating themes and subthemes, 

which are the subcomponents of a theme, involves collapsing or clustering codes that seem to 

share some unifying feature together, so that they reflect and describe a coherent and 

meaningful pattern in the data.  

 

Therefore, I identified codes that clustered together or shared commonalities in the methods of 

data generation, which assisted me in identifying themes. Another important element of this 

stage was starting to explore the relationship between themes, and considering how themes 

could work together in telling an overall story about the data. Good themes are distinctive and, 

to some extent, stand-alone, but also need to work together as a whole in the analysis (Braun 

& Clark, 2013). At this phase of the study, I was able to highlight a number of themes, but also 

kept an open mind, as well as explored different ways of grouping codes before settling on the 

most meaningful themes. I also conducted comparisons across the different segments of data 

as well as responses from the participants, which led to the themes being evident across the 

entire sets of data generated, and this helped provide me with a comprehensive understanding 

of the research questions of the study.  

 

I ended this phase with a table outlining the themes that were identified using the different 

methods of data generation, and this helped in collating all important extracts of data which 

were relevant to each theme and this began the process of reviewing themes. As the themes 

were refined, I ensured that each theme captured a specific aspect of the data from the 
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interviews and the questionnaire. Three main themes were established, which helped in 

understanding the attitudes and experiences of teachers. Themes were broken down into sub-

themes which helped contribute to addressing the research questions and meet the objectives 

of the study.  

 

At the end of this step, the codes were organised intro broader themes that seemed to say 

something specific about the research questions and an important element of this stage was 

exploring the relationship between the identified themes and considering how these themes 

would work together in telling an overall story about the data based on teachers’ understanding, 

experiences, and attitudes of technology use in the English classroom. I developed concise 

descriptions that captured the essence of each theme, which enhanced the diversity of the 

perspectives from the participants, and provided a meaningful narrative that was coherent.  

 

Phase Four: Reviewing potential themes 

During this phase, I was able to review, modify and develop the preliminary themes that I 

identified in phase three. At this point I was able to identify useful data relevant to each theme 

identified. The data extracted from the open-ended questionnaire and transcripts of the 

individual and focus-group interview was read again and considered if each response and 

explanation supported the theme identified and the questions that were asked in order to ensure 

the requirements were met. I asked: 1) Does the theme make sense? 2) Does the data support 

the themes? 3) Am I trying to fit too much into a theme? 4) If themes overlap, should be 

separate themes? 5) Are there themes within themes (subthemes)? 6) Are there other themes 

within the data? The main themes were broken down into sub-themes, which helped with better 

understanding the relevance to the research question. I was able to link the coded data to the 

set of themes and thereafter move onto the next stage in the review process which was 

reviewing the themes in relation to the data. At this point I was able to do a final re-read of the 

data I generated through the instruments to understand whether the themes captured the data 

meaningfully and were aligned with the research. I also began considering alternative 

interpretations in line with the principle of reflexivity, understanding that participants will each 

have varying or similar perspectives (Finlay, 2002).  
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Phase Five: Defining and naming themes 

Defining and naming themes in thematic analysis is a critical process that involves providing 

clear descriptions and assigning meaningful labels to identified patterns within the data, which 

is the final refinement of the themes and the aim of this phase is to “identify the essence of 

what each theme is about” (Braun & Clark, 2013, p.92). I was able to clearly state in my 

research what was unique and specific about each theme, for example, being able to sum up 

the essence of the three identified themes, so as to ensure that the data generated and analysed 

was accurately represented. Research Question One and two both had two sub-themes and 

research question three had five sub-themes, which provided more clarity and accuracy in 

understanding the attitudes of teachers, Were they positive and/or negative? What were the 

positive experiences and negative experiences of teachers? This provided a clear indication that 

each sub-theme interacted and related to each other. This phase involved selecting extracts to 

present and analyse and then set out the story of each theme. Clarity and accuracy must be 

emphasised when defining themes so that a link takes place between the research title and 

objectives. Creswell and Creswell (2017) highlight the importance of ensuring coherence is 

present within themes and the research findings. The themes related directly to the research 

objectives of the study, namely exploring the attitudes and experiences of English teachers’ 

technology use, understanding how English teachers perceive and experience technology use, 

and finally to explore how pedagogical decisions of English teachers are shaped by attitudes 

and experiences of technology use.  

 

Phase Six: Producing the Report  

The final phase of thematic analysis was the write-up. Producing the report and using thematic 

analysis, involves the presentation of the identified themes, their definitions and supporting 

evidence in a clear and coherent manner (Braun & Clark, 2017). The presentation of my data, 

which was extracted from the data instruments, was organised, and I aimed to report them in a 

logical manner. There was coherency between the data and the themes, which aligned with 

qualitative research. Each theme was introduced with a concise overview, and the research 

questions were emphasised with its relevance to the thematic introductions (Braun & Clark, 

2006). Braun and Clark (2006) note that great importance ought to be placed in the presentation 

of themes, which must be connected in a logical and meaningful manner, as each theme must 

build onto the next so that a coherent story and understanding is created about the data.  
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I integrated evidence, in the form of quotes, into the themes in order to provide rich detail and 

to aid credibility of the analysis. I also linked my theoretical framework comprising the TAM 

and the theory of experience to the findings, which provided insights on how attitudes and 

experiences are theoretically determined and the data generated supported this theoretical 

framework. The findings were discussed and implications of each theme were explored with 

reference to how they each contributed to the broader understanding of the research questions. 

Each theme linked to one another, and a comparison was done using all data instruments. I also 

examined the data to determine how it spoke to the literature I had cited.  

 

Overall, thematic analysis provided a complete approach to uncover numerous cross-references 

between the evolving themes and all data (Denzin & Lincoln, 2018). Thematic analysis allowed 

me to connect the numerous thoughts and opinions of participants and compare these to data 

collected in different situations at different periods from other or the same individuals 

throughout the study.  

 

The analysis was done using an inductive approach and according to Creswell and Clark 

(2011), an inductive research approach would involve working from the “bottom up” in which 

the views of the participants are used to build broader themes and by interconnecting the 

themes. An inductive approach, as defined by Bryman (2016), is characterised by moving from 

specific observations to broader generalisations, allowing theories and patterns to emerge from 

the data itself. This approach was appropriate for the study as the data obtained from the open-

ended questionnaires, and the individual and focus-group interviews derived concepts, themes 

as well as interpretations that were made from the raw data in order to understand the 

experiences and attitudes of teachers when it came to technology usage in their classrooms. I 

utilised this approach in my study by gathering information and identifying patterns based on 

the data that was generated (Merriam & Tisdell, 2016).  

 

4.9. Storage of data 

The storage of data in research is a critical aspect that involves managing and preserving 

research data throughout the research process. Proper data storage ensures the integrity, 

confidentiality and accessibility of the data (Gie & Beyers, 2014). The data obtained from the 

research will be locked and stored for five years, as per the University requirements, and the 

data will be shredded or burned after five years. During my research, the data I had generated 
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from my participants during their questionnaires, and individual and focus group interviews 

was accessible only to me and I was able to share the data with my supervisor. Passwords, 

encryption and secure authentication methods were used to protect against any unauthorised 

entry. The data retrieved was backed up frequently to prevent any loss in the case of hardware 

failures, data corruption, or accidental deletions. Compliance with the protection and privacy 

regulations were adhered to during the research process.  

4.10. Trustworthiness  

Trustworthiness is one way researchers can persuade themselves and readers that their research 

findings are worthy of attention (Lincoln & Guba, 1985). As Cohen, Manion and Morrison 

(2007) note, trustworthiness in qualitative research is fundamental, for without it, research 

findings can be deemed worthless. Lincoln and Guba (1985) define the concept of 

trustworthiness by introducing the criteria of credibility, transferability, dependability, and 

confirmability to parallel the conventional quantitative assessment criteria of validity and 

reliability. These criteria and their activities are discussed below with reference to how I 

enabled them in my study.  

4.10.1. Credibility  

Credibility is defined as the truth value that addresses the question, “To what extent are the 

findings consistent with reality?” (Shenton, 2004, p.64). This criterion pertains to how the 

social reality under study is represented, and it evaluates the reliability of those representations 

for the community under examination, as well as the methods employed to elicit them 

(Shenton, 2004). Yin (2011) defines credibility as proof that the subject has been appropriately 

recognised and described, and that the research was carried out in a way that is accessible to 

the general public. According to Guba and Lincoln (1989), a study's credibility is established 

by the researchers' or readers' ability to identify the experience when it is presented to them.  

A variety of approaches to address credibility were proposed by Lincoln and Guba (1985), 

however, triangulation of data generation was most applicable to this study, due to the three 

methods used to generate data. This helped enhance the credibility by cross-verifying the 

results from the findings, by understanding the different perspectives of the participants. The 

use of triangulation, according to Leedy and Ormrod (2005), raises the credibility of qualitative 

research.  
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Another way to ensure credibility is authenticity, which addresses the “fit” between 

respondents’ ideas and the researcher’s interpretation and portrayal (Tobin & Begley, 2004). 

A further way to enable credibility involves prolonged engagement with participants. 

Participants received two preliminary visits from the researcher in order to create a rapport and 

relaxed atmosphere, and to develop familiarity with the participants within a relationship of 

trust. The preliminary visits also served the purpose of briefly explaining to the participants the 

objectives of the research study, and the significance of each participant in the study. The 

rapport that developed prior to data generation also served to make participants feel free to 

voice their understandings, experiences, and attitudes without reservations. 

4.10.2. Transferability  

Lincoln and Guba (1985) define transferability as the extent of applicability or relevance of 

findings to other contexts or settings beyond the specific study conditions. Tobin and Begley 

(2004) argue that transferability recognises that the aim of a qualitative study can be 

applicable or relevant to other contexts or settings. The researcher cannot know the sites that 

may wish to transfer the findings; however, the researcher is responsible for providing thick 

descriptions, so that those who seek to transfer the findings to their own site can judge 

transferability (Lincoln & Guba, 1985). In addition, Lincoln and Guba (1985) emphasise that 

rich descriptions in a study allow readers to assess the transferability and applicability of the 

finding to other settings, and the data I collected from participants provided me with detailed 

and comprehensive descriptions and understandings of the research topic and context and the 

participants understandings, attitudes, and experiences. 

The population of this study was based in high schools, with fairly limited technological 

devices for teaching and learning. Since it was not possible for the researcher to conduct 

research in all the schools, a sample that was representative of the schools was purposively 

and conveniently sampled, based on the fact that the technology use in neighbouring schools 

proved similar. Consequently, the research findings were transferable to the teachers and 

principals in similar contexts, who are integrating technology in their teaching practices. 

Transferability in this study was enhanced through the generation of detailed descriptions of 

the study’s context which was provided through descriptive data in the form of an open-ended 

questionnaire, along with individual and focus group interviews. This allowed for rich and 

comprehensive information about the study’s phenomena, which will help future readers to 

judge the applicability of the findings to their own situations. Being open about all the steps 
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involved in generating the data and providing all relevant information about the methods used 

also improves the transparency and transferability of the research 

 

4.10.3. Dependability  

According to Lincoln and Guba (1985), dependability refers to the stability, consistency and 

reliability of the study’s findings over time and across different conditions. It is one of the 

criteria for ensuring the trustworthiness of research. Achieving dependability implies that the 

study’s results are replicable and would not change significantly if the study were to be 

conducted again under similar conditions. Tobin and Begley (2004) support Lincoln and 

Guba by stating that dependability increases the trustworthiness of the findings by showing 

that the findings are consistent, and may be repeated.   

This will mean ensuring that an audit trail of all steps of the research are included and checked 

and to achieve dependability, where researchers can ensure the research process is logical, 

traceable, and clearly documented (Koch, 1994; Tobin & Begley, 2004). When readers are 

able to examine the research process, they are better able to judge the dependability of the 

research (Lincoln & Guba, 1985). An audit trail also provides readers with evidence of the 

researcher's decisions and choices on theoretical and methodological concerns throughout the 

study, which necessitates a clear reason for such decisions (Koch, 1994). According to 

Sandelowski (1986), a study and its conclusions are auditable if another researcher can easily 

follow the decision trail. Furthermore, Koch (1994) contended that another researcher with 

the same data, perspective, and setting may reach similar results.  

It becomes clear that dependability in a research study relies on being consistent and using 

consistent methods and procedures throughout the research process, especially when 

generating, interpreting and analysing data. To this end, I clearly outlined my methods of 

generating and analysing data so that others researchers are able to replicate the study.  

4.10.4. Confirmability  

Confirmability is concerned with establishing that the researcher’s interpretations and 

findings are clearly derived from the data, requiring the researcher to demonstrate how such 

conclusions and interpretations have been reached (Tobin & Begley, 2004). According to 
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Guba and Lincoln (1989), confirmability is established when credibility, transferability, and 

dependability are all achieved. Confirmability, as noted by Creswell and Clarke (2011), refers 

to the assurance that the data generation occurs in an objective manner and a degree of 

neutrality exists. This is identified by the extent to which the findings of the study are shaped 

by the participants’ responses, and not by researcher bias, motivation, or interest. As the 

researcher, I ensured to guard against this by considering the diverse perspectives from the 

participants, since confirmability ensures that the data collected and the analysis are based on 

the perspectives and experiences of the participants, rather than biased interpretations or 

personal biases of the researcher. While triangulation helps with credibility, it also helps to 

confirm the interpretation of the findings (Moser & Korstjens, 2018). Tracy (2010, p. 73) 

contends that “auditing could also be used to establish confirmability in which the researcher 

provides a methodological self-critical account of how the research was conducted.” In order 

to make auditing possible by other researchers, it is a good idea that the researcher archives 

all data in a well-organised, retrievable form, so that it may be made available to others 

(Lincoln & Guba, 1989).  

In this study, the research findings were also confirmed by referring back to the literature 

reviewed. Confirmability was highlighted through ensuring that the findings emanated from 

the experiences and views of the teachers who participated in the study, rather than from the 

preferences of the researcher. This was done by staying close to the participants’ exact words 

rather than explaining their ideas for them. I also ensured that an audit trail was maintained 

and transparent at all times, which would allow other researchers to assess the research 

process.  

4.11. Limitations  

Wolery et al. (2018) deliberate on the constraints, weaknesses or challenges inherent in the 

research design, methods or data collection that may affect the interpretation, generalisability 

or validity of the study’s findings, emphasising the need to identify and acknowledge 

limitations as a critical aspect of research transparency and integrity. 

Only seventeen teachers participated in the study, making it limited and restricted research. 

There were also teachers who did not want to participate in the interviews but were prepared 

to answer the questionnaire, raising questions about their reasons for declining to participate. 

While participants requested not to be disturbed during their free periods, their availability 
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after school hours was often difficult to arrange. However, after much negotiation and 

adjustments to the schedule, it was possible to find some time to meet.  

Some of the limitations when using the questionnaire were that the responses could have been 

biased, as participants could have provided socially desirable responses, which could have 

impacted the accuracy of the data. The open-ended questionnaire required long responses and 

the use of many questions may have also put teachers off from answering, because they may 

have found it time-consuming. While certain teachers refused to answer the open-ended 

questionnaire, others did answer it, and the use of multiple data sources assisted to limit any 

possible bias.  

Another limitation was that teachers found both the individual and focus group interviews 

time consuming. Many teachers were unavailable at the same time to conduct the focus group 

interview collectively, where a Zoom interview was conducted for the three teachers who 

could not meet during the given time.  As the face-to-face interviews were conducted, I also 

implemented the same structure for my online participants. I used a trustworthy platform 

which was Zoom to conduct my interviews with the teachers who were unavailable during 

school hours. I explained the purpose to my participants and ensured the questions were 

directly aligned to the research questions and objectives. I mentioned to my participants that 

there could be possible technical issues however should that occur questions will be repeated. 

Participants were asked for their consent to be recorded, which they agreed to so that their 

responses could be reviewed accurately. Participants were also informed that this platform 

used for the interview is secure and their names/recordings are confidential. 

Some teachers also appeared to feel uncomfortable discussing their responses with a group 

of other teachers during the focus group interviews, and some responses may have not been 

shared in honesty. Therefore, the methods of triangulation served to cross-check the 

interpretations, understandings and experiences of the participants.  

There was also the possibility that the contextual challenges were not fully captured. Such a 

limitation would have limited the depth of understanding. However, methods of triangulation 

were used to validate the themes and findings so as to enhance the credibility and richness of 

the analysis. The interpretation of the researcher could also have influenced the interpretation 

of themes, which may have led to biased interpretations. Similarly, the nature of reporting 

could have resulted in limitations, such as the lack of objectivity on the part of participants 
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in their perceived and reported information, based on personal beliefs or experiences. Overall, 

I aimed for objectivity, and I urged participants to do the same. The many data sources would 

have helped to overcome some limitations.  

4.12. Conclusion  

The above discussion outlined the research methodology followed in the search for an 

understanding of teachers’ attitudes and experiences when using technology in their English 

classrooms. The qualitative case study research design and the relevant qualitative methods 

for data generation were explained. The discussion indicated how the data was analysed using 

the systemic process of coding, categorisation and interpretation. The various measures 

needed to ensure trustworthiness of the study were explained. The ethical issues which are of 

importance to this study were also highlighted.   

Chapter 5 to follow presents the analysis, interpretation and discussion of the generated 

data 
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5.3. Presentation of Data  

5.3.1. Theme 1: High School English Teachers’ Attitudes, with Reasons, to Technology 

Use in the English Classroom 

5.3.1.1. High School English Teachers’ Positive and Negative Attitudes to Technology Use 

in the English Classroom  

High school English teachers have varying attitudes towards technology use in the English 

classroom (Gray et al., 2008). While they also have different reasons for their attitudes, their 

attitudes are considered a major predictor of the use of technology in educational settings (Gray 

et al., 2008). The data from the three methods of data generation, which are open-ended 

questionnaires, individual interviews, and focus-group interviews, indicate that the participants 

in the study generally have a positive attitude towards the use of technology in their English 

classrooms. However, they are faced with challenges when using technology. From the open-

ended questionnaire, it is noteworthy that 11 of the 14 teachers expressed a positive attitude 

towards the use of technology in their English classrooms. All responses are cited verbatim, 

where all mention of ‘learners’ should be understood to refer to school-aged learners. 

Their responses in Q1 of the open-ended questionnaire when asked to describe their attitudes 

towards the use of technology when teaching English lessons indicate the following:  

I am open to the use of any technology that enhances lessons/adds to learners’ 

understanding of concepts. In the teaching of English, technology plays a vital role 

in enhancing learners’ understanding of literature through the use of movies, and 

slide-presentations. (P2)  

Positive. I have to be positive about it because it forms part of my daily life. My 

learners need to be aware and be able to grasp the utility of technology in theirs, 

in order to be productive, competitive and successful individuals in their own lives. 

(P8)  

I enjoy teaching English using technology. In the age of technology, we must 

embrace its use. It’s not a resource, it’s the resource! It gives examples of concepts 

that we generally teach that is abstract and shows its practical use. (P13) 

 As an educator I am aware that learners absorb new information in many different 

ways and there is no one-size-fit-all in teaching and using technology in the English 
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classroom. Learners are fully technologically enthusiastic and in saying that, I 

believe technology in the English classroom can be of great benefit to both teachers 

and learners. (P14) 

In the individual interviews, when asked to describe their attitudes towards the use of 

technology, of the six teachers who participated, five described their positive attitudes towards 

technology, noting  

I like to say I have a positive attitude because it makes work lighter, it covers all 

angles with the learners on all cognitive levels. It is just more appealing, especially 

in the day and age we are living in.(P1). 

Similarly, P6 noted that “I have a very positive attitude and I’m willing to embrace new ideas 

and assessing new English resources, looking at different ways to get learners to interact with 

technology.” and P5 indicated that “I find it to be really uplifting as it creates a positive attitude 

towards me as an educator when using technology in the English classroom.” 

In Q8 of the individual interview, teachers were asked to explain, with reasons, their attitudes 

towards technology use. Responses included, “We are living in a digital era and we need to 

evolve our strategies in the English classroom. We need to keep the tech savvy learners of this 

generation engaged in meaningful learning.” (P5), “It is very convenient and fast” (P7) and 

“I encourage educators who don’t embrace it, to use it” (P13). It is evident that teachers 

believed it is important to integrate technology in their English classrooms because it is fast, 

efficient and also important to keep up with the new generation of learners who are “tech 

savvy” and in doing so, this will enhance both teaching and learning.   

However, three teachers who participated in the open-ended questionnaire stated that they are 

open to the use of technology, but mentioned the challenges they face which changes their 

attitude towards usage.  

I fully support the use of technology in the English classroom - it assists in learning 

and increases a learner’s interest. However, there are many contextual factors to 

consider, i.e. not every classroom is equipped with e-learning facilities. (P3) 

Others felt that “For teachers it is time-consuming to set up for lessons due to the inadequate 

resources which are shared among all departments” (P4) and “I find it a bother to carry it 

around as I am not based in one class” (P12).  
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These words indicate that the teachers support the use of technology and recognise the benefits 

of it, but face contextual challenges that alter their attitudes towards technology use in their 

English classrooms.  

In the focus-group interview, the seven participating teachers had positive attitudes towards the 

use of technology in their English classrooms. Examples of views given to the question based 

on their attitudes towards technology use in their English classroom include: 

“I am in favour of technology because I believe that as a teacher of the 21st century, technology 

is the way to go” (P7); “I am very tech savvy myself, I embrace technology and I recognise the 

4th Industrial Revolution” (P9); “I feel like learners grasp the information much better and 

when it comes to testing, they basically recall the information much easier compared to when 

we use a chalkboard” (P11); and “I love using technology because growing up we didn’t have 

these things and were not exposed to them. And now it’s here, why not use it. It makes things 

so much easier and gets learners engaged in lessons” (P15). 

It is evident from the above responses, that the teachers’ attitudes towards technology use was 

positive, and that they saw technology integration as an enhancement of teaching and learning. 

The participants also believed that technology integration was easy and increased learners’ 

understanding of content. It is evident that the teachers cited enjoyed integrating technology in 

their English classrooms, they found that it made their work load easier, and the integration 

was innovative, thus keeping abreast with the advancements and appealing to the learners in 

their English classrooms.  

The participants also explained their reasons for their attitudes in the focus-group interviews 

by noting, “Technology is a part of our lives and we need to prepare ourselves for the ever 

changing generation of learners to come” (P7); “The kind of responses I get from learners 

when technology is used is very positive so the outcomes are usually achieved” (P9); “The 

times we are living in, we are in fourth IR so that means soon everything will be technology 

related. So we should keep using it, we should get used to it, we should go for trainings and 

find out more about it and make our lives better” (P15).  

However, even though P10 stated a positive attitude, it was noted that challenges are still 

prevalent in classrooms, where it can affect their attitudes to continued usage: “When sound 

becomes a challenge; or when learners in a large classroom cannot see the screen, I feel that 

dampens your attitude, because you want to give your learners the best where everyone is 

receiving the same information.” 
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Similarly, another teacher stated that, “I would love to use technology more often, but there are 

so many challenges to incorporate it so I just don’t bother” (P8). This indicated that even 

though P8 and P10 are in favour of technology use, but due to the challenges they face, they 

recognised the obstacles, and P8 did not bother to utilise technological devices. When P8 was 

asked to explain the reasoning behind this attitude, the participant noted: “The system in which 

we operate is under-resourced. As a public education system, we are far from attaining that 

ideal. The education system is financially weak so it is difficult to incorporate technology.” 

Based on the findings from the questions asked related to theme one, it is evident that most 

participants had a positive attitude towards the use of technology in the English classroom. 

Each participant described their attitude towards technology and the reasons for that attitude 

during the individual and focus-group interviews conducted. They also highlighted what 

technology means to them and how they feel when they have to use it during their lessons. The 

17 participants who participated in the different data collection tools understood that 

technology is an effective tool in the teaching and learning process, it can greatly enhance 

lessons, it creates an interactive classroom atmosphere amongst teachers and learners, and it is 

dynamic. By using these different strategies of teaching it provides great engagement and 

efficiency in the classroom, which means keeping up-to-date with the technological 

advancements when it comes to teaching and learning, thereby creating a positive attitude 

amongst teachers.  

Broekhuizen (2016) reinforces the findings by stating that, even though it may be a slow 

complex process of technology integration, there has been a great transformation which has 

brought about the use of various technological devices in a classroom, and this has helped to 

develop interactive and engaging lessons among teachers and learners. In all methods of data 

generated, participants were in favour of technology, due to learners having a positive attitude 

towards the use of technology in their classes. It also showed that, by using such devices, were 

engaged, and understood concepts of English better. Teachers also felt that taking away the 

monotonous way of learning enhanced their teaching, making it more effective. According to 

Mustafina (2016), a teacher will display a positive attitude toward technology when the teacher 

is motivated, and knows how to integrate technology into the classroom learning activities. In 

this study it is evident that teachers were confident because of the positive responses from the 

learners when they integrated technology into the various aspects of English. Although the 

understandings of technology to the participants indicated positivity, there were participants 

who associated their attitudes with negative contextual factors. 



102 
 

According to the TAM model, the third construct, attitude towards use (ATU) helps to explain 

users’ decision to utilise technology. The intention of this construct in the TAM is to directly 

influence the frequency of the use of technology to create an attitude that is either favourable 

or unfavourable, and in the above responses from the participants, there were eight teachers’ 

who had associated the use of technology in their classrooms positively, and had effective 

responses from the learners and therefore, their attitude was positive towards the use of 

technology. In Davis’ TAM model, perceived usefulness (PU) and perceived ease of use 

(PEoU) help to explain attitudes towards using technology, which then predicts and explains 

behavioural intention to use. The behavioural intention to use technology usually predicts 

acceptance to use technology (Davis, 1989). The findings align with Davis’ (1989) findings. 

The teachers’ self-reported current usage and self-predicted future usage reflect positive PUs 

and their current usage and possible future usage reflect positive PEoUs.  

Although the participants had a positive attitude towards technology, there were participants 

whose attitudes were influenced by the negative contextual factors. While being aware of 

technology, and knowing that it brings optimal change to lessons, they stated why they choose 

not to use technology in the classroom. This finding echoes other research, which found that 

this hesitance exists due to the lack of availability of technology in their schools and 

classrooms, lack of support from administration in need of training and technical support, and 

the time it may take to even set up and integrate these types of technological devices in their 

classes (Oju & Adu, 2018). An early study by Ertmer (1999) found that there was concern that 

learners might need to share devices, which would not be appropriate when individual learning 

was required. In the case of the present research study, the concern was not only with learners 

sharing devices, but that teachers shared these devices as well, which creates a challenge when 

two or more teachers need to use these devices at the same time. Hence, Chapelle (2011) 

supports the evidence provided above, by stating that infrastructure related to technological 

devices needs to be supplied to schools by providing sufficient computer laboratories and 

devices for teachers to utilise in the classroom. In doing so, this will ensure that teacher have 

easy access to these tools whenever needed. Varoy et al. (2021) note that the curriculum has 

been re-developed in order to include technology designed to make the practices of teaching 

for teachers more efficient. However, there were teachers in this research study that face 

deterrents that affect their attitudes towards the use of technology. Research by Stover et al. 

(2015) states that, even though technology in the classroom provides an interactive approach 

between the teacher and learner, it is important to note that many schools around the world do 
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not have or have limited access to technology in their classrooms, and therefore, attitudes 

towards technology for these teachers will be poor. This corroborates Davis et al. (1989), who 

note in the TAM model, that it is important to understand the reasoning behind teachers’ 

acceptance or rejection of systems of technology use. The teachers in this research study 

understood the relevance and importance of technology, and following this model, when a 

particular type of a technological device is perceived to be useful as well as easy, then 

continued use can be anticipated. The participants of this study would then be able to 

understand and see the significant changes that technology could bring in their daily lives and 

then the acceptance will be much greater. The participants’ obstacles, “it is time consuming to 

set up due to inadequate resources”, “not every classroom is equipped with e-learning 

facilities,” and “education system is financially weak so it is difficult to incorporate 

technology” reinforce those of Pinho and Soares (2011), who found that, if teachers’ 

technology use is easy, they are able to navigate through the challenges of its use, and it 

provides benefit and enjoyment, then there will be continued usage and the attitudes will be 

favourable. However, if these users perceive the use to be difficult and unfavourable where 

resources are not easily accessible to them, then they will most probably find it to be limited in 

its efficacy, or not useful at all.  

The next theme highlights teachers’ experiences of technology. 

 

5.3.2. Theme 2: High School English Teachers’ Experiences, with Reasons, of Technology 

Use in the English Classroom 

5.3.2.1. High School English Teachers’ Positive and Negative Experiences of Technology 

Use in the English Classroom 

Teachers’ past experiences of technology in their classrooms play a crucial role in technology 

adoption, as noted by Ortega and Fuentes (2015). The data from the three methods of data 

generation indicate that the participants in the study have had both positive and negative 

experiences when using technology in their English classrooms. These participants linked their 

positive experiences with learners being more engaged and it facilitated better learning and 

overall teaching, and it served as a way to prepare learners for a more technologically advanced 

world. However, the participants also shared their negative experiences in relation to the lack 

of facilities for each teacher, hence sharing of technological devices amongst the department, 
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as well as time constraints. The experiences of these participants will be further analysed 

through the generated data.  

Based on the findings from the open-ended questionnaire, the 14 participants were asked in Q4 

to explain their level of comfort when using technology in their English lessons and ten of these 

participants (P1, P2, P5, P6, P7, P8, P9, P10, P11, P12) used words such as “comfortable”, 

“highly comfortable”, “confident” and “excellent”, appearing to share similar views. In Q4, 

teachers also described their comfort levels. The participants noted, “I feel confident to use 

technology as it is an effective teaching tool” (P1); “I find it more convenient to forward 

information on chat groups as the time in the class is crucial” (P2); “I feel highly comfortable. 

Technology reduces stress levels when using resources that appeal to learners” (P9); “I feel 

comfortable as I do understand the basics of technology which is necessary for my lesson. It 

helps me as an educator to display my creativity through power-point presentations” (P10); 

and “I feel comfortable using technology as I am tech-savvy and trained in ICT, which has 

readied me to be able to use technology in my lessons” (P11). The responses indicated positive 

experiences with technology, highlighting its convenience, effectiveness to teach and learn, 

ability to lower stress levels, and feelings of empowerment in technology use because of 

training.  

These responses were closely linked to Q1 in the individual interview, where the participants 

were asked to explain what training they may have had in technology use. The responses appear 

linked to the responses above due to the relationship between the comfort levels a teacher may 

have when using technology in their English classrooms and the training received in technology 

integration. If a teacher has received training, they would most probably feel more comfortable 

and confident to integrate technology in their lessons. However, if a teacher has not received 

any training, then they may feel less confident and prefer using their traditional methods of 

teaching in their English classrooms. In other words, their training may influence their 

experiences.  

Question One in the individual interviews asked participants what training they had received 

in technology use, either as learners or teachers. They noted that they had done a “Personal 

Advanced Computing Course” (P1) and “course in End-user Computing and Information 

Technology and obtained certificates. I also attended workshops in the Western Cape” (P5). 

P7 noted that their school had sent educators for workshops, which allowed them to learn how 
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to work with technology and this resulted in a more positive, confident and enhanced teaching 

and learning experience in the classroom.  

P8 and P13 shared a similar experience in which they explained their training was based at 

University where they registered for a computer literacy module. They noted that  

All I know about technology is mostly self-taught. With the training I received from 

campus, it mostly was about Microsoft office and not really using technology in the 

English classroom or any other classroom for that matter. It was more for 

administrative purposes, so I don’t really think it was really effective (P8); and 

 At campus we did a computer literacy course and this introduced us to using 

technology, especially where we were using Word, Excel, and PowerPoint, which 

helped me. Now, as an educator, we have been trained at schools to use technology 

because we are in the 4th Industrial Revolution, and it helps us as educators, 

because with these devices we are able to better our results and report our results 

as we go forward (P13).  

This indicates that even though a computer course was done at University to acclimatise 

learners to computer usage, these participants believed that did not receive training on how to 

integrate technology into teaching methodologies. However, the teachers were open to 

embracing technology, recognising its importance in education and in life. They also wanted 

to use technology as a way to better their teaching methods for better performance.  

P6 indicated that teachers did not receive any specialised training on how to integrate 

technology, except for workshops that were held at school where the SSS Programme (The 

School Support Services (SSS) Programme in South African education is part of the broader 

efforts by the Department of Basic Education to provide various forms of support to schools in 

order to enhance teaching and learning outcomes (Department of Basic Education, 2016). The 

Department of Basic Education (2016) further adds that this programme was designed to 

address barriers to learning and provide schools with the necessary resources and assistance to 

ensure that all learners have the opportunity to success academically and can include 

interventions such as professional development for teachers, curriculum support and the 

provision of necessary materials and resources) was introduced and implemented. P6 

explained, “Most of the technology techniques that we use is self-taught. It’s left to the 

individual to figure things out in terms of implementation.” This indicates that even when 

teachers indicate that they did not receive training, they can find ways to utilise the technology, 
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should they wish to. In the focus-group interviews, participants were asked the same question, 

that is, to explain what training they had in technology use as either a learner or teacher. 

Participants 7, 9, 10, 11, 15 and 17 stated that the training they received was at their universities, 

and it proved effective, as this was their first exposure to technology use. P7 stated that “there 

was a module which taught us the basics, as well as our teaching practice module that 

introduced us to the OHP.” P7 further added that this type of training at university was highly 

effective, because it allowed them to learn more about technology. Apart from P9 doing a 

computer course and learning more about technological devices, the participant noted that 

while doing her degree, “I did a computer course and it was quite effective.” At that point in 

the focus group interview that P9 mentioned that while it was effective learning about 

technology, P9 did not use it, due to the limited resources available at her school. These views 

shared by P9 were similar to those of P10 who stated, “I have also done a module. However, 

it was just the basics and I have put it to use by using, for example, a laptop to show various 

slides during lessons, but again, due to limited resources, we cannot do more when it comes to 

showing visuals to learners.” P11 also shared that, “when I did my PGCE, I did receive training 

in terms of ICT where they basically taught us how to use tablets, laptops or basically any 

technology in our classrooms.” P11 also stated that this type of training was effective in 

showing how this would benefit the learners, but it was unfortunate that public schools did not 

cater for such resources to be used in the classroom. P15 and P17 has learned the basics, such 

as Microsoft Excel, Word, and learning ways in which lessons can be enhanced, however P17 

stated that the school P17 first went to, did not have these devices so P17 had to find other 

ways to teach without technology. P16 stated that, “I received teacher training on the CPTD 

(Continuous Professional Teacher Development) management system” which workshopped 

methods of integrating technology into the classroom, which was a helpful activity for teachers. 

P16 believed that as teachers begin to develop confidence through being workshopped, they 

become eager to try the technology. All participating teachers received some sort of training, 

either as a learner or as a teacher. Each believed it was effective training but some also stated 

how they were unable to put this into practice, due to the limited resources available at their 

schools. Having experienced some training in technology usage, the participants experienced 

technology as very useful when used in their English classrooms. Technology has been 

experienced as an effective teaching tool and resources that appeal to learners, which allowed 

the participants to be creative in their lesson plans when teaching using technology.  
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Question 10 of the open-ended questionnaire asked participants to explain the barriers or 

challenges when integrating technology in their English lessons. The 14 participants concluded 

that they experienced barriers such as inadequate resources/lack of resources, time constraints, 

overcrowded classes, learners’ lack of devices, poor network connectivity, and lack of 

sponsorships for technological devices to the school for the utilisation of learners and teachers. 

The participants noted their barriers by stating, “lack of resources, inadequate knowledge and 

skills, institutional barriers, assessment and subject culture can serve as significant barriers” 

(P1); “Overcrowded classrooms, discipline issues with behavioural problems, lack of 

resources especially Wi-Fi as not every classroom has good connection” (P6); “Not all 

learners have access to the Wi-Fi at school and due to loadshedding, technology cannot be 

used” (P7). P9 and P12 shared a different experience of technology use with learners and noted 

that “Learners work at different speeds. Not every child takes or adapts to technology easily.” 

(P9), and “Learners who come from poor backgrounds don’t have access to technology at 

home” (P12). Participants 13,14 and 15 all had the same experience of the lack of access to 

technological devices: “Not all learners have access to technology at school and many abuse 

the devices for other uses.” (P13), “Everyone does not have full access to resources.” (P14) 

and “There is limited access to technological devices. Moving from class to class and setting 

up devices is time-consuming and laborious.” (P15).  

The responses from the participants mainly highlighted external factors that echoed the 2013 

study of Hechter and Vermette, who stated that the main obstacles preventing teachers' 

technology integration are lack of resources, including equipment, lack of time, lack of or poor 

training opportunities, and lack of funding and poor administrative support. Due to these 

barriers, teachers therefore faced negative experiences of technology use in their classrooms 

and therefore the teachers did not experience technology to be positive in their school.  

The participants were asked to explain in Q4 of their individual interviews what encouraged 

them to use technology and what served as a barrier to use technology. The participants shared 

their positive experiences, that were mainly experienced by the learners:  

The learners prefer technology because it’s their tool and it is what they are doing 

at the moment. Learners prefer it, instead of looking at a hardcopy, instead of 

listening to the teacher standing in front of them and speaking for the entire lesson, 

they just prefer technology (P1); and 



108 
 

The fact is that learners are very technologically advanced. They’re very tech savvy 

and they want to incorporate it, so it’s something that we cannot hide away from, 

we cannot deny it. We are living in a technologically advanced society and we need 

to embrace it (P6). 

P8 very confidently stated:  

I think my zeal for teaching was revitalised when I saw that learners were eager to 

learn through technology. I think that technology is a much more effective resource 

and our performance as teachers in class is much better.  

P13 shared,  

I love using technology in my class. Technology helps our learners understand, 

especially in a language such as English, where they are second language speakers 

and it makes it difficult for them to understand. Therefore, when they are answering 

questions, the visuals from lessons using technology help them understand it better. 

Evidently, it can be seen that it was the learners’ reaction and ability to understand and relate 

to technology that encouraged teachers to use technology. Learners’ positive responses to 

technology urged the teachers to recognise its power to engage learners. It was also important 

that a teacher acknowledged how technology may bridge the language gap for second language 

learners of English.  

Understanding how technology produced positive experiences for teachers and learners in 

English classrooms, P5 and P7 noted that teachers need to be more “technologically equipped 

and trained to teach in the 21st century” (P5). The belief was that teachers are entering a new 

era, with a different cohort of learners and teachers, who need to be equipped in their teaching 

methodologies so that they can relate to learners as P5 continued, “we need to upgrade our 

skills and methodologies to teach in fun ways.” P7 also stated that with the use of technology, 

“it is much faster, more efficient and easily accessible to utilise in the classroom for exciting 

lessons.” These views emphasise the efficiency of technology in the classroom and using it as 

a teaching methodology that creates exciting, interactive and creative lessons, which makes 

learners engaged.  

In Q4 of the individual interviews, when the participants were asked what encouraged them to 

use technology and what served as barriers, participants pointed to the barriers such as limited 

resources available to teachers in their classrooms, learners not having access to obtain these 
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resources sent to them, and large classes which impact on the delivery of the lesson. P6 

recognised a reality of South African learners and noted that  

The socio-economic factors of many learners do not allow them the access to latest 

technological devices. There is a divide between the advantaged and 

disadvantaged learner. The advantaged learner will have access to a laptop and 

an advanced form of laptop to download certain programmes; whereas a 

disadvantaged learner may have a basic entry level phone that does not 

accommodate the various apps, such as excel spreadsheets or a particular 

document that you are sharing with them. You are sharing all the information, you 

are sharing the resources in the hope that everyone will have access to it and 

download it. However, it is not always possible.  

These words indicate that, while teachers may be eager to use technology because they realise 

the benefits it brings to the learners, they also understand that not all learners will have direct 

access to obtaining these vital resources which poses an unfair disadvantage to those learners. 

Similarly, while P13 was enthusiastic about technology as a beneficial resource in the 

classroom, a major barrier was recognised. P13 noted, “let us be realistic, this is a public school 

with both advantaged and disadvantaged learners and many learners do not have these devices 

that they can use at home and data is very expensive. So at school, I try as much as possible to 

use all of this technology.” P13 clearly understood the barrier experienced by learners when 

trying to integrate technology. However, P13 had recognised how to overcome such barriers.  

The importance of writing and how technology affected it was also highlighted. P8 noted that, 

while technology was vital in the 21st century and that technology lifted teachers’ burdens 

regarding administrative paperwork and lesson delivery using advanced resources, P8 found 

that learners were not fully engaged with the content of the lesson which usually required time 

to write out information and respond in writing to questions. P8 noted that  

The challenge I faced was deciding whether to use technology to engage learners 

with their work or through writing and answering questions in their books. After a 

lesson using technology, the learner walks out of the classroom without anything 

written down. 

As much as P8 wanted to integrate technology to engage learners in meaningful teaching and 

learning, the learners were so taken in by the devices used in the classroom and with a new 

method of learning, that they did not make the effort to do any written work. P8 feared that if 
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work was not being written, that evidence of proper teaching was not possible. In P8’s 

experience, writing was the only source of evidence for teaching and learning.  

Other barriers that affected teachers’ experiences of technology were cited. P5 experienced 

contextual barriers such as “lack of technological resources, such as Wi-Fi fibre connections 

at school and sometimes it does not pick up in all classrooms. There are constant interruptions 

during the lessons and sometimes learners lose focus.” P7 pointed to experiences of technology 

use in terms of learner numbers. P7 noted that “there are too many kids to deal with so it 

becomes a barrier and there are many disruptive learners.” This indicated that, while learners 

may be enthusiastic about technology use in the classroom, it could become disruptive, possibly 

because of their excitement at what they are experiencing, which stands in contrast to the more 

traditional ways of teaching. This could create a negative experience in the classroom, time is 

lost trying to settle learners. It becomes clear that teachers need to be taught how to manage 

scheduling when using technology.  

In Q4 of the focus group interview, the participants extended the conversation on what 

encouraged technology use and what served as a barrier. Each participant explained that 

technology was constantly advancing, that teachers need to embrace that advancement in their 

classrooms, that lesson preparation was easier with the use of technology, and that technology 

benefitted their learners’ experiences of and responses to the topics covered in their classroom. 

This is similar to the study by Alzaidiyeen and Fong (2010), who found that teachers 

experienced technology in their classroom to be advantageous by indicating how computers 

helped organise their work and lesson preparation which saved time and effort, and using 

technology, such as computers in the class, made teaching and learning more effective, 

especially with creating an interactive classroom.  

P7, P11 and P16 recognised the benefits of technology in a school, noting, “I feel that lesson 

preparation is easier than having to carry textbooks and filing all the time” (P7); and “We are 

living in a technologically advanced society and it is nice to incorporate that in our lessons” 

(P11). P16 stated that  

What motivated me is the fact that our learners will need technology for college 

and their careers, so why not start now during the learning path at school. I 

remember how I struggled at University using technology for the first time in my 

life - using the internet, having to do my research and also using the Turnitin 
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plagiarism service. Those things were all new to me and I don’t want my learners 

to go through the same things. 

Participant 16 understood the barriers experienced personally and endeavoured to empower 

learners to know more and thus enjoy an easier journey in their tertiary experiences. 

Participants 9, 10, 15 and 17 all agreed that teaching using technology benefitted learners and 

the responses they experience from their learners are encouraging. The participants cited 

experienced their learners being more attentive and learners’ concentration and attention spans 

were excellent, which helped learner to retain the information better. Participants also pointed 

out that utilising technological devices in the classroom can get through to learner of different 

learning levels and styles. They noted, “Learners retain more information when they are 

watching something and you tend to see that they basically pay more interest, and 

concentration is better.” (P10), “They’re [learners] excited and willing to learn, that’s why we 

(teachers) want to use it more often” (P15); and “What motivated me is that in my class, I saw 

and realised that learners have different learning styles” (P17). 

The participants’ experiences relate to the teacher participants in Voogt’s (2012) study who 

had developed a high level of confidence when teaching because learners were more engaged. 

The participants recognised their experiences as positive largely because the learners played 

an active role. Dewey’s theory of experience notes that growth is tied to experience and 

experience results in growth. Experiences resulting in growth are dependent on the relationship 

between the current experience and past and future ones. The interaction that teachers have 

within their teaching environment will depend largely on their experiences and continued usage 

will depend on their past experiences and this impacts the usage of their present experiences.  

In Q3 of the individual interview, the participants were asked to share experiences of 

technology use. Based on their experiences, the participants noted, “The technology itself 

worked extremely well, it ran smoothly, the learners were engaged, they were enthusiastic. 

They found the lesson interesting, it was interactive” (P1); “The strategies that worked well 

for me were the videos as it broke away from the monotony of the teacher talking all the time. 

I also incorporated games such as 30 seconds, scrabble, heads up, using my cell phone as well 

as flashcards and hangman. They were a huge hit amongst the learners” (P5); “When the 

learner is in the classroom, it is effective when using technology because many learners are 

visual learners. So when they are able to actually see the content of what you are teaching, 

looking at diagrams or looking at the actual text in video format, they are able to link up more 
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clearly with the block chain of themes related to the subject content” (P6); “Technology has 

helped save time with regards to not writing on the chalkboard, and it allows us to not turn 

our backs towards the learners and so we have face to face interactions.” (P7), “Learners 

were enthusiastic about different styles of teaching that were unfamiliar to them; they were 

more in tune with me in the lesson” (P8); and “In Literacy and Literature, it helps our learners 

understand, because they come from backgrounds where English is not their First Language 

and it becomes difficult for them to understand Literature, so when using devices like the 

computer or YouTube, our learners literally can go and find out and understand what is going 

on in the text, so it gives them a better understanding of the problem.” (P13).  

The participants’ sharing of their experiences pointed out that different methods and varied 

ways of teaching content in English classrooms worked well in keeping the learners engaged 

and enhancing their level of understanding. The teachers also recognised the time saving 

involved and the possibilities for interaction and collaboration amongst the learners and 

teacher. While teachers experienced what worked well for them, there were also problems 

experienced.  

In sharing their experiences in the individual interviews, participants also pointed to the 

barriers experienced. They noted that “I have large numbers in the classroom and use just a 

laptop without a projection screen. It limits the learners from actually seeing the entire visual 

on the laptop” (P1); and “There are technical difficulties as the school is under-resourced and 

I have to use my own data for streaming videos and carry my own cables, speakers and laptop” 

(P5). P6 and P13 also echoed the same experiences when it came to learners receiving 

information based on lessons via technological devices. They noted  

My experience is that, when learners are at home, it can be a little problematic 

especially if they don’t have Wi-Fi. They don’t have enough data to download 

documents or presentations so the information doesn’t reach everyone (P6); and 

I have experienced the use of technology as being hindered because of 

loadshedding, and learners who don’t have devices at home. I have found it difficult 

and so have the learners (P13).  

The participants’ words indicate that regardless of the technology in the classroom, many 

learners may face challenges once the work moves to their homes. Some may not possess such 

devices at home, and some may not know how it works if they have limited access to it. To 

overcome such challenges experienced by teachers, they often resort to textbooks and 
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worksheets as easier methods to get the work done. Like P13, P7 also mentioned problems of 

“loadshedding”, but also added experiencing “malfunctions or the devices becoming 

corrupted and poor connectivity.” P8 pointed out that, because classrooms were not set up for 

devices, teachers experienced barriers trying to “set up the technology in the classroom”. 

In Q3 of the focus group, the participants continued the discussion of their experiences. P7, 9, 

10, 11, 15, 16 and 17 reiterated previous sentiments, noting that what they experienced to work 

well was the positive responses received from the learners, how interactive and innovative 

lessons were, and how the classroom atmosphere changed positively, with learners being more 

attentive, excited and interested. The participants noted that “The learners pay more attention 

to visuals because some learners fall behind when you discuss verbally, so when they are 

watching something, I feel they retain more” (P10); and “I experienced that whenever I come 

in with certain technologies to use on that day, the learners are very excited, attentive, and 

they want to listen to everything that you have to say or offer in that lesson” (P15).  

However, there were also negative experiences as well. P7, 9, 10 and 11 shared that they 

experienced “a lack of resources” (P7); “technology that time-consuming to set up” (P9); and 

“having to use my personal laptop in a class that is huge, where the learners at the back only 

watch the visuals because there aren’t speakers to use” (P10). As was indicated in previous 

data generation methods, teachers again reinforced the issues of loadshedding, lack of 

resources and large classes (P11).  The problems noted by P16 and P17 were based on the 

learners getting too excited and thus creating a disruptive atmosphere in the classroom. “I 

experienced the learners getting overly excited which is useless because they miss out on 

learning points I’m trying to teach them.” (P16). P17 also shared a similar response noting, 

“they (learners) love to watch documentaries on sections I’ve taught, but they get too excited, 

they make noise, they laugh and talk by saying: ‘did you see that?’ or ‘did you see that scene 

earlier?’ and in doing so they end up disturbing the whole class.” This was a clear indication 

from certain teachers that learners displayed excitement when a new method of teaching was 

used in their classes. This is echoed in the 2017 study of Eickelman and Vennemann, which 

emphasised how learners were constantly engaged with the new technology and teachers 

noticed significant improvement and understanding. However, the Eickelman and Vennemann 

(2017) study did not highlight the disruptive effects of technology use in the classroom. It was 

evident that, while learners being excited in a class ought to be encouraged and channelled 

into creative responses, the teachers recognised these as challenges.  
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In Q5 of the individual interviews, the participants were asked to explain their experiences 

(both good and bad) of using technology in your English classrooms. The participants shared 

positive and negative experiences in their classrooms based on the teachers’ and learners’ 

attitudes and prior experiences of it. The participants explained how they experienced the 

benefits of technology in terms of teacher-learner engagement and classroom interaction.  

In the individual interview, participants pointed out the learners’ positive experiences of 

technology use in the English classroom and a teacher noted that, “Discussions become more 

interactive with learners, and I feel that more time is spent with learners now that you don’t 

waste time writing on the chalkboard” (P7). The increased interaction and the interactive 

nature of teaching and learning English became evident. Other teachers pointed to the role of 

visuals and visual literacy in the English classroom. They said, 

Learners were enthusiastic, interested, engaging, and it really was a fun lesson. If 

I could do all my visual literacy lessons using technology, that would be great. It 

helps learners work better with visuals and helps artistic learners who have a lower 

competency level in terms of reading and written work. Visuals help learners see 

the emotion of it (P1);  

The use of technology in the English classroom has had a huge positive impact on 

the teaching and learning process as learners enjoy visuals and they are learning 

in a fun and enjoyable way (P5);  

The good part of it is that you are reaching the learners who have difficulty in 

actually reading a text by providing a visual stimulation to the learners, for 

example the visual aid and technology that assists in projecting a particular text 

like Hamlet or The Picture of Dorian Gray (P6); and  

What works well for me is I was able to show the learners snippets of the movie, 

Tsotsi, so that they could visually identify the intensity of certain themes in the 

novel, like violence or gangsterism, which I think creates a more contextual 

learning space. (P8) 

Teachers’ explanations of their experiences emanate from their learners’ responses to the use 

of technology. When learners are enjoying a lesson and are actively involved, teachers, too, feel 

motivated by the experience. The visuals also help learners who think more visually and help 

them understand.  
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P8 also explained the effective use of technology to teach writing. P8 noted that technology 

was used to 

show learners examples of good writing. I find that with the chalkboard that is 

impossible and also with worksheets, it’s very time-consuming, so showing them 

an example of how to write a good essay and what is a bad essay through a 

projector is very effective and that worked really well in my class. Also, it reduces 

the strain on me in terms of running out worksheets. It’s also good to teach how to 

do mind maps and take notes. The chalkboard is not big enough to draw a proper 

mind map, but by using a projector, mind maps become very effective especially 

when characterising characters in the novels and set books we study.  

 P8 recognised the drawbacks to spending time writing on the chalkboard and understood the 

value of learners seeing what was being explained. Learners are embedded in a visual culture 

through television, gaming, and social media, so being taught through this medium becomes 

very effective. P13 also explained the experiences of using technology by saying, “the results 

speak volumes, learners literally understand better, especially when it comes to literature. 

Usually, they don’t or can’t understand the language that is being used in the literary text so 

it gives them the opportunity to understand it better and better explain their answers when 

asked questions.” It is evident from the responses from P13 point to a strong understanding of 

how technology supports understanding, especially in understanding language that might be 

difficult to comprehend.  

In the focus groups, similar responses were evident. They noted that “For me it is the learners’ 

reaction to it. They enjoy the lessons more and get more out of the lesson when we make use of 

technology compared to the chalk and talk. So the reaction and the experience I have with them 

is different and that’s positive.” (P9); and “The good experience that I have when using 

technology is seeing the learners faces light up when they see technology being used in the 

classroom. When we use a projector, which is not too often, they are very excited and they are 

very eager to learn” (P11). Again, like in the individual interviews, the teachers’ responses 

were largely based on learners’ reactions to the devices, which enhanced their lessons. Even if 

learners were not frequently introduced to technology in their classrooms, when they were, 

there was a more positive and interactive learning environment. P15, 16 and 17 supported these 

views, noting that “I’ve observed that the learners perform rather better in those aspects that 

were taught using some kind of technology because I think they have the vision in their heads” 

(P15); “I have a good experience with using audio clips to conduct my listening comprehension 
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lesson. Learners were excited and they were engaging” (P16); and “The good experience is 

that my learners really enjoyed watching Romeo and Juliet and they even make references to 

scenes, which was good and positive” (P17). The responses point to the importance of drawing 

on learners’ visual and aural learning styles. Learners were able to understand the content of 

the lesson better when listening and watching content related to their lesson and were able to 

be more interactive and provide more valuable feedback. This was of benefit to the teacher.  

However, these participants also shared their negative experiences of using technology in their 

English classrooms. P7 stated “The Media centre needs to be booked and moving to the Media 

centre takes up a lot of time and lesson time is lost.” As for previous data generation methods, 

teachers pointed to the need to use personal laptops without big screens, and using laptops 

without adequate sound (P10, P16, P17). P9 explained that, due to the lack of available devices 

at the school, technology use is not consistent and it does not happen as often as it should, 

where as a result, a lack of resources becomes the barrier. P11 described further technological 

barriers by saying that “we are faced with many barriers for example, when we have to use 

technology, the lack of reliable Wi-Fi is an issue so, when using YouTube to teach something 

and we have the video buffering continuously, that’s when we lose the learners’ attention.” 

P11 noted that, at times, and due to the poor connection he gets in his class, he has to use his 

cellphone to hotspot.  

The participants of this study noted that they were largely comfortable when using technology, 

learners were enthusiastic and found the lessons interesting when they used visuals, but some 

were easily distracted and were disruptive and noisy. The participants stated that technology 

use in their English classrooms saved time, and they were able to have more interactive lessons. 

Similarly, Coklar and Yurdakul’s (2017) study found that, when technology is used in the 

classroom, it increases learner interest, as they are attracted to the visual content as many 

learners are visual and aural, and this helps to develop the lessons actively and improved 

retention.  

However, the participants noted that, due to the lack of resources, technology use could not be 

consistent in the classroom as devices were limited in a class and it was not practical to use 

their own devices due to the large number of learners in the classroom. Loadshedding and poor 

connection were also other contributing factors noted by these teachers. The findings cited echo 

those of Ortega and Fuentes (2015), who found that teachers’ experiences are shaped by the 

availability of suitable resources, and the time required to set up devices which results in limited 
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teaching time. This relates to the study by Stover et al. (2015), who claim that, even though 

technology in the classroom provides an interactive approach between the teacher and learner, 

it is important to note that many schools around the world do not have or have limited access 

to technology in their classrooms, and therefore, that experiences and uses for these teachers 

will be poor. As a result, despite teachers finding technology to be beneficial, the lack of 

resources creates a negative experience, which results in teachers rarely using these devices. 

Even though these devices were working well for some participants in the study and benefited 

learners, it was noted that this was not a consistent method of teaching and this could not 

provide continuous value and progress to learners and the teacher. According to Hixon and 

Buckenmeyer (2009), in order for technology to work successfully, it is important that these 

challenges faced by teachers are overcome. 

The findings indicate that teachers’ past experiences (whether positive or negative) would 

decide their technology use in the future. Similarly, the theory of experience indicates that past 

experiences would shape present and future experiences.  Dewey’s ideas indicate that growth 

is tied to experience and experience is the vehicle for growth that enhances potential for further 

learning and development, and in order for an experience to result in growth, it must meet the 

dual criteria of continuity and interaction. Experiences will depend on past, current and future 

experiences, and continuity will be based on how these experiences have impacted the 

individual. In the research study, the experiences of the participants were both good and bad, 

however, due to the limited resources that teachers have in their classrooms, there is reduced 

use of technology in their English lessons. Ultimately, teachers will make pedagogical 

decisions based on their attitudes to technology and their experiences of technology.  

 

5.3.3. Theme 3: High School English Teachers’ Attitudes and Experiences of Technology 

and the way in which they Shape their Pedagogical Decisions 

A study conducted by researchers McCulloch et al. (2018) found that teachers’ attitudes about 

and experiences of teaching and learning impact their behaviour and teaching pedagogies in 

the classroom.  

The data from the three data generation methods indicate that the participants’ pedagogical 

experiences and attitudes toward technology affect their utilisation of technology in teaching. 

This means that teachers will bring their previous experiences with technology into the 

classroom, along with their knowledge, skills, and attitudes, which will determine their use of 
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technology as part of their pedagogy. These previous experiences of and attitudes to technology 

will determine whether technology features in their pedagogical decisions.  

In terms of pedagogical choices, it was important to establish what forms of technology were 

available for teachers and learners to use. Eight participants stated that their schools had access 

to technological devices at their E-Learning centres which needed to be booked. P4 noted that 

“Tablets are available for use by learners in the E-Learning centre. Laptops and projectors 

are available for use by educators via booking.” The participants shared that laptops were 

provided to each department, but these had to be booked in advance, projectors were available 

in selected rooms, and the E-learning centres (also referred to as the ICT Room) had devices 

such as smart boards, projectors, tablets and computers available to book, which could lead to 

scheduling conflicts. The participants noted that technology use as pedagogy was supported in 

their schools.  P11 stated that, “Technology is supported to a certain extent as my school would 

like for us to start progressing towards the use of technology in our lessons. However, due to 

financial reasons it is hard but they are currently seeking sponsorships”. P14 also stated that 

the school is in full support of technology use in teaching and learning, however it is only 

available to one room. P14 noted that “the school’s and principal’s approach is for the age of 

technology. However, the necessary devices such as tablets and projectors are restricted to 

certain rooms.”  Similarly, P1 noted that, “We have limited technology implementation.” This 

indicates that schools and principals perceive the usefulness of technology use for teaching and 

learning in theory, but in practice, it is not possible at all times.  

P5, 10, 11 and 14 also point to a lack of resources, saying “At the present moment, there are 

no resources available. There are many teachers in the department and it is challenging to 

share one laptop and projector” (P5); “Technology implementation is limited due to financial 

constraints and it is very difficult to secure sponsorships” (P10); “Technology implementation 

is supported to a certain extent. Due to financial reasons, it is hard but they are currently 

seeking out sponsorships” (P11); and “devices such as tablets and the OHP are restricted to 

certain rooms and gathering learners is a bit time consuming. In addition, Wi-Fi is not received 

in all classrooms” (P14). It becomes clear that pedagogical decisions are based not just on 

attitudes and past experiences, but on current financial realities in schools and classrooms. 

P2 shared another view. P2 noted that, “We do have internet access and the use of projectors, 

but it is difficult to actually create the time to utilise these facilities. I find is easier to just 

cascade this information to the learners via our class WhatsApp group for learners to view at 
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their leisure for exam purposes.” These words indicate that, despite having these devices, the 

participant found it difficult to create time within the lessons to make use of them.  

Answers in the open-ended questionnaire supported teachers’ answers in other data generating 

methods. Issues covered in the questionnaire included the technology available in schools 

(projectors, laptops, computers, tablets, screens, Wi-Fi, internet access to log on to YouTube), 

the limited availability of such resources, and the need for sponsorships in order to uplift their 

implementation of these devices in their English lessons. Crompton (2013) notes that although 

technology integration is perceived to be useful and advantageous, it may not necessarily be 

possible for all teachers due to a lack of technology integration. Theoretically, the change in 

pedagogy for teachers is ideal, but in practice, the opportunities offered are limited and this 

determines teachers’ attitude toward integration (Zheng & Huang, 2014). In terms of the TAM 

model, teachers’ attitudes are determined based on their ease of use when integrating 

technology and in the case of the participants, they each face some challenge or the other. 

In terms of actual technology use in English lessons, in Q5 of the open-ended questionnaire, 

participants were asked to state the aspects in English for which they use technology. All 14 

participants stated that technology was used mainly for literature lessons as well as for other 

aspects of English such as language, writing skills, advertising and cartoons, and oral 

presentations. P5 stated, “Literature, especially poetry. Learning about the poet’s background 

and a visual analysis helps learners follow easily, breaking away from the monotony of the 

teacher explaining line by line.” P10 also shared a similar response, noting “I use technology 

to teach set books as I can play the movie version of a novel which allows learners to retain 

information better as many are visual learners. PowerPoint presentations are used to explain 

poetry, and the background and characters.” However, P8 mentioned that, while literature is 

often taught using technology, he also integrated technology into other lessons. P8 noted, “I 

use technology for all aspects of English. Whilst literature, such as novels, plays and poems 

are popular aspects, I found that language aspects and creative writing skills worked really 

well on projected PowerPoints and other creative ways to teach such skills.” These participants 

found technology to work well in aspects of literature, mainly poetry, novels, and plays, which 

helped aid the understanding for learners when it came to understanding the contexts of these 

texts. It was also mentioned that learners retained information better when technology was used 

to teach literature lessons and teachers found the learners to be more engaged as compared to 

using more traditional methods of teaching literature. Based on the findings from the open-
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ended questionnaire, all 14 participants shared similar understandings of technology use in 

their English classrooms.  

The individual interviews provided further information on how English teachers use 

technology in their English classrooms.  As stated by some of the participants: “I have used 

my cellphone and my laptop to conduct lessons using YouTube videos to teach aspects of 

language such as adjectives, idioms and songs that were chosen for my learners’ levels” (P5); 

“We have used PowerPoints, videos, and oral presentations that learners incorporate as visual 

aids. I’ve utilised cellphones and WhatsApp chats for sharing documents and voice notes with 

learners.” (P6). Many participants also used technology for oral presentations, where P1 

indicated devices used was slideshow and videos demonstrating to learners what advertising 

and visual literacy are, and P1 used visual elements to explain the advertising principles, such 

that learners could understand better. In the focus group, many responses from previous data 

generating methods were reiterated. However, they also included the use of the radio for 

listening comprehensions.  

In Q6 of the open-ended questionnaire, the participants were asked, in an ideal situation, how 

technology would be used in the English classroom in order to optimise teaching and learning. 

Each participant stated that they would use a device for various elements of English such as 

literature, poetry, drama and writing skills to identify spelling and grammatical errors, to show 

how summary writing is done, or even to teach language aspects to show the link, for example, 

between language and advertisements or cartoons. P3 stated that, in an ideal situation, learners 

would be shown visuals of what was in a text and short clips of the movie for literature to 

explain certain parts to a novel, play or poem. P4 stated that ideally “activities for learners 

should be uploaded on a portal” for easier access and reference to what was taught in that 

particular lesson. P5 further added, “I would use videos to teach certain aspects of language 

and poetry and also song lyrics to teach certain aspects of language. I would also like learners 

to use tablets and introduce games in small groups to teach language aspects such as 

adjectives, nouns etc.” P8 noted that, “It is reinvigorating for me just to think about an ideal 

situation in which I can use technology. There are so many ways that I can implement 

technology - PowerPoints, visual literacy activities, songs, and showing learners what a good 

essay looks like versus badly written essays. Learners do not see the value of worksheets 

anymore. They throw them away. In an ideal world, learners can research in class and watch 

videos of lessons instead of listening to me all the time” (P8). P11 stated that “My ideal 

situation would be to be able to teach using a smartboard, as you are able to play videos, show 
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PowerPoints, play informative and educational games.” and P14 shared, “Ideally, I would use 

technology in the introduction of my lessons, as learners now get to put a visual element to the 

text. It can lead to a more captivating and attention grabbing lesson for the learners.”  

These participants have all stated in their responses how any form of technology can ideally 

enhance their lessons as well as their learners’ learning experiences. Therefore, it is evident 

that teachers were fully aware of the benefits technology brings to the lessons and ideally would 

want to have such devices in their English classrooms to help aid in the lessons conducted. By 

allowing them to share, they were able to imagine enhanced pedagogies and recognised how 

teachers and learners would benefit.  

The participants were asked to explain, in Q8 of the open-ended questionnaire, how they as 

teachers teaching English in the 21st century, were providing the knowledge, skills and values 

to learners so that they would be able to leave school with the requirements to succeed outside 

school. All participants believed that their learners should be able to take away life lessons, 

morals and values, as well as a skill that can be used in their careers, especially where 

technology was involved. The responses from the participants were as follows: P1 noted,  

I have instilled in learners that when they leave my class, they must take away three 

things: 1. learn something about life; 2. learn something about the world; 3. learn 

a skill in English, so that when they are out in the world living life, they will 

communicate well in English. 

 P2 stated,  

I teach my learners how to communicate. I also attempt to instil morals and values 

via messages and lessons learned from the literary texts. I also encourage learners 

to utilise technology in their oral presentations.  

P3 noted,  

Teaching them literature, it’s a mirror to their lives - the morals, values in texts. 

Formats for letter writing and emails help them in the real work world, speech 

skills to speak on public platforms, and language aspects to enable them to 

construct proper sentences when speaking and writing.  

P6 shared,  
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I engage with learners on various platforms. I ensure that they have the ability to 

critically engage in meaningful conversations and present themselves responsibly.  

 P9 stated,  

I encourage creativity, because I think it is important in life. Critical thinking is a 

skill that is required for life and I always try to develop it in learners. 

Communication skills are essential, because learners must be able to express 

themselves accordingly.  

From these responses, it is evident that a teacher’s role in the classroom is not just to deliver 

the content of the lesson as per a textbook, but to also ensure that when learners leave their 

classrooms, they are not just taking away the knowledge of the lesson, but the skills which they 

can use outside of the classroom and which will be of benefit to them. While the participants 

previously expressed the importance of learners having knowledge about technology and how 

to use it, in this question, the focus was not explicitly on technology, but on other important 

skills. These skills included communication and speech skills, inculcation of morals and values, 

and the importance of creative and critical thinking. Thus, while technology was recognised as 

beneficial to learners, it was just one form of knowledge and skill among many other forms of 

knowledge, skills and values.  

In Q9 of the open-ended questionnaire, participants were asked to share how the many forms 

of technology (resources) that learners have access to are capitalised on in their English 

classrooms. Each participant stated that technology had helped in many ways by allowing 

learners to connect with each other, work with each other interactively, engage with the topic 

and texts for discussion, and share work and resources amongst learners. P1 and P2 stated that 

technology as a resource helped the learners to understand, peer teach, as well as interact 

effectively. Learners are also required to utilise technology in their oral and group presentations 

in the classroom as reference to their piece of work, which created a highly interactive and 

engaging environment (P2). P3 however, stated that learners are not just allowed to use 

technology when they want to but strictly when they need to do some sort of research. P5, 6, 

7, 8. 9 also stated that technology as a resource was useful for sharing information amongst 

learners on chat groups, “I have created a learner group on WhatsApp to share resources and 

interact with learners during the holidays to assist with remediation and enrichment. Learners 

appreciate this and there has been an improvement in lessons being more learner-centred.” 

(P5). P9 also shared that learners were allowed to complete their homework and send it to her 
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via WhatsApp, because this makes it easier to identify their mistakes and then rectify them. P9 

also stated that“ I used it as a communication tool to assist them with additional work should 

they require it. I also use WhatsApp for reminders about assessments and other important 

dates.” Each participant emphasised that on the chat groups they have created for their subjects 

and grades, vital information and notes are sent to learners to read through and complete if it 

is not completed at school. It also allows for interaction to take place and learners can gain 

clarity on any aspects that are confusing and teachers have the opportunity to respond with 

clarification to their learners. It is very clear that teachers utilise WhatsApp groups most often 

and appear to capitalise on the benefits of a WhatsApp group to enable communication and 

clarification. 

In Q11 of the open-ended questionnaire, the participants were asked for their views on 

NOTICE 752 of 2010: Department of Basic Education (DBE) ‘Action Plan to 2014: Towards 

the Realisation of Schooling 2025’, where one of the 13 Goals is “to Increase access amongst 

learners to a wide range of media, including computers, which enrich their education”. All 

participants stated that technology integration in schools to enrich education amongst learners 

is an excellent idea, noting that it is vital for technology to be a part of the curriculum, and it 

will benefit future generations. However, as positive as these participants were towards the 

proposed goal by the DBE, many of them were also doubtful as the government has not many 

schools to date have devices to hand. Most of the devices at these schools have been through 

sponsorships, so teachers were not hopeful that this goal would be implemented. The responses 

shared by the participants were as follows: P2 states that, “I view this as a far-fetched goal due 

to the financial constraints being experienced by the Dept. of Education. Security at schools is 

also a serious challenge, with computers being stolen, Wi-Fi signals not reliable; hence my 

decision to cascade information to learners via WhatsApp from my home as almost all senior 

learners have access to cellphones. Perhaps the Dept. of Education should be utilising this 

form of technology as most learners have cellphones.” P3 believed that this was not practical 

especially for public schools, noting, “That would be ideal in a private or model C school, but 

for a public, fee-paying school, it’s not practical. If the department provides this for every 

learner, teaching and learning would be great. Until this happens, traditional teaching and 

learning would continue.” P5 noted that “It is an excellent idea on paper. Implementing this 

idea at schools may be a challenge. Learners have a lack of respect for school property given 

the pathetic conditions of textbooks at the end of the year. Vandalism and irresponsibility is 

second nature to many learners at our school. Despite having a fully equipped E-Learning 
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centre at the school, it has not enriched learning. No amount of innovative learning and 

teaching can change the mind set of learners that lack inclination and motivation to learn.” P8 

stated, “I would really love for this goal to be achieved but by 2025? As time goes by, the vision 

of implementing technology goes further away from our grasp due to other issues that arise 

such as overcrowded classrooms, corruption in the system, and issues of energy that seem to 

worsen. On paper it seems noble, but in reality it seems that the people in power like to keep 

our children in poverty.” P9 believes that this is a beneficial initiative, but also has her 

concerns, noting “Wonderful initiative. If learners and teachers had access to online learning 

during COVID-19, then teaching could still have taken place. However, that was not the case 

in the majority of the schools. The DBE has often made promises like these or set goals such 

as these but often failed to deliver. I would love if this goal was achieved, however I doubt it 

will.” P11 stated, “I do share the same sentiments as we are living in the 21st century and the 

4th Industrial Revolution (4IR) is eminent, however, the cycle of poverty and lack of 

infrastructure hinders this idea and progress of achieving this long term goal.” These 

responses from the participants all related to one another. Many are in favour of this vision and 

goal by the DBE but have very little faith this will come to pass for future generations, as 

economic oppression remains widespread. The responses indicate that teachers are very aware 

of the realities of their situations. They are also aware of many unfulfilled promises in the past. 

Overall, they do not appear to be optimistic that technology integration in its fullest form will 

be realised in the near future.  

In Q10 of the individual interviews, the participants were asked to share their opinion of what 

would be the ideal way that technology could be integrated into English classrooms to support 

teaching and learning. Each participant wanted to embrace technology, which meant that each 

teacher wanted to have technological devices in their classrooms, so that not only would they 

have the theoretical knowledge to learn, but also the skills that go hand-in-hand with it. The 

participants also felt that technology would aid in better performance for learners, teachers’ 

paperwork would lessen, and they would be able to keep up with educational and technological 

advancements. The responses were as follows: P1: “In the future, as English teachers, we 

would like more screens, projectors, laptops, iPads so that learners are able to source material 

for their work, use resources as materials from different sources and learners could actually 

use technology in the classroom to get a better understanding of the English language.” P5 

noted that “The ideal would be for teachers to become equipped with the necessary skills 

needed to incorporate technology in the classroom. I think professional development should be 
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an ongoing thing for teachers and every classroom should be equipped with a projector, laptop, 

speaker, Wi-Fi or fibre connection to enhance teaching and learning and learners should also 

be given an opportunity to use tablets in the classroom and have online activities to engage in, 

as we are all trying to move away from worksheets and activity books. Going paperless in this 

day and age is one of the ways to minimise learners from leaving textbooks at home, so I think 

technology would definitely have a huge impact on learners in a positive way in the 

classroom”.  P7 also shared a similar view, noting that technology needs to be present in a 

teacher’s classroom and a classroom climate must be created where technology is integrated 

into lessons and further added that, “English lessons would become more interactive and 

instead of making learners only read novels, they can also watch the movies based on these 

books and plays in class to reinforce what the novel is about. Also policymakers need to ensure 

that every school has some sort of technological device installed in all classrooms.” P6 noted 

that, “I would say the first point is access for every educator to PowerPoint presentations and 

also having proper networking systems at the school, having access to Wi-Fi in every 

classroom for the teachers so they are able to search for resources, and YouTube videos on 

particular sections in English. So if you are teaching a particular section in English like how 

to conduct an interview, you can show the learners visually how it is done instead of depending 

only on theoretical knowledge. So when they are being tested on it, they remember visually 

how a particular aspect is done and can apply this to their work. Technology just enhances 

everything.” P6 also stated that when learners watch videos of, for example, a language aspect, 

or writing skills, such as how to write an interview, technology helps them to visualise the 

principles being taught. P8 also explained how vital it is for teachers to be equipped with the 

necessary tools such as a projector, computer, whiteboard or a laptop to conduct lessons, as 

that is the way forward with many other countries around the world. He also went on to say 

that, “I think that as a developing country and a developing schooling system, we really fall 

short of where we should be and that hampers our performance in class.” P12 believed that 

technology must definitely be implemented and integrated in English classrooms, and schools 

need to embrace the 4IR so that learners, who are technological savvy, will be able to embrace 

this new method of learning with more understanding of the topics being taught.  

In the focus-group interview, the participants echoed many of their sentiments in the 

questionnaire. P7 stated that support needed to come from the Department of Basic Education, 

so that resources may be provided to schools. Likewise, schools need to encourage the use of 

technology so that teachers can be technologically informed, and practice the use of technology 
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in their lessons, which would result in better teaching and learning. Participants 9, 10 and 11 

stated that school managements needed to play a very pivotal role in ensuring that technology 

was being used by teachers. P9 explained, “I would say that the management needs to 

encourage the proper use of technology in our classrooms/school. They need to try to secure 

sponsorships for technological devices as well. They have to fill in the relevant forms, they 

have to attend workshops, they have to send teachers for training. So I know for a fact that 

management puts a lot of effort and a lot of time into trying to advance schools with technology 

and although it does not always work out, I do feel that they do support it 100%, and they 

would like for us to use it more in the classroom. They do try to make it available and try to get 

the necessary resources for it.” P10 also shared the same belief when it came to the support of 

the management at the school. He also added how both the school and community play an 

active role in trying to secure sponsorships to help benefit both the teacher and learners. P11 

explained that, “Management encourages technology in the classroom just as we do. They also 

know that learners retain information better through visuals.”  P11 also added that despite the 

school securing a sponsorship for a different subject, was hopeful that they would also receive 

a sponsorship for their English Department. P15 added to P7’s responded that the Department 

of Basic Education needed to provide these resources to schools, so that there are enough 

resources for all. P15 further added that teachers need to be trained in order to carry out their 

jobs well and utilise these resources effectively. P13 also added that, while an E-Learning 

centre is available at the school, tablets are not being used by the learners, which defeats the 

purpose of even having such devices. P13 mentioned that there are not enough tablets to cater 

for an entire class.   

From the responses received from the focus-group participants, it is evident that technology 

plays a vital role, but that it depends on the availability of resources to the schools, and the 

support received from the Department of Basic Education and school management. The 

participants in this interview clearly stated that support is received by teachers from their 

management, but also needed support of complete suitable resources by the government, as 

well as teacher training, so as to aid better instruction and delivering of lessons. Aligned with 

this study, Tondeur et al. (2017) found that there is a close relationship between teachers' 

experiences and attitudes, and their pedagogical decisions when it comes to the use of 

technology, if teachers are given appropriate access to technology. In the current study, 

teachers had a positive attitude to the use of technology in their English classrooms, and were 

able to perceive its usefulness. However, the limited resources were a challenge to them, and 
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thus there was not a perceived ease of use of technology. This is of concern for pedagogical 

decisions and thus, for teaching and learning.  

As technology is advancing, teachers need to familiarise themselves with and use the various 

types of technological devices available, which help acquire the pedagogical possibilities 

through technology (Dong & Newman, 2018). Dong and Newman (2018) add that teachers 

have to be willing to constantly develop their pedagogies when it comes to technology, due to 

the developments occurring regularly. The teachers in this study explained that they were 

willing to integrate technology into their teaching pedagogies, especially with learners being 

technologically savvy, and for that reason, ongoing teacher development is imperative. A study 

by Prestridge (2014) argues that, even though teachers are faced with many barriers to teaching 

using technology in their classroom and the school context, it is important that they overcome 

these barriers and become the agents of change, especially in a rapidly changing world. In this 

study, we are able to understand how the teachers, despite having limited devices and other 

technologies, are able to utilise their own devices in their classrooms to try and deliver their 

best possible lessons.  

The participants were asked in Q7 of the open-ended questionnaire to share how their views 

on technology use supported and complemented English lessons, as compared to more 

traditional ways of teaching English. From the 14 participants, only two stated that technology 

integration takes away the value of lessons where learners need to learn critical and analytical 

skills which cannot be taught with technology alone. P3 explained in her questionnaire that, 

“Nothing beats using a hardcopy of the text when reading, teaching and studying. Asking 

learners to download and read doesn’t work - poor families, no data, but they would read 

worksheets given.”, and P5 notes that “English requires more traditional methods of 

development of critical skills and analytical minds.” What the two teachers are indicating is 

that they are convinced in the success of print and traditional methods to teach skills needed in 

an English lesson. While P3 points to economic reasons, P3 still emphasises the need for a 

hardcopy to teach English skills. P5 appears to equate critical skills and analytical minds with 

traditional methods. As these responses were written in a questionnaire, it was not possible to 

ask follow up questions as to how such ideas might be implemented in practical terms.  

Another factor noted was that learners at many public schools may not be technological savvy 

as they do not have access to certain devices. Five participants explained that both technology 

and traditional methods ought to work hand-in-hand, as they are equally imperative and of 
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benefit to both teachers and learners. P5 stated that technology creates an opportunity for 

different strategies and methodologies to be introduced whilst also working with traditional 

methods. P8 also explained,  

I think technology should complement traditional ways of teaching English by 

integrating worksheets, chalkboards and textbooks. Different stages of the lesson 

can implement different resources to enhance learners’ overall English skills, 

whilst technology keeps learners attentive and engaged in the lesson. Technology 

does not solve all literacy problems, but it is an important feature that could 

improve the poor performances of the majority of learners today. In view of the 

vast financial and social inequalities among learners, a complete technological 

revolution in schools is not practical. I feel there has to be a balance. 

P12 and 13 also explained that both methods of teaching are necessary as one cannot exist 

without the other. P12 stated, “You need to talk through a power-point presentation and a 

learner cannot understand by just viewing, they need a book to write down and make reference 

to.” Seven participants (P2, 4, 7, 9, 10, 11, 14) explained that the use of technology is beneficial 

and improves the teaching and learning process.  

However, P7 stated that technology is “faster, easier, less complicated and there is better 

engagement with learners as it allows them to have access to what they need and when they 

need it as opposed to traditional ways of teaching.” P10 noted that technology is “modern and 

it is something learners prefer, because they are connected to the modern world.” P10 also 

added that learners tend to be “active in the lesson, disciplined and retain information faster.” 

P11 stated that,  

Traditional methods are mundane and outdated as it only gives learners one 

perspective. Whereas, if you show them videos and allow them to search using the 

internet during a lesson, they are exposed to a variety of perspectives and learners 

tend to be more interactive in the lesson and feel motivated to ask questions during 

the lesson. 

Similarly, P14 noted that “we are now in the 4IR and it is necessary as teachers to expose 

learners to technology at an early age so this can be of great benefit to them”. Lastly, P9 

explained how technology is a “great teacher tool and improves learners’ ability to understand 

concepts as learners tend to also like the technology more than traditional forms of teaching.” 

The sentiments cited above indicate the participants’ attitudes towards and experiences of 



129 
 

technology and traditional methods of teaching. However, it becomes clear that the majority of 

the participating teachers believed that technology plays a significant role in the English 

classroom for both teachers and learners.  

In Q9 of the individual interviews, the participants were asked to explain to what extent they 

shaped their English lessons to include technology. From the six participants, two stated that 

they use very limited or minimal use of technology in their classroom English lessons. P1 

stated, “I do use technology, however, I do not engage my class in it 100%, so basically I use 

technological devices for my lessons but the learners do not get the full use of it, unfortunately”, 

and P6 explained that  

It isn’t to a large extent, but I do use it to a limited extent to enhance what I am 

doing. I think it is because of the subject content, but I do encourage it in my oral 

lessons in terms of learners doing oral presentations and teaching them how to use 

a visual aid because using a visual aid has become a compulsory component of 

English home language. So encouraging them how to use a visual aid is vital. It’s 

not just putting up a presentation or a video with the projector and laptop and then 

delivering your speech, but making regular reference to the presentation. But I 

don’t rely on technology heavily as a starting point in my lessons, but more as a 

summary of what I’m teaching.  

P1 and P6 state that technology does enhance the lessons, but only to a certain extent, as they 

are not reliant on technology for their entire lesson, but only during certain parts of the lesson. 

However, participants 5, 7, 8 and 12 stated that technology is used in their lessons for purposes 

such as language and literature. P5 explained how she wished that, during her own schooling, 

technology was an option for her to learn in such a manner that her performance could be better 

at school. P5 further stated that,  

Textbooks alone cannot equip us for the real world because theory goes hand-in- 

hand with practicals, and I want to be a better teacher for my learners; so by 

upgrading my skills and bringing in new strategies into the classroom, it would 

ignite interest in the subject and the learning in all learning areas. My lessons are 

structured in a way to incorporate different strategies for teaching a particular 

lesson using different technological devices. 
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 P7 indicated that “I use technology to shape my lessons in language and literature to create a 

visual, audible and realistic lesson, to help learners be a part of it and to bring about group 

work as well as show them slideshows” and P12 stated,  

Literature is one of the biggest sections that I do use it for. But also in our language 

lessons, for different parts of speech, understanding words, and how to construct 

sentences. It helps using technology because it’s not just a teacher standing in front 

and teaching a lesson, it literally shows you how these words are constructed and 

YouTube has a plethora of different ideas on how to do it so using technology 

definitely helps our learners. 

The teachers cited above recognised the benefits, in real terms, of technology integration into 

their pedagogical decisions. P5 aligned technology integration to pedagogy and to becoming a 

better teacher. Similarly, the other two teachers cited pointed to drawbacks in traditional 

teaching and knew where and how to access effective technological resources to enhance their 

pedagogies.  

However, P8, while indicating his previous effective use of technology, pointed to a personal 

contextual barrier to technology integration:  

I used to use movie clips of novels and Shakespeare – they were very popular. I 

think teaching Shakespeare using those YouTube lessons were very effective, so 

when I used to use technology, I used them to shape my lessons with integration of 

those clips and also some writing skills. But recently, I don’t really shape my 

lessons according to how I could use technology. I try not to do that, because I 

know technology is never going to happen fully in my class. There’s also another 

story about how my projector that I used got stolen, so I think that also shapes my 

attitude now towards using technology and using my personal funds to replace 

items. I feel that while it may be appreciated, it did not fit the context in which I 

teach because of the criminal elements that exist there. So yes, maybe technology 

would be good, but I think the context is a serious factor. So I don’t shape my 

lessons currently to include technology, instead I use existing traditional resources, 

like worksheets and the chalkboard. There’s not even a whiteboard to conduct my 

lessons.  

P8’s negative experience has shaped both his attitudes to technology and his pedagogical 

decisions. While he knows that technology is useful in a classroom, technology is not perceived 
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to be user-friendly in the context in which he works. He, therefore, reverted to his traditional 

ways of teaching. Thus, while teachers recognised the benefits of technology and had 

experienced positive lessons using it, their attitudes and pedagogical decisions were shaped by 

their past experiences of technology use and their current contextual conditions.  

TAM and the theory of acceptance proved useful to understand teachers’ attitudes to 

technology use, and the way in which their experiences decided their pedagogical decisions. 

This study also explains and confirms the findings of earlier studies (such as Wong, et al., 

2010), who found that technology’s perceived usefulness (PU) has both direct and indirect 

impacts on behavioural intention. Therefore, educators were more likely to use technology in 

their lessons if they believed it would be beneficial and a significant means to provide and 

enhance teaching and learning. In the current study, PU indicated how teachers experience 

technology usage in their English classrooms, and the contribution it makes to their lessons and 

whether or not continued usage will occur due to their attitudes based on it. It was evident that 

teachers’ attitude towards technology was positive, but that they faced barriers with integrating 

technology so that also played a role in their behavioural intention. In other words, they lacked 

PEoU.  

From the responses obtained from the data generation methods, in relation to the theory of 

experience, the interaction with technology also served as a way to interact with these devices 

within the context by testing them against traditional methods, and understanding their 

experiences as they actively constructed meanings. Through their experiences of interacting 

with technology, they were becoming agents of their own teaching methodologies, rather than 

passively absorbing the norm of teaching traditionally. When new teaching methods work well 

for teachers, they will most probably continue using the methods. Continuation then results in 

a favourable experience. However, if the opposite is true and experiences are negative, then 

interaction and continuation with new methods will stop.  

 

5.4. Conclusion  

This chapter has presented data generated from the participants using an open-ended 

questionnaire, individual and focus-group interviews. Themes were developed to explore the 

participants’ understanding of technology, including their attitudes and experiences, and how 

such shape their pedagogical decisions. Each response was analysed and supported with the 

relevant literature and theoretical framework that underpinned this study.  
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From the findings in the data, it is evident that the participants had a positive attitude towards 

the use of technology, but also faced contextual barriers in their classrooms, which created a 

challenge when utilising technology. The majority of the teachers in this study had a positive 

attitude to technology and many had positive experiences with it. However, challenges to 

implementation were evident.  The teachers also saw the benefits that came with technology in 

their classrooms amongst the learners, and overall teaching and learning, and the ways in which 

it enhanced their teaching pedagogies.  

Chapter 6 summarises the findings, considers implications of the study, identifies limitations, 

and makes recommendations for future studies.   
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CHAPTER 6 

SUMMARY, IMPLICATIONS AND CONCLUSION  

 

6.1. Introduction 

In this study, the main aim was to understand high school English teachers’ attitudes and 

experiences when using technology in their English classrooms and to ascertain how, if at all, 

it shapes their pedagogical decisions. An interpretive paradigm, qualitative approach, and case 

study design was used to conduct the study, and three data generation methods, which were an 

open-ended questionnaire, individual interviews and focus group interviews were used to 

generate data. The study worked with 17 teacher participants at three participating schools. All 

participants shared their attitudes and experiences, including the opportunities and challenges 

they faced when using technology in their classrooms. Additionally, like the literature reviewed 

for the study, it was established that technology integration during teaching is influenced by 

several contextual factors. 

This chapter summarises the main findings of the research study, in light of the research 

questions. Implications drawn from the study will be explored, limitations encountered will 

also be outlined, and finally, recommendations for future research will be suggested. 

 

6.2. Main Findings  

Below are the main findings based on the research questions:  

6.2.1. High School English Teachers’ Attitudes, with Reasons, to Technology Use in the 

English Classroom 

The first research question sought to understand teachers’ attitudes towards technology use in 

the English classroom. The study has shown that most of the participating teachers had a 

positive attitude towards technology use in the English classroom. The participants understood 

that technology was an effective tool in teaching and learning as it greatly enhances the lessons, 

making learners more actively engaged, and creating an interactive classroom atmosphere 

amongst both teachers and learners. The teachers also recognised that in a dynamic teaching 

and learning environment, it is imperative to keep up-to-date with the latest advancements to 

enable greater engagement and efficiency for teachers and learners who use it.  
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While teachers displayed a positive attitude towards technology, there were many contextual 

factors that influenced their attitudes towards implementing continuous usage of technology in 

their English classrooms. Such factors resulted from a lack of technological devices in their 

schools and classrooms, the lack of technical support should they experience difficulties in 

their lessons when using technology, the fact that it is time consuming to move from their 

classrooms to the designated media or e-learning centre to make use of some of the devices, 

and the challenge of sharing devices should multiple teachers want to use the room or devices 

at the same time. Thus, while teachers are generally positive about technology use and 

recognised its benefits, the challenging contextual factors often prevented its use.  

6.2.2. High School English Teachers’ Experiences, with Reasons, of Technology Use in 

the English Classroom 

The second research question sought to understand teachers’ experiences of using technology 

in the English classroom. While some teachers had positive experiences, there were also many 

negative experiences of using technology in the English classroom. When using technology, 

the teachers experienced their learners being more engaged, and they experienced technology 

facilitating better learning. They also realised that it was a method of preparing learners for a 

more technologically advanced world. They further experienced a sense of confidence when 

delivering the lesson because they had the knowledge of technology, due to training received. 

The teachers also stated that when they used technology they experienced being more creative 

with their lessons by using methods they would not generally use with traditional methods.  

However, the teachers also shared their negative experiences, which impacted their use of 

technology in their classrooms. Such experiences echoed their attitudes to technology brought 

about by a lack of facilities, the sharing of devices, and the time constraints associated with 

moving to get to the required venues and devices. The teachers also pointed out that they 

experienced uneven availability of resources, with some learners having devices and others 

who did not. Despite teachers being open to the idea of technology, and thus having a positive 

attitude towards technology integration into the lessons, the teachers felt that their experiences 

were largely negative, due to the many barriers faced.  

6.2.3. How High School English Teachers’ Attitudes and Experiences of Technology 

Shape their Pedagogical Decisions 

The third research question sought to understand how teachers’ attitudes and experiences shape 

their pedagogical decisions. The data was clear that overall, teachers had a positive attitude 
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towards technology, and some teachers had positive experiences when integrating technology 

in their English classrooms.  Teachers in this study were willing to integrate technology in their 

pedagogies as they were aware that of the enhanced learning opportunities it could provide to 

learners. The teachers also acknowledged that technology use would empower them and enable 

them to innovate their teaching practices and enhance engagement. However, the integration 

of technology in pedagogy depended on the availability of facilities and devices to allow for 

continued usage. Overall, despite understanding the benefits of technology to their pedagogical 

practices, more teachers chose tried and tested traditional methods over more modern methods 

involving technology. However, they did emphasise that if technology were integrated into 

their classrooms, they would engage fully with it. 

 

6.3. Theoretical Implications  

This study was underpinned by the technology acceptance model (TAM) proposed by Davis 

(1986) and the theory of experience proposed by Dewey (1938).  

TAM was useful in explaining and understanding the research questions based on teachers’ 

attitudes to the use (ATU) of technology in their English classrooms and in their teaching 

pedagogies. The model and its key concepts, perceived usefulness (PU) and perceived ease of 

use (PEoU) were key determinants to explain their acceptance and adoption of technology 

(Venkatash & Davis, 2000), and were seen as the main determinants of the teachers’ positive 

and negative attitudes towards technology in the English classroom. As per the model, teachers 

have perceived these devices in their classrooms as useful as a way to save time in certain 

aspects of English lessons and are aware that technology allows lessons to be visually engaging. 

However, the theoretical implications also explain why teachers have a low usage of 

technology in their classrooms due to the non-availability of devices in their classrooms and 

therefore, the perceived ease of use may not be experienced by teachers. In fact, technology 

use is challenging due to the various contextual barriers. 

The findings from the research study indicates a strong correlation with the theory of 

experience by Dewey (1936). It is evident that learners benefitted from technological devices 

utilised in the classroom as they were actively engaged, which allowed them to construct their 

understanding of concepts and develop practical skills, which is central to Dewey’s (1936) 

theory. However, the study also revealed that, despite technology being effective in promoting 

the teaching and learning outcomes, the participating teachers’ experiences could be explained 
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by Dewey’s (1936) ideas about interaction and continuity. Teachers explained that their 

interaction with technological devices was positive, because it helped to create a more 

interactive and engaging teaching and learning environment, but that their experiences did not 

positively impact continuity. While their interactions with technology positively impacted their 

pedagogy, the contextual barriers they faced led to their resorting to traditional methods of 

teaching as technology use was not ongoing and sustainable. Therefore, for technology to be 

used in the future, it has to be formalised in the education system, and schools need to be fully 

resourced to engage with it, or teachers will base their future experiences on past experiences, 

which indicate a lack of adaptation.  

 

6.4 Implications for Policy  

The implementation of technology in the English classroom can have several policy 

implications. In light of the study, it becomes clear that a number of important policy changes 

need to be made. These changes align with those of UNESCO (2013), and include:  

• Infrastructure investment - If technology use in the English classroom becomes a 

requirement, then policies need to be enacted to ensure that schools have adequate 

infrastructure, such as internet access, computers, tablets, whiteboards, among others, to 

support technology integration. 

• Teacher training - Policies should mandate continuing professional development for 

teachers to learn how to effectively integrate technology into their teaching practices. 

• A digital literacy curriculum - If changes need to take place and technology is recognised 

as imperative in schools to prepare learners for a digitally modern world, then a curriculum 

that includes digital literacy skills is important so both teachers and learners are able to 

effectively navigate and utilise technological tools for teaching and learning. 

• Accessibility - Policies by the Department of Basic Education should address the 

accessibility issues that schools face when it comes to technology integration and to ensure 

that schools have the access they need, so technology tools may be used by teachers and 

learners. Aligned with accessibility is equity. Warschauer (2003) emphasises that 

educational policies should aim to bridge the digital divide by ensuring equitable access of 

technology in all schools.  

• Integration with pedagogy - Educational policies set out by the Department of Basic 

Education need to encourage the integration of technological tools in alignment with 
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pedagogical goals (Selwyn, 2011) rather than just using technology without preparing 

teachers and learners for a digital world.  

Unless the government adapts to these changes regarding technology and finds methods to 

introduce its use, these goals regarding technology integration in schools and classrooms 

will not be attained. 

 

6.5. Methodological Implications  

The use of the interpretive research paradigm proved effective in understanding the nature of 

the research topic which explored understandings of technology, attitudes, beliefs, experiences, 

and perceptions. This allowed for better meaning through the interaction of participants from 

the data generated. This provided insight and information on the attitudes and experiences of 

the teachers regarding the use of technology and addressed the research questions of the study 

which helped achieve the research objectives. The qualitative research approach helped to 

generate rich, in-depth data, in participants’ own words, which helped to understand the 

attitudes and experiences of the teachers when implementing technology in their English 

classrooms. This helped the researcher to understand the challenges and benefits that were 

experienced by high school teachers of English. The case study research design helped the 

researcher to ask “how” and “why” questions and thus enable deep understanding of the issues 

being studied.  

The issues of trustworthiness were supported by the sample methods used, which were well-

suited to the research questions and objectives of the study. Credibility was ensured through 

combining the different sources of evidence, which helped enhance the study through cross-

verifying the results and understanding the different perspectives of the participants. 

Transferability was enabled by providing detailed descriptions of the setting and participants 

so that the readers could make connections between this study and their own experiences. The 

study aimed to be transferable, so that it could be applied to other school contexts where other 

teachers or schools may have the same or even similar experiences of and attitudes to 

technology integration in their classrooms. Dependability was ensured throughout the study by 

ensuring that the research process was detailed and transparent when it came to the procedures 

involved between the researcher and participants. Confirmability was ensured through the data 

generation and analysis staying close to the participants’ actual perspectives and experiences 

using their words.  
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6.6. Professional Practice Implications 

The evidence from the study suggests that there needs to be potential changes in policies, 

procedures, and practices. The goal with technology integration is to bridge the gap between 

research and practice. Therefore, it is important that teachers are provided with technology 

based training programmes to ensure that they have the necessary skills to utilise technology 

in their classrooms. While the CAPS document indicates that technology needs to be integrated 

in schools and lessons, there are experienced educators who have not received any form of 

training, which impacts their attitudes to technology. While curricular documents advocate for 

technology integration, the call becomes meaningless to some schools who do not have devices 

making resource allocation to educational institutions imperative. Schools need to have 

resources provided to them, while ensuring that there is equitable access to all teachers, learners 

and schools.  

On a personal note, I know the benefits of technology integration and would like to use it more 

often. However, I also understand and experience the many challenges teachers are faced with 

regarding technology integration especially when schools are not able to provide resources. It 

is a task of the Department of Basic Education to ensure that equity is spread across all schools. 

Public schools and their learners can benefit significantly from technology. 

 

6.7. Areas for Future Research 

There are many possibilities for future research and I highlight four of them. Firstly, the study 

focused mainly on teachers’ attitudes and experiences of technology use in the English 

classroom. There is a need for an in-depth study of technology usage in the classroom by 

identifying the issues that arise as a results of technology implementation and integration in the 

classroom when teaching and learning takes place, especially in South African schools. 

Secondly, the study worked with three schools in the Verulam area, which were semi-resourced 

secondary schools. Further research is needed on larger samples and more schools, to provide 

insights into and understanding of technology use in the English classrooms amongst many 

more schools in other circuits and districts. Thirdly, research should be carried out in both 

urban and rural schools to gain a better and in-depth understanding of technology 

implementation across contexts. Finally, it may be useful to conduct research into technology 

acceptance based on teachers’ years of experience to ascertain whether age and experience 

shape technology acceptance.  
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6.8. Conclusion  

In this study, the technology acceptance model (TAM) (Davis, 1986) and the theory of 

experience (Dewey, 1938) helped to understand and explain the participants’ responses. The 

TAM was useful in understanding the likelihood of technology being adopted by the 

participating teachers in their context. The TAM constructs, perceived usefulness (PU) and 

perceived ease of use (PEOU) helped to explain the teachers’ attitudes towards using 

technology which then predicted and explained their behavioural intention to use it. The 

behavioural intention to use technology predicted acceptance to use technology. Therefore, the 

TAM was useful to explore the participating teachers’ attitudes towards technology use in the 

English classroom and to understand the factors that have led to this attitude.  

To understand the participating teachers’ experiences of technology in the English classroom, 

Dewey’s (1925) theory proved useful. Dewey noted that growth is tied to experience, and 

experience is the vehicle for growth that enhances potential for further learning and 

development. Experience resulting in growth will depend on the relationship between a current 

experience and past and future ones, and an individual’s interactions within the learning 

environment. Dewey’s theory of experience helped to explain the interaction of teachers’ 

experiences of and attitudes towards technology with their social and physical environments. 

It also helped to explain how the social and physical environments shaped the participating 

teachers’ attitudes to and experiences of technology use in the classroom.  

Ultimately, all participants fully understood the immense benefits of using technology to teach 

English, or any other subject. They noted the possibilities of technology transforming teaching 

and learning. In other words, they indicated a positive attitude towards technology. However, 

many participants also recognised the contextual barriers within their social and physical 

environments to using technology and identified negatives experiences of using technology. 

The participating teachers’ positive and negative attitudes towards and experiences of 

technology use in the English Classroom shaped their pedagogical decisions about whether or 

not to use technology in the future. Thus, there is a strong positive attitude to technology, which 

is perceived to be useful, but there is equally an understanding, through past experiences and 

knowledge of their learning environments, that there is little ease of use of technology. Thus, 

the participating teachers’ current experiences with technology will shape their future ones. 
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The Department of Basic Education (2010) notes that all teachers are obliged to use technology 

in their teaching and learning. As such, it is imperative that the Department implements and 

actions policies and programmes to equip teachers to use technology successfully and possibly 

revolutionise the education system to enable relevance. More importantly, schools need to have 

an adequate and equitable allocation of technological resources for teachers and learners. The 

nature of the 21st century learner demands that teachers integrate technology into pedagogic 

activities in order to prepare learners for the rapidly-advancing 21st century technological 

world. 
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APPENDIX A 

OPEN- ENDED QUESTIONNAIRE  

Thank you for agreeing to answer this questionnaire. Please answer it as honestly as possible. 

There are no ‘right’ or ‘wrong’ answers. Please do not add your name to the questionnaire to 

ensure anonymity. Please write as much as you like in response to the questions posed.  

 

A) Biographical Information 

1. Gender:  Male □  Female    □ 

2. Age Category: 

 □ 20s  □ 30s  □ 40s  □ 50s  □ 60s   □ prefer not to say 

3. Years of teaching experience: 

□ Less than one year  □ 1-5 years  □ 6-10 years  □ 11-15 years 

□ 16-20 years   □ 21-25 years  □ over 25 years 

4. Currently teaching at level: 

□ 1  □ 2  □ 3 

 

B) General Attitudes/Experiences of Technology Use in the Classroom 

1. How would you describe your attitudes towards the use of technology when teaching 

English lessons? 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

2. How is technology implementation supported in the school, if at all? 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 
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3. Please indicate what forms of technology are available for you to use at school. 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

4. Please explain your level of comfort in using technology in your English lessons. 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

5. For what aspects of English do you use technology, if at all? 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

6. In an ideal situation, how would you use technology in the English classroom to optimise 

teaching and learning? 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

7. What are your views on technology use to support and complement English lessons 

compared to more traditional ways of teaching English? 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

8. As a teacher teaching English in the 21st century, please explain how you are providing the 

knowledge, skills and values to learners so that they leave school with the requirements to 

succeed outside school? 
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___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

9. Learners today have access to many forms of technology. How do you capitalise on this 

resource in your English classrooms, if at all? 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

10. What are the barriers or challenges to integrating technology in your English lessons? 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

11. In NOTICE 752 of 2010: Department of Basic Education (DBE) ‘Action Plan to 2014: 

Towards the Realisation of Schooling 2025’, one of the 13 Goals is “to Increase access 

amongst learners to a wide range of media, including computers, which enrich their 

education”. What are your views of that Goal? 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

Thank you for your participation and contribution.  
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APPENDIX B 

INDIVIDUAL INTERVIEWS 

 

To generate data, I will use two types of interviews that is individual interviews and focus 

group interviews. Firstly, for the individual interview a schedule will be drawn as part of 

time frame so that each participant will be available to contribute to the interview. The 

interview will then be recorded and transcribed verbatim.  

 

The following questions will be asked to each participant for the Individual Interview: 

1. Please explain what training you have had in technology use. This could be as a student or 

as a teacher.  

2. Please share what forms of technology you use or have used in your English classrooms. 

3. If you have used technology, please share what worked well and what proved problematic. 

4. What encourages you to use technology, if at all? 

What serves as a barrier to you to use technology? 

5. Please explain your experiences (both good and bad) of using technology in your English 

classrooms. 

6. When you use technology in your English classrooms, what are the learners’ responses to 

it? /I know you do not use technology, but if you did, how do you think learners would respond 

to it? 

7. How would you describe your attitude to using technology in the English classroom? 

8.  What would you say explains your attitude towards technology use? 

9. To what extent do you shape your English lessons to include technology? 

10. In your opinion, what would be the ideal way that technology may be integrated into 

English classrooms so as to support teaching and learning? 

Thank you for your participation and contribution.  
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APPENDIX C 

FOCUS GROUP INTERVIEWS 

 

For the focus group interview a schedule will be drawn as part of time frame so that all 

the participants who are involved in the focus group interview will be available to 

contribute collectively at a time slot that is available to them all. The interview will then 

be recorded and transcribed verbatim.  

 

The following questions will be asked to each participant for the Focus Group Interview: 

1. Please give me details of any training in technology use you may have received as a student 

or as a teacher? Was it effective training?  

2. Please share what forms of technology you use or have used in your English classrooms. 

3. If you have used technology, please share what worked well and what proved problematic. 

4. What encourages you to use technology and what serves as a barrier? 

5. Please explain your experiences (both good and bad) of using technology in your English 

classrooms. 

6. If you do use technology, what are the learners’ responses to it, and if you do not, how do 

you think learners would respond to it? 

7. How would you describe your attitude to using technology in the English classroom? 

8.  What would you say explains your attitude towards technology use? 

9. To what extent do you shape your English lessons to include technology? 

10. In your opinion, what would be the ideal way that technology may be integrated into 

English classrooms so as to support teaching and learning? 

 

Thank you for your participation and contribution. 
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APPENDIX F: INFORMED CONSENT 

 

LETTER TO THE PROSPECTIVE PARTICIPANT 

INFORMATION SHEET AND CONSENT FORM 

 

 

  

  

DEAR: PROSPECTIVE RESEARCH PARTICIPANT  

  

RE: REQUEST FOR PERMISSION TO PARTICIPATE IN A RESEARCH STUDY  

  

1. Nature of the Research Study  

My name is Miss Nerisha Rajbally and I am a Master of Education (Language and Media 

Studies) student at the University of KwaZulu-Natal, Edgewood Campus. I hereby request 

you to be a research participant in my research study. The title of my research is: 

“Technology Use in the English Classroom: High School Teachers’ Attitudes and 

Experiences” 

 

I know that confidentiality is very important to you. All information that is gathered will be 

used for the purpose of the research study and will be kept in a safe place at the University 

of KwaZulu-Natal, Edgewood campus, for a period of five years. Thereafter, the documents 

containing the research data will be destroyed. Your confidentiality and anonymity are 

guaranteed. At any given point in time, you can withdraw from the study and will not be 

penalized for taking such action.   

  

Your involvement is purely for academic purposes only, and there are no financial benefits 

involved. As a prospective participant, you are invited to engage in the following activities 

as part of the data generation. The data generation methods utilized will be interviews (focus 

group and individual) and a semi-structured questionnaire. Moreover, sessions will take 
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place at a convenient place and time. It will not disrupt your day-to-day functioning at the 

school and will be conducted out of your instructional time.  

As a participant, you may contact the researcher or supervisor. The details are below:  

  

Researcher  

  

  

  

Name: Miss Nerisha Rajbally 

Student Number: 213559661 

Current qualification:  B. Ed Honours (Language and Media Studies)   

Pre-qualification: M. Ed - Master of Education (Language and Media 

Studies) 

 

 Email Address:   

rajbally.nerisha@gmail.com // 213559661@stu.ukzn.ac.za 

Supervisor   Name: Professor Ansurie Pillay 

Qualification: Ph.D. Doctor in Education- Language and Media 

Contact Number: 031 260 3613 

Email Address: Pillaya3@ukzn.ac.za 

  

In the event of any problems or concerns/questions you may also contact the UKZN Humanities & 

Social Sciences Research Ethics Committee, contact details as follows:  

HUMANITIES & SOCIAL SCIENCES RESEARCH ETHICS ADMINISTRATION   

Research Office, Westville Campus  

Govan Mbeki Building  

Private Bag X 54001   

Durban   

4000  

KwaZulu-Natal, SOUTH AFRICA  

Tel: 27 31 2604557- Fax: 27 31 2604609  

Email: HSSREC@ukzn.ac.za     

 

2. Requirements of Participant  

The main requirements of the participant are as follows:  

• Participation will be voluntary and subject to informed consent.  
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• A participant is free to withdraw from the research study at any given point in time.  

• Rights of a participant will be safeguarded in relation to the preservation of confidentiality, 

assess to research information and findings, and misleading promises regarding the benefits 

of the research.  

• Anonymity and Confidentiality will be ensured through a coding system to avoid the 

inclusion of personal identifiers. The participant will not be identifiable when the researcher 

presents his or her findings. Confidentiality will be maintained in storing and disposing of 

research findings.   

• Any information given by you cannot be used against you. The data collected will be used for 

the purposes of this research only.   

 

Yours Sincerely,   

Miss Nerisha Rajbally  
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PARTICIPANT DECLARTION  

  

I, ___________________________________________________ (Full name/s of 

participant) hereby voluntarily agree to participate in this research study. I confirm that I 

understand the contents of this document and the nature of the research study. I have been 

briefed about the nature of the research study by the researcher in advance. I understand that 

I am at liberty to withdraw from the research study at any time, so should I desire. I also 

understand that the results of this research study will be used for the purpose of the study 

only, and that my identity will be kept confidential.  

  

I give permission for the use of the following record devices during the group sessions and data 

production process:  

 

  Willing  Not willing  

Audio recording       

Individual Interview- and transcribed data      

Focus Group Interviews- and transcribed data     

Semi-structured questionnaires- and transcribed data     

 

____________________       ____________________  

Signature of Participant             Date   
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