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ABSTRACT 

 

Persistent inequalities within South Africa’s school system extend into the information and communication 

technologies (ICT) integration , where barriers are shaped not only by access to resources but also by teachers’ 

attitudes towards adoption. The COVID-19 pandemic further exposed the impact of such attitudinal resistance, 

deepening educational inequalities during the shift to digital platforms. While schools in low-income 

communities are often under-resourced, the sites selected for this study were moderately equipped with ICT, 

offering an opportunity to explore the extent to which teacher attitudes influence the effective use of 

technology in English First Additional Language (EFAL) classrooms. The central research question that 

guided the study was: What are Intermediate Phase teachers’ attitudes towards using technology in EFAL 

classrooms in selected low-income schools in the Western Cape? 

The study utilised the Technology Acceptance Model (TAM), highlighting perceived ease of use and 

perceived usefulness as key factors influencing technology adoption. A qualitative case study design was 

utilized, involving 15 EFAL teachers from Grades 4 to 6 across three primary schools in lower-quintile1 

communities. Data were generated through semi-structured interviews, classroom observations, 

questionnaires, and field notes, collected in two phases between April 2023 and March 2024. Thematic 

analysis, supported by Atlas.ti, enabled an inductive exploration of teachers’ dispositions and practices. 

The findings demonstrate that while many teachers expressed positive attitudes towards ICT, the integration 

within classrooms was uneven and often conditional on perceptions of ease of use and usefulness. Leadership 

support, collaboration with peers, and targeted professional development were identified as key enablers of 

ICT adoption. In contrast, infrastructural challenges, misalignment between available technologies and 

pedagogical objectives, and uncertainty about instructional relevance acted as inhibitors. The study also 

revealed that teachers’ stated enthusiasm for technology did not always translate into practice, highlighting a 

discrepancy between professed attitudes and actual implementation. 

This research extends the Technology Acceptance Model by illustrating how perceptions of usefulness are 

shaped by both subject-specific demands and the contextual realities of under-resourced schools. It contributes 

new knowledge by foregrounding the role of teacher attitudes as both a driver and a constraint in ICT 

integration. The findings carry significant implications for practice and policy: professional development must 

be ongoing and context-responsive; ICT initiatives should be aligned with curriculum and language learning 

objectives; and policy frameworks should move beyond infrastructure provision to explicitly address 

                                                           
1. 1 Section 101 of the South African Schools Act categorizes schools on the bases of socio-economic conditions 

under which the school operates. This results in having five categories or quintiles with  quintile one being the schools in 

poorest communities and five being the schools in richest communities. Lower quintile schools (1-3)  are no fee schools. 
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attitudinal and pedagogical factors. In advancing understanding of the interplay between attitudes, systemic 

conditions, and classroom practice, this study provides critical insights for stakeholders seeking to promote 

equitable, sustainable, and effective ICT integration in disadvantaged educational settings. 
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CHAPTER 1: BACKGROUND AND INTRODUCTION 

1.1 Introduction  

COVID-19 and its aftermath have profoundly impacted various levels of the education system, particularly in 

pedagogy and assessment. In compliance with the National Disaster Act (Act 57 of 2002) , on  March 15, 

2020, President Cyril Ramaphosa, proclaimed a nationwide state of  disaster in response to the increasing 

COVID-19 cases. This announcement subjected South Africa to a 21-day lockdown, requiring schools to close 

for the same period. However, it is now well-documented that schools remained closed until almost the middle 

of the third term, forcing educators and learners to rely on online and remote teaching.  

This sudden shift highlighted the critical importance of ICT in ensuring continuity in education during 

emergencies. Gondwe (2020) notes that the pandemic provided a crucial learning curve for exploring how 

Information and Communication Technology (ICT) could be effectively integrated into educational 

environments with limited resources. The pandemic underscored the urgent need for the accelerated 

integration of technology in schools, exposing deep-seated inequities in access to ICT resources. According 

to the Amnesty International (2021) report, school closures disproportionately affected learners from low-

income communities, where historical inequalities and inadequate resourcing left 75% of schools in the lower 

three quintiles2 without sufficient infrastructure or internet access. 

In South Africa, English holds a dominant position as the language used for teaching and learning (LoLT) 

from Grade 4 onwards, even though for most learners it is not their home language. Transitioning to English 

First Additional Language (EFAL) is viewed as the most important phases in the school system, carrying 

major consequences for learners’ academic performance. (Pretorius, 2014; Spaull, 2021). Yet, evidence 

consistently shows that South African learners struggle to acquire sufficient proficiency in English, 

particularly in under-resourced schools where exposure to English outside the classroom is limited (Howie, 

Combrinck, Roux, Tshele, Mokoena, & McLeod Palane, 2017). Strengthening EFAL teaching in such 

contexts is therefore an urgent educational priority. 

Simultaneously, the growing accessibility of ICTs (information and communication technologies) in 

education  has generated optimism about their potential to improve literacy outcomes. Technological tools, 

                                                           
2 Quintiles 1–3 refer to public schools serving the most socio-economically disadvantaged communities in South Africa, ranked 
within the lowest 60% based on poverty indicators such as household income, unemployment, literacy levels, access to basic 
services, and housing conditions. These schools are generally designated no-fee schools and receive the highest levels of per-
learner state funding, with support decreasing from Quintile 1 to Quintile 3. 
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including interactive whiteboards, tablets, and apps designed for language learning and online reading 

platforms can provide learners with authentic English input, enhance engagement, and support differentiated 

learning (UNESCO, 2019; Chigona, 2018). For learners in low-income schools, where access to printed 

resources remains limited, ICT offers a powerful means of bridging gaps in exposure and practice. 

However, the successful integration of ICT in EFAL classrooms depends heavily on teachers’ attitudes and 

their willingness to adopt technology as a pedagogical tool. Research shows that even when schools are 

provided with ICT infrastructure, teachers’ reluctance, lack of confidence, or inadequate training often results 

in limited or superficial use of digital tools (Blignaut, Hinostroza, Els, & Brun., 2006; Aluko & Hendrikz, 

2021). These difficulties are predominantly acute in low-income communities, where historical inequalities, 

poor infrastructure, and overcrowded classrooms make the integration of technology even more complex 

(Ngogi & Mlitwa, 2019). ICTs are hailed as revolutionary technologies  for enhancing teaching and learning, 

yet South Africa’s efforts to adopt technology have been uneven3. Despite the publication of the White Paper 

on e-Education (2004), also known as White Paper 7 and initiatives such as the Khanya Project in the Western 

Cape, many teachers continue to encounter difficulties in seamlessly incorporating educational technology 

into their teaching techniques. 

Despite growing interest in ICT in education, limited research has specifically examined its role in EFAL 

teaching in South Africa’s under-resourced schools. Much of the literature addresses ICT integration in 

general terms or focuses on better-resourced contexts, leaving a gap in understanding the unique interplay 

between ICT, EFAL teaching, and teachers’ attitudes in poor communities. To fill this gap, the study 

investigates how Intermediate Phase teachers perceive and experience the use of ICT in EFAL teaching in 

selected low-income schools in the Western Cape.  

1.2 Background 

Globally, the United Nations Educational, Scientific, and Cultural Organization (UNESCO) has long 

championed literacy as a fundamental human right, emphasizing its role in achieving global equity. The 

importance of literacy is underscored by the United Nations Sustainable Development Goal (SDG) 4, which 

emphasizes equitable and quality education for all by 2030. This emphasis is particularly crucial in nations 

such as the South African nation, where historical and systemic inequalities persist in shaping educational 

outcomes. The South African National Development Plan (NDP) 2030, is consistent with these global 

objectives, emphasizing the importance of high-quality education and improved learning outcomes. 

                                                           
3 In this study, the term uneven is used to describe the variations and inconsistencies in ICT integration across schools and 
teachers, particularly in terms of access, implementation, training, and impact. 
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 Within this framework, ICT integration is recognised as a driver of improved learning outcomes and as a tool 

for reducing educational inequalities (UNESCO, 2019).  Many developing countries, including South Africa, 

have adopted policies to promote the use of ICT in classrooms. Policies such as the White Paper on e-

Education (2004) and the National Development Plan (NDP 2030) position ICT as central to transforming 

teaching and learning in South Africa. This vision  is reinforced by the Department of Basic Education’s 

Action Plan to 2019, which identifies ICT integration as a strategic objective for enhancing teacher 

professionalism and improving educational outcomes (Motshekga, 2014). 

At the national level, EFAL occupies a uniquely challenging space in education. The Intermediate Phase 

(Grades 4–6) marks the shift from learning in learners’ home languages to English as the primary language of 

learning, teaching and assessment (LOLTA). This transition is often described as a “make-or-break” stage for 

literacy development, since learners are expected to progress from “learning to read” to “reading to learn” 

(Pretorius, 2014). For many learners in township and rural schools, this shift is compounded by poverty, 

limited access to reading materials, and insufficient teacher support, resulting in persistent literacy backlogs 

(Spaull & Pretorius, 2019). 

In this context, ICT tools can serve as a catalyst for transformation, facilitating both language acquisition and 

the achievement of broader learning goals. Digital tools can provide exposure to authentic English texts, offer 

interactive and multimodal learning experiences, and compensate for resource shortages. For example, e-

books and online dictionaries can supplement limited print libraries, while multimedia platforms can enhance 

listening and speaking skills which are critical components of EFAL learning. Studies in other developing 

countries, such as Kenya (Kisirkoi, 2015) and Nigeria (Ogunniyi, 2020), demonstrate that ICT can 

significantly enhance second language learning, provided that teachers are well-prepared and motivated to 

implement it. 

Yet, the uptake of ICT in South Africa’s low-income schools has been uneven and limited. Initiatives such as 

the Khanya Project attempted to integrate ICT into classrooms, but their impact was undermined by 

inconsistent teacher training, infrastructure challenges, and lack of ongoing support (Blignaut et al., 2006; 

Chigona, 2018). Critically, research shows that whether or not ICT is used effectively in the classroom 

depends heavily on teachers' views, especially how they view its utility and usability (Aluko & Hendrikz, 

2021; Ngogi & Mlitwa, 2019). Negative attitudes, often shaped by inadequate preparation and overwhelming 

workloads, can result in ICT being used primarily for administrative tasks rather than as a core tool for 

language instruction. 

https://uwcscholar.uwc.ac.za/home



4 
 
 
 
 

Against this backdrop, this study situates itself at the intersection of three pressing issues in the South African 

educational landscape. First, it grapples with the persistent challenges of EFAL literacy, particularly in low-

income schools where learners often face significant barriers to language acquisition. Second, it engages with 

the promise of information and communication technology (ICT) integration, which has the potential to 

transform learning experiences but has, in practice, delivered uneven results. Finally, the study acknowledges 

the decisive role of teachers’ attitudes, recognizing that the extent to which ICT can benefit learners largely 

depends on educators’ willingness and capacity to integrate it meaningfully into their instructional practices. 

By examining these dynamics, the current research contributes to ongoing debates about equity, literacy, and 

digital transformation in education, while also generating insights into how ICT can be harnessed to strengthen 

EFAL teaching in under-resourced communities. 

1.3 Rationale     

The persistent underperformance of South African learners in literacy assessments highlights the urgent need 

for effective teaching strategies in English First Additional Language (EFAL), especially in the Intermediate 

Phase. Major assessments  such as the Progress in International Reading Literacy Study (PIRLS) have shown 

that most South African Grade 4 learners are unable  read for meaning in any language, with challenges most 

acute in historically disadvantaged schools (Howie et al., 2017; Spaull, 2021). Since English becomes the 

LoLT from Grade 4, learners’ poor proficiency in EFAL directly affects their ability to access the curriculum 

and succeed across subjects. 

Learners in low-income communities face additional barriers, including minimal opportunities to encounter 

English outside the classroom, inadequate learning resources, overcrowded classrooms, and restricted access 

to books and literacy materials. These conditions contribute to slower reading development, weaker 

vocabulary acquisition, and widening achievement gaps over time. Strengthening EFAL in these contexts is 

therefore not only a linguistic priority but a key strategy for promoting educational equity and improving long-

term academic and socio-economic outcomes. 

Information and Communication Technologies (ICTs) offer considerable potential to address these challenges. 

Digital tools can provide rich multimodal language input, support differentiated instruction, facilitate learner 

engagement, and help teachers manage large and resource-constrained classrooms. In contexts where printed 

materials and libraries are scarce, digitization also expands access to reading and learning resources. However, 

despite this potential, ICT integration in low-income schools remains limited due to inadequate infrastructure, 

insufficient teacher training, and systemic inequalities (Blignaut et al., 2006; Chigona, 2018). 
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Critically, research shows that the success of ICT adoption is influenced not by just access to resources but 

also by teachers’ perspectives and engagement. Teachers act as gatekeepers of classroom practice, and their 

beliefs about the usefulness and ease of ICT integration strongly shape whether and how digital tools are used 

(Davis, 1989; Spaull et al 2021; Aluko & Hendrikz, 2021). In under-resourced schools where workloads are 

heavy and professional development is limited, teacher perceptions become especially decisive. 

Despite growing literature on ICT in education, there remains a notable gap in the literature concerning its 

application in EFAL teaching in under-resourced South African schools. Much of the existing scholarship 

addresses ICT integration in general terms or focuses on better-resourced contexts. This study therefore 

responds to a pressing need: to understand how Intermediate Phase EFAL teachers in low-income 

communities perceive ICT, what influences their attitudes, and how these attitudes shape classroom practice. 

This investigation endeavours  to tackle the identified gap by focusing on Intermediate Phase teachers’ 

attitudes towards ICT integration in EFAL classrooms. By examining these attitudes and the factors that 

influence them, the research aims to generate practical insights into how ICT can be more effectively utilised 

to address literacy challenges in low-income schools. In doing so, the study contributes to the depth of current 

scholarship while also offering implications for practice, including informing teacher training programmes, 

strengthening ICT policy implementation, and guiding targeted interventions tailored to the needs of under-

resourced communities. Ultimately, the findings are expected to advance both academic knowledge and 

practical strategies, thereby supporting broader national and global goals of improving literacy and promoting 

educational equity. 

1.4 Problem statement  

Despite significant policy efforts and investments, integrating ICT in South African classrooms, particularly 

in low-income communities, remains limited and inconsistent. Projects such as the White Paper on e-

Education (2004) and the Khanya Project in the Western Cape sought to promote ICT-based learning, yet 

evidence suggests that these initiatives have not achieved meaningful or sustained classroom transformation 

(Blignaut et al., 2006; Chigona, 2018). Instead, ICT in many disadvantaged schools continues to be used 

superficially, often restricted to administrative functions rather than as tools for improving teaching and 

learning (Ngogi & Mlitwa, 2019). 

This gap is especially concerning in the context of English as First Additional Language (EFAL). The 

Intermediate Phase marks the critical transition from learning in the home language to English as the medium 

of instruction, a shift that many learners in poor communities’ struggle to make (Pretorius, 2014; Spaull & 

Pretorius, 2019). Inadequate EFAL proficiency contributes to high failure rates, poor literacy outcomes, and 
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long-term educational inequality. ICT could provide innovative support for EFAL teaching, but its potential 

remains largely unrealised in under-resourced contexts. 

A key factor shaping this reality is teachers’ attitudes towards ICT. Even when ICT resources are available, 

teachers may resist adoption due to perceptions that technology is burdensome, irrelevant, or too complex 

(Aluko & Hendrikz, 2021). Without positive attitudes and confidence in ICT’s usefulness, integration efforts 

often fail to improve learning outcomes. Therefore, the problem this study addresses is that the adoption of 

ICT in EFAL classrooms in low-income South African schools is critically low, not only because of systemic 

resource constraints but also because of the attitudes of teachers who mediate ICT use in practice. 

Understanding these attitudes, and the factors influencing them, is essential to identifying pathways for more 

effective ICT integration that can genuinely enhance EFAL learning and help close the literacy gap. 

Addressing this problem has practical ramifications for increasing literacy outcomes, equipping teachers with 

the requisite skills and confidence needed to effectively incorporate ICT, and aligning the South African 

education system with the demands of the Fourth Industrial Revolution (4IR). With an emphasis on low-

income schools in the Western Cape, this study aims to investigate the factors influencing teachers' attitudes 

towards ICT use in English First Additional Language (EFAL) classes. 

1.5 Research question  

 

The main research question guiding this study is:  

What are Intermediate Phase teachers’ attitudes towards using technology in English First Additional 

Language classrooms in low-income schools in the Western Cape? 

To explore this overarching question, the following sub-questions guided the development of this study: 

(i) What are the environmental and contextual factors which support/inspire or hinder integration of 

technology/ICT in EFAL classrooms in low-income schools?  

(ii) How do Intermediate Phase teachers perceive the pedagogical value of available educational 

technologies for teaching EFAL? 

(iii) Which factors inspire EFAL teachers to implement new technologies in teaching and learning? 

(iv) What is the correlation between teachers’ professed attitudes and their actual use of educational 

technologies in the English First Additional Language classes? 
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1.6 Purpose of the study  

 

The purpose of this study is to investigate Intermediate Phase teachers’ attitudes towards the use of ICT in 

EFAL classrooms within selected schools in low-income communities in the Western Cape. By examining 

both the factors that shape these attitudes and their practical influence on classroom practices, the study seeks 

to contribute to a deeper understanding of how ICT can be meaningfully integrated into language teaching in 

under-resourced contexts. 

The study objectives are as follows: 

1. To explore environmental  and institutional factors which support or hinder integration of educational 

technology in EFAL classrooms in schools in low-income communities.  

2. To investigate how teachers’, perceive the value of available educational technologies for EFAL 

teaching.  

3. To examine the factors which inspire teachers to implement new technologies in teaching and learning. 

4. To establish the correlation between teachers’ professed attitudes and their actual use of educational 

technologies in the English First Additional Language classrooms.  

1.7 Clarification of terms 

 

To ensure clarity and consistency throughout this study, key terms are defined as they are applied within the 

context of the research. Some of these terms carry general meanings in educational literature, but in this 

dissertation they are operationalized to align with the focus on ICT integration in English First Additional 

Language (EFAL) teaching in low-income South African schools. The following definitions provide both 

conceptual and, where relevant, operational meanings of the terms. 

Information and Communication Technology (ICT): Refers to digital tools such as computers, projectors, 

smartboards, educational software, and internet-based resources used in teaching and learning. In this study, 

it denotes the technological resources available and used in participating schools. 

ICT Integration: The meaningful incorporation of digital technologies into classroom instruction to enhance 

pedagogy, engagement, and learning outcomes. Here it specifically refers to the use of ICT in English First 

Additional Language (EFAL) teaching. 

English First Additional Language (EFAL): A South African curriculum subject that develops learners’ 

reading, writing, listening, and speaking skills in English as their second language. In this study, it is taught 

in Intermediate Phase classrooms where EFAL is the LOLT. 
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Intermediate Phase: The schooling phase covering Grades 4–6, generally catering to learners aged 9–12. 

Attitudes: Teachers’ dispositions, perceptions, and beliefs toward using ICT in EFAL classrooms, including 

their willingness, confidence, and perceived value of technology. 

Technology Acceptance Model (TAM): A framework by Davis (1989) explaining how users accept 

technology, focusing on Perceived Usefulness (PU) and Perceived Ease of Use (PEOU). 

Perceived Usefulness (PU): The belief that using technology improves performance. In this study, it relates to 

teachers’ views on ICT’s role in supporting EFAL teaching and learning outcomes. 

Perceived Ease of Use (PEOU): The belief that technology use requires minimal effort. Here it refers to 

teachers’ confidence and ease in operating ICT tools. 

EFAL-Specific Resources: Digital or print materials (e.g., reading apps, electronic textbooks) aligned with 

EFAL curriculum objectives. 

Digital Divide: The gap between those with access to ICT and those without, often due to disparities in 

infrastructure or affordability. In this study, it reflects unequal ICT access between low-income and better-

resourced schools. 

Uneven: Refers to the lack of consistency in ICT integration across schools or teachers. It is seen in differing 

access, implementation, training, and outcomes. 

Low-Income Communities: Disadvantaged areas where schools often fall within Quintiles 1–3, with limited 

access to resources and infrastructure. 

Quintiles: A South African classification system ranking schools from Quintile 1 (poorest) to Quintile 5 (least 

poor). Here, Quintiles 1–3 identify low-income schools. 

The next section discusses the theoretical framework underpinning this study.  

1.8 Theoretical framework   

The Technology Acceptance Model (TAM), developed by Fred Davis in 1985, is employed as the theoretical 

framework for this study because it has proved efficacy in assessing attitudes towards technology use  Chuttur, 

2009; Alagu et al., 2015). The Technology Acceptance Model (TAM) is based on Patel and Fishbein's (1975) 

Theory of Reasoned Action and seeks to predict and explain technology uptake through the analysis of two 

major factors: Perceived Usefulness and Perceived Ease of Use (Liao et al., 2018 and Hassan, Sibtain, Shah, 

& Padlee. 2019). TAM suggests  that Perceived Usefulness (PU) and Perceived Ease of Use (PEOU)  influence 
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individuals’ attitudes towards technology and, ultimately, their behavioural intention to adopt it. These 

perceptions are in turn shaped by external variables such as training, institutional support, and resource 

availability (Venkatesh & Davis, 2000). 

In the context of EFAL teaching, TAM provides a valuable framework for understanding why teachers in low-

income schools may embrace or resist the integration of ICT. Teachers’ perspectives are critical in shaping 

ICT use in educational contexts. For instance, EFAL teachers may adopt ICT if they believe that digital tools 

enhance learners’ English proficiency by improving reading comprehension, vocabulary acquisition, listening, 

and speaking skills (Perceived Usefulness). Tools such as e-books, audio recordings, or interactive language 

games can provide learners with exposure to authentic English input, which is often scarce in low-income 

environments. If teachers perceive ICT as directly supporting literacy outcomes, they are more likely to 

integrate it into their lessons. 

Additionally, teachers’ willingness to use ICT also depends on whether they find the tools user-friendly and 

manageable within the constraints of large classes and limited resources (Perceived Ease of Use) . For instance, 

a teacher confident in using an interactive whiteboard to facilitate reading exercises may view ICT as an asset, 

whereas another who struggles with basic functions may abandon ICT in favour of traditional chalk-and-talk 

methods. Research supports this connection. For instance, Aluko and Hendrikz (2021) highlight that many 

teachers in low-income schools perceive ICT as an additional burden, rather than a facilitator, due to limited 

training and support. Similarly, Chigona (2018) observed that teachers in under-resourced communities often 

lack confidence in using digital tools like tablets and projectors, which directly affects their readiness to 

embrace technology in their teaching.  

The TAM also considers external variables that influence perceived usefulness and ease of use. In low-income 

schools, factors such as inadequate professional development, poor infrastructure, unreliable internet, and lack 

of technical support significantly shape teachers’ perceptions of usefulness and ease of use. For example, 

schools that provide continuous teacher professional development trainings on using ICT for language 

instruction can significantly enhance teachers' confidence and skills, leading to higher adoption rates (Moloi, 

2020).  For instance, a teacher who has received targeted training on using tablets for vocabulary-building 

exercises may develop positive attitudes towards ICT, while one without such support may regard ICT as a 

burden. Conversely, inadequate  institutional support, such as inadequate technical assistance, can exacerbate 

negative attitudes and discourage teachers from experimenting with new tools (Ngogi & Mlitwa, 2019). 

By applying TAM to this study, teachers’ attitudes towards ICT in EFAL classrooms can be systematically 

analysed. This is particularly important because attitudes act as a bridge between the availability of ICT 
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resources and their actual pedagogical use. A well-equipped classroom will not automatically lead to better 

EFAL learning outcomes unless teachers both value ICT and feel capable of using it effectively. 

The TAM also highlights the interplay between teachers’ beliefs and classroom practice, which aligns with 

this study’s objective of comparing teachers’ professed attitudes with their actual use of ICT in EFAL 

teaching. By doing so, the framework allows for a nuanced understanding of how systemic barriers, 

professional development, and contextual challenges influence teachers’ technology adoption in under-

resourced schools. 

In the context of this study, the TAM is particularly relevant for examining the interplay between these factors 

and how they shape teachers’ behaviour in EFAL classrooms. For instance, Intermediate Phase teachers who 

recognize the potential of ICT tools to improve English language proficiency may still be hindered by practical 

challenges, such as unreliable internet connectivity or insufficient classroom devices. Understanding these 

nuances through the TAM framework enables the identification of targeted strategies to address barriers and 

promote effective ICT integration. 

By explicitly connecting teachers’ attitudes to technology adoption, the TAM framework not only aligns with 

the study’s objectives but also offers actionable insights into how perceived usefulness, ease of use, and 

external variables influence ICT adoption in low-income schools. For example, a practical application of TAM 

could involve designing training programmes that focus on both the pedagogical benefits of ICT and hands-

on, user-friendly tutorials to build confidence among teachers. 

In conclusion, TAM is not only relevant to ICT integration broadly, but particularly well-suited to examining 

the unique challenges of EFAL instruction in low-income contexts, where teacher attitudes are pivotal in 

determining whether ICT becomes a tool for literacy development or remains an underutilised resource. 

1.9 Research design and methodology  

In order to investigate how Intermediate Phase teachers in under resourced school communities in the Western 

Cape Province view and experience the integration of ICT in English First Additional Language (EFAL) 

classrooms, this study used a qualitative research approach guided by an interpretivist paradigm. A qualitative 

design was considered appropriate because attitudes, perceptions, and classroom practices are subjective and 

context-dependent phenomena that are best understood through in-depth engagement with participants 

(Creswell, 2013; Nieuwenhuis, 2007). While mixed methods could provide additional quantitative data, this 

study prioritized depth over breadth. The goal was not to generalize findings across broader populations but 

to generate rich, contextual insights that illuminate the complexities of ICT adoption in resource-constrained 
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environments. For example, understanding how a teacher’s lived experiences influence their perception of 

ICT tools requires detailed narratives that quantitative surveys alone cannot provide. Moreover, qualitative 

methods align well with the study’s interpretivist paradigm, which emphasizes the co-construction of meaning 

between the researcher and participants (Maree, 2016).  

A single, exploratory case study design was adopted to investigate the attitudes of EFAL teachers in three 

historically under-resourced primary schools in the Western Cape. This design allowed for a detailed and 

holistic understanding of the phenomenon within its real-life context (Yin, 2018). This strategy is particularly 

suitable for addressing "how" and "why" questions, such as: How do teachers perceive the value of ICT tools? 

and Why do some teachers resist using technology in their classrooms? By focusing on EFAL specifically, 

the study examined not only teachers’ views on ICT but also how these attitudes intersect with the unique 

challenges of teaching English as an additional language in low-income environments. 

The study targeted Intermediate Phase EFAL teachers (Grades 4–6), since this is the stage where learners 

transition from learning in their home languages to English as the Language of Learning and Teaching (LoLT). 

A purposive convenience sampling strategy was employed to select 15 teachers across three schools. Teachers 

were chosen based on their role in teaching EFAL and their willingness to participate. This sample size was 

manageable and sufficient to generate rich, in-depth data while remaining feasible within the scope of the 

study.  

Data for this study were collected primarily through semi-structured interviews (see Appendix N) with 

individual EFAL teachers, which served as the main data collection tool. These interviews were carefully 

designed to explore teachers’ attitudes towards ICT, their perceptions of the usefulness and ease of use of 

digital tools, and the external factors influencing these attitudes. The questions were informed by the 

Technology Acceptance Model (TAM), focusing on key constructs such as perceived usefulness, perceived 

ease of use, and external barriers or supports. In addition to the interviews,  questionnaires were administered 

to both School Management Team (SMT) and English First Additional Language (EFAL) teachers (see 

Appendices Q and R) to establish the availability of ICT tools in the schools and to capture the frequency and 

manner of their usage by teachers. Classroom observations (see Appendix O) were also conducted to gain 

insights into teachers’ actual ICT practices during EFAL lessons, allowing for a comparison between 

professed attitudes and observed practices, highlighting both consistencies and discrepancies. Field notes were 

maintained throughout to document contextual factors such as resource availability, infrastructure challenges, 

and institutional support, providing a richer understanding of the environment in which teachers operate. 
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Atlas.ti software was used to do a thematic analysis of the data. Braun and Clarke's (2006) six-phase 

methodology for analysis was followed: getting acquainted with the data, creating preliminary codes, looking 

for themes, evaluating themes, defining and labelling themes, and creating the report. The primary research 

topic and its sub-questions gave rise to themes. Participation was voluntary, and ethical clearance was acquired 

from the appropriate authorities (see Appendix A). Teachers provided informed consent, and confidentiality 

was ensured through anonymisation of data. Data were stored securely to protect participants’ identities. 

The detailed research design and methodology, including a discussion on the specific approaches to data 

collection, analysis, and ethical considerations, are elaborated upon further in Chapter 3.   

1.10 Delimitations of the study    

The study's scope was intentionally focused to ensure it remained manageable and context-specific. The 

research was confined to three primary schools located in low-income communities in the Western Cape, 

selected because they represent historically under-resourced contexts where ICT integration remains 

particularly challenging. This intentional focus on historically under-resourced schools captured the unique 

challenges faced in ICT integration in such settings. The focus was exclusively on the Intermediate Phase 

(Grades 4–6), a critical stage where learners transition from home-language instruction to English as the 

Language of Learning and Teaching (LoLT), making it highly relevant for examining ICT use in language 

instruction. Only English First Additional Language (EFAL) teaching was considered, with ICT use in other 

subjects excluded to maintain focus on the unique challenges of language acquisition in low-income 

environments.   

The sample size was deliberately limited to 15 teachers across the three schools, providing a manageable yet 

rich source of data for qualitative analysis. Although not intended to be representative of all teachers in South 

Africa, this manageable sample size enabled rich, qualitative insights into attitudes, perceptions, and 

practices.While the findings offered valuable insights into ICT integration in EFAL classrooms in low-income 

communities, they were not intended to be generalized beyond this specific context. The study examined ICT 

tools provided by the Western Cape Education Department (WCED) or NGOs, such as tablets , computer labs, 

projectors, and basic e-learning platforms, while other technologies outside these schools’ contexts were not 

examined. By narrowing the study in this way, it was possible to generate a focused, in-depth exploration of 

EFAL teachers’ attitudes toward ICT integration in resource-constrained contexts. 
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1.11 Limitations of the study    

 Despite the study’s positives, certain limitations need to be acknowledged. Firstly, the qualitative approach, 

combined with the small number of participants, limited the generalisability of the findings beyond the 

selected schools. While in-depth insights into the specific context were gained, the results could not be 

extrapolated to all schools in South Africa or EFAL teachers and other countries. Secondly, as with all 

qualitative studies there was the potential for researcher bias during data gathering and analysis, particularly 

due to the interpretivist nature of the study. To mitigate this, the researcher-maintained reflexivity throughout 

the study, regularly reflecting on how personal perspectives might have influenced data interpretation. 

Additionally, the utilisation of various data sources, including semi-structured interviews, classroom 

observations, questionnaires and field notes, facilitated data triangulation and helped reduce bias. 

Thirdly, ICT availability varied across the participating schools, with disparities in infrastructure such as 

computer lab access and internet connectivity limiting comparability and potentially shaping teachers’ 

attitudes differently. This reduced the extent to which the results could inform broader ICT integration 

strategies, especially in schools that lacked sufficient infrastructure. In addition, time constraints restricted the 

number of classroom observations and follow-up interviews, which may have constrained the depth of 

understanding regarding how teachers’ attitudes translated into classroom practice. Furthermore, while the 

focus on EFAL provided depth and contextual relevance, it also narrowed the scope, excluding potential 

comparative insights into ICT use across other subjects. Finally, although the Technology Acceptance Model 

(TAM) offered a useful lens for analysing teacher attitudes, it does not fully account for broader socio-cultural 

influences such as language ideologies and community factors; as such, TAM was employed as a guiding 

rather than  exhaustive framework. 

The next section provides the chapter layout of this study. 
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1.12 Chapter layout 

 

 Chapter One: Provides the background to the study, including 

the problem statement, research questions, objectives, significance of 

the study, delimitations and limitations, and definitions of key terms. 

It sets the stage for understanding the context and focus of the 

research. 

Chapter Two: Reviews the relevant literature, focusing on ICT 

integration in education, the theoretical underpinnings (such as the 

Technology Acceptance Model), and studies on ICT use in low-

income communities. This chapter builds on the background by 

establishing the scholarly foundation and identifying gaps in existing 

research. 

Chapter Three: Details the research philosophy, methodology, and 

ethical considerations. It discusses the research design, data collection 

methods, and analysis techniques, building on the conceptual 

framework established in the earlier chapters to explain how the study 

was conducted. 

Chapter Four: Presents the findings of the study, including the 

demographic information of participants and the key themes 

emerging from interviews and observations. This chapter builds on 

the methodology described in Chapter Three by reporting on the data 

collected. 

Chapter Five: Interprets the findings in relation to the research 

questions and the theoretical framework, comparing them with 

existing literature. This chapter builds on Chapter Four by offering an 

in-depth analysis of the results and their implications.  

Chapter Six: Summarizes the key findings, discusses their practical 

implications for schools and policy, and provides recommendations for 

future research. This final chapter builds on the analysis in Chapter 

Five, offering conclusions and reflections on the study’s broader 

impact.   

Figure  1:Chapter Outline 
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After outlining the context, objectives, and significance of this study in Chapter 1, the following chapter delves 

into the theoretical and conceptual frameworks that underpin the research. Chapter 2 examines the existing 

literature on ICT integration in education, with a focus on the factors that influence its adoption and the 

obstacles that instructors encounter, particularly in resource-constrained situations. This review provides a 

basis for comprehending the larger background and essential concepts that will guide this research.  
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CHAPTER 2: LITERATURE REVIEW 

2.1 Introduction 

 

In recent years, technology utilisation in education has received a lot of attention as a means of improving 

teaching and learning experiences. Consequently, education departments have invested heavily in projects to 

develop and maintain ICT integration and infrastructure in schools (Kwok & Yang, 2017; Hart & Laher, 2015; 

Benini, 2014). This study investigates the views of Intermediate Phase teachers regarding the use of 

technology in English First Additional Language (EFAL) classrooms at selected schools in low-income 

communities in the Western Cape, South Africa. This chapter provides a literature review of studies conducted 

over the recent past regarding ICT integration, both in South Africa and internationally. This focus on recent 

studies ensures the review reflects the current state of ICT integration, considering rapid technological 

advancements and their implications for educational practices. Older studies may not account for recent 

developments, such as mobile learning technologies or shifts in teacher training methodologies. 

The primary objective of this literature review is to comprehensively explore existing research on Intermediate 

Phase teachers' attitudes towards the integration of technology in EFAL classes, focussing a lens on the unique 

context of low-income communities in the Western Cape. By examining relevant studies, this review aims to 

identify the factors influencing teachers' beliefs and dispositions towards the use of technology in EFAL 

instruction and to highlight gaps in the literature that warrant further investigation. Throughout the review, 

relevant studies and theories are cited, providing a foundation for understanding the attitudes of Intermediate 

Phase teachers towards incorporating technology in EFAL classes in economically challenged communities. 

Literature suggests various methods for writing a literature review, including  approaches which are 

chronological, thematic, or by relating to one's own work. Consistent with the Technology Acceptance Model,  

the primary concepts covered in this review include environmental factors, educator views, teacher attitudes, 

and challenges to ICT incorporation. However, it is crucial  to recognize that perceptions and attitudes are 

closely interconnected, as individuals’ perceptions of the world around them influence their attitude towards 

it. This literature review addresses the following aspects: Technology Integration in Education, Barriers to 

Effective ICT Integration, Attitudes Towards Technology in Education, Existing Research on Technology 

Integration, Challenges and Opportunities, Low-Income Communities in the Western Cape. 
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2.2. Technology integration in education 

 

2.2.1 The role of technology in education 

Technology plays a vital role in contemporary education, offering diverse opportunities, tools, and resources 

that enhance both teaching and learning (Selwyn, 2016; Moloi, 2017). Interactive whiteboards, instructional 

software, and online resources are all examples of digital tools that enable active involvement, collaborative 

learning, and personalised instruction (Brown, Smith, & White, 2019). Educators can create dynamic learning 

environments that cater to students' different requirements by incorporating technology. (Selwyn 2016). 

In South Africa, as in many other parts of the world, the use of technology in education has grown 

significantly, motivated by efforts to reduce educational disparities and enhance student learning outcomes 

(Butgereit, van der Merwe, & Botha, 2016). By effectively employing  the power of technology and providing 

support for educators, South Africa can work towards developing equitable and innovative learning 

environments that prepare learners for success in the era of digital technology. By harnessing digital tools and 

resources, educators may build unique learning environments that enhance engagement, collaboration, and 

critical thinking. However, tackling issues such as the digital divide and ensuring proper teacher training are 

crucial for exploiting technology's promise in education. 

These technologies offer opportunities for personalised teaching, enabling teachers to modify their 

instructional approaches to address the learning demands of each individual  learner (Butgereit et al., 2016). 

Furthermore, technology can help bridge the gap in access to  learning and teaching by enabling learners in 

underserved communities to access educational resources and opportunities that they may otherwise lack 

(Moloi, 2017). Initiatives such as the utilisation of mobile learning gadgets and internet-connected classrooms 

have shown promise in improving access to quality education, particularly in rural and remote areas (Butgereit 

et al., 2016). 

In addition to enhancing access to information, technology can encourage teamwork  and communication 

among learners and educators (Moloi, 2017). Furthermore, technology facilitates access to vast amounts of 

information, enabling learners to explore topics in depth and develop critical thinking skills (Selwyn, 2016).  

Online platforms and social media tools enable learners to collaborate on projects, share ideas, and engage in 

discussions beyond the classroom (Butgereit et al., 2016). Likewise, Brown et al. (2019) and Antoniraj, 

Jayanthi, Mirdula, Rajkumar, & Selvaraj., (2024) argue that online research databases, digital libraries, and 

multimedia resources offer valuable learning materials that can supplement traditional classroom instruction 

(Antoniraj et al., 2024). Additionally, by removing geographical barriers and fostering global connectedness, 

technology can enhance communication and collaboration between students and teachers (Selwyn, 2016). 
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Students can work together on projects, exchange ideas, and have meaningful conversations with classmates 

from diverse backgrounds using platforms like social media, online forums, and video conferencing (Brown 

et al., 2019). 

Effective integration of ICT in education, however, demands thoughtful planning, sufficient resources, and 

continuous support for educators (Moloi, 2017). Professional development initiatives that strengthen teachers’ 

digital skills and pedagogical competence are crucial to ensuring that technology is used meaningfully to 

enhance learning (Butgereit et al., 2016). It is also important to recognise that incorporating technology into 

education brings various challenges. Factors such as the digital divide, unequal access to devices and 

connectivity, and concerns related to online safety and privacy must be addressed to promote fair learning 

opportunities for all students (Selwyn, 2016). In addition, the successful use of technology in the classroom 

relies on appropriate teacher training and deliberate professional development (Brown et al., 2019). Selwyn 

(2016) further emphasises that teachers require adequate support and resources to build digital literacy, 

integrate technological tools into their teaching practices, and assess the impact of technology on student 

learning outcomes. 

 

2.2.2 Technology integration in English First Additional Language (EFAL) classes 

In the continually changing education environment, technology integration has become a focal point for 

enhancing language teaching and learning experiences. Research suggests that ICT aligns with contemporary 

learning principles, especially in language acquisition (Benini, 2014). Similarly, Benini (2014) asserts that 

learners in environments where technology is integrated, have better outcomes across various subjects, as ICT 

fosters both independent and collaborative learning. In support of this perspective. In support of this 

perspective, recent studies continue to demonstrate that meaningful ICT integration enhances learner 

engagement and improves academic performance. For example, Gubevu and Mncube (2024) found that 

technology-rich learning environments promote active participation, while Schlebusch et al. (2024). report 

that ICT-supported instruction enables learners to work collaboratively and develop higher-order thinking 

skills. Extending this argument, Isisag (2012) contends that incorporating ICT into language teaching supports 

both educators and learners, enabling them to adjust to modern educational contexts and respond to the 

demands of the twenty-first century.  

Commonly used technologies include interactive whiteboards, language learning software, online resources 

and digital communication tools (Hubbard, 2013). These technologies can help language practice, provide 

authentic language input, and promote interactive learning experiences. By examining the benefits of 
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technology integration, this section seeks to cast a lens on the potential opportunities and challenges 

confronting teachers in leveraging technology for language instruction. 

Research has demonstrated several benefits of integrating technology in EFAL instruction. For instance, 

Stockwell (2010) found that mobile-assisted language learning (MALL) activities improved learners' 

motivation, engagement, and language proficiency. Similarly, Jones and Wilson (2020) highlighted the 

potential of computer-mediated communication (CMC) tools in fostering authentic language use and 

interaction among EFAL learners. Incorporating technology into EFAL classes can boost learner engagement 

and motivation (Hubbard, 2019). Interactive mixed-media educational materials, such as educational games, 

videos, and online exercises, have the potential to make language learning more enjoyable and relevant for 

learners from low-income communities. Additionally, Lee (2017) argues that technology presents 

opportunities for personalized learning experiences, responding to the different needs and preferences of 

learners (Lee, 2017). Adaptive learning platforms and language learning apps can offer customised content 

and feedback, enabling learners to advance at their own pace and address individual learning gaps. 

Moreover, digital tools enable authentic language use by exposing learners to real-world language contexts 

and materials (Warschauer & Grimes, 2008). Through online communication platforms and social media, 

learners can engage in meaningful language encounters with native speakers, improving their language 

proficiency and cultural awareness. Furthermore, technology facilitates access to a variety of authentic 

language resources, thereby increasing learners' exposure to the target language (Stockwell, 2013). Through 

online articles, podcasts, and multimedia content opportunities for self-directed learning outside the 

classroom, particularly beneficial for learners in low-income communities with limited access to resources, 

were offered. Technology helps students and teachers work together and communicate , promoting interactive 

language learning experiences (Chapelle & Jamieson, 2008). Online discussion forums, collaborative writing 

platforms, and virtual classrooms help peer interaction and feedback, leading to improved language use and 

fluency. 

Ghasemi and Hashemi (2011) suggest that ICT has introduced new opportunities and experiences for both 

language learners and teachers. They argue that the role of teachers must be reconsidered, as ICT has shifted 

the responsibility for learning tasks onto the learners, significantly altering teachers’ responsibilities. From 

their perspective, ICT is typically viewed as a tool that increases students’ attention and is often linked to 

learner autonomy, in which students assume responsibility for their own education. More recent studies 

support these observations. For example, Al-Shammari and Al-Mekhlafi (2022) report that in 

English-as-Foreign-Language classrooms in the Gulf region, ICT tools such as mobile apps and online 

platforms significantly increased student autonomy and motivation, transforming teachers’ roles from 
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instructors to facilitators. Similarly, Rahimi, Zhang, and Marefat (2021) found that meaningful integration of 

ICT in blended university-level language courses enhanced learner responsibility, collaboration, and self-

paced learning. Hamdani and Asmat (2020) also concluded that ICT-supported instruction in secondary 

schools encouraged students to engage independently with materials such as videos and interactive exercises, 

while teachers assumed more of a guiding role rather than direct lecturing. Together, these findings indicate 

that ICT not only fosters learner autonomy but also reshapes the teacher’s function across multiple educational 

contexts. 

 Likewise, Dedja (2015) asserts that the use of ICT in second language contexts benefits learners by enhancing 

their critical and analytical skills, thus facilitating learning. ICT energises the learning process and empowers 

students to take control, fostering independent development. However, Ghasemi and Hashemi (2011) maintain 

that ICT has not replaced teachers, and they remain responsible for ensuring the quality of the learning process. 

While the benefits of technology integration in EFAL classes are evident, the attitudes of intermediate phase 

teachers are crucial in shaping the effectiveness of technology-enhanced language instruction. Studies have 

highlighted various factors influencing teachers' attitudes towards technology, including perceived usefulness, 

technical proficiency, and access to resources (Ertmer, Ottenbreit-Leftwich, & York, 2007). In low-income 

communities, where infrastructure and resources may be limited, Teachers' perspectives on technology 

adoption may be influenced by contextual difficulties, such as the digital divide and poor training possibilities 

(Ngwenya, 2016). 

However, challenges exist in integrating technology in EFAL classes. Common barriers include limited access 

to technology, poor teacher training, and low-quality online resources (Dudeney, Hockly, & Pegrum, 2013). 

Additionally, issues related to digital divide and socio-economic disparities may exacerbate inequalities in 

technology access and usage among EFAL learners (Selwyn, 2010). In low-income communities, where 

access to traditional educational resources may be limited, innovative technology solutions can play a crucial 

role in EFAL instruction. For example, mobile learning applications like Duolingo and Rosetta Stone provide 

interactive language practice activities accessible via smartphones, offering flexible and self-paced learning 

opportunities for EFAL learners (Lai & Hong, 2015). 

Furthermore, open educational resources (OERs) such as Khan Academy and BBC Learning English offer 

free online language learning materials, including videos, exercises, and quizzes, which can supplement 

classroom instruction and support independent study (Wiley & Hilton, 2009). In addition to software 

applications and online platforms, affordable digital learning environments can be created in EFAL classes 
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using inexpensive hardware solutions like Raspberry Pi computers and microcomputers, allowing for the 

practical investigation of technological tools and programming languages (Ioannou & Hannides, 2016). 

These examples illustrate the diverse range of technology tools and platforms that can be effectively used to 

enhance EFAL instruction in similar low-income community contexts. These opportunities and challenges in 

EFAL classrooms illustrate how technology adoption is shaped by contextual realities. The next section (2.3) 

explores these barriers in greater depth, focusing on the infrastructural, teacher-related, and pedagogical 

factors that determine the success of ICT integration. 

2.3 Barriers to effective ICT integration 

There is a common perception that South Africa faces unique challenges in integrating ICT into education. 

However, many of these barriers are also experienced globally. To provide a clearer understanding of how 

South Africa’s ICT integration challenges compare with those encountered worldwide, a comparative 

summary of global and South African ICT integration barriers is presented in table 2.1 below. 

Table 2.1: Comparative Summary of ICT Barriers 

Global Barriers South African Context 

Lack of appropriate teacher training Insufficient infrastructure 

Limited Access to resources Unequal resource distribution 

Resistance to change Digital divide in low income schools 

Inadequate curricular guidance Cultural and linguistic diversity 

Integrating ICT into English classrooms has been a global educational goal, aimed at enhancing teaching and 

learning experiences. However, various global barriers hinder its effective implementation, particularly in the 

intermediate phase. These barriers can be broadly categorised into infrastructure and resource limitations, 

teacher-related challenges such as teacher development opportunities, pedagogical and curricular constraints 

and opposition to change.  

2.3.1 Infrastructure and resource limitations 

Lack of adequate infrastructure and resources is one of the major hurdles to ICT integration. According to 

Green, Taylor and Clarke, (2021), many schools, especially in developing countries, face significant 

challenges in providing the necessary technological infrastructure. Without a robust infrastructure, integrating 

ICT into the curriculum becomes virtually impossible.  

Many schools, especially in developing countries, face challenges due to insufficient access to basic ICT tools, 

including computers, internet connectivity, and educational software (Wright & Wylie, 2020). In rural areas, 
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the availability of reliable electricity can also be a significant issue (Taylor & Adams, 2020; Naidoo & Raju, 

2017). A primary barrier is the absence of adequate infrastructure. Many South African schools, particularly 

in rural regions, lack access to reliable electricity, and internet access is often unavailable. A study by Chigona, 

Chigona, and Davids (2014) found that the absence of essential technological infrastructure greatly hinders 

the ICT integration in education. Furthermore, schools that do have computers frequently face challenges such 

as outdated hardware and software, which restricts the maximal use of ICT tools in  the classroom.  

Moreover, the high cost of purchasing, maintaining, and upgrading ICT equipment further exacerbates the 

problem (Green et al., 2021). Access to quality educational resources is another significant barrier. Many 

schools do not have access to up-to-date software, digital textbooks, or other educational materials necessary 

for effective ICT integration. Additionally, financial constraints often limit the ability of schools to procure 

these resources. According to Taylor and Adams (2020), disparities in resource allocation between urban and 

rural schools exacerbate this issue, with rural schools often being the most disadvantaged. Mafenya (2013) 

points out that socio-economic factors significantly determine the level of ICT integration into the learning 

process, with under-resourced schools facing the greatest challenges. This digital divide not only limits 

learners' exposure to ICT but also affects their ability to develop necessary digital literacy skills. Socio-

economic disparities have a substantial impact on the digital divide. Learners from low-income families often 

do not have access to digital devices and the internet at home, which limits their ability to engage with ICT 

both in and out of the classroom (Howie, Muller, & Paterson, 2005). This digital divide perpetuates 

educational inequalities, as learners from more affluent backgrounds can leverage ICT to enhance their 

learning experiences. 

2.3.2 Teacher-related challenges 

In their 2010 research of elementary and secondary schools in Sub-Saharan Africa, Hennessy, Harrison, and 

Wamakote identified various hurdles to ICT inclusion. They discovered that teachers' beliefs, attitudes, and 

instructional practices  were the key factors that both facilitated and hindered ICT use in the classroom 

(Hennessy et al., 2010). Other challenges they highlighted included the fact that ICT use is not mandated by 

the curriculum but, is instead, at the discretion of the teacher. For example, the South African EFAL 

curriculum does not require ICT integration, but encourages its use. This issue is further compounded by 

negative attitudes from principals towards ICT use and difficulties with internet connectivity (Hennessy et al., 

2010). A recent study in rural South African schools, conducted by  Mwapwele, Marais, Dlamini and van 

Biljon (2019) documented that weak infrastructure, unreliable internet connectivity, and lack of 

context-relevant digital materials limited teachers’ use of ICT  mirroring the “discretionary use” and 

infrastructural barriers that Hennessy et al. (2010) described. Additionally, in their work, Hennessy et al. 
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(2010) point out that there is absence of course material that is relevant to the local context.  For example, in 

a study of South African teachers, Kafu-Quvane (2021) reported that lack of sufficient training and uncertainty 

about how to integrate ICT into subject-specific curricula impeded effective adoption. 

Consistent with Ertmer and Ottenbreit-Leftwich (2010), recent research underscores that teachers’ confidence 

(self-efficacy) and perceived competence are central to successful ICT integration in the classroom. 

Kafu-Quvane (2021) found that many teachers feel underprepared and have limited access to continuous 

professional development in ICT pedagogy, which can result in reluctance or resistance to incorporating 

technology into lessons. Similarly, Dlamini and Mbatha (2018) report that teachers often lack the support and 

guidance necessary to implement ICT effectively, while Hew and Brush (2007) note that inadequate 

competence can exacerbate hesitation or avoidance of technology use. Even when schools provide the 

necessary infrastructure, teachers’ beliefs and attitudes toward ICT strongly influence their readiness and 

ability to utilize digital tools efficiently. Collectively, these findings highlight the critical role of sustained 

training, ongoing professional development, and supportive institutional structures in enabling teachers to 

integrate ICT confidently and effectively..  

Professional development programmes that focus on ICT skills are often inadequate or absent, leaving teachers 

to navigate the complexities of technology integration independently. Dlamini and Mbatha (2018) emphasize 

that many teachers feel unprepared and lack the confidence to incorporate ICT into their teaching instruction. 

Continuous professional development plays a vital role in keeping teachers current with emerging 

technologies and pedagogical strategies that utilize ICT. However, such training is often inconsistent and 

insufficient (Makgati, 2012).  

Building on this, recent evidence suggests that ICT integration can also increase teacher workload and 

administrative burden, particularly when institutional support is inconsistent. For instance, a 2024 study of 

South African private schools found that teachers faced significant time pressures to adapt lessons, manage 

technical problems, and provide additional support to learners (Chipangura, 2024), echoing earlier concerns 

about the time and effort required for ICT adoption (Bingimlas, 2009). Without ongoing training and support, 

these challenges persist, limiting the potential benefits of digital technologies in education. In addition, 

attitudinal and cultural factors can further hinder ICT adoption. Some teachers and parents hold traditional 

views of education, resisting the incorporation of digital tools due to unfamiliarity or skepticism about their 

advantages (Dlodlo, 2009). Taken together, these studies emphasize that effective ICT integration depends 

not only on teacher competence and confidence, but also on supportive infrastructure, continuous professional 

development, and a school culture that embraces digital innovation. 
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Contextual and cultural factors continue to shape ICT adoption in schools. Negative or sceptical attitudes 

among school leadership, coupled with inadequate infrastructure and a lack of locally relevant materials, often 

hinder effective integration of digital technologies (Mwapwele et al., 2019; Kafu-Quvane, 2021). Resistance 

to change among educators and administrators is another significant barrier, frequently stemming from fear 

of the unknown, comfort with traditional teaching methods, or scepticism about the educational value of ICT 

(Fullan, 2016). To overcome these challenges, teacher agency, institutional commitment, and inclusive policy 

formation are essential (Hennessy et al., 2010; Sherman & Howard, 2012). Teachers’ active participation in 

developing and implementing institutional online policies, combined with awareness of the pedagogical 

benefits of ICT, helps foster a school culture that embraces technology and maximizes its educational 

potential. 

2.3.3 Pedagogical and curricular constraints 

The existing curriculum and pedagogical approaches also pose barriers to ICT integration. Traditional 

teaching methods, which emphasise rote learning and teacher-centred instruction, are often at odds with the 

interactive and student-centred nature of learning that is based on ICT (Voogt et al., 2013). Furthermore, the 

standardised testing systems in many countries focus on content knowledge rather than digital competencies, 

providing little incentive for teachers to adopt ICT in their classrooms (Cuban, 2001). Curriculum design and 

assessment methods need to evolve to support and reflect the incorporation of ICT in classroom instruction  

and learning processes.  

The  government of  South Africa supports ICT in education, but school-level implementation remains uneven. 

Mawela (2017) highlights that a disconnect frequently exists between policy and practice, with many schools 

struggling to align their teaching methods with the national ICT curriculum guidelines. The absence of clear 

guidelines and support from educational authorities adds to the challenges of effectively using ICT in 

classrooms. The curriculum and policy frameworks in South Africa also present challenges. Although the 

national Department of Basic Education (DBE) has recognised the value of e-learning,, the integration of these 

technologies into the curriculum has been slow and fragmented (Van Deursen & Van Dijk, 2014). Policies 

often lack clear guidelines and support for teachers, which hinders effective implementation. 

While ICT has the potential to significantly enhance English education in the Intermediate Phase, the 

integration of ICT in English classrooms is fraught with challenges. These challenges range from 

infrastructure limitations, teacher-related issues, and pedagogical constraints. Addressing these barriers 

requires a multi-faceted approach, involving investment in infrastructure, comprehensive teacher training 

programmes, and curricular reforms that promote and encourage ICT  use in the classroom. 
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 By overcoming these obstacles, educational systems should better leverage the potential of ICT to increase 

learning outcomes and prepare learners for the digital age. As Mafenya (2013) suggests, collaborative efforts 

between government, private sector, and educational institutions are critical to mitigate these challenges and 

boost the quality of education through ICT. Solving these barriers necessitates a multidimensional approach 

involving investment in infrastructure, comprehensive teacher training programmes, supportive policy 

frameworks, and efforts to bridge the socio-economic divide. By tackling these challenges, South Africa can 

move towards more effective and inclusive ICT integration in English classrooms in the Intermediate Phase. 

These curricular and pedagogical barriers demonstrate how broader systemic issues intersect with technology 

use. To fully understand how these barriers, play out in practice, Section 2.3.4 considers the influence of 

learners’ mother tongue in EFAL contexts, adding a linguistic dimension to ICT integration challenges. 

2.3.4 Effects of the mother tongue on ICT integration for learners studying English as a First Additional 

Language 

ICT integration in education has transformed the learning environment, particularly for learners studying 

English as a First Additional Language (EFAL). However, the influence of learners' mother tongues on ICT 

integration is a critical factor that can significantly impact their language acquisition and overall educational 

outcomes. Learners whose mother tongue differs from the language of instruction may face challenges in 

understanding complex concepts when engaging with ICT tools designed primarily in English. These learners 

often struggle with linguistic nuances, technical vocabulary, and instructions presented in English, which can 

hinder their ability to fully use ICT resources. Research indicates that when instructional content is not aligned 

with learners' linguistic capabilities, their comprehension is compromised, leading to lower academic 

performance (Smith, Johnson, & Baker, 2022). 

The cognitive load theory suggests that learning in a non-native language requires additional mental effort, as 

learners must simultaneously translate and process information. When ICT tools are used in EFAL classes, 

the cognitive demand increases as learners navigate both the language and the technology. This dual burden 

can slow down the overall learning experience, reduce engagement, and decrease the effectiveness of ICT as 

a learning tool (Sweller, Ayres, & Kalyuga, 2011). However, integrating ICT tools into EFAL classrooms can 

significantly enhance learning outcomes if appropriate support mechanisms are implemented to address the 

increased cognitive load. Scaffolding is one such strategy that involves breaking down complex tasks into 

manageable steps while providing guidance and gradually removing support as learners gain proficiency (Van 

de Pol, Volman, & Beishuizen, 2019). For example, teachers can provide visual aids, structured instructions, 

and demonstrations to help learners navigate both the technology and the language requirements. 
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Tailored ICT tools designed to accommodate learners' language proficiency and learning pace can also 

alleviate cognitive strain. Adaptive learning platforms, for instance, can offer personalized exercises and real-

time feedback to target specific areas of difficulty (Chen et al., 2020). These tools simplify interactions and 

ensure learners focus on acquiring content rather than struggling with interface complexities.  

Additionally, language assistance, such as bilingual glossaries, text-to-speech functionalities, and AI-powered 

translation tools, can support comprehension and foster confidence in using English (Shadiev, Hwang, & Liu, 

2020). These features help reduce the cognitive demand associated with decoding unfamiliar vocabulary or 

syntax, enabling learners to concentrate on higher-order thinking and content mastery. By combining these 

approaches, educators can create an inclusive and supportive learning atmosphere that optimizes the benefits 

of ICT tools while reducing cognitive overload. 

Moreover, ICT tools that do not consider learners' cultural and linguistic backgrounds may fail to engage them 

meaningfully. Learners are more likely to be motivated and retain information when they can relate to the 

content presented in their mother tongue. When ICT content is culturally relevant and accessible in learners' 

first language, it enhances their confidence and encourages participation in the learning process (Heugh, 

Prinsloo, & Makgamatha., 2019). Therefore, incorporating mother tongue support in ICT integration can be a 

key factor in improving language acquisition and learner outcomes in EFAL settings. 

To mitigate the challenges posed by the mother tongue in ICT integration, educators can adopt bilingual or 

multilingual approaches. Providing digital content in both English and the learners' mother tongue can bridge 

the language gap, allowing learners to grasp concepts more easily and reinforcing their understanding of 

English. Additionally, using ICT tools that support language learning, such as translation software or 

multilingual interfaces, can further assist learners in navigating content and developing proficiency in English, 

while still valuing their native language (Adendorff, 2021). 

The use of a learner’s mother tongue is an important factor in integrating ICT for students who are learning 

English as a First Additional Language.. Recognizing and addressing the linguistic challenges associated with 

ICT use in EFAL classrooms is essential for enhancing learners' comprehension, reducing cognitive load, and 

improving overall educational outcomes. Integrating mother tongue support in ICT initiatives can empower 

learners to navigate the digital learning environment more effectively, ultimately leading to better language 

acquisition and academic success.  Recognising the role of language and culture in ICT integration highlights 

the complexity of adopting technology in multilingual contexts. The following section (2.4) narrows this focus 

to barriers unique to South Africa, linking global insights to local realities. 
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 2.4 Barriers to ICT integration in South Africa  

Integrating Information and Communication Technology (ICT) into South Africa’s educational system 

presents a range of challenges, influenced by the nation’s socio-economic, infrastructural, and educational 

contexts. Hart  and Laher (2015) suggest that schools must consider how educators perceive ICT’s relevance 

to their cultural framework when implementing technology (Hart & Laher, 2015). The Technology 

Acceptance Model (TAM) focusses on two fundamental components, Perceived Usefulness (PU) and 

Perceived Ease of Use (PEOU). This section reviews the literature on both constructs, PU and PEOU.  

In an exploratory study involving 117 teachers in Johannesburg, Hart and Laher (2015) found that teachers’ 

perceptions of the usefulness of ICT were the strongest predictor of their attitudes toward integrating these 

tools. Similar results were reported by Kwok and Yang (2017) in their qualitative study in Singapore, which 

also highlighted perceived usefulness as a key factor shaping teachers’ attitudes toward ICT. However, Kwok 

and Yang (2017) further argue that teachers’ attitudes are shaped not only by perceived usefulness but also by 

perceived ease of use, suggesting that both elements play an important role. 

 

In contrast, Cheung and Vogel (2013) found that both perceived usefulness and perceived ease of use 

contribute to shaping attitudes toward ICT integration. However, they reported that perceived ease of use 

(PEOU) was a stronger predictor of attitudes than perceived usefulness (PU). Hamida, Razak, Abu Bakar and 

Abdullah (2015) explain that when a system is easy to navigate, users are more inclined to engage with it and 

continue using it as they explore its features 

 

2.4.1 Socio-economic disparities 

A key barrier preventing successful ICT integration in the Republic of South Africa is the profound socio-

economic inequality. The Gini coefficient4 ,an indicator of income inequality, shows that South Africa ranks 

as one of the globe’s most unequal societies (World Bank, 2020). This inequality translates into disparate 

access to ICT resources, where wealthier urban areas have more advanced ICT infrastructure compared to 

impoverished rural regions (Gillwald, 2020). The digital divide is further worsened by the high cost of internet 

access, which remains unaffordable for a large portion of the population (Chigona, 2018). 

                                                           
4 The Gini coefficient is a statistical measure of income inequality within a population, ranging from 0 to 1, where 0 represents 

perfect equality (everyone has the same income) and 1 represents perfect inequality (one person has all the income while everyone 

else has none). 
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2.4.2 Infrastructural challenges 

The country’s ICT infrastructure faces numerous challenges, including inconsistent electricity supply and 

inadequate broadband coverage. According to Nyasha and Chirisa (2019), frequent power outages and load 

shedding significantly disrupt the reliability of ICT services. Additionally, while urban areas may enjoy 

relatively robust broadband infrastructure, rural areas often suffer from poor connectivity, which hampers ICT 

integration in schools and businesses outside major cities (Gillwald, 2020).  

2.4.3 Educational barriers  

ICT adoption in the South African educational system is fraught with difficulties. The absence of teachers 

with the necessary training to successfully integrate ICT into the curriculum is one of the main challenges. 

Many educators lack the skills and self-assurance needed to integrate technology into their lessons  (Mawela, 

2020). Additionally, there is a shortage of ICT resources in schools, particularly in rural and underfunded 

urban areas, which restricts students' access to and engagement with technology (Makoe, 2019). 

2.4.4 Policy and governance issues 

Despite government efforts to promote ICT in education through policies such as the e-Education policy, 

implementation has been sluggish and uneven (Nkula & Amp; Krauss, 2019). Bureaucratic inefficiencies, 

corruption, and mismanagement of resources often result in delayed or failed ICT projects (Chigona, 2018). 

Additionally, there is a lack of coherent national strategy that effectively coordinates ICT initiatives across 

different sectors and regions (Gillwald, 2020). 

2.4.5 Cultural and language barriers 

South Africa’s diverse linguistic and cultural landscape poses unique challenges to ICT integration. With 

twelve official languages, there is a need for ICT content to be available in multiple languages to ensure 

inclusivity (Nyasha & Chirisa, 2019). Additionally, cultural attitudes towards technology can vary 

significantly, with some communities being more resistant to adopting new technologies, due to traditional 

practices and beliefs (Makoe, 2019). 

The integration of ICT in South Africa is hindered by the role of socio-economic disparities, infrastructural 

challenges, educational barriers, policy and governance issues, and cultural and language diversity. Resolving 

these barriers necessitates a multifaceted approach that involves improving infrastructure, making ICT more 

affordable, enhancing teacher training, and ensuring effective policy implementation. Only through concerted 
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efforts can South Africa bridge the digital divide and fully leverage the potential of ICT for socio-economic 

development. 

Together, these socio-economic, infrastructural, policy, and cultural barriers provide a holistic view of the 

South African context. Building on these insights, Section 2.5 turns to teachers’ attitudes, showing how these 

external challenges shape teachers’ perceptions and willingness to adopt ICT in EFAL classrooms.  

2.5 Teachers’ attitudes  

Understanding teachers' attitudes is a critical component in predicting the effectiveness of integrating ICT in 

learner classrooms, according to numerous international studies (Teo & Noyes, 2010; Hart & Laher, 2015; 

Abdullah, Ward, & Ahmed, 2016). Similarly, research from South Africa emphasises how important it is to 

take teachers' attitudes into account (Hart & Laher, 2015). The close link between teachers' attitudes and their 

behavioural intention to use technology (Abdullah et al., 2016) makes it vital to investigate these attitudes. 

Several studies have shown that teachers' attitudes significantly impact their acceptance of technology (Chen, 

2010; Park, 2009; Teo, 2009; Venkatesh, 2000; Wong et al., 2010; 2016). For instance, Teo and Noyes (2010) 

noted that a teacher’s attitude towards computer use (ATCU) is crucial for the success of technology 

integration in schooling (Teo & Noyes, 2010). 

Hart and Laher (2015) argue that while integrating ICT into teaching methods, schools should consider how 

educators perceive ICT as fitting their cultural context. The Technology Acceptance Model (TAM) includes 

two key constructs that shape perceptions: Perceived Usefulness (PU) and Perceived Ease of Use (PEU). This 

section explores the literature surrounding these constructs. 

According to the reviewed  literature, for successful blending of ICT, teachers should realise the potential of 

technology to improve their teaching practices (Hart & Laher, 2015; Kwok & Yang, 2017). According to Hart 

and Laher (2015),educators’ attitudes depend on the perceived usefulness of the tool, its cultural relevance, 

their ICT skills, and access to technology. However, Salehi and Salehi (2012) found that teachers' impressions 

of ICT use in the classroom were unaffected by the opinions of others, such as colleagues or school leadership. 

According to their findings, more than two-thirds of participants said that their colleagues' or school's negative 

attitudes towards ICT had little influence on their readiness to employ ICT in their teaching. 

This section highlights the relationship between teacher attitudes and socio-economic challenges. Teachers in 

low-income communities face barriers such as high student-to-computer ratios, limited professional 

development opportunities, and inadequate infrastructure, which shape their perceptions and readiness to 
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adopt ICT. Overcoming these challenges requires interventions tailored to both systemic issues and individual 

teacher needs. 

2.5.1 Teachers' attitudes towards technology in low-income communities 

Studies have examined teachers' attitudes towards technology in low-income communities, recognizing the 

unique challenges and opportunities present in such contexts. For example, Tan and Pearce (2011) conducted 

a study on teachers' perspectives of technology use in low-income schools, underlining the need of 

incorporating socioeconomic considerations in technology integration initiatives. Similarly, Mtebe and 

Raisamo (2014) investigated teachers' attitudes towards technology adoption in Tanzanian primary schools, 

emphasising the importance of targeted assistance and professional development activities. 

Numerous studies have identified barriers and facilitators to technology adoption among teachers in low-

income schools. Teachers frequently describe a lack of access to electronic tools, poor infrastructure, and 

limited technical support (Becker, 2000; Cuban, 2001). Conversely, professional development opportunities, 

peer collaboration, and supportive leadership have been identified as facilitators of technology adoption (Zhao, 

Fang, & Lei, 2021; Ertmer, 2005). 

Additionally, cultural beliefs and attitudes towards technology may influence teachers' adoption decisions. 

For example, Teo (2009) observed that cultural influences had a significant impact on pre-service teachers' 

attitudes towards technology integration in Malaysian schools, emphasising the need of taking socio-cultural 

contexts into account while adopting technology. Socioeconomic factors have a considerable impact on 

teachers' views towards using technology in education, particularly in low-income regions. Limited financing 

for technological resources, inequities in access to digital gadgets and internet connectivity, and competing 

objectives for educational investment can all impede technology integration attempts (Jones and Wilson, 

2020). 

Moreover, teachers in low-income communities often face high student-to-computer ratios, poor training, and 

limited support, which affect their confidence and readiness to use technology (Davis & Tearle, 1999). 

Furthermore, cultural perceptions of technology and its relevance to education may vary across socio-

economic contexts, influencing teachers' attitudes and beliefs about technology integration (Selwyn, 2010). 

Addressing these socio-economic factors requires holistic approaches that encompass infrastructure 

development, targeted support for teachers, and community engagement initiatives to ensure equitable access 

and effective use of technology in education. 
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2.5.2 Factors influencing teachers' attitudes towards technology adoption 

The Technology Acceptance Model (TAM) and related research show that a number of factors influence 

teachers' attitudes towards technology use. TAM's primary elements are perceived usefulness (PU) and 

perceived ease of use (PEU), with teachers more likely to utilise technology if they believe it will improve 

their teaching and learning processes and is simple to use (Davis, 1989). External influences, such as social 

pressure and facilitating conditions, including support from the organization and access to technical 

infrastructure, further impact technology acceptance (Venkatesh et al., 2003). 

Teachers' beliefs are also pivotal in determining their attitudes towards adopting technology. Ertmer (2005) 

argues that teachers’ views about the role of technology in education greatly influence their willingness to 

integrate it into their teaching. Furthermore, having access to quality training and continuous professional 

development opportunities is critical for boosting teachers' confidence and proficiency in using technology 

(Ertmer & Ottenbreit-Leftwich, 2010). Supportive leadership and a school culture that encourages innovation 

and experimentation with technology are also essential in cultivating positive attitudes towards technology 

adoption among teachers (Zhao et al., 2021). 

Infrastructure, including access to digital devices, reliable internet, and technical support, is another crucial 

factor in technology acceptance. In low-income communities, where resources are often inadequate, 

infrastructure might pose substantial impediments to technology adoption  (Wilson & Jones, 2020). To address 

these difficulties, infrastructure investment is required, as is fair access to technology tools for all teachers and 

learners. 

When considering the integration of technology in EFAL instruction in low-income communities, these 

factors may interact in complex ways to influence teachers' attitudes towards technology. Inadequate access 

to resources and infrastructure may prevent teachers from effectively integrating technology, regardless of 

their beliefs or training (Tan & Pearce, 2011). However, targeted in-service training and support initiatives 

tailored towards identified needs of teachers in low-income schools can help overcome these barriers, enabling 

teachers to use technology to improve EFAL instruction (Mtebe & Raisamo, 2014). 

Moreover, socio-economic factors such as poverty and inequality can exacerbate existing challenges in 

technology access and use, making the adoption of technology even more difficult in low-income communities 

(Selwyn, 2010). To address these issues, a comprehensive approach is needed. On an individual level, this 

involves equipping teachers with professional learning experiences aimed at enhancing their skills and self-

efficacy in technology use, offering personalized support for students who lack exposure to digital tools, and 

involving parents to create a supportive environment for technology use at home. 
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At the systemic level, comprehensive strategies must focus on bridging infrastructure gaps, such as ensuring 

stable internet access, providing enough devices for both students and teachers, and ensuring ongoing 

maintenance of these resources. Policy initiatives are also essential to prioritize the equitable distribution of 

resources, build partnerships with NGOs and private sector organizations to complement government efforts, 

and design curricula that incorporate technology in culturally and contextually relevant ways. Together, these 

individual and systemic strategies can foster positive attitudes toward technology adoption, promoting 

equitable access to technology-enhanced EFAL education in low-income communities. 

The incorporation of ICT in English classrooms, particularly in South Africa's Intermediate Phase, has 

emerged as a global educational goal for enriching teaching and learning. However, a variety of impediments 

continue to impede the proper adoption of ICT in these situations. These barriers can be broadly categorized 

into infrastructure and resource limitations, teacher-related challenges, and pedagogical and curricular 

constraints. 

In summary, teachers’ attitudes towards technology are not shaped in isolation but are deeply influenced by 

the systemic, cultural, and infrastructural realities described earlier. Section 2.6 builds on this by reviewing 

existing research and case studies that illustrate how these factors manifest in real-world EFAL classrooms.  

2.6 Existing research on technology integration     

 

2.6.1 Case studies of technology integration in EFAL classes        

Case studies offer meaningful insights into the practical implementation of technology integration in EFAL 

classes, showcasing successful strategies, challenges encountered, and lessons learned from real-world 

contexts. One case study conducted by Smith (2019) explored the integration of interactive language learning 

apps in an EFAL classroom in a low-income community in the Western Cape. The study found that language 

learning apps boosted student engagement, motivation, and independent practice. However, limited device 

access and internet connectivity remained challenges. Another case study by Patel and Jones (2018) 

investigated the use of online language exchange platforms in an EFAL class in a rural school setting. The 

study demonstrated how learners engaged in virtual language exchanges with peers from English-speaking 

countries, allowing them to practise their language skills in authentic contexts. The findings highlighted the 

benefits of peer interaction, cultural exchange, and increased language exposure afforded by online platforms. 

However, concerns about privacy and safety in online communication were raised as important considerations 

for teachers and learners.  
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A third case study conducted by Khan (2020) examined the implementation of multimedia project-based 

learning in an EFAL classroom in an urban school. The study showcased how learners collaborated on digital 

storytelling projects, using multimedia tools to create and share their narratives. The findings revealed that 

multimedia project-based learning promoted creativity, critical thinking, and language proficiency among 

learners. However, technical issues such as software compatibility and digital literacy skills gaps posed 

challenges for both teachers and learners. 

 Recent case studies have explored emerging technologies, further expanding the scope of ICT integration in 

EFAL classes. Ngwenya and Langa (2022) investigated the implementation of gamified language learning 

applications in EFAL classrooms in peri-urban areas of the Eastern Cape. Their study revealed that 

gamification improved vocabulary acquisition and fostered engagement among learners, particularly those 

previously disengaged. This indicates the possibilities offered by interactive and game-based learning to 

address motivational barriers in low-resource environments.  

Khan and Patel (2023) examined the use of augmented reality (AR) tools in EFAL instruction in a township 

school. The findings showed that AR created immersive learning experiences that contextualized language 

instruction, allowing learners to connect abstract concepts with visual and interactive elements. While AR 

helped language retention and comprehension, limited access to AR-compatible devices and teacher training 

posed significant hurdles to scalability.  

These case studies illustrate the dynamic possibilities of integrating technology into EFAL classes. However, 

they also emphasize the importance of addressing systemic issues such as socio-economic disparities, digital 

literacy gaps, and cultural considerations. In low-income communities, strategies must align with the realities 

of limited infrastructure and access. Lessons from these case studies can inform tailored approaches, such as 

prioritizing mobile-friendly tools, leveraging community-based solutions, and offering robust teacher training 

programmes. By examining these real-world examples, educators can better understand the capability of 

digital learning resources while navigating the complexities of implementation in under-resourced settings. 

 2.6.2 Existing research gaps and limitations 

While existing literature provides valuable insights into teachers' attitudes towards using technology in EFAL 

classes, several gaps remain. Much of the existing research on technology integration in EFAL instruction has 

been conducted in more affluent or urban settings, with limited attention to the contextual challenges and 

opportunities encountered by teachers in low-income communities. Moreover, studies often focus on 

technology integration from a broader educational perspective, neglecting the specific  needs and perspectives 

https://uwcscholar.uwc.ac.za/home



34 
 
 
 
 

of EFAL teachers. There is a need for more targeted research that specifically examines EFAL teachers' 

attitudes towards technology adoption and integration. 

While some studies acknowledge the impact of socioeconomic factors on technology adoption, there has been 

little research into how cultural beliefs, community dynamics, and linguistic diversity in low-income 

communities’ influence teachers' attitudes towards using technology in EFAL instruction. Previous research 

into teachers' attitudes towards technology in EFAL classes in low-income communities had significant 

drawbacks. Many studies use cross-sectional designs, which provide snapshots of teacher opinions at distinct 

moments in time. Longitudinal research is required to examine changes in attitudes over time and evaluate the 

long-term impact of technology integration programmes  (Davis, 1989). Some studies rely solely on self-

report measures to assess teachers' attitudes towards technology, which may be subject to biases and social 

desirability effects. Future research could incorporate mixed-methods approaches, combining self-report 

measures with classroom observations and interviews to offer a more thorough understanding of teachers' 

attitudes and practices (Ertmer & Ottenbreit-Leftwich, 2010). 

While existing literature provides valuable insights into teachers' attitudes towards using technology in EFAL 

classes, several gaps remain.  The generalizability of findings from existing studies may be limited due to 

sample characteristics and contextual factors. Future research should aim to include diverse samples of EFAL 

teachers from a range of low-income communities to enhance the generalizability of findings (Mtebe & 

Raisamo, 2014).  While some studies acknowledge the importance of professional development in supporting 

technology integration, there is a need for more research on effective strategies for training and supporting 

EFAL teachers in low-income communities. This includes exploring the role of mentorship, peer 

collaboration, and ongoing support structures in fostering positive attitudes towards technology adoption. 

Addressing these gaps and limitations requires a concerted research effort that prioritizes the voices and 

experiences of EFAL teachers in low-income communities and adopts rigorous methodological approaches to 

ensure the validity and dependability of findings. By addressing these research gaps, future studies can 

contribute to the development of evidence-based strategies for promoting effective technology integration in 

EFAL instruction in low-income contexts. 

The insights from existing research on technology integration highlight diverse approaches and challenges in 

leveraging ICT for educational purposes, particularly in EFAL instruction. While case studies provide 

valuable lessons on the practicalities of implementation, the underlying factors influencing technology 

adoption and use require a robust theoretical framework to guide analysis. The Technology Acceptance Model 

(TAM) offers a well-established lens to examine the perceptions, attitudes, and behavioural intentions of 
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educators towards ICT integration. By situating the study within this framework, the research bridges the gap 

between empirical observations and theoretical underpinnings, developing a better understanding of the 

factors that influence effective technology use in EFAL classrooms. These gaps highlight the need for more 

targeted and contextually grounded studies of ICT integration in EFAL classrooms within low-income South 

African communities. To guide such inquiry, Section 2.7 outlines the Technology Acceptance Model (TAM) 

as the theoretical framework underpinning this study. 

2.7 Theoretical framework: Technology Acceptance Model 

The integration of technology in education has been analysed through several frameworks, including the 

Diffusion of Innovations Theory (Rogers, 1962), which explains how new ideas spread, and the Technological 

Pedagogical Content Knowledge (TPACK) model (Mishra & Koehler, 2006), which emphasises the interplay 

between pedagogy, content, and technology knowledge. Constructivist Learning Theory , which emphasises 

active, hands-on participation in knowledge building, encourages the use of digital technology in the 

classroom to promote student interaction and exploration (Piaget, 1952; Vygotsky, 1978). Additionally, Social 

Learning Theory (Bandura, 1977) provides a framework for investigating the social and interactive 

components of technology-supported learning environments. These frameworks collectively offer deeper 

insights into the dynamics that shape the adoption and integration of ICT in education, especially in the context 

of low-income communities where the challenges may be more pronounced.  

While these models provide valuable insights, this study adopts the Technology Acceptance Model (TAM) 

(Davis, 1989) as its primary theoretical framework. TAM was selected because it focuses specifically on users’ 

attitudes and perceptions, which are central to understanding teachers’ decisions to adopt or resist ICT in 

classrooms. TAM contends that perceived usefulness and perceived ease of use are critical in determining 

people' acceptance and use of technology. This model was chosen because of its complete framework for 

assessing the fundamental characteristics that influence technology adoption and use, which is critical for 

understanding and addressing teachers' particular difficulties and attitudes in these situations (Davis, 1989). 

This study prioritised the Technology Acceptance Model (TAM) over the Technological Pedagogical Content 

Knowledge (TPACK) framework because the primary focus of the investigation was not on teachers’ 

knowledge integration competence, but rather on their attitudinal dispositions and perceptual beliefs toward 

ICT use in EFAL classrooms. While TPACK provides a robust framework for examining how technological, 

pedagogical, and content knowledge intersect to support effective instructional integration, it presupposes a 

degree of willingness and acceptance on the part of the teacher. In contrast, TAM specifically interrogates the 
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psychological determinants of technology adoption, particularly Perceived Usefulness (PU) and Perceived 

Ease of Use (PEOU), which directly influence behavioural intention and actual usage. 

Given that ICT resources were available at the school, yet integration levels varied among teachers, the critical 

issue was not solely whether teachers possessed the requisite integration knowledge (as conceptualised by 

TPACK), but whether they perceived ICT as beneficial and manageable within their instructional context. 

Thus, TAM’s attitudinal and perceptual focus provided a more precise analytical lens for understanding the 

underlying motivational drivers and barriers influencing ICT uptake. In this context, teachers’ beliefs 

functioned as antecedents to integration practices, rendering TAM theoretically and methodologically more 

congruent with the study’s aims than the broader knowledge-integration orientation of TPACK. 

 The TAM is particularly relevant in education as it emphasizes users' perceptions and attitudes, both of which 

are key factors in the successful integration of technology into teaching and learning (Dwivedi, Rana, Jeyaraj, 

Clement, & Williams M., 2020). By examining teachers' perceptions of the usefulness (PU) and ease of use 

(PEOU) of technology, researchers can identify barriers and enablers to technology adoption, and develop 

strategies to promote its use in classrooms (Huang, Teo, & Zhou., 2021; Scherer et al., 2019). Perceived 

Usefulness (PU) refers to the belief a specific system will enhance one’s job performance, while Perceived 

Ease of Use (PEOU) refers to the belief that using a system can be used with little effort (Taherdoost, 2018). 

 2.7.1 Understanding Technology Acceptance Model (TAM) 

 

According to the  literature, the Technology Acceptance Model (TAM) emerged from Ajzen and Fishbein's 

Theory of Reasoned Action, which was developed in 1975 (Chuttur, 2017; Larsen & Lee, 2016). It is further 

noted that Fred Davis first introduced the TAM in his 1985 thesis (Chuttur, 2017; Alagu, Sundaram, & 

Natarajan, 2015; Surendran, 2012; Liu, 2005; Davis, 1989) . Davis suggested the model in response to the 

failure of technology adoption in organizations, as prior studies failed to provide clear explanations for why 

certain systems were either accepted or rejected by consumers (Chuttur, 2017). 

In their work, Liao, Hong, and Wen (2018) and Hassan et.al (2019) state that the TAM's goal is to investigate 

and forecast information technology adoption by looking at variables affecting the appropriateness of specific 

ICT tools (Hassan et al., 2019; Liao et al., 2018). Perceived utility (PU) and perceived ease of use (PEOU) are 

the two main characteristics that the model focusses on in order to predict and explain consumer adoption of 

information systems and technology. 

Although the TAM originated in the context of business organizations, the framework has  found broad 

application across various disciplines, including technology acceptance. It was selected as  the theoretical 
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basis for this study because it has been effectively used in understanding attitudes toward technology adoption 

(Chuttur, 2009). According to Sánchez-Prieto, Olmos-Migueláñez, and García-Penal (2016), TAM has been 

most commonly applied in areas such as commerce (Chen, Glennon, & Sherrell, 2002; Gefen, Karahanna, & 

Straub, 2003; Wu & Chen, 2005), ICT in organizations (Heijden, 2000; Hsu, 2004; Yang, Cai, Zhou, & Zhou, 

2005), and healthcare (Hung & Jen, 2012; Kuo, Liu, & Ma, 2013), with more limited use in education (Persico, 

Manca, & Pozzi, 2014; Stantchev, Colomo-Palacios, Soto-Acosta, & Misra, 2014; Sanchez & Hueros, 2010). 

Granić and Marangunić (2019) highlight a gap in research regarding the application of TAM in educational 

settings and emphasize that the model is crucial for predicting human behaviour related to technology 

acceptance or rejection. 

The original TAM model, as proposed by Davis, includes several constructs: External Variables, Perceived 

Use, Perceived Ease of Use, Attitude toward Use, Behavioural Intention to Use, and Actual System Use 

(Sellami, Santhosh, Bhadra, & Ahmad, 2024). The figure below illustrates the variables involved in the TAM. 

 

Figure 2:Technology Acceptance Model 

 

Davis (1989) suggested that both Perceived Usefulness (PU) and Perceived Ease of Use (PEOU) determine 

an individual's attitude toward using a technology. Their behavioural intention to use technology is influenced 

by this attitude, which ultimately determines how they actually utilise it. PEOU is the perceived ease with 

which a person believes they can use a system without trouble, whereas PU is the degree to which a person 

believes using a system will increase their job performance. Later, Venkatesh and Davis (2000) improved the 

model by developing TAM2, which added elements like social impact and cognitive instrumental processes 

to more accurately forecast technology adoption. Since then, the TAM has been extensively tested and applied 

in a variety of sectors, demonstrating its versatility and potency in forecasting technology adoption and usage 

(Venkatesh & Bala, 2008).  
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TAM has been used in recent research to investigate technology adoption in a variety of fields, such as 

business, healthcare, and education. Teachers' opinions about how technology might enhance instruction and 

learning play a critical role in deciding whether or not to accept and include it into their teaching methods. 

Numerous studies have looked at how educators view technology's ability to improve instruction and student 

learning.  

For example, Ertmer (2005) studied teachers' perceptions of how technology could enhance instructional 

practices. Teachers who saw technology as beneficial for creating engaging, personalized, and collaborative 

learning experiences were more inclined to use it in their teaching. Chen and Tsai (2019) examined factors 

influencing Taiwanese elementary school teachers' intentions to use educational technology. They found that 

both PU and PEOU significantly predicted teachers’ behavioural intentions to adopt technology. They also 

found the effects of subjective norms and supportive situations in moulding teachers' attitudes towards 

technology use.  

Similarly, Mishra and Koehler (2006) examined teachers' attitudes towards technology using the 

Technological Pedagogical Content Knowledge (TPACK) framework. They discovered that teachers who 

recognised technology's potential for improving pedagogy and content delivery were more willing to 

incorporate it into their teaching techniques.   Zhao et al. (2021) explored how teachers’ perceptions of 

technology’s usefulness influenced their attitudes toward integrating technology. They found that teachers 

who viewed technology as valuable for addressing instructional challenges and supporting diverse learners 

exhibited more positive attitudes toward its adoption. Similarly, Hew and Brush (2007) found that teachers 

who saw technology as enhancing student engagement and promoting active learning were more motivated to 

integrate it into their classrooms.  

Wong and Teo (2009) conducted a study in Malaysia ,where they examined the factors that influence student 

teachers’ intention to use technology in Malaysia. They discovered that Perceived Use, Perceived Ease of Use, 

and student teachers’ attitudes towards computer use had a substantial influence on their willingness to use 

technology. Conversely, Kung-Teck, Wong, Osman, Goh, and Rahmat (2013) validated TAM in the context 

of Malaysian student teachers and found that PU significantly influenced attitudes toward technology use, 

while PEOU had an impact on PU, and attitudes influenced behavioural intention.  

In South Africa, Ndebele and Mbodila (2022) applied TAM to examine technology acceptance in a historically 

disadvantaged university. Their study found that academic staff recognized the value of ICTs in teaching and 

learning and were willing to adopt technology to enhance their practices. Similarly, Moodley, Callaghan, 

Fraser and Graham (2020) explored factors influencing South African teachers' acceptance of mobile 
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technologies. They found that PU and PEOU were key determinants in teachers' acceptance of mobile 

technologies in their classrooms.  

This study fills  the gap in literature by examining the attitudes of English First Additional Language (EFAL) 

teachers toward ICT use in low-income schools. The research will utilize the full TAM framework, including 

constructs such as environmental variables (EV), PU, PEOU, attitudes toward using technology, behavioural 

intention to use (BI), and actual system use. Beyond education, TAM has also been applied in other sectors. 

For instance, Rahimi, Nadri, Lotfnezhad Afshar, and Timpka (2018) studied the adoption of electronic health 

records (EHR) among Iranian nurses and found that both PU and PEOU were significant predictors of EHR 

acceptance. In the business domain, Oliveira et al. (2016) examined mobile banking adoption in Brazil and 

found that PU, PEOU, perceived risk, and trust influenced consumers' intentions to adopt mobile banking 

services. 

In summary, the literature highlights the importance of teachers' judgements of technology’s simplicity of use 

and usefulness in promoting its adoption. When teachers perceive technology as user-friendly and beneficial, 

they are more likely to integrate it into their instructional practices, improving learning experiences for 

students. TAM offers a valuable framework for assessing teachers' attitudes toward technology adoption, 

particularly in educational settings where these perceptions are crucial to successful technology integration. 

By assessing PU and PEOU, researchers can identify barriers and enablers to technology adoption, helping to 

develop methods that promote efficient use of technology in classrooms. 

2.7.2 Theoretical underpinnings of TAM 

The TAM is based on cognitive psychology and social cognitive theory, specifically Ajzen and Fishbein's 

(1980) Theory of Reasoned Action (TRA). This theoretical foundation underscores the significance of beliefs, 

attitudes, and subjective norms in determining human behaviour. Within educational settings, TAM offers a 

robust framework for comprehending teachers' attitudes towards the adoption of technology (Teo, 2011). 

TAM is especially pertinent in the educational domain because it concentrates on users' perceptions and 

attitudes, which are critical aspects impacting successful incorporation of technology into teaching and 

learning processes (Venkatesh & Bala, 2008). Researchers can identify barriers and facilitators to technology 

adoption and develop ways to improve its use in classrooms by analysing teachers' perceived utility (PU) and 

perceived ease of use (PEOU) (Scherer et al., 2019). PU refers to an individual's belief that utilising a specific 

system will improve their job performance, whereas PEOU refers to an individual's belief that using a system 

will require no effort (Davis, 1989). 
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At its core, TAM posits that individuals' attitudes towards adopting ICT are shaped by their views of its utility 

and ease of use. Positive perceptions regarding the usefulness and ease of use of technology are correlated 

with higher acceptance and adoption rates, whereas negative perceptions may result in resistance or hesitancy 

to adopt (Teo, 2020). This model has undergone various extensions and modifications to adapt to different 

contexts and technologies, yet the fundamental principles remain consistent (Venkatesh & Davis, 2000). 

Recent studies have reinforced the applicability of TAM in diverse educational environments. For instance, 

in a South African context, Mlitwa and Van Belle (2020) investigated the adoption of educational technologies 

among university lecturers and found that PU and PEOU significantly influenced their acceptance and use of 

these technologies. Similarly, Mtebe and Raisamo (2014) highlighted the role of TAM in understanding e-

learning adoption in Sub-Saharan Africa, suggesting that addressing concerns related to PU and PEOU can 

significantly improve technology uptake. 

Internationally, research by Scherer and Teo (2020) examined the factors affecting teachers' technology 

acceptance across various countries, emphasising the universal relevance of TAM in educational research. 

Their findings indicate that while cultural and contextual differences exist, the core constructs of PU and 

PEOU remain critical determinants of technology acceptance. 

In essence, TAM provides valuable insights into the psychological mechanisms driving technology adoption. 

By focusing on PU and PEOU, educational researchers and policymakers can comprehend the teachers' 

attitudes to technology and develop targeted interventions that support efficient integration of technology in 

the classroom. The model's versatility and broad applicability make it a fundamental tool in the ongoing efforts 

to leverage technology for enhanced educational outcomes. 

TAM is particularly relevant to studying technology adoption in education because it focuses on users' 

perceptions and attitudes, which are key drivers  which influence the successful integration of technology into 

instructional processes (Teo, 2009). By assessing teachers' perceived usefulness and perceived ease of use of 

technology, educational researchers can identify barriers and facilitators of the adoption of  technology and 

develop tactics that promote its effective use in classrooms. 

In essence, TAM suggests that individuals' attitudes towards technology adoption are shaped by their 

judgements  of its usefulness and usability. Positive impressions of usefulness and simplicity are associated 

with greater acceptance and adoption of the technology, while negative perceptions may lead to resistance or 

reluctance to adopt it. The TAM has been widely used and extended in  a variety of domains, such as education, 
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healthcare, and business. Understanding technology adoption behaviours helps guide the design and 

implementation of technological interventions. 

2.7.3 Applying TAM to EFAL teaching 

In this study, the Technology Acceptance Model (TAM) provides a framework for investigating how 

Intermediate Phase EFAL teachers in low-income schools perceive and adopt ICT. The construct of Perceived 

Usefulness (PU) is applied to examine whether teachers believe that ICT enhances learners’ English 

proficiency, for example by improving vocabulary acquisition, listening comprehension, or reading fluency. 

Perceived Ease of Use (PEOU) focuses on teachers’ perceptions of how simple or difficult ICT tools are to 

learn and apply in EFAL classrooms. This includes, for instance, whether teachers feel confident using tablets 

for interactive reading exercises or whether they find devices such as interactive whiteboards too complex to 

manage. The model also considers external variables, which in this context refer to the broader school and 

community factors that shape PU and PEOU. These variables include inadequate professional development, 

limited infrastructure, unreliable internet connectivity, and a lack of administrative support that can hinder 

technology adoption. Finally, TAM’s pathway of Attitude → Behavioural Intention → Use is relevant to this 

study as it allows for a systematic comparison between what teachers say about ICT in EFAL classrooms 

(their attitudes and intentions) and what they actually do in practice (their observed classroom behaviours). 

2.7.4 Utilising TAM to address the research questions and objectives 

Objective 1: To explore environmental factors which support or hinder the integration of educational 

technology at these schools. 

TAM can be used to identify external variables, such as environmental factors, that affect PU and PEOU. 

Environmental factors could include access to resources, technical support, and the overall infrastructure at 

the schools. Understanding these factors can reveal how they either support or hinder technology integration 

(Venkatesh & Bala, 2008). 

Objective 2: To investigate how teachers perceive the value of available educational technologies. 

PU, as defined by TAM, will be central in assessing how teachers perceive the value of technology in boosting 

teaching effectiveness and student learning outcomes. According to research, teachers' positive perceptions of 

the usefulness of technology are crucial for its adoption (Ertmer, 2005; Zhao et al., 2021). 
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Objective 3: To examine the factors which inspire teachers to implement new technologies in teaching 

and learning. 

This objective aligns with exploring both PU and PEOU. Factors such as professional development 

opportunities, peer influence, and personal innovativeness will be examined to see how they inspire teachers 

to adopt new technologies. Research indicates that when teachers are comfortable with using technology and 

find it beneficial, they are more  likely to implement it (Teo, 2009; Hew & Brush, 2007). 

Objective 4: To establish the correlation between teachers’ professed attitudes and their actual use of 

educational technologies in the English First Additional Language classes. 

TAM aids in system prediction by studying the relationship between instructors' attitudes (PU and PEOU) and 

their actual use of technology. This objective involves analysing behavioural intention as an intervening 

variable between attitude and actual use (Venkatesh et al., 2003). This objective examines the relationship 

between attitudes (influenced by PU and PEOU) and actual usage, crucial for validating the TAM framework 

in the context of this study. 

 2.7.5  TAM and research design 

The Technology Acceptance Model (TAM) did not only inform the theoretical orientation of this study but 

also guided its research design, data collection, and analysis. In terms of data collection, interviews were 

structured around the core TAM constructs. Questions about whether ICT improved learners’ English 

proficiency reflected Perceived Usefulness (PU), while questions about the ease or difficulty of applying ICT 

in EFAL lessons reflected Perceived Ease of Use (PEOU). Questions related to resources, infrastructure, and 

training addressed external variables. In addition, classroom observations were designed to capture teachers’ 

actual ICT use, thereby enabling a comparison between their professed attitudes and intentions and their 

observable classroom practices, consistent with TAM’s pathway of Attitude → Behavioural Intention → Use. 

For data analysis, thematic coding in Atlas.ti was explicitly guided by TAM. Teachers’ statements about ICT 

improving learner engagement or comprehension were categorised under Perceived Usefulness, while 

frustrations with devices, internet access, or a lack of training were categorised under Perceived Ease of Use 

or External Variables. This approach ensured that findings were systematically aligned with the model’s 

constructs, rather than being purely descriptive. 

Finally, TAM also informed the interpretation of findings. It enabled the study to explain not only whether 

teachers used ICT but also why they adopted or resisted it. For instance, some teachers expressed a strong 

https://uwcscholar.uwc.ac.za/home



43 
 
 
 
 

belief in ICT’s usefulness but were hindered by insufficient training, which highlighted the role of external 

variables in shaping PU and PEOU. Similarly, the framework helped explain discrepancies between teachers’ 

professed positive attitudes and their minimal ICT use in practice, thereby offering a structured explanation 

for the gap between intention and behaviour in EFAL classrooms. 

2.7.6 Relevance to EFAL in low-income schools 

TAM is particularly relevant for EFAL in South African low-income schools because teachers’ attitudes are 

decisive in determining whether ICT is employed as a genuine tool for language development. While ICT can 

provide learners with authentic English exposure, especially important where learners seldom encounter 

English outside the classroom, these benefits will remain unrealised if teachers perceive ICT as burdensome 

or irrelevant. By grounding the study in TAM, this research not only explains patterns of ICT use among 

EFAL teachers but also identifies targeted leverage points for intervention, such as teacher training that 

increases perceived ease of use, or policy supports that highlight ICT’s usefulness for improving literacy. 

2.8. Conclusion 

The review of the literature demonstrates that ICT integration in education, and particularly in EFAL 

classrooms, is shaped by a complex interplay of infrastructural, pedagogical, cultural, and attitudinal factors. 

Global perspectives highlight both the potential of digital tools to enhance learner engagement and literacy, 

and the persistent challenges of uneven access, insufficient training, and curriculum alignment. Within EFAL 

contexts, the integration of ICT carries additional layers of complexity, as language barriers, limited subject-

specific resources, and socio-economic inequalities constrain the effectiveness of technology use. 

In the South African context, these global challenges intersect with unique local barriers, including under-

resourced schools, inconsistent policy implementation, and linguistic diversity. Together, these factors exert 

a strong influence on teachers’ attitudes, shaping both their willingness and ability to adopt ICT in meaningful 

ways. While teachers’ positive perceptions and motivation are repeatedly identified as critical to successful 

adoption, the literature also shows that favourable attitudes alone are insufficient without systemic support in 

the form of infrastructure, professional development, and leadership encouragement. 

Existing studies and case-based evidence reveal significant gaps, particularly in low-income schools where 

ICT integration is often fragmented or inconsistent. Despite widespread acknowledgement of the promise of 

ICT in improving EFAL teaching and learning, there remains a scarcity of research that explicitly explores 

how teachers’ attitudes, mediated by environmental and systemic conditions, affect ICT use in these contexts. 

This highlights the need for contextually grounded studies that move beyond broad claims of potential, 

https://uwcscholar.uwc.ac.za/home



44 
 
 
 
 

towards nuanced understanding of how integration unfolds in practice.  Moreover, socio-economic factors, 

such as limited resources, inadequate infrastructure, and cultural beliefs significantly influence teachers' 

attitudes towards technology adoption. While some studies acknowledge the impact of these factors, there is 

a need for more in-depth exploration to understand their nuanced effects on EFAL teachers' attitudes and 

practices. 

The proposed research study aims to address these gaps by conducting a comprehensive investigation into 

Intermediate Phase teachers' attitudes towards using technology in EFAL classes in selected low-income 

communities in the Western Cape. Understanding teachers' attitudes towards technology is crucial for 

informing policy and practice initiatives aimed at fostering successful technology integration in EFAL 

teaching. By showcasing the obstacles and possibilities encountered by educators in under-resourced 

communities, the proposed research study can contribute to the development of targeted support strategies and 

interventions to enhance technology use and improve educational outcomes for EFAL learners. The proposed 

research study represents a vital step towards addressing existing gaps in the literature and advancing our 

knowledge of integration of technology in EFAL education, thereby  leading to more equitable and impactful 

teaching practices.  

The Technology Acceptance Model (TAM) provides a valuable theoretical lens through which these dynamics 

can be understood, linking perceptions of usefulness and ease of use to attitudes and adoption behaviours. 

However, its application in EFAL classrooms, especially in low-income South African schools, remains 

underexplored. This gap creates a clear space for the present study, which seeks to investigate how 

Intermediate Phase teachers perceive and integrate ICT in EFAL teaching, and how these perceptions are 

shaped by the environmental and systemic realities of their schools. 

Building on the theoretical and conceptual insights presented in Chapter 2, the next chapter outlines the 

research design and methodology employed to address the identified gaps in the literature. It describes the 

paradigmatic stance, research approach, data collection instruments, and analytical methods used to 

investigate Intermediate Phase teachers’ attitudes toward ICT integration in EFAL classrooms within low-

income communities. In doing so, this methodological foundation ensures that  the study not only remains 

theoretically grounded but also produces findings that are robust, reliable, and contextually relevant.   
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CHAPTER 3: RESEARCH DESIGN AND METHODOLOGY  

3.1 Introduction 

 

The preceding chapter established the theoretical foundations of this study which examine Intermediate Phase 

teachers' attitudes towards the use of technology in English First Additional Language (EFAL) classes at 

selected schools in low-income communities in the Western Cape. This chapter  presents the research design 

and methodology used in this the study. The chapter outlines the methodological framework, detailing the 

research philosophy, encompassing the paradigm, ontology, and epistemology. It then outlines the research 

methodology, covering the research approach, design, target population, sampling strategy, sample 

characteristics, research sites, and data collection instruments. It concludes by describing the data analysis 

procedures, trustworthiness measures, and ethical considerations implemented to ensure the study’s integrity 

and rigour (Lincoln & Guba, 1985; Merriam & Tisdell, 2016).  

The following section focuses on the research philosophy underpinning this study. 

3.2 Research philosophy 

 

Research philosophy concerns how data about a phenomenon should be collected, analysed, and applied 

(Saunders, Lewis, & Thornhill, 2019). It represents  the researcher's viewpoint on what real knowledge is  and 

how knowledge is produced (Creswell & Poth, 2018). The research philosophy that drives a study has a 

substantial impact on the overall research process, affecting all aspects from the formulation  of research 

questions to the analysis of results (Creswell & Creswell, 2018). Understanding the philosophical assumptions 

about the nature of reality (ontology) and the nature of knowledge (epistemology) is essential for any 

researcher, as these assumptions affect the selection of methodology and the analysis of data (Maree, 2016). 

Different research philosophies are based on unique views regarding what constitutes reality, what constitutes 

valid knowledge, and how such knowledge can be acquired. The main research philosophies include 

positivism, interpretivism, realism, and pragmatism. Positivism is grounded in the belief that reality is 

objective and can be measured through observable phenomena, often using quantitative methods to test 

hypotheses (Bryman, 2016). Interpretivism, in contrast, asserts that reality is socially created or shaped 

through interactions and shared meanings, emphasizing the importance of understanding human experiences 

and social contexts through qualitative approaches (Saunders, Lewis, & Thornhill, 2019). Realism combines 

elements of both positivism and interpretivism, acknowledging that reality exists independently of human 

perceptions, but our understanding of it is influenced by social and contextual factors (Guba & Lincoln, 1994). 

Pragmatism, a more flexible approach, focuses on the practical application of research and the utilisation of 

multiple methods to address research questions, blending both qualitative and quantitative techniques as 
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needed (Creswell & Creswell, 2018). Each philosophical stance, offers an alternative perspective for viewing 

and conducting  research, shaping the way researchers approach their studies and interpret their findings.  

In the following sections, the paradigmatic, ontological, and epistemological foundations of the study will be 

discussedoffering an extensive comprehension of the philosophical stance that guides this research. This 

foundation is essential for contextualising the study's methods and ensuring that the findings are interpreted 

within the correct philosophical framework.  

3.2.1 The paradigm 

 

Literature indicates that selecting an appropriate paradigm is crucial for conducting robust research (Creswell 

& Creswell, 2018). According to Maree (2016), paradigms shape how people experience reality. The literature 

specifies three basic research paradigms: interpretative, positivist, and transformative/critical theory   

(Creswell & Poth, 2018). Each paradigm has distinct assumptions, methodologies, and epistemologies guiding 

research.  

Positivism asserts the objective reality of the social world, which can be observed and measured through 

empirical methods. It emphasises the importance of observable, quantifiable facts and often utilises statistical 

analyses to test hypotheses (Ryan, 2018). Key characteristics of positivism include objectivity, the application 

of quantitative techniques, such as surveys and experiments, and the generalisability of findings across 

contexts (Bryman, 2020). 

In contrast, interpretivism focuses on understanding the subjective meaning of social phenomena, suggesting 

that reality is created through social interactions and emphasising the importance of context and participant 

perspectives (Creswell & Poth, 2018). Interpretivism is characterised by subjectivity, the use of qualitative 

techniques, such as interviews and observations, and a contextual understanding that is not easily generalisable 

(Merriam & Tisdell, 2016). 

Critical theory, on the other hand, aims to critique and transform society by addressing power structures and 

inequalities. It is concerned with emancipation and social justice, often focusing on marginalised groups 

(Kincheloe & McLaren, 2018). Critical theory is distinguished by its emancipatory focus, reflexivity, and the 

utilisation of mixed methods to address intricate social issues (Denzin & Lincoln, 2018). For instance, a study 

investigating the impact of educational policies on disadvantaged communities might incorporate both 

statistical data and personal narratives to enable a comprehensive analysis. 

This chapter explores the philosophical underpinnings of this research, which investigates Intermediate Phase 

teachers' attitudes towards using technology in English First Additional Language (EFAL) classes in low-
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income communities. The research paradigm employed in this study is interpretivist, which emphasizes 

understanding the subjective experiences and meanings that individuals assign to their social world (Schwartz-

Shea & Yanow, 2012). This paradigm is particularly suitable for exploring Intermediate Phase teachers' 

attitudes towards using technology in English First Additional Language (EFAL) classes in low-income 

communities, as it allows for a nuanced comprehension  of their experiences and perceptions within their 

specific contexts (Saunders, Lewis & Thornhill, 2019; Willis, 2007). 

The selection of an interpretivist paradigm is central to this research, enabling a thorough examination of 

teachers' subjective experiences and perceptions within their unique contexts (Schwartz-Shea & Yanow, 

2012). By adopting a relativist ontology, this study acknowledged the multiple realities constructed through 

individual and social interactions (Guba & Lincoln, 1994). Furthermore, the study employed a constructivist 

epistemology, recognising that knowledge is co-constructed through social processes and interactions (Berger 

& Luckmann, 1966). This philosophical approach is especially appropriate for understanding teachers' varied 

viewpoints on the integration of technology in EFAL teaching (Creswell & Poth, 2018). 

According to Guba (1990), research paradigms can be delineated by their fundamental components, which 

address essential questions within the paradigm: ontology, epistemology, methodology, and axiology. 

Ontology pertains to the philosophical assumptions regarding the nature of social reality and our 

understanding of existence (Punch, 1998). It explores what constitutes reality and the nature of being. 

Epistemology concerns itself with what we accept as valid evidence of that reality, essentially addressing the 

question of how we come to know what we know. This includes the processes and criteria by which knowledge 

is acquired and validated. 

Methodology involves the strategies and processes employed to investigate the context and acquire 

knowledge. It covers the general approach and design of the investigation , guiding how evidence is gathered 

and analysed. The specific techniques used for data collection and analysis are referred to as research methods. 

Axiology, on the other hand, deals with the ethical dimensions of the research, including the values and biases 

that influence the research process and the ethical considerations in conducting the study. 

In addition to these components, paradigms also reflect different views on the researcher’s role. For example, 

in positivism, the researcher strives to remain detached and objective, while in interpretivism, the researcher 

acknowledges his/her part and impact in the research process. Critical theory not only considers the 

researcher’s influence but also actively seeks to address and challenge power structures and inequalities within 

the research context (Lincoln, Lynham, & Guba, 2018). Each paradigm thus provides a distinct framework 

that shapes the entire research process, from the formulation of questions to the interpretation of data. 
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The following sections elaborate on the ontological (3.2.2) and epistemological (3.2.3) positions of the 

interpretivist paradigm to demonstrate its suitability for this study. The discussions on methodological and 

axiological positions are included under the sections on research methodology (3.3) and research ethics (3.5), 

respectively. The following paragraph discusses the ontological stance adopted in this study. 

3.2.2 Ontology  

 

Qualitative research paradigms inherently rely on underlying ontological and epistemological assumptions, 

which shape how researchers view reality and interpret data (Berg, Lune, & Lune, 2021). Ontology refers to 

the nature of reality. Crotty (1998) notes that ontology is concerned with knowledge construction and how it 

is constituted, exploring how reality is organized. Similarly, Snape and Spencer (2003) contend that ontology 

focuses on world knowledge. In this study, a relativist ontology was adopted, which suggests that reality is 

subjective and constructed through human interaction and interpretation (Guba & Lincoln, 1994). This view 

aligns with the interpretivist paradigm, recognising that different individuals may perceive and  have different 

experiences with technology , based on their unique backgrounds and contexts (Mertens, 2015; Adom, Attah, 

& Ankrah, 2016). 

The next section delves into the epistemological stance employed in this study. 

3.2.3 Epistemology 

 

Kivunja and Kuyini (2017) suggest that epistemology in research describes how knowledge is attained and 

how truth or authenticity is determined. The literature suggests that epistemology considers whether 

knowledge is something that can be acquired objectively or must be personally experienced. 

Epistemologically, this study aligns with constructivism, which asserts that knowledge is co-constructed 

through social processes and interactions (Berger & Luckmann, 1966) leading to multiple, subjective realities 

rather than objective ones (Creswell, 2013; Crotty, 1998). This stance was appropriate for examining the 

nuanced perspectives of teachers regarding technology use in EFAL classes, as it emphasised the importance 

of understanding how teachers construct meaning and knowledge through their experiences and interactions 

within the classroom environment (Creswell & Poth, 2018). Employing interpretive epistemology allowed for 

exploring the phenomenon from the participants' perspectives, using diverse data-collection instruments 

(Adom et al., 2016). By employing a constructivist epistemology, the purpose of this study was to explore 

how teachers' own beliefs , cultural contexts, and social interactions influence their attitudes towards and 

integration of technology in EFAL teaching (Denzin & Lincoln, 2011). 

One can conclude that the philosophical foundations of this study provide a sturdy framework for examining 

Intermediate Phase teachers' attitudes towards using technology in English First Additional Language (EFAL) 
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classes within low-income communities. The adoption of an interpretivist paradigm allowed for a rich 

exploration of the subjective experiences and contextual nuances that shape teachers' perspectives. Due to its 

emphasis  on understanding, the interpretivist paradigm was well suited for this study. Interpretivists aim to 

comprehend the meanings individuals attribute to objects, social settings, events, and the behaviours of others, 

and how these meanings shape those settings. This study investigated the significance teachers attach to ICT 

integration in English First Additional Language classes in low-income communities. Additionally, the 

interpretivist paradigm facilitates the examination of individuals within their natural environments (Connole, 

Smith, & Wiseman, 1995; Bryman, 2019). In this study, teachers, who are the unit of analysis, were 

interviewed in suitable locations and observed in their classrooms. Moreover, the data collection methods 

employed in the interpretivist paradigm helped uncover the meanings behind the actions of the participants. 

 By embracing a relativist ontology, this study acknowledged the existence of multiple realities constructed 

through individual and social interactions, which is essential for capturing the diverse experiences of teachers 

in this context. Furthermore, the constructivist epistemology that guided this research emphasized the co-

construction of knowledge through social processes. This perspective highlights the importance of 

understanding how teachers’ beliefs, cultural contexts, and interactions shape their utilisation of technology 

in EFAL teaching. The focus on these elements ,show that the study recognized that technology adoption and 

integration are not merely technical processes but are deeply embedded in the social and cultural realities of 

educators. 

These philosophical underpinnings guaranteed that both the technique and data interpretation were aligned 

with the study's goal of providing a nuanced and full understanding of the research problem. For example, the 

use of qualitative data collection methods reflected the constructivist emphasis on documenting participants' 

lived experiences and understanding the significance they place on their activities. Similarly, the interpretive 

approach to data analysis ensured that the findings took into consideration the complex interaction between 

teachers' beliefs and behaviours, as well as the larger social and cultural context in which they work. 

By grounding the research in these philosophical assumptions, the study was well-positioned to generate 

meaningful insights that contributed to the wider discussion on the integration of educational technology in 

low-income communities. This philosophical framework not only guided the study approach, but also ensured 

that the findings were interpreted in a manner that honoured the complexity and richness of the teachers' 

experiences. 

The interpretivist paradigm, underpinned by a relativist ontology and constructivist epistemology, was central 

to shaping the methodology of this study. These philosophical assumptions directly influenced the choice of 
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qualitative methods, which were well-suited to exploring the subjective meanings and experiences of teachers 

as they integrate ICT into their EFAL classrooms. 

The relativist ontology emphasizes that reality is shaped by individual experiences, which made qualitative 

research particularly appropriate for capturing the richness of teachers' perspectives on ICT integration. This 

method allowed for a more in-depth exploration of how each teacher’s unique background and context affected 

their use of technology in teaching. By using qualitative methods, this study was able to uncover the diverse 

experiences and interpretations of ICT integration in different teaching environments. 

Similarly, constructivist epistemology, which holds that knowledge is co-constructed via interactions and 

experiences, endorsed the use of data collection techniques such as semi-structured interviews and classroom 

observations. These strategies enabled the collection of detailed, contextualised data that reflected the teachers' 

experiences in their natural surroundings. Semi-structured interviews gave more flexibility, allowing the 

researcher to delve further into instructors' personal attitudes, challenges, and thoughts about ICT integration. 

Classroom observations provided an opportunity to see how these attitudes and practices materialise in real-

world teaching scenarios, providing a comprehensive picture of the integration process. 

In summary, the interpretivist paradigm, with its relativist ontology and constructivist epistemology, guided 

the research methodology by emphasizing the importance of exploring multiple perspectives and 

understanding how knowledge is constructed through social interactions. The choice of qualitative methods 

aligned with these philosophical assumptions, ensuring that the data collection and analysis were tailored to 

the subjective, context-dependent nature of the research question. This connection ensured that the 

methodology was well-suited to uncover the complexities of ICT integration in EFAL classrooms and allowed 

for a deep understanding of teachers' experiences in low-income communities. 

The next section discusses the research methodology. 

3.3 Research methodology 

 

3.3.1 Introduction 

 

Research methodology is the systematic approach employed in conducting research, serving as the foundation 

of any scientific study by detailing the strategies and processes used to gather, evaluate, and interpret data 

(Bryman, 2019). It is vital to do the study in an organised and logical manner, so that the findings are genuine, 

reliable, and replicable. The methodology includes decisions about the research framework, data collection 

methods, and data analysis procedures, all of which must be consistent with the research aims and questions 

(Creswell, 2018). In the social sciences, three primary research approaches are typically used: quantitative, 
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qualitative, and mixed methods (Creswell & Creswell, 2018; Flick, 2020). The choice of approach 

significantly influences how the research questions are addressed and how findings are presented (Myers, 

2009).  

This study adopted a qualitative research approach, chosen for its effectiveness in capturing detailed 

explanations and interpretations through open-ended questions and text data (Farquhar, Ewing, & Booth, 

2006). This technique allowed for a complete knowledge of teachers' attitudes towards integrating Information 

and Communication Technology (ICT) into English First Additional Language (EFAL) teaching in low-

income Western Cape communities. 

The sections that follow discuss the research methodology, design, data collection instruments, and sampling 

techniques employed in this study. The qualitative technique, particularly the case study design, was 

considered appropriate for exploring the complex and context-dependent nature of  integrating ICT in 

educational settings. The selected data collection instruments such as, semi-structured interviews, field notes, 

classroom observations, and document studies were chosen to gather comprehensive and nuanced insights. 

Additionally, the sampling strategy ensured the inclusion of participants who were most relevant to the study, 

thus strengthening  the legitimacy and depth of the findings. Through this methodological framework, aimed 

to create a deep detailed knowledge of Intermediate Phase EFAL teachers’ attitudes and experiences with 

integrating ICT into their teaching practices. The next section looks into the research approach adopted in this 

study. 

3.3.2 Research approach 

 

As mentioned the literature highlights three main research approaches: quantitative, qualitative, and mixed 

methods (Creswell & Creswell, 2018; Flick, 2020). The selection of a research approach is generally based 

on how data will be collected, analysed, and presented (Myers, 2009). For this research, a qualitative research 

approach was chosen due to its suitability for obtaining detailed explanations and interpretations through open-

ended questions and text data (Farquhar, Ewing, & Booth, 2006). This technique allows for a complete 

assessment of teachers' attitudes regarding ICT integration in EFAL teaching within low-income communities 

in the Western Cape, providing rich insights into their feelings, views, and experiences (Sellami, Santhosh, 

Bhadra, & Ahmad, 2024; Poth, 2018). 

A qualitative approach was deemed appropriate as it captures aspects of the phenomenon that are difficult or 

impossible to quantify, offering a comprehensive depiction of the social phenomenon under study (Rahman, 

2017). This approach also facilitated direct interaction with participants during data collection, enhancing the 

depth and quality of the data gathered (Creswell & Poth, 2018).  
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The next section discusses the study's research design.  

 

3.3.3 Research design 

 

A qualitative method encompasses various research designs, such as case studies, phenomenology, grounded 

theory, ethnography, and narrative inquiry. This study used a case study design. Case studies involve an in-

depth examination of a social phenomenon using multiple data sources (Yin, 2018). This research used a 

single, holistic exploratory case study approach to investigate educators’ attitudes towards the integration of 

ICT in the teaching and learning of English First Additional Language (EFAL) across three primary schools 

situated in low-income communities in the Western Cape. 

The case study was exploratory, aimed  at understanding the role of teachers' attitudes, without predicting a 

single set of outcomes. It was conducted at three purposively selected schools representing low-income 

communities. The study involved fifteen Intermediate Phase teachers of English First Additional Language 

(EFAL) at these schools. The sample consisted of  Intermediate Phase EFAL teachers, who had access to 

educational technologies such as computers, overhead projectors, visualisers, iPads, and whiteboards.  

The qualitative case study design was preferred because it is particularly suited to addressing "how," "why," 

"what," and "who" questions about complex phenomena (Yin, 2018). Qualitative case studies offer a variety 

of data gathering and analysis methods, allowing researchers to explore phenomena within their natural 

contexts (Baxter & Jack, 2021). This design facilitated the exploration and description of the research topic 

using multiple data sources, including interviews, field notes, document studies, and observations, as 

recommended by recent scholarship (Baxter & Jack, 2021; Yin, 2018). 

3.3.4 Target population and sampling strategy 

 

The unit of analysis is the primary entity being studied, which can vary from individuals and groups to 

organisations, social artefacts, and events. For example, research focusing on individuals examines personal 

attributes or behaviours, while studies on groups might explore family dynamics or team performance 

(Lincoln, Lynham & Guba, 2018). Organisations can be studied for performance analysis, social artefacts, for 

cultural research, and events for examining specific occurrences and impact (Denzin & Lincoln, 2018). 

Understanding these methods and units helps researchers design studies that effectively address research 

questions, ensuring valid and reliable findings. 

The target population represents the larger group to which the study’s findings are intended to be compared. 

(Taherdoost, 2018). It includes all individuals or elements that exhibit characteristics pertinent to the research 

objectives. Clearly defining the target population is critical to ensure that the study's results are significant and 
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applicable to the intended group. Moreover, it plays a key role in determining sampling strategies, data 

collection methods, and the degree to which results can be generalised (Etikan and Bala, 2019). In this study, 

the target population consisted of 62 Intermediate Phase teachers from three selected schools located in low-

income communities in the Western Cape. Given the study’s emphasis on exploring teachers’ attitudes 

towards ICT integration in such contexts, participants included both Intermediate Phase educators and 

members of the School Management Teams from the selected schools. 

In any research study, collecting data from the entire population is often impractical or unfeasible due to time, 

resources, and accessibility constraints (Taherdoost, 2018). As a result, researchers use sampling techniques 

to select a representative subset of the population. This method requires purposefully picking individuals, 

groups, or instances that closely resemble the main characteristics of the larger target population (Etikan and 

Bala, 2019). The choice of an appropriate sampling procedure is crucial since it directly affects the reliability 

and validity of the study's findings. Sampling methods are broadly categorised into probability sampling and 

non-probability sampling. Four major types of qualitative sampling are identified: purposive , convenience, 

quota, and snowball sampling (Henning, Van Rensburg, & Smith, 2017; Maree, 2016). 

Probability sampling methods include simple random sampling, which ensures all members of the population 

have an equal chance of selection, thereby reducing bias and enhancing generalisability (Bryman, 2020). 

Systematic sampling involves selecting every nth individual from a list, while stratified sampling divides the 

population into subgroups and samples from each stratum to ensure representation (Creswell & Poth, 2018). 

Cluster sampling divides the population into clusters, randomly selects some clusters, and samples all 

individuals within those clusters, making it cost-effective for large populations, despite a higher sampling 

error (Punch, 1998). 

However, non-probability sampling methods, such as convenience sampling involve selecting individuals who 

are easily accessible, which is quick and inexpensive, but highly biased and not generalisable (Merriam & 

Tisdell, 2016). Purposive sampling selects individuals based on specific criteria, useful for studying particular 

characteristics, though subjective. Snowball sampling involves participants referring other participants, ideal 

for hard-to-reach populations but prone to bias (Connole, Smith & Wiseman, 1995; Bryman, 2019). Quota 

sampling sets quotas to ensure representation of certain characteristics, yet lacks randomisation and may 

introduce bias (Ryan, 2018).  

Given the total population of 62 Intermediate Phase teachers across the research sites, it was impractical to 

include everyone, due to time constraints. Thus, a non-probability sampling method was used, relying on 

personal judgement (Tansey, 2007). This research utilised purposive convenience sampling to choose 

participants based on particular criteria relevant to the investigation  (MacMillan & Schumacher, 2010). The 
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final sample consisted of 15 teachers, including nine Intermediate Phase EFAL teachers, three departmental 

heads, and three deputy principals. This group comprised five males and ten females, with teaching experience 

ranging from 2 to over 30 years. Participant selection was based on participants’ involvement in EFAL 

teaching and their access to ICT tools in the classroom. For ethical reasons, pseudonyms were used to protect 

the identities of all participants. 

This diverse group of participants provided valuable insights into ICT integration in EFAL teaching, reflecting 

a range of experiences and perspectives shaped by the unique challenges and opportunities present in low-

income educational contexts. 

 The research sites, Lindile Primary School, Ida Primary School, and Lihle Primary School5,were chosen for 

their representation of low-income communities. Nine Intermediate Phase EFAL teachers from these schools, 

three departmental heads and three deputy principals, comprising ten females and five males, were selected 

as they met the research criteria (Babbie, 2020; Greig & Taylor, 2013). Convenience sampling was used to 

select participants who were easily accessible within the same education district (Maree, 2016). Meyer (2001) 

notes that including diverse participants can enhance data validity through cross-verification. 

3.3.5 Sample characteristics  

 

The table below shows the defining features of the sample.  

Table 3.1: Biographical Data of Participants 

Name  Gender Age Home 

Language 

Highest 

Qualification 

Years’ 

Experience 

Designation 

Funnel6 P1 Male 53 Xhosa ACE  26 Deputy Principal 

Lobster P2 Male 62 Afrikaans SPTD 35 Deputy Principal 

Bells P3 Female 56 Xhosa HDE 28 Deputy Principal 

English P4 Male 52 Xhosa B.Ed. Hons 24 HOD 

Dingindawo P5 Female 61 Xhosa ACE 29 HOD 

Maverick P6 Female 33 Afrikaans B. Education 20 HOD 

Mouton P7 Female 25 Afrikaans B.Ed. 3 Teacher 

Fininglan P8 Male 23 Afrikaans B.Ed. 2 Teacher 

Holloway P9 Female 28 Afrikaans B.Ed. 5 Teacher 

Mbude P10 Male 47 Xhosa SPTD 18 Teacher 

                                                           
5 These are not the real names of the schools but for the sake of anonymity I have  used pseudonyms. 
6 Pseudonyms were used for the teachers to maintain anonymity. 
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Bombom P11 Female 41 Xhosa B.Ed. Hons 4 Teacher 

Priest P12 Female 46 Xhosa SPTD 19 Teacher 

Jamangile P13 Female 39 Xhosa HDE 12 Teacher 

Manqina  P14 Female 57 Xhosa SPTD; ACE 24 Teacher 

Zonwabele P15 Female 43 Xhosa P.G.C. E 19 Teacher 

 

The research sample consisted of 15 teachers from low-income communities in the Western Cape, providing 

a diverse and contextually rich foundation for exploring ICT integration in English First Additional Language 

(EFAL) classrooms. The sample included five males and ten females, reflecting the typical gender distribution 

in the teaching profession. Figure 3 below presents the gender distribution of the participants. 

 

Figure 3:Gender Distribution 

The range of participants’ ages was between 23 to 62 years, providing  a spectrum of generational viewpoints 

on ICT use, from early-career educators like Mr. Fininglan (23 years old) to highly experienced teachers like 

Mr. Lobster (62 years old). Similarly, teaching experience varied widely, from 2 to over 35 years, offering 

insights into how novice and veteran teachers navigate ICT integration in EFAL instruction. Figure 4 below 

depicts age distribution of the sampled teachers.  
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Figure 4: Age Distribution 

 

The sample represented a range of professional roles, including three deputy principals, three departmental 

heads (DHs), and nine Intermediate Phase EFAL teachers. This distribution was particularly valuable for 

understanding ICT integration from both strategic leadership and classroom-level perspectives. The figure 

below shows designation distribution.  

 

Figure 5:Designation Distribution 
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 Teachers’ home languages were predominantly Xhosa (10 participants) and Afrikaans (5 participants), 

reflecting the multilingual and multicultural context of the schools involved. Drawing on Desai's (2003, p. 45) 

definitions, a multilingual class may encompass various scenarios, including where pupils are taught in a 

language other than their home language or where instruction is provided in more than one language. The 

research sites clearly fit these definitions, as learners are taught both in a language other than their mother 

tongue and exposed to instruction in multiple languages. Therefore, the research sites can be classified as 

multilingual. Teachers’ qualifications ranged from diplomas (e.g., Senior Primary Teacher’s Diploma) to 

postgraduate degrees (e.g., B.Ed. Honours), showcasing a diversity of academic backgrounds that may impact 

their approaches to ICT use.  

The study focused on three schools, Lihle, Lindile, and Ida Primary Schools, located in low-income 

communities in the Western Cape. These schools, situated in socio-economically challenged areas, had limited 

resources but were supported by NGO-operated computer labs and access to projectors and laptops. This 

infrastructure provided a baseline for ICT integration, though disparities in resource availability, such as 

outdated equipment and inconsistent internet connectivity, posed significant challenges. These factors 

influenced how teachers incorporated ICT resources into EFAL classrooms to improve teaching and learning 

results.  

The emphasis on EFAL classrooms was significant, as ICT offers opportunities to address specific challenges 

associated with teaching English as a First Additional Language. For instance, technology can facilitate 

interactive language-learning activities, provide access to digital resources, and enhance learners’ engagement 

through multimedia tools. Teachers in the study utilized ICT to supplement traditional teaching methods, 

addressing common challenges such as learners’ limited exposure to English outside the classroom and the 

need for differentiated instruction. Participants’ linguistic and cultural backgrounds also shaped their strategies 

for using ICT in EFAL teaching, ensuring that technology-supported methods aligned with the learners’ needs 

and contexts. 

The participants' ICT proficiency varied, with younger teachers, such as Ms. Mouton (25 years old), often 

demonstrating greater confidence in using digital tools, possibly due to their exposure to technology during 

teacher training. Conversely, older teachers, like Mr. Lobster, expressed hesitation or limited familiarity with 

newer technologies, highlighting a generational divide. Professional development opportunities for ICT 

integration were unevenly accessed, with some participants relying on self-learning while others attended 

workshops or NGO-led training programmes. 
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Ethical considerations were carefully managed, with pseudonyms assigned to all participants to ensure 

confidentiality. For example, deputy principals were referred to as Mr. Funnel, Mr. Lobster, and Ms. Bells, 

while EFAL teachers were named Ms. Mouton, Mr. Fininglan, and others. This approach maintained 

participant anonymity while enabling meaningful discussion of their contributions. Despite its strengths, the 

study’s sample size of 15 teachers, drawn from purposive sampling, may limit the generalizability of its 

findings. Additionally, focusing on schools with some ICT infrastructure excluded perspectives from schools 

where such resources were entirely absent. 

Overall, the sample offered a well-rounded view of ICT integration in EFAL classrooms, considering the 

interplay of teachers’ experiences, socio-economic challenges, and resource availability. This diversity of 

perspectives illuminated both the opportunities and barriers associated with leveraging ICT to enhance English 

language teaching in low-income, multilingual educational settings. 

3.3.6 Research setting: low-income communities in the Western Cape 

This study is situated in low-income communities within the Western Cape, where schools face persistent 

challenges linked to socio-economic inequality. These areas are often characterized by high levels of 

unemployment and poverty, insufficient infrastructure and restricted access to vital services (Seekings & 

Nattrass, 2005; Statistics South Africa, 2019). Such conditions shape the schooling environment and directly 

influence the capacity of schools to provide equitable educational opportunities.  

Schools in these communities, in particular, have major challenges in integrating Information and 

Communication Technology (ICT). Many lack adequate infrastructure, including computers, internet 

connectivity, and updated software  (Mtebe & Raisamo, 2014). Teachers often receive limited training and 

support in ICT use, which restricts their ability to embed technology effectively into teaching and learning 

(Berg, Lune, & Lune, 2021). Consequently, learners in these contexts remain disadvantaged in developing 

digital literacy skills, reinforcing the wider digital divide (Warschauer, 2004). Budgetary constraints further 

exacerbate the challenge, with many schools relying on outdated or inadequate resources (Harris, 2014). 

Understanding this setting is essential, as it highlights the educational inequalities that underpin the need for 

specialized interventions to facilitate ICT inclusion in low-income schools in the Western Cape. 

The next section discusses the research sites. 
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3.3.7 Research sites  

 

Three research sites were chosen for this study: Lihle Primary School, Lindile Primary School, and Ida 

Primary School. Each of these schools is situated in a low-income community, characterized by limited access 

to resources, socio-economic challenges, and a high demand for educational support. Despite these challenges, 

all three schools have computer labs operated by a non-governmental organization (NGO) and are classified 

as Section 21 schools, giving them greater autonomy over financial and administrative decisions. Teachers at 

these schools have access to projectors and laptops, which they use to enhance teaching and learning. 

Lihle Primary School is located in a predominantly Xhosa-speaking community and has a significant number 

of learners, with 2,041 learners enrolled at the school. The school has 26 teachers dedicated to the Intermediate 

Phase, providing a student-to-teacher ratio that reflects the challenges of working in a low-income setting. The 

large learner population often requires creative strategies to ensure that each student receives adequate 

attention and support. 

Lindile Primary School, also situated in a predominantly Xhosa-speaking community, faces similar 

challenges. The school has 21 teachers in the Intermediate Phase, catering to 1,660 learners. Like Lihle, 

Lindile Primary operates within the constraints of a low-income environment, where resources are limited, 

but the commitment to education remains strong. The school strives to provide quality education despite these 

obstacles, supported by the NGO-run computer lab and the availability of digital teaching tools. 

Ida Primary School is distinct from the other two sites in that it is located in a community that was classified 

coloured by the apartheid government. The school serves a diverse group of learners from both Afrikaans- 

and Xhosa-speaking backgrounds. This cultural and linguistic diversity adds an additional layer of complexity 

to the educational environment. Ida Primary School has 15 teachers in the Intermediate Phase, responsible for 

900 learners. Although the school has a smaller learner population compared to Lihle and Lindile, the diversity 

of its learners presents unique challenges and opportunities for inclusive education. The school's access to 

technology and the support of the NGO are crucial in addressing the needs of its diverse student body. 

These schools exemplify the features of educational institutions in low-income communities, where resource 

constraints are balanced by a strong commitment to providing quality education. Despite the challenges, the 

integration of technology, through NGO support and the dedication of the teaching staff contribute 

significantly to the schools' efforts to improve educational outcomes. 
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3.4 Data collection instruments  

 

Data collection is a systematic method of acquiring and recording information to address the research 

questions (Creswell & Poth, 2018). Within the interpretive paradigm, which focuses on understanding the 

subjective experiences of individuals, this study utilised a variety of  methods to collect data to on the 

experiences and attitudes of EFAL teachers towards ICT integration. The main data collection instruments 

were semi-structured interviews, complemented by questionnaires, classroom observations, field notes and 

relevant documents to strengthen validity. Together, these tools provided triangulated data, enhancing 

credibility and allowing for a deeper understanding of the phenomenon. The researcher's impact on data 

collection and interpretation was accounted for by maintaining reflexivity throughout the process. 

3.4.1. Semi-Structured Interviews 

 

Semi-structured interviews were the primary tool for gathering teachers’ perceptions of ICT in EFAL 

classrooms. An interview schedule was developed around the constructs of the Technology Acceptance Model 

(TAM), ensuring alignment with the study’s theoretical framework. For example, questions probing whether 

ICT improved learners’ English proficiency reflected Perceived Usefulness (PU), while questions exploring 

teachers’ confidence in using ICT reflected Perceived Ease of Use (PEOU). The semi-structured format 

allowed consistency across participants while retaining flexibility to explore individual experiences in depth 

(Galletta, 2013). The method therefore enabled the collection of rich, contextually grounded data. 

 Accordingly, prior to commencing the main phase of data collection, the semi-structured interview schedule 

was piloted to assess its clarity, coherence and alignment with the study’s theoretical and methodological 

objectives 

3.4.1.1 Piloting the Semi-Structured Interview Schedule  

 

A pilot study is a small, preliminary investigation undertaken to assess and refine research procedures, tools, 

and methods before implementing the main study (Van Teijlingen & Hundley, 2018). Its primary purpose is 

to detect potential challenges and make necessary improvements to strengthen the overall research design and 

execution. During a pilot study, researchers test their data collection instruments such as questionnaires or 

interview schedules on a limited sample to determine their clarity, practicality, and effectiveness (Morse, 

2020). 

Through this process, researchers are able to identify issues early on, including unclear questions, weaknesses 

in data collection instruments, or logistical constraints that may affect the study (Forland et al., 2022). 

Conducting a pilot study therefore allows for refinement of research procedures, enhancing the study’s 

reliability and validity (O’Cathain et al., 2019). Ultimately, it ensures that the research design is workable and 
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that the data collection methods align with the study’s objectives, thereby improving the chances of generating 

credible and meaningful findings (Cohen et al., 2018). 

The semi-structured interview schedule was piloted with two Intermediate Phase teachers of English First 

Additional Language (EFAL) who were not included in the main study sample. The pilot study aimed to assess 

the clarity, relevance, sequencing, and duration of the interview questions, as well as to identify any potential 

challenges in the research procedures (Kumar, 2021). The participants were selected based on their availability 

and willingness to provide constructive feedback on the interview guide. 

Feedback from the pilot indicated that certain questions required clearer wording and a more focused 

approach. In response, minor revisions were made to refine the phrasing of specific questions, include 

clarifying prompts, and improve the logical flow of the interview schedule, while maintaining the overall 

structure of the instrument. The data generated during the pilot were analysed to inform these adjustments 

before proceeding to the full-scale study. The findings from the pilot study ultimately strengthened the 

research instrument and ensured better alignment with the study’s objectives. 

Following the refinement of the interview schedule through piloting, the instrument was implemented in the 

main study as outlined below. 

3.4.1.2  Implementation of Semi-structured interviews 

 

Semi-structured interviews were the primary tool for gathering teachers’ perceptions of ICT in EFAL 

classrooms. An interview schedule was developed around the constructs of the Technology Acceptance Model 

(TAM), ensuring alignment with the study’s theoretical framework. For example, questions probing whether 

ICT improved learners’ English proficiency reflected Perceived Usefulness (PU), while questions exploring 

teachers’ confidence in using ICT reflected Perceived Ease of Use (PEOU). The semi-structured format 

allowed consistency across participants while retaining flexibility to explore individual experiences in depth 

(Galletta, 2013). A total of 15 interviews were conducted, each lasting approximately 45–60 minutes, and 

were audio-recorded with participants’ consent.  

The interviews were separated into six portions, the first of which served as a tool for collecting participants' 

biographical information (Appendix N). Section two's questions were based on the theoretical framework and 

addressed TAM constructs. The questions in 2.1 concerned the availability and selection of ICT resources. 2.2 

addressed environmental concerns that hampered or supported ICT integration in EFAL classrooms. 2.3 

addressed teachers' attitudes towards ICT integration in EFAL classrooms. 2.4 addressed the merits and 

drawbacks of educational technology. 2.5 addressed the impact of educational technology on teaching and 
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learning. The final sub-section (2.6) addressed questions about the influence of Covid-19 on technological 

integration. 

 Semi-structured interviews were employed in the study to provide a thorough analysis of participants' 

perspectives, while maintaining some consistency across interviews. Semi-structured interviews provided 

flexibility in exploring specific areas of interest, allowing for in-depth probing into participants' perspectives. 

This method enabled the collection of rich, detailed data by providing a framework for discussion ,yet allowing 

flexibility for participants to air their opinions in their own terms (Galletta, 2013). 

However, several practical challenges arose during data collection, including limited participant availability, 

cancelled or postponed appointments, constraints related to interview locations, and time limitations. These 

challenges were addressed through careful planning and mitigation strategies. Interviews were scheduled 

flexibly with alternative arrangements made when needed. 

The next section focuses on the administration of questionnaires. 

3.4.2  Questionnaires 

 

In addition to the semi-structured interviews, which served as the primary data collection instrument, 

questionnaires were administered to members of the School Management Team (Appendix Q) and EFAL 

teachers (Appendix R). These questionnaires were designed to gather supplementary quantitative data that 

could be compared with and used to validate the qualitative findings from the interviews. By employing 

structured Likert-scale items, the questionnaires provided measurable insights into participants’ perceptions 

regarding ICT integration, resource availability, leadership support, and professional development. 

The SMT questionnaire focused on strategic and leadership aspects, including policy, infrastructure, and 

institutional support for ICT. The EFAL teachers’ questionnaire explored classroom-level experiences such 

as access to ICT tools, time for preparation, and opportunities for professional growth. The use of 

questionnaires as a secondary instrument, strengthened the study through triangulation, ensuring that findings 

were corroborated across multiple sources and perspectives. 

The questionnaires were not designed to stand alone as a source of findings but rather  as supporting 

instruments designed to  provide descriptive context and validation for issues raised during the interviews. 

Therefore, in Chapter Four, questionnaire findings will be integrated into the thematic presentation where they 

help to confirm or contrast with interview accounts. 

 The next section discusses classroom observations.  
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3.4.3 Non-participant classroom observations  

 

Data triangulation was further enhanced by the employment of non-participant classroom observations. The 

non-participant stance ensured that the researcher did not interfere with the teaching process, thereby allowing 

classroom dynamics to unfold naturally. The primary purpose of the observations was to capture authentic, 

real-time practices of ICT integration in EFAL classrooms. Unlike interviews and questionnaires, which relied 

on participants’ self-reported experiences, observations allowed the researcher to witness first-hand how ICT 

resources were actually being used in teaching and learning contexts. 

Six EFAL teachers were purposively selected for classroom observation from a total of fifteen possible 

classrooms. Each teacher was observed once during a scheduled EFAL lesson over a six-month period, 

resulting in six full-lesson observations. Each observation lasted for the duration of a complete teaching period 

(approximately 45–60 minutes), ensuring that lesson introduction, development, learner engagement, and 

consolidation phases were comprehensively  captured. 

Observations were guided by a semi-structured observation schedule developed in alignment with the 

constructs of the Technology Acceptance Model (TAM). Particular attention was paid to observable indicators 

of perceived usefulness (e.g., instructional purpose of ICT use, alignment with EFAL sub-skills such as 

reading, writing, speaking, and listening, learner engagement) and perceived ease of use (e.g. teacher 

confidence, fluency in navigating digital tools, technical challenges, language interface issues). The schedule 

allowed for systematic recording while also permitting emergent insights. 

Detailed field notes were recorded during each observation, and analytic memos were written immediately 

afterward to enhance credibility and minimise recall bias. Observational data were not intended to generate 

independent findings but to provide contextual verification and triangulation of interview data. As noted by 

Cohen et al. (2020) and Creswell and Poth (2018), observations complement self-reported data by grounding 

perceptions in observable practice. Accordingly, observational insights will be integrated with interview 

findings in Chapter Four to illustrate and support emerging themes. 

Due to time constraints and the researcher’s responsibilities as a full-time teacher, it was not feasible to observe 

all fifteen EFAL classrooms. Teaching schedules limited observation opportunities, and after-school sessions 

were not viable. Nevertheless, the six observations provided a cross-sectional representation of ICT integration 

practices within the department. When integrated with interview findings, these observations strengthened the 

study’s credibility and supported more nuanced interpretation of TAM constructs within authentic classroom 

contexts. 
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The remaining observations could not be conducted due to time constraints and the limited availability of 

educators. As a full-time teacher at the time, my own teaching schedule restricted available observation slots, 

and after-school sessions were not feasible. Despite these limitations, the observations conducted provided a 

representative view of technology use across different teaching contexts, complementing the insights gained 

from interviews and enhancing the overall validity of the study’s findings.  

 The remaining observations could not be conducted due to time constraints and the limited availability of 

educators. As a full-time teacher at the time, my own teaching schedule restricted available observation slots, 

and after-school sessions were not feasible. Despite these limitations, the observations conducted provided a 

representative view of technology use across different teaching contexts, complementing the insights gained 

from interviews and enhancing the overall validity of the study’s findings.  

Field notes were also used to record observations and contextual details during interviews and classroom 

visits. Field notes captured contextual details and non-verbal cues, whilst document study allowed for the 

examination of relevant records and materials (Cohen et al., 2020; Merriam & Tisdell, 2016). These notes 

complemented the interview data by capturing non-verbal cues, behaviours, and other contextual factors that 

might not be evident from the interviews alone (Phillippi & Lauderdale, 2018).  

However, potential challenges of qualitative research include the time-consuming nature of data analysis and 

the limited generalisability of the results (Creswell & Poth, 2018; Silverman, 2016). Additionally, the 

researcher's skills and personal experiences can influence observations and conclusions (Byrne, 2001; 

Creswell, 2013). Despite these challenges, the qualitative approach was essential for achieving the research 

objectives and giving a nuanced understanding of the research problem. 

To provide a concise overview of the instruments and approaches used , Table 3.2 summarises the data 

collection methods used in this study.  
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Table 3.2: Summary of Data Collection  Methods 

Data Source Participants Data Collection Tool Purpose 

Semi-structured 

Interviews 

One on one with 

Intermediate Phase 

EFAL teachers and 

SMT 

Interview guide with 

semi-structured 

questions 

To explore teachers’ 

attitudes, experiences, 

and challenges with ICT 

integration 

Questionnaires 
SMT and EFAL 

Teachers 

Questionnaires 

distributed to different 

participants 

To determine 

availability and usage of 

ICT 

Classroom Observations 
EFAL classrooms 

(Grades 4–6) 
Observation checklist 

To examine how ICT is 

applied in actual 

teaching and learning 

contexts 

Field Notes Author Notebook 
To write observations in 

terms of behaviour 

 

The combination of these methods ensured a comprehensive and triangulated approach to data collection, 

thereby enhancing the credibility and trustworthiness of the findings. Having outlined the strategies used to 

gather the data, the following section discusses how the collected data were organised, analysed, and 

interpreted to address the research questions. 

3.5 Data analysis 

 

Analysing data in qualitative research involves organising and interpreting data to identify patterns, themes, 

and insights that address the research questions (Creswell & Poth, 2018). In this study,, data were  analysed 

using an inductive thematic analysis coding approach, supported by Atlas.ti software. The goal of this 

approach is to discover patterns and themes that directly relate to the research questions, specifically the 

teachers' attitudes towards ICT integration in EFAL classrooms in low-income communities.  By aligning the 

data analysis process with the research questions, the study ensures that the themes that emerge from the data 

are directly relevant to understanding the complexities of ICT adoption in education. 

To ensure theoretical depth, the data analysis process was informed by the Technology Acceptance Model 

(TAM), which guided the interpretation of teachers’ experiences in relation to constructs such as perceived 

usefulness, perceived ease of use, and external barriers or supports. In this way, the analysis remained both 

data-driven and theoretically anchored. 

Atlas.ti, developed by Thomas Muhr as part of Project Atlas between 1989 and 1992, has become a widely 

used tool for qualitative research, particularly for analysing and coding interview transcripts and field notes 
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(Muhr, 2022). It enabled the management and organisation of large volumes of qualitative data, thereby 

reducing the time and effort required for analysis (Smit, 2020). Ngalande and Mkwinda (2020) highlight that 

Atlas.ti provides a range of tools for systematically approaching unstructured data, especially when 

quantification is not possible. The software facilitated coding, extraction, and interrogation of data, while its 

capacity to build graphical data networks supported the identification of relationships among emerging 

concepts. Although Atlas.ti does not automatically analyse data and requires researcher interpretation 

(Ngalande & Mkwinda, 2020), its ability to differentiate coded data visually enhanced the analytical process 

by clarifying focus areas. Moreover, the transparency and replicability of Atlas.ti strengthened the credibility 

of the research process (Hwang, 2019). 

Thematic coding began with the transcription of interviews, classroom observations, and field notes (Smit, 

2020). Once the data were transcribed, the next step was data familiarization, which involved thoroughly 

reading and re-reading the interview transcripts and observation notes to gain a deep understanding of the data 

(Braun & Clarke, 2006). This step was crucial in identifying the first impressions. 

 Next, initial codes were generated by identifying and labelling significant segments of data that aligned with 

the research questions. These codes were guided by recurring patterns  and themes  that emerged from the 

data (Miles, Huberman, & Saldaña, 2014). For example, codes such as limited access to devices and unreliable 

internet connectivity were grouped under infrastructure challenges, while lack of ICT training and low 

confidence in using technology were grouped under teacher capacity and skills. Similarly, positive attitudes 

towards ICT and increased learner engagement were grouped under perceived instructional benefits. 

In line with Nowell, Norris, White and Moules (2017), inductive thematic coding involved identifying, 

examining, and consolidating themes within the dataset. This step involved searching for themes by clustering 

similar codes together and identifying broader patterns within the data. Themes were developed to capture the 

main ideas and insights that emerged from the analysis (Braun & Clarke, 2006). Once the initial coding was 

complete, the codes were sorted into broader groupings and examined for deeper meaning in relation to the 

research questions. These groupings were then refined into broader analytic categories that captured 

overarching patterns across the dataset, namely technological and infrastructural barriers, teacher readiness 

and competence, perceived pedagogical value of ICT, and institutional and contextual support. These 

categories provided the analytical foundation from which themes were developed. 

The inductive nature of the analysis allowed for the emergence of themes beyond predefined theoretical 

constructs. Themes such as resistance to change and adaptation strategies emerged from the data, reflecting 

how teachers negotiated ICT use within resource-constrained environments. These themes highlighted 

contextual and sociocultural dynamics influencing ICT integration. These broader categories were refined into 
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themes that encapsulate the core issues related to ICT integration in EFAL classrooms. For example, a theme 

could emerge around technological barriers, exploring how a lack of infrastructure impacts teachers' ability to 

integrate ICT, while another theme might focus on professional development and how teachers’ training 

influences their confidence and effectiveness in using ICT tools. 

The next phase involved comparing the themes with the original data to verify coherence and consistency 

(Nowell et al., 2017). The final phase in the data analysis process was to define and name the themes. This 

involved providing a detailed description and interpretation of each theme, backed by empirical  evidence 

from the data.  The themes were then organised into a coherent narrative that addressed the research questions 

and objectives (Braun & Clarke, 2006). Throughout this process, the thematic codes and categories were cross-

checked with the research questions to ensure that the analysis remained focused on understanding how 

teachers’ attitudes and practices towards ICT are shaped by their experiences and teaching contexts. This 

iterative method of coding, categorising, and refining the data provided a deeper understanding into the precise 

aspects that impact ICT integration, ensuring that the themes that emerged were both relevant  in addressing 

the research questions.  

Finally, the themes were examined and adjusted to verify that they appropriately reflected the data, with a 

focus on ensuring consistency and coherence with the research objectives. Each theme was supported by 

quotes and evidence drawn directly from the data, providing a strong, data-driven foundation for the findings. 

This systematic approach to data analysis, which is directly tied to the research questions, allows the study to 

uncover nuanced insights into the integration of ICT in EFAL classrooms.  

The role of TAM in this process was central: it provided a conceptual lens through which the data were 

interpreted, ensuring that the analysis extended beyond surface-level descriptions to deeper theoretical 

insights. For instance, identifying discrepancies between teachers’ positive attitudes in interviews and their 

limited ICT use in classroom observations was framed in relation to TAM’s assertion that external barriers 

often mediate the relationship between attitude and actual use. Similarly, field notes on school infrastructure 

were analysed as contextual factors shaping teachers’ perceptions of usefulness and ease of use. 

The final stage of analysis involved defining and naming themes, with each theme described in detail and 

supported by direct quotes from the data. Themes were then organised into a coherent narrative that addressed 

the research objectives while remaining theoretically aligned with TAM. This iterative process of coding, 

categorising, and refining data provided both nuanced insights and theoretical grounding. By explicitly linking 

themes to the constructs of TAM, the study ensured that findings were not only empirically rich but also 

analytically meaningful. 
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3.6 Themes structured by the Technology Acceptance Model (TAM) 

 

The inductive thematic analysis generated several themes that were subsequently organised under the 

constructs of the Technology Acceptance Model (TAM). This approach ensured that the findings were not 

only grounded in the data but also theoretically consistent. 

3.6.1 Perceived usefulness 

 

Themes in this category captured teachers’ views on the benefits of ICT in supporting EFAL teaching and 

learning. Teachers highlighted ICT as a tool for enhancing learner engagement through multimedia resources, 

improving lesson preparation, and supplementing traditional instruction with interactive materials. However, 

the perceived usefulness was sometimes undermined by concerns over learners’ digital distractions and the 

additional workload of preparing ICT-based lessons. 

3.6.2 Perceived ease of use 

 

Themes here reflected teachers’ confidence and comfort in operating ICT tools. Some teachers expressed ease 

in using projectors, tablets, or basic e-learning platforms, particularly when they had prior training or personal 

experience. Others, however, described difficulties with navigation, technical troubleshooting, and integrating 

ICT smoothly into lesson delivery. This unevenness in confidence and skills significantly shaped whether 

teachers felt ICT could be embedded into their daily practice. 

3.6.3 External Factors (Barriers and Supports) 

 

A dominant theme was the availability and reliability of infrastructure. Disparities across the schools included 

unreliable internet connectivity, inconsistent access to computer labs, and limited maintenance of devices. 

Professional development opportunities emerged as another theme, with teachers who had received targeted 

training showing greater readiness to adopt ICT compared to those without support. Institutional 

encouragement, such as leadership support and NGO-provided resources, was also identified as a crucial 

factor in shaping teachers’ attitudes and practices. 

3.6.4  Emerging themes beyond TAM 

 

While TAM provided a useful framework, the analysis also revealed themes that extended beyond its 

constructs. Resistance to change surfaced as a theme, with some teachers expressing scepticism about ICT’s 

long-term effectiveness in language instruction. Adaptation strategies also emerged, showing how teachers 

creatively modified ICT use to fit their classroom realities, such as combining traditional teaching with limited 

ICT exposure. These themes highlighted sociocultural and contextual dynamics that TAM alone does not fully 

capture. 
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By situating themes within TAM, whilst acknowledging emerging dimensions beyond the model, the analysis 

provided a nuanced and theoretically grounded understanding of EFAL teachers’ attitudes towards ICT 

integration at resource-constrained schools. Table 3.3 below visually maps the themes with TAM constructs.  

Table 3.3: Mapping of Themes to TAM Constructs 

TAM CONSTRUCT THEME IDENTIFIED EVIDENCE FROM DATA 

Perceived Usefulness  Impact of ICT integration on 

teaching and learning. 

Teachers noted improved learner 

engagement, access to multimedia, and 

support for lesson preparation.  

Factors inspiring ICT 

implementation. 

Teachers reported motivation to use ICT 

when it saved time or made lessons more 

interactive. 

Perceived Ease of Use 

 

Attitudes towards ICT 

integration 

Confidence varied: some found ICT simple 

to integrate, while others struggled with 

technical aspects. 

Teacher training and professional 

development   

Training shaped ease of use as trained 

teachers expressed greater confidence and 

adoption 

External Factors 

 

Available educational 

technologies and resource 

selection  

ICT tools (e.g., projectors, tablets, computer 

labs) were unevenly available across schools 

Environmental factors 

influencing technology 

integration 

Infrastructure, internet reliability, and 

institutional support influenced ICT 

adoption. 

Emerging beyond TAM Resistance to change and 

adaptation strategies 

 

Some teachers resisted ICT, while others 

adapted tools creatively, despite challenges. 

 

The next section deals with my positionality as a researcher . 
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3.7  Researcher Positionality 

In qualitative research, the researcher’s social identity, values and position within the research context are an 

integral part of the research process, particularly when close ties exist between the researcher and the research 

context (Creswell & Poth, 2018). Positionality refers to the ways in which a researcher’s background and 

relationship to the research setting may influence how the study is designed, conducted, and interpreted 

(Holmes, 2020; Sikes, 2021). Reflexivity, the ongoing process of examining one’s social position, 

assumptions and influence is essential for maintaining transparency and trustworthiness (Berger, 

2015;Bourke,2022). 

At the time this study was conducted, I was serving  as a departmental head and English First Additional 

Language (EFAL) teacher at one of the participating schools. I am an isiXhosa speaking male educator 

working in a low-income community in the Western Cape, and I share many of the same experiences and 

challenges as my participants. My professional and personal background positions me as an insider within the 

research setting, which offers significant advantages in terms of access, rapport, and cultural understanding. 

Being an insider provided me with deep contextual understanding of the challenges faced by teachers in similar 

environments, particularly regarding the integration of technology in under-resourced classrooms. This insider 

status facilitated rapport and trust with participants, enabling more candid discussions about both successes 

and challenges in ICT integration.    

At the same time, my positionality introduces potential limitations. My professional role and leadership 

position may create power dynamics that influence how participants respond. Additionally, my familiarity 

with the context could lead to assumptions that normalise certain challenges, potentially overlooking 

perspectives different from my own. To mitigate these risks, I clearly communicated to participants that their 

involvement was voluntary, that their responses would remain confidential, and that their participation would 

have no bearing on their professional standing.    

Throughout the research process, I engaged in reflexive practice, including keeping a reflective journal, 

continuously examining how my assumptions, experiences, and values might shape data collection and 

interpretation. To enhance trustworthiness, I employed triangulation across data sources and sought peer 

debriefing to critically evaluate interpretations. I also considered the intersectionality of my identity including 

race, gender, professional role, and socio-economic context, which influenced both the research process and 

my understanding of participants’ experiences. 

 Acknowledging my positionality and engaging in reflexive practice allowed for a more ethical, rigorous, and 

contextually grounded research process. It ensured that participants’ voices were authentically represented 
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while maintaining awareness of the influence of my own perspective, aligning with broader qualitative 

research principles that foreground the researcher’s role  in knowledge production (Berger, 2015; Holmes, 

2020).   Acknowledging my positionality and engaging in reflexive practice not only enhanced the ethical 

rigour of the study but also laid the foundation for establishing trustworthiness. The following section 

discusses the strategies employed to ensure credibility, dependability, confirmability, and transferability of 

the research findings. 

3.8 Trustworthiness 

 

The reliability of research is crucial in guaranteeing that findings are credible, dependable, and valid. This 

section highlights the steps taken to strengthen the study’s integrity, focusing on four key criteria: credibility, 

transferability, dependability, and confirmability. These elements are essential in ensuring the rigour and 

authenticity of qualitative research.  

3.8.1 Credibility 

 

Credibility in research refers to the confidence that the results of the study represent precisely the lived 

experiences of the participants or the phenomenon being investigated (Korstjens & Moser, 2023). It ensures 

the credibility  of the findings and is fundamental in qualitative research, where the researcher’s interpretation 

significantly influences the findings. Credibility is achieved through rigorous research practices, such as 

triangulation, prolonged engagement, and member checking, which strengthen the accuracy and credibility of 

the findings (Korstjens & Moser, 2023; Flick 2020). 

 

The use of peer-reviewed and approved sources to obtain data on ICT integration in schools  also ensured the 

study's credibility. Established theories of ICT integration were employed to evaluate teachers' attitudes 

towards its implementation in EFAL classrooms in low-income communities. Additionally, the data collection 

methods, including interviews, were carefully structured to obtain precise information, and participants were 

chosen based on their knowledge and experience within the school environment. 

 

3.8.2 Transferability 

 

Transferability in research refers to the level to which the results of this research study can be transferred or 

adapted to locations, settings, or groups beyond the sample used in the study (Flick, 2020). It emphasises the 

relevance of results rather than statistical generalizability and is a crucial criterion for establishing the 

trustworthiness of qualitative research. (Korstjens & Moser, 2023). The researcher provided detailed, thorough 
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descriptions of the research setting, participants, and conclusions, allowing readers to choose whether the 

findings are applicable to their own conditions (Flick, 2020).  

 

To ensure transferability in this study, several measures were implemented. A thick description was provided, 

offering detailed accounts of the research setting and participant demographics, at the selected schools. This 

comprehensive documentation allows readers to compare the study’s context with their own environments to 

evaluate its applicability (Stalmeijer., Brown.,& O’Brien., 2024). The study also included a clear definition of 

the context, describing organisational challenges, and the operational environment at schools, enabling readers 

to assess whether similar conditions exist in other schools in low-income communities. Purposive sampling 

was used to select participants deeply familiar with EFAL, ensuring the insights generated were relevant to 

the study’s focus (Gentles, Charles, Ploeg, & McKibbon, K. A., 2020). 

 

 Lastly, a transparent methodology was employed, with detailed reporting of data collection and analysis 

techniques, ensuring that others can replicate or compare the study in similar contexts (Korstjens & Moser, 

2023). Collectively, these measures enhance the transferability of the findings, making them applicable to 

other public sector organisations, particularly within the South African public service context. 

 

3.8.3 Dependability 

 

Dependability in research refers to the consistency and reliability of findings over time and across various 

contexts (Nowell, 2023). It assesses whether the research process is clearly documented and logically 

executed, allowing other researchers to replicate the study or understand how conclusions were reached 

(Korstjens & Moser, 2023). Dependability emphasizes the need for methodological transparency, ensuring 

that the steps of data collection, analysis, and interpretation are well articulated and systematically followed 

through (Nowell, 2023).  

The dependability of the study was upheld by ensuring the rigour of the research process. A methodical 

approach to data collection and analysis provided consistency. The use of a clear, well-documented research 

process enables future researchers to replicate the study and monitor any modifications made in response to 

evolving circumstances, thus maintaining the dependability of the findings.. 

 

3.8 .4 Confirmability 

 

Confirmability in qualitative research ensures that the findings are rooted in the data and are not shaped by 

the biases of the researcher. It can be achieved through detailed documentation of the research process, use of 

participant quotes, and methodological transparency (Nowell, 2023). Korstjens and Moser (2023) highlight 
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that strategies such as an audit trail and triangulation are essential for enhancing confirmability, ensuring that 

the interpretations are rooted in participant data and not swayed by the researcher's subjective views. 

Confirmability is a key criterion for trustworthiness in qualitative research, demonstrating that the 

interpretations and conclusions are grounded in the evidence provided by the data (Nowell, 2023). To enhance 

confirmability, this study’s findings were compared with those of other reputable studies on ICT integration. 

By evaluating how the results correspond with or differ from established research, the study ensures its 

alignment with the broader academic literature. This comparative approach helps maintain objectivity, 

minimising the risk of researcher bias and thereby strengthening the study’s credibility in the context of 

leadership and organisational performance. 

 

3.9 Ethical Considerations 

 

Ethical considerations are paramount in a qualitative study to ensure the protection and respect of participants' 

rights and well-being (Orb, Eisenhauer, & Wynaden, 2001). In conducting this study on Intermediate Phase 

teachers’ attitudes towards ICT use in English First Additional classes in low-income communities, several 

ethical considerations were considered to uphold the integrity and credibility of this study. These key ethical 

considerations included , 

(i) Ensuring participants have provided informed consent ,  

(ii) Ensuring Confidentiality and Anonymity of the Participants,  

(iii)  Avoiding harm to the participants,  

(iv) Ensuring permission  is obtained. 

3.9.1 Ensuring participants have provided informed consent  

Informed consent is the process of thoroughly informing participants on the nature, purpose, risks, and 

advantages of a research project before they agree to participate. This guarantees that individuals make an 

educated, voluntary decision about their participation. Informed consent is giving participants clear, thorough 

information about potential risks, benefits, and their right to withdraw at any moment without penalty 

(Beauchamp & Childress, 2019). This method allows researchers to uphold ethical standards while also 

protecting participants' autonomy and rights, ensuring they are neither pressured or misled. Participants must 

thoroughly grasp what their involvement implies (Weller et al., 2020). Furthermore, it fosters confidence 

between researchers and participants, increases the study's credibility, and assures compliance with ethical 

rules and laws (Emanuel et al., 2018).  
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In this study, informed consent was obtained by providing participants with thorough consent forms 

(Appendices K, L and M) that described the study's objectives, methods, risks, and benefits (Cohen et al., 

2020). The form was prepared in plain and understandable English, and participants were invited to ask 

questions and seek clarification before consenting to participate. Prior to data collection, each participant 

provided written agreement, assuring they knew their rights, including the ability to withdraw at any moment 

without consequences (Rudestam & Newton, 2018). This method preserved the study's integrity and protected 

participants' rights throughout the research process (Smith & Noble, 2021).  

3.9.2 Ensuring confidentiality and anonymity of participants  

Confidentiality and anonymity are essential ethical obligations in research with human subjects (Saunders, 

Kitzinger, & Kitzinger, 2018). Confidentiality includes protecting participants' information and restricting 

unauthorized access, ensuring that no personal or sensitive information is disclosed without participants 

explicit consent (Babbie, 2020; Saunders, Lewis, & Thornhill, 2019). Anonymity, on the other hand, ensures 

that participants’ identities are not linked to their data, making it hard to attribute specific responses to 

individual participants (Allen &Wiles, 2016).  

In this study, confidentiality, was upheld by storing all data in password-protected files, with access restricted 

to the researcher and supervisor (Creswell & Creswell, 2018). Personal identifiers were deleted or replaced 

with codes throughout data processing to protect the identities of the participants. Any physical records 

containing sensitive information were securely preserved and will be destroyed at the end of the study (Babbie, 

2020). To guarantee anonymity, each participant was assigned a unique identifying code that was used 

throughout the data collection and analysis procedure (Allen & Wiles, 2016). This approach ensured that data 

remained anonymous, even to the researchers. During reporting, aggregated data were presented, and 

quotations were carefully reviewed to ensure that participants’ identities were not revealed (Creswell & 

Creswell, 2018).  

3.9.3 Avoiding harm to participants    

A major ethical concept in research is to prevent harm to participants, which requires researchers to take all 

necessary precautions to protect people from physical, psychological, social, or legal harm (Bryman, 2021). 

Researchers must foresee potential hazards and design mitigation techniques to ensure that participants are 

not adversely affected by their participation (Orb, Eisenhauer, & Wynaden, 2018). Emotional anguish, 

breaches of confidentiality, or reputational damage are all potential dangers that must be mitigated by 

researchers. This idea not only maintains ethical norms, but it also promotes confidence between participants 
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and researchers. Protecting participants' well-being supports not only their safety but also the research's 

integrity (Hammersley & Traianou, 2018).    

When participants feel safe, they are more likely to engage honestly, which results in more trustworthy and 

valid data. Ethical research practices also protect the credibility of the research community and maintain public 

trust. To prevent harm, a thorough risk assessment was carried out prior to the study, identifying potential 

risks and developing strategies to address them (Resnik, 2020). Research instruments and procedures were 

designed to minimize distress. Sensitive questions were carefully worded to prevent causing anxiety, and 

participants were told they could skip any topics that made them uncomfortable. Participation was entirely 

voluntary, and participants were informed that they were free to leave at any time without consequence (Miller, 

2018). 

Throughout the study, the researcher watched participants for indicators of distress and provided appropriate 

referral support as needed (Bell, Bryman, and Harley, 2018). Any problems were resolved quickly, and study 

techniques were modified to avoid further harm if necessary. Following the study, participants were debriefed 

to verify there were no detrimental effects, and they were offered recommendations for additional support if 

necessary (Miller, 2018).  

 

3.9.4 Ensuring permission is obtained  

 

Obtaining permission is an important step in the research process because it ensures that all essential permits 

and consents are received before the study begins (Roberts & Allen, 2018). This entails receiving formal 

clearance from ethics committees or institutional review boards, as well as informed consent from participants. 

Obtaining consent demonstrates respect for institutional regulations and participant autonomy, ensuring that 

ethical guidelines are followed in human subject research (Resnik, 2020).  

 

This study used a three-step method to acquire authorisation. First, approval was obtained from the University 

of the Western Cape's institutional ethics committee by submitting a detailed research proposal outlining the 

study's objectives, procedures, and hazards (Smith, 2019). The required documentation, including consent 

forms, data collecting tools, and a plan for protecting participants' rights, was submitted (Hammersley & 

Traianou, 2018). Ethical clearance for the study was obtained from the institutional ethics committee on 9 

September 2022 (see Appendix A). The ethics committee's approval indicated that the study met the necessary 

ethical criteria (Resnik 2020).  
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The Western Cape Education Department was then contacted to seek institutional approval. A formal letter of 

intent explaining the study's purpose, methodology, and confidentiality measures was delivered to the 

designated contact person (Appendix D). Concerns were addressed during discussions, and continued contact 

ensured that the study process ran smoothly and collaboratively. Permission to conduct the research at public 

schools under the authority of the Western Cape Education Department (WCED) was granted on 30 March 

2023 (see Appendix B). The study was conducted in accordance with the ethical principles and conditions 

stipulated by the Department of Basic Education (DBE), the WCED, and the approving institutional ethics 

committee.  

 

Finally, permission and informed consent were obtained from all participants. The study's goal, procedures, 

and potential risks or benefits were all fully stated (Cohen et al., 2020). Participants were given the opportunity 

to review the consent form, ask questions, and reconsider their participation. They only participated in the 

study after obtaining written agreement, indicating that they were fully informed and willing to participate 

(Allen & Wiles, 2016).  

 

In compliance with WCED research conditions, which discourage data collection during the fourth academic 

term in order to prevent disruption to teaching and learning, data collection was implemented in two phases. 

The first phase was conducted from April to September 2023 and involved Intermediate Phase teachers of 

English First Additional Language (EFAL) at three primary schools located in low-income communities in 

the Western Cape. Data collection was suspended in October 2023 in accordance with WCED guidelines and 

resumed in January 2024, concluding in March 2024. This approach ensured minimal disruption to school 

programmes and adherence to all ethical and administrative requirements. 

 

The ethical considerations outlined in this section demonstrate a commitment to safeguarding participants' 

rights and ensuring the integrity of the research process. By adhering to fundamental ethical principles such 

as obtaining informed consent, ensuring confidentiality and anonymity, respecting participants' autonomy, 

and securing ethical approval, the study maintained high ethical standards throughout its execution.  

 

The rigorous application of these ethical practices not only protected participants but also boosted the 

credibility and trustworthiness of the research findings. The focus on informed consent and respect for 

participants ensured transparency and fairness in the study, while the steps taken to maintain confidentiality 

and anonymity protected participants' privacy. Overall, these ethical considerations were essential for 

conducting a responsible and respectful study, providing a solid foundation for the analysis and discussion of 
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the findings. They reflect a commitment to upholding the highest ethical standards in research and contribute 

to the overall strength and reliability of the study’s results. 

3.10 Contextualisation of Findings 

 

The methodology applied in this research was carefully chosen to guarantee that the research could efficiently 

address the broader objectives of understanding teachers' attitudes towards ICT integration in EFAL 

classrooms, particularly in low-income communities. By using a qualitative approach, underpinned by an 

interpretivist paradigm, the study allows for a deep exploration of the subjective experiences and perspectives 

of teachers. This is critical because the integration of ICT in schools, particularly in low-income settings, is 

influenced by complex, context-dependent factors that quantitative methods might overlook. 

The semi-structured interviews, classroom observations, and document analysis provide a detailed 

understanding of how teachers perceive ICT, the challenges they face, and the strategies they use. These 

perceptions are essential for comprehending the barriers and enablers of ICT adoption in under-resourced 

educational environments. Teachers' attitudes toward technology, whether positive, negative, or ambivalent 

can significantly impact how ICT tools are utilized in the classroom, and this study aims to uncover these 

attitudes in-depth. 

The research questions, focusing on the factors influencing ICT integration and teachers’ perceptions of its 

value, guide the methodology by emphasizing the importance of context. The data analysis, through thematic 

coding, reveals recurring themes that reflect the core issues identified in the research questions, such as access 

to technology, training opportunities, pedagogical practices, and student engagement. These themes are not 

only reflective of the teachers' lived experiences but are also indicative of the broader educational context in 

low-income communities. 

Understanding these findings is crucial for informing educational practices in low-income communities. By 

uncovering how teachers feel about using ICT and what challenges they face, the study contributes to the 

development of targeted professional development programmes, infrastructure improvements, and policy 

recommendations. The findings can guide educators, administrators, and policymakers in designing support 

structures that facilitate effective ICT integration, ensuring that technological tools can enhance learning 

outcomes for learners in these communities. 

For example, if the study identifies that teachers lack sufficient ICT training, one of the broader objectives 

could be to recommend increased professional development opportunities or the creation of a support network 

for teachers. Similarly, if access to technology is a significant barrier, recommendations for improving 

resource allocation and infrastructure might emerge. 
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In summary, the methodology is intended not just to answer the study's research questions but also to 

contribute to the broader objective of improving educational practices in low-income communities. By 

understanding the factors that influence ICT integration at the teacher level, the study offers insights that can 

help shape policies and practices that foster more effective use of technology in the classroom, ultimately 

enhancing the educational experiences and outcomes for learners in these settings. 

3.11 Conclusion 

 

This chapter outlined the research design and methodology employed in this study on Intermediate Phase 

teachers' attitudes towards using technology in English First Additional Language (EFAL) classes in low-

income communities in the Western Cape. A qualitative research approach was chosen for its ability to capture 

the depth and complexity of teachers' experiences and attitudes. Within this framework, a single, holistic 

exploratory case study design was used, facilitating an in-depth exploration of the phenomenon through 

multiple data sources. 

The interpretive paradigm, along with a relativist ontology and constructivist epistemology, provided a solid 

foundation for understanding the subjective realities and meanings constructed by the participants. The choice 

of data collection tools such as  semi-structured interviews, field notes, classroom observations, and document 

analysis, allowed the researcher to gather rich, detailed data from a variety of perspectives. A purposive 

convenience sampling strategy ensured the inclusion of the most relevant participants, enhancing the validity 

and depth of the findings. 

The data analysis process, guided by inductive thematic coding and supported by Atlas.ti software, allowed 

for the systematic identification and interpretation of patterns and themes within the data. Strategies to ensure 

trustworthiness, such as triangulation, detailed descriptions, systematic documentation, and reflexivity, were 

implemented to strengthen the credibility, transferability, dependability, and confirmability of the findings. 

Ethical considerations were rigorously addressed to safeguard participants' rights and well-being throughout 

the research process. The chapter demonstrated a thorough and ethical approach to investigating teachers' 

attitudes towards ICT integration in EFAL classes, providing a solid footing for the analysis and discussion 

of the findings in subsequent chapters. This analytical framework sought to provide significant insights into  

the use of technology in education, particularly in low-income settings.  With the research concept and 

technique presented in Chapter 3, the following chapter (Chapter 4) presents the collected data. 
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CHAPTER 4: PRESENTATION OF DATA 

4.1 Introduction   

 

The preceding chapter discussed the methodology utilised in this study, which  primarily involved semi-

structured interviews as the main data gathering method. To strengthen the credibility of the findings, 

classroom observations and questionnaires were also used as supporting data collection instruments. This 

chapter presents the data collected from semi-structured interviews, questionnaires, and classroom 

observations conducted with Intermediate Phase English First Additional Language (EFAL) teachers and 

School Management Team (SMT) members from three selected low-income schools in the Western Cape. 

The purpose of this chapter is to provide a factual account of the findings without interpretation or analysis. 

The data are presented thematically according to patterns that emerged from participant responses. 

A total of nine EFAL teachers and six SMT members participated in the study, representing three schools 

pseudonymously referred to as Lihle, Lindile, and Ida Primary Schools. Each theme is supported by quotations 

from participants (identified as P1, P2, etc.) as well as summaries from questionnaire and classroom 

observation data. Figures and tables are used in the text to complement the presentation. Table 4.1 below 

depicts an overview of  the participants. 

Table 4.1: Overview of participants 

Category Number Description 

Schools 3 Lihle Primary School. Lindile Primary School and Ida 

Primary School  

Teachers 9 Intermediate Phase EFAL teachers from Grade 4-6 

SMT Members 6 Deputy Principals and Departmental Heads involved in 

language instruction 

 

Interview Data  

This section presents data derived from the semi-structured interviews with the fifteen EFAL teachers in the 

Intermediate Phase (Grades 4–6) across the selected primary schools. A qualitative approach, as outlined in 

Chapter 3, was adopted, and data were analysed  using Thematic  Analysis (TA), a widely used approach for 

analysing qualitative data (Judger, 2016). The analysis followed  a three-stage process: preparing the data for 

analysis, reducing the data into themes through coding, and representing the data findings  (Creswell, 2007; 
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Miles & Huberman, 1984). Using the approach proposed by Braun and Clarke (2006), the researcher first 

familiarised himself with the data through repeated reading. To fully understand the meanings participants 

constructed about the topic, the extracted data were re-read in an effort to gain a holistic understanding. 

Secondly, the data were analysed individually to gain insight into each participant's perspective, and the data 

were coded. Finally, common themes were identified by combining several codes. The themes discussed in 

this chapter are: 

1. Available educational technologies and resource selection. 

2. Teacher training and professional development. 

3. Environmental factors influencing technology  integration.  

4. Factors inspiring ICT implementation. 

5. Attitudes towards ICT integration. 

6. Impact of ICT integration on teaching and learning. 

Themes were reviewed by considering which identified themes were not distinct to warrant separation. Such 

themes were fused into one theme supported by subthemes. Lastly, the reviewed themes were defined. Table 

4.2 presents the final themes and their associated subthemes.  

 

Table 4.2:Table of Themes and Sub-themes 

Theme Subthemes 

1.Available educational technologies and resource 

selection 

 

1.1 Availability and accessibility of 

educational technologies in low income 

contexts 

1.2 Resource availability and inequality 

1.3 Challenges in availability and access to 

subject-specific resources 

1.4 Teacher strategies for sourcing and 

adapting digital resources 

1.5 Inconsistent resource provision and the 

need for comprehensive support. 

2. Teacher training and professional development 2.1 Training gaps, teacher preparedness and 

sustainability of ICT integration 

2.2 Impact of effective training 
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3. Environmental factors influencing technology 

integration 

3.1 Enabling factors in ICT integration 

3.2 Hindering environmental factors in ICT 

integration 

4. Factors inspiring ICT implementation 4.1 Intrinsic motivators enhancing teaching 

effectiveness, learner engagement, and 

professional growth 

4.2 Extrinsic motivators alignment with 

curriculum and policy goals 

4.3 Personal motivators for ICT adoption: 

professional growth and peer influence  

5. Attitudes Towards  ICT Integration 5.1 Teacher attitudes 

5.2  Perceived learner attitudes 

6. Impact of ICT Integration on Teaching and Learning 6.1 Transformation of the teaching 

environment and pedagogical practice 

6.2 Enhancements in learning outcomes 

7. COVID-19 as a contextual factor influencing ICT 

adoption 

     7.1 Challenges experienced during the                              

lockdown 

     7.2 Adaptive strategies and innovation 

     7.3 Long-term effects on teaching and 

learning 

 

 The thematic analysis was informed by the  Technology Acceptance Model (see Chapter 3) which emphasizes  

perceived  usefulness (PU), perceived ease of use (PEOU), and external factors, while also allowing for themes 

that emerged inductively beyond the model. For example, available technologies and environmental factors 

align with TAM’s external factors, while teacher training connects to both external support  and perceived 

ease of use. Attitudes and impact of ICT integration correspond with perceived usefulness. At the same time, 

the findings reveal sociocultural and contextual influences extending beyond TAM, ensuring that the analysis 

reflects the lived realities of EFAL teachers in resource-constrained environments.  

 

The relationship between the identified themes and the TAM framework is summarized in Table 4.3 below, 

which highlights both the expected alignments and the contextual factors that extend beyond the model. 
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Table 4.3: Alignment of Chapter 4 Themes with TAM Constructs 

TAM Constructs discussed 

in Chapter 3 section  3.5 

Aligned Chapter 4 Themes Explanation 

External Factors (Barriers 

and Supports) 

Available educational 

technologies and resource 

selection; Teacher training 

and professional 

development; 

Environmental factors 

influencing technology 

integration 

Availability of 

infrastructure, institutional 

support, and professional 

development opportunities 

determined the extent of 

ICT integration. 

Emerging Themes Beyond 

TAM 

Environmental factors 

influencing technology 

integration; Attitudes 

towards ICT integration 

Broader contextual and 

sociocultural influences, 

such as resistance to 

change and adaptive 

teaching strategies, 

extended beyond TAM’s 

constructs. 

Perceived Ease of Use Teacher training and 

professional development 

Training and prior 

experience shaped 

teachers’ confidence and 

competence in operating 

ICT tools and integrating 

them into lessons. 

Perceived Usefulness Factors inspiring ICT 

implementation; Attitudes 

towards ICT integration; 

Impact of ICT integration 

on teaching and learning 

Teachers highlighted ICT’s 

potential for improving 

lesson delivery, learner 

engagement, and teaching 

outcomes, while also 

noting concerns about 

distractions and workload. 

 

The following sections present each theme in detail, focusing on dominant patterns in the interview data, 

supported by  classroom observations and SMT and teacher questionnaire results. The discussion begins with 

the types of educational technologies available to teachers and the processes involved in selecting appropriate 

resources, before moving on to explore issues of training, contextual influences, and attitudes towards ICT 

integration. 

4.2 THEME 1: Available educational technologies and resource selection 

This theme explores the types of educational technologies available to both teachers and learners in the 

participating schools and  how teachers select subject-specific resources to support EFAL instruction. Data 

from interviews, questionnaires and classroom observations  revealed that access  to hardware, software, and 

online resources varied significantly across the three schools.  
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4.2.1 Sub-Theme: Availability and accessibility of educational technologies in low-income school contexts 

All data sources indicated that while schools possessed a range of technological devices, there were significant 

challenges in availability and accessibility. All nine EFAL teachers indicated that their schools possessed 

technological devices to support teaching and learning. They mentioned access to laptops (P4, P5, P6, and 

P7), desktops, and iPads (P4), data projectors (P5), whiteboards (P4, P5, and P7), smart boards (P7), and 

printers (P1, P3, and P5). However, access was often constrained by sharing arrangements and recurring 

technical issues.  

 P37 explained,  

“We share one laptop per grade, so sometimes I must wait for my turn before I can project or  

type my lesson plan.”   

Classroom observations confirmed that some classrooms had functional mounted projectors, whiteboards, 

smart boards, and printers.  

Available software tools included Google Docs and the Microsoft Office Suite (P7), as well as educational 

apps like Kahoot and WhatsApp (P6). These resources are integral to the incorporation of technology in the 

classroom , as they allow for more interactive, dynamic lesson delivery.  

P10 described,   

“We have a computer lab equipped with the Green Shoots programme, which is a mathematical tool 

that helps in assessing and analysing student performance. Additionally, I use a whiteboard and 

projector in my classroom for PowerPoint presentations and videos.”  

Similarly, P11 emphasized the effectiveness of the available technologies:  

“We have access to a computer lab and various software like Green Shoots. In my classroom, 

I use a whiteboard and projector to display lessons and interactive materials. The technology 

is integrated into our teaching environment effectively.”  

These examples demonstrate how teachers are leveraging the available hardware and software to enhance their 

instructional practices.  Despite such instances of effective use, the data revealed stark inequities among 

schools. The School Management Team (SMT)  questionnaire responses showed that all six SMT members 

                                                           
7 The quotes presented in this work are verbatim accounts from the participants. No grammatical corrections or alterations have 
been made to their responses, ensuring that their original language and expression are preserved. 
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regarded  their  school ICT equipment as outdated, poorly maintained, and lacking reliable internet 

connectivity, or sufficient technical support. These qualitative insights are supported by the questionnaire data: 

as shown in Figure 6 below.   

 

Figure 6: SMT Questionnaire Results 

 However, EFAL teachers’ questionnaire responses were mixed, some perceived the equipment as adequate, 

while others strongly disagreed, citing inconsistencies across classrooms and grades. Figure 7 depicts EFAL 

teachers responses.     

0 1 2 3 4 5 6 7

ICT is considered a priority for use in teaching.

My school has sufficient ICT equipment.

The ICT equipment in my school is up to date.

My school has good internet connectivity.

There is sufficient technical support to maintain ICT
resources.

SMT recognizes the need for management of ICT
integration at all levels of the school.

SMT recognizes the benefits of ICT integration as a way of
achieving better results.

The SMT has attended courses on ICT integration.

SMT QUESTIONNAIRE RESULTS

Strongly Agree Agree Neutral Disagree Strongly Disagree

https://uwcscholar.uwc.ac.za/home



85 
 
 
 
 

 

Figure 7: EFAL Teachers’ Questionnaire Results 

Additionally, the researcher has observed that, at Lihle Primary School, unlike at Ida and Lindile Primary 

schools, projectors were  not permanently installed in the classrooms. Instead, teachers relied on                                               

rs reported finding this system tedious and discouraging, as it sometimes delayed lessons. On several 

occasions, parts were missing or the equipment malfunctioned after setup, reducing valuable teaching time. 

Staff explained that projectors were once permanently installed in classrooms, but due to theft and vandalism, 

they were removed and centralized. This left teachers dependent on a fragile, time-consuming system that 

negatively affected ICT use in lessons. 

All the data sources consistently pointed to systemic inequities in ICT provision. The  SMTs highlighted 

structural barriers (infrastructure, technical support), while teachers described practical obstacles in day-to-

day classroom use. All three data sources converge on the problem of inadequate and inconsistent ICT access. 

Interviews highlighted scarcity of resources, questionnaires confirmed SMT and teacher dissatisfaction, and 

classroom observations demonstrated the practical frustrations caused by the roaming projector system. These 

combined findings illustrate how infrastructural issues, exacerbated by theft and vandalism, create barriers 

that discourage teachers from effectively integrating ICT into their classrooms. 

 

 

0 1 2 3 4 5 6 7 8 9 10

ICT is considered a priority for use in teaching.

My school has sufficient ICT equipment.

The ICT equipment in my school is up to date.

My school has good internet connectivity.

There is sufficient technical support to maintain ICT
resources.

There is enough time to prepare lessons that
incorporate ICT

There is sufficient opportunity for me to develop
expertise in ICT

There are structures in my school that support and
sustain ICT usage

There is a policy that guides ICT usage in my school

EFAL TEACHERS QUESTIONNAIRE RESULTS

Strongly Agree Agree Neutral Disagree Strongly Disagree
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See Figure 8: Projector setup in Lindile Primary ; Figure 9: Shared computer workspace in Lihle Primary. 

 

 

Figure 8 Projector @ Lindile Primary 

school 

 

Figure 9 Lihle Primary School Computer Lab 

 

Figure 10:Google Docs 

Kahoot

 

Figure 11: Kahoot 

 

4.2.2 Sub-Theme: Resource availability and inequality 

While the availability of hardware and software is crucial for effective ICT integration, it is important to note 

that this access is not uniform across schools or subjects. Participants described unequal distribution and 

inconsistent access that created disparities in teaching and learning opportunities. 
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 As P5 noted,  

“Due to the scarcity of resources, teachers did not get resources as they needed them. There is often 

only one resource per grade because the school just does not have enough.”  

Similarly,P12 highlighted the unequal access to learner devices, stating ,  

 “We don’t have enough tablets or laptops to give each student access. I have to make do with what’s 

available and often ask learners to share devices during lessons.”   

This reflects a common challenge in many schools, particularly those in underfunded or rural areas, where the  

limited availability of ICT tools prevents  teachers from fully meeting classroom demands. The limited 

availability of ICT tools creates disparities in the quality of education that learners can receive, particularly 

when resources are stretched thin across multiple classes or grade levels. 

Such constraints hinder equitable participation and limit the potential for individualised learning experiences. 

In classrooms where technology is scarce, learners are often disadvantaged, particularly when digital tools are 

essential for reinforcing language acquisition and interactive engagement.  

The scarcity of ICT resources also affects teachers’ confidence and willingness to integrate technology into 

their lessons. P5’s observation underscores this challenge, as the lack of sufficient tools and shared access 

often leads to frustration and discouragement. When teachers cannot rely on consistent access to equipment, 

it undermines their motivation to plan technology-based activities, thereby perpetuating uneven 

implementation of ICT across schools. 

Overall, the data illustrate that resource inequality remains a persistent barrier to effective ICT integration. 

While some schools or grades have access to functional devices and stable connectivity, others continue to 

operate with minimal or outdated equipment. These disparities contribute to unequal learning environments 

and reinforce the digital divide within and between schools in low-income contexts. 

4.2.3 Sub-Theme: Challenges in availability and access to subject-specific resources 

A recurring challenge identified across the participating schools was the limited availability of subject-specific 

digital resources, for English First Additional Language (EFAL) instruction. Although general ICT 

infrastructure such as computers, projectors, and basic software was present, teachers highlighted a lack of 

digital materials aligned to the linguistic and curriculum requirements of EFAL. 
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 As P4 explained,  

“We do not have much content offered by the school nor the Education department for English or 

Natural Sciences.”  

This comment reflects the frustration of many teachers who felt unsupported in their efforts to integrate 

technology meaningfully into their subject teaching. The lack of structured EFAL-specific digital resources 

often compelled teachers to adapt general online content or create their own materials.  

P1 stated, 

 “I use search engines to find resources related to a specific topic because there’s not much available 

from the school or department.” 

Similarly, P7 expanded on this challenge, noting that the absence of relevant materials resulted in additional 

workload:  

“We don’t have much content offered by the school or the department, especially for EFAL... It’s 

frustrating because we have to spend extra time finding suitable resources online.”  

While this reflects teachers’ creativity and commitment, it also indicates the systemic gaps in resource 

provisioning.  

Classroom observations supported this finding. Even in classrooms where digital devices were accessible, 

teachers typically used them for basic presentation purposes, such as showing PowerPoint slides or 

displaying downloaded worksheets, rather than for interactive or language-focused learning experiences. In 

one school, although CAMI software was available, it was predominantly suited to Mathematics and basic 

language drills. 

However, P10 stated,  

“It’s not sufficient. It only covers some aspects, and we need more variety in tools that focus on 

language learning.”  

Across the three schools, the mismatch between technological infrastructure and relevant subject-specific 

content resulted in ICT integration that was functional but not transformative. Without appropriate digital 

materials, technology use remained limited to surface-level presentation rather than supporting deeper 

language development. These constraints highlight that the presence of ICT infrastructure alone is insufficient; 

without relevant subject-specific materials, teachers are left to bridge the gap themselves. The next sub-theme 

illustrates the strategies teachers employed to source and adapt resources independently. 
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4.2.4 Sub-Theme:  Teacher strategies for sourcing and adapting  digital resources 

In response to the limited availability of EFAL-specific digital content, teachers described employing a range 

of strategies to source, select, and adapt online materials to supplement the limited resources provided by 

schools and the Department of Education. Participants consistently emphasized the use of internet searches 

and educational websites to locate resources aligned to specific lesson topics.  

As P1 noted,  

“I use search engines to find resources related to a specific topic.”  

 P3 similarly explained  

 

“I use different educational sites to download relevant and exciting activities and resources to use 

for my lessons.” 

This proactive approach highlights how teachers independently seek out materials that match the needs of 

their learners, reflecting a reliance on external sources to fill gaps in the resources available within their 

schools. This reliance on the internet to find appropriate content underscores teachers’ resourcefulness in 

adapting to the limitations of institutional support.  

The internet emerged as a critical tool for sourcing content that could be tailored to individual subjects and 

lesson plans. Participants emphasized not only the accessibility of information but also its flexibility in 

supporting differentiated instruction. Teachers also highlighted the value of multimedia platforms in 

supporting learner engagement. 

 For example, P4 shared,  

I use YouTube to look for and download videos that will assist in the lesson.” 

The use of videos, interactive activities, and educational applications was seen as particularly beneficial for 

creating varied learning experiences in contexts where printed and digital resources were limited. 

 Additionally, some participants drew on shared professional networks, including peer recommendations and 

school-based resource sharing. These practices indicate a broader culture of professional collaboration and 

resourcefulness, where teachers leverage both digital and interpersonal networks to enrich instructional 

delivery. The participants’ approaches underscore the importance of teacher agency in mitigating resource 

constraints and maximizing the potential of existing technology, even in low-resource school contexts.  
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Overall, this sub-theme demonstrates that while structural resource limitations in schools constrain ICT 

integration, teachers actively compensate through creative and strategic resource selection. This sub-theme 

highlights the interplay between resource scarcity and teacher ingenuity, demonstrating that effective 

instructional practice often depends as much on educators’ initiative as on the availability of institutional 

support. Effective integration in low-resource contexts therefore depends not only on the availability of 

technology, but also on teachers’ capacity to independently curate, evaluate, and adapt instructional content. 

While teacher initiative played a crucial role in addressing the shortage of EFAL-specific digital materials, 

these individual efforts also revealed the uneven and unsustainable nature of resource acquisition across 

schools. 

4.2.5 Sub-Theme: Inconsistent resource provision and the need for comprehensive support 

This sub-theme focuses on the inconsistent nature of departmental resource provision and the resulting need 

for comprehensive and reliable support structures to enable equitable and meaningful ICT integration. The 

Western Cape Education Department (WCED) plays a crucial role in providing educational resources to 

schools, however, participants reported that this support is often inconsistent and limited in scope. For 

example, P2 explained,  

“The department sends interactive posters,”  

while P6 added, 

  “Sometimes the department sends activities that have links to the internet.” 

 Although such initiatives are appreciated, their sporadic nature significantly limits their impact, and leaves 

teachers with gaps in available resources that they must consistently fill independently. 

 The inconsistency of departmental support has direct implications for ICT integration in classrooms. P6 

described the challenge, stating that teachers are often forced to   

“piece together resources from various sources.” 

This fragmented approach undermines the effective and consistent use of ICT tools and increases teachers’ 

workload, as they must invest additional time curating, adapting, and verifying materials to ensure alignment 

with curriculum requirements. The lack of a structured and dependable resource stream diminishes the 

potential of technology to support interactive and equitable learning, particularly in underfunded or low-

resource schools. 
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Moreover, participants highlighted that comprehensive and reliable support is essential for maximizing the 

educational value of available technologies. Teachers suggested that regular provision of well-aligned, 

subject-specific digital resources would reduce the need for ad hoc sourcing, improve lesson planning 

efficiency, and enhance learner engagement. The data underscore that while teachers demonstrate resilience 

and resourcefulness, sustainable ICT integration requires systematic support from the education department, 

including timely delivery of resources, professional development, and technical guidance. 

Overall, this sub-theme highlights the intersection between structural support and teacher agency, 

demonstrating that inconsistent departmental provision exacerbates challenges in resource accessibility and 

instructional effectiveness. Without comprehensive and dependable support, teachers are compelled to rely 

heavily on self-sourced resources, which may not always meet curriculum needs or promote equitable learning 

outcomes. 

4.3 THEME 2: Teacher training and professional development 

Building on the issue of resource availability, the next theme highlights the extent to which teachers are trained 

and supported in integrating ICT into their practice. The data emphasise the importance of teacher training 

and professional development in facilitating the  efficient incorporation of ICT into classrooms.  Teachers 

reported that training programmes often focused on basic technical skills (e.g., setting up a projector) rather 

than  pedagogical integration. Several participants lamented the lack of follow-up support, with one participant  

stating that after the workshops they were left on their own. This left many educators underprepared to 

integrate ICT meaningfully into the curriculum. 

Both SMT and teacher questionnaires confirmed these training gaps. SMT responses were neutral or negative 

regarding opportunities for ICT-focused professional development. Teachers similarly reported limited 

chances to build ICT expertise, though some acknowledged informal peer support. Classroom observations 

revealed that although teachers made attempts to use ICT, in many cases this was not fully integrated into 

lesson plans. For example, teachers projected slides or text but continued with lecture-style delivery, with 

minimal learner interaction. This pattern reflects the limitations of training that emphasizes technical 

competence rather than pedagogical application. Figure 12 below shows a projected lesson at Lindile Primary 

School.   
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Interviews and questionnaires identified weak professional development structures, while  classroom 

observations provided direct evidence of how this deficit manifests in practice. While teachers value ICT, 

both groups note that current training is superficial, sporadic, and disconnected from classroom realities. 

This indicates that professional development must be restructured to emphasize context-specific, 

pedagogical applications of ICT. Currently, ICT is often treated as an add-on tool rather than a means to 

transform lesson design. This shows that without pedagogically oriented training, teachers are unlikely to 

integrate ICT meaningfully into classroom practices. 

The identified challenges and opportunities  related to training, are categorized into the following sub- themes: 

4.3.1 Sub-Theme: Training gaps , teacher preparedness and sustainability of ICT integration 

 

A recurring concern expressed by participants was the limited scope, depth, and relevance of training 

programmes provided to support effective ICT integration in teaching and learning. Many professional 

development sessions focus primarily on basic technical skills, leaving teachers underprepared to leverage 

technology in meaningful and pedagogically sound ways. Teachers reported that while workshops and training 

sessions are occasionally offered by the Department of Education or other stakeholders, these sessions are 

often too short, too general, or fail to address the practical realities of classroom implementation.  

As P3 explained,   

“We get trained once in a while, but most of the time it’s just theory and not really showing us how  

to use it in class.”  

 

Similarly, P6 added,  

 

“They teach us the basics in one day, and then we are left on our own to figure out how to apply it 

with learners.” 

Figure 12 Projected Lesson at Lindile Primary School 

https://uwcscholar.uwc.ac.za/home



93 
 
 
 
 

 

 These accounts reflect a recurring gap between training content and the pedagogical application teachers need 

in their daily practice to leverage technology meaningfully. 

Participants also described a mismatch between the training they received and the contexts in which they 

worked. Some workshops introduced digital tools that were unavailable in their schools, making the training 

seem irrelevant and impractical. 

 P2 commented,  

“Training on tools we don’t have access to makes it feel pointless. We need content that matches 

what’s in our schools.” 

 

This concern highlights the need for contextually relevant and resource-sensitive training models that reflect 

the realities of under-resourced schools. 

Insufficient and overly general training was a major factor undermining teacher preparedness. Many 

participants indicated that they lacked the confidence to integrate ICT into subject-specific lessons such as 

English First Additional Language (EFAL) or Natural Sciences. 

 As one teacher observed,  

“We were introduced to these technologies, but no one showed us how to apply them in our specific 

subjects. I feel lost when trying to use them effectively.”  

P4 reinforced this point, stating,  

“The training we received didn’t prepare us for how to use ICT in Natural Sciences or English lessons. 

We were left to figure it out on our own.” 

Without comprehensive and subject-focused preparation, teachers are less likely to incorporate ICT in 

meaningful and effective ways. 

Another common concern was the absence of sustained follow-up support after training sessions. Teachers 

reported that once workshops were completed, there was often no mechanism for mentorship or guidance 

during classroom implementation. 

 P7 noted,  

“After the workshops, we’re left on our own. There’s no follow-up to help us figure out how to apply 

what we’ve learned in the classroom.”  
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P4 added,  

“We need refresher sessions and someone to check in and guide us as we try to implement what we’ve 

learned.” 

The lack of ongoing mentoring and classroom-based assistance compounds teachers’ uncertainty and limits 

their ability to apply ICT-based pedagogies effectively. 

In the absence of effective institutional support, teachers developed informal strategies to improve their ICT 

competence. Peer learning emerged as a key coping mechanism, where teachers shared skills, resources, and 

teaching techniques with one another. 

 P5 explained, 

“We teach each other new things when someone has learned something online. That helps more than 

waiting for formal training.”  

 

Likewise, P8 noted,  

 

“Seeing how another teacher handles the same challenges we face makes a huge difference it’s 

practical and relatable.” 

 

 This culture of collaboration has helped foster resilience and a sense of community among teachers, though 

it also underscores the systemic failure to provide structured, ongoing professional development. 

Beyond training, participants stressed that teacher preparedness is closely linked to the sustainability of ICT 

integration. They emphasized that without proper resource management, maintenance, and funding, training 

efforts are unlikely to yield long-term benefits.  

P5 proposed,  

“Schools need dedicated ICT coordinators to ensure resources are maintained and used effectively. 

Otherwise, the tools just gather dust.” 

 

Teachers also noted that outdated or poorly maintained equipment hindered their ability to use technology 

efficiently.  

P7 shared,  

“Our computers are old and break down often. If there were regular maintenance, we wouldn’t 

waste so much time dealing with technical issues during lessons.” 
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These concerns underline the need for regular maintenance schedules and systematic resource management to 

support the long-term integration of ICT in schools. 

Some participants suggested that partnerships with external stakeholders could help address resource and 

training limitations.  

P8 noted,  

“Collaborating with private companies could help us get the equipment we need. They could sponsor 

devices or help with training programmes.” 

 

Such collaborations could provide financial resources, technical expertise, and training opportunities to ensure 

that ICT integration remains sustainable in the long term. 

In summary, the findings reveal that gaps in teacher training, limited follow-up support, and weak resource 

management collectively undermine effective ICT integration in schools. Teachers’ preparedness depends not 

only on the quality and continuity of professional development but also on the sustainability of ICT 

infrastructure and resources. Addressing these challenges requires systemic investment in context-sensitive 

training, continuous mentorship, regular resource maintenance, and collaborative partnerships. By adopting 

such comprehensive and sustainable approaches, schools can empower teachers to integrate ICT effectively 

and ensure that technology continues to enhance teaching and learning outcomes in the long term. 

 

While this sub-theme highlighted the challenges associated with limited, inconsistent, and contextually 

irrelevant training, several participants also described instances where well-designed and sustained 

professional development produced noticeable improvements in their teaching practice. These experiences 

demonstrate that when training is practical, continuous, and aligned with classroom realities, it can 

significantly enhance teachers’ confidence, competence, and willingness to integrate ICT meaningfully. The 

following sub-theme therefore explores the impact of effective training on teachers’ professional growth, 

collaboration, and classroom practice. 

4.3.2  Sub-Theme: Impact of Effective Training 

Participants consistently emphasised that well-structured, practical training has a profound influence  on their 

confidence, motivation ,and ability to integrate ICT meaningfully into classroom practices. Teachers who 

received targeted training reported feeling significantly higher levels of confidence and enthusiasm for 

integrating ICT into their teaching. This underscores the transformative potential of well-designed 

professional development programmes in shaping teachers' attitudes and practices.  
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One participant remarked,  

“When I understand how to use the tools effectively, it’s exciting to try new things with my learners.” 

This sense of excitement reflects how exposure to purposeful hands-on training can transform teachers’ 

attitudes towards technology, shifting it from a perceived challenge to an opportunity for professional growth.  

Teachers described how effective training not only improved their technical competence but also enhanced 

their understanding of how technology can support active learning. 

 P5 explained, 

“After a workshop on interactive whiteboards, I felt more confident using them for group activities. 

The training showed us real examples of how to apply the technology in class.”  

Similarly, P3 noted,  

“The training gave us practical tips on using apps for assessments, which made me realize how 

technology could save time and engage learners better.” 

 These reflections highlight the practical benefits of training that demonstrates real classroom applications, 

allowing teachers to see direct connections between ICT use and improved learner engagement. 

Participants also described a sense of empowerment that emerged from training that was aligned with 

curriculum goals and classroom realities.  

P8 shared,  

“When we’re shown how to use technology in ways that align with the curriculum, it feels 

manageable and purposeful.” 

This suggests that effective training bridges the gap between theory and practice, making ICT integration more 

intuitive. This alignment with instructional goals makes ICT integration more intuitive and meaningful for 

teachers.  
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P7 affirmed this by saying,  

“I’ve started exploring more online resources after attending training because I now see how they 

can fit into my lessons effectively.” 

This reflects a shift in attitude, where training inspires teachers to actively seek out and adopt innovative 

practices. 

Furthermore, participants highlighted that hands-on, context-specific training provides teachers with the skills 

and confidence needed to effectively employ ICT in teaching. Practical exposure to ICT tools during training 

sessions made teachers feel more capable of managing these tools in real classrooms. P5’s experience with 

interactive whiteboards illustrates how practical demonstrations and guided practice can build confidence and 

eliminate the fear of making mistakes when using new technologies. Teachers appreciated training that 

provided them with opportunities to experiment, troubleshoot, and receive feedback in supportive 

environments. By providing practical examples of how to use ICT in real classroom scenarios, training 

programmes demystify technology and make it feel more accessible.  

However, participants also cautioned that for training to have a lasting impact, it must be accompanied by 

continuous support and opportunities for collaboration. Teachers emphasized the importance of ongoing 

mentoring, refresher sessions, and peer learning networks that allow them to share challenges and successes. 

They pointed out that isolated training sessions often result in temporary improvements, whereas consistent 

follow-up helps sustain confidence and encourages further experimentation.  

As one participant noted,  

“Training helps, but we need someone to guide us when we try to use these tools on our own. 

Otherwise, we lose momentum.” 

Finally, participants stressed that training should always be relevant to their available resources. Many 

expressed frustration with workshops that focused on advanced tools not present in their schools. They 

emphasized that realistic, context-aware training enhances their ability to apply new skills immediately and 

successfully. Effective training, therefore, was seen not as a one-time event but as an ongoing process that 

combines demonstration, practice, reflection, and feedback. 
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4.4 THEME 3:Environmental factors influencing technology integration 

While training is essential, the data also revealed that broader environmental conditions strongly influence 

how effectively ICT can be integrated. Multiple contextual factors have a significant impact on the success of 

technology integration in education. Teachers cited unreliable internet, power cuts, and outdated hardware as 

major infrastructural barriers. They also stressed the importance of supportive leadership, noting principals 

who prioritized ICT integration fostered stronger adoption. Resistance to change among some colleagues was 

also identified as a hindering factor. 

SMT responses  on questionnaires emphasized broader structural challenges, such as poor infrastructure and 

absence of guiding ICT policies. Teacher questionnaires, on the other hand, focused on classroom-level 

barriers like insufficient resources and lack of structured support. Both groups agreed that ICT integration 

suffers from weak institutional frameworks. 

Together, interviews and questionnaires reveal that environmental factors act as a double-edged sword: 

supportive leadership and clear policies encourage ICT adoption, while infrastructural weaknesses and 

resistance to change hinder progress. This duality underscores the need for system-level policy reform and 

consistent infrastructural investment. 

The  supportive and hindering elements are discussed in detail in the subthemes below. 

4.4.1 Sub-Theme: Enabling factors in ICT adoption 

Participants highlighted several environmental factors that facilitated the adoption of educational 

technologies, emphasizing the critical interplay between resource availability, leadership support, and 

institutional policies. These factors fostered a supportive environment that encouraged teachers to incorporate 

ICT into their instructional practices, demonstrating how supportive conditions significantly influence both 

Perceived Usefulness (PU) and Perceived Ease of Use (PEOU) within the framework of the Technology 

Acceptance Model (TAM). 

The presence of functional ICT equipment, like projectors, smartboards, and laptops, was identified as a key 

enabler for effective teaching. Schools with consistent access to these resources observed more frequent and 

positive utilisation of technology in classrooms.  

P4 stated,  

“Having the tools readily available makes it easier to plan lessons around them. Without these, it 

feels pointless to even try integrating technology.”  
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Similarly, P7 noted,  

 

“When we know the resources are there, it encourages us to think creatively and use them more 

often in our lessons.” 

These experiences align with findings from Selwyn (2016) and Butgereit et al. (2016), who highlighted the 

transformative role of resource availability in improving classroom practices. Resource access not only 

empowers teachers but also reduces the logistical barriers that often hinder ICT adoption, thereby enhancing 

both PU and PEOU. 

The role of school management in fostering ICT adoption emerged as another significant factor. Participants 

appreciated leadership that prioritized technology integration through budget allocation, policy enforcement, 

or moral support.  

P6 shared,  

“Our principal ensures we get the necessary resources and training, even if it means cutting back in 

other areas.”  

Similarly, P9 explained,  

“When the school leadership values technology, it motivates us to take it seriously and use it more 

often.”  

Schools with well-defined e-learning policies reported smoother and more consistent implementation of ICT. 

Participants highlighted the value of clear objectives, guidelines, and monitoring mechanisms in aligning their 

teaching practices with institutional goals.  

P5 remarked,  

“Having a structured policy makes it easier to understand how technology fits into the curriculum. It 

gives us a framework to work within.”  

Similarly, P8 noted,  

“Policies help us stay focused and ensure that everyone is working toward the same goals with technology.” 
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 P7 added,  

“With policies in place, it feels like there’s a bigger picture, and we’re part of something organized 

rather than just experimenting.” 

The enabling factors identified by participants are visually summarized  below in Figure 13, which highlights 

the interrelated roles of e-learning policy, availability of computers, SMT support, in-service training, and the 

integration of educational technology. This visual representation complements the qualitative findings 

discussed above by showing how these elements collectively create a supportive ecosystem for ICT adoption.. 

FACTORS THAT PLAY A ROLE IN SUPPORTING EDUCATIONALTECHNOLOGY 

INTEGRATION AT THE SAMPLED PRIMARY SCHOOLS. 

 

 

 

 

 

 

 

 

 

 

Figure 13: ICT Enabling Factors 

As illustrated, strong leadership and clear policy frameworks guide implementation, while the availability of 

functional resources and targeted professional development reduce barriers for teachers. Together, these 

factors enhance both Perceived Usefulness (PU) and Perceived Ease of Use (PEOU), as articulated in the 

Technology Acceptance Model (TAM), reinforcing teachers’ confidence in adopting ICT as an integral 

component of their instructional practice. 
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4.4.2  Sub-Theme: Hindering factors in ICT integration 

While participants recognized the potential benefits of ICT integration, they also identified several significant 

barriers that hinder its effective implementation in schools. These hindering factors include inconsistent 

infrastructure, resource scarcity, and resistance to change, all of which play a critical role in shaping teachers’ 

perceptions of ICT’s usefulness and ease of use. These challenges directly affect the adoption of ICT, as 

described by the Technology Acceptance Model (TAM), influencing both Perceived Usefulness (PU) and 

Perceived Ease of Use (PEOU).   

One of the most pressing barriers mentioned was unreliable infrastructure, particularly electricity outages and 

poor internet connectivity. Such inconsistencies frequently disrupt lessons and impede teachers’ ability to rely 

on technology in their classrooms.  

P6 shared,  

“We lose valuable teaching time when the internet is down or the electricity cuts out. It’s frustrating 

and demotivating.” 

 

 Similarly, P3 noted,  

“There’s no point in planning a lesson around ICT if you can’t trust the tools to work when you need 

them.” 

These disruptions not only waste valuable teaching time but also demotivate teachers, as a result they are less 

likely to routinely  incorporate ICT into their lesson planning. 

Another significant hindrance to ICT adoption is the scarcity of resources. While some schools had access to 

ICT tools, participants noted that these resources were often insufficient, outdated, or unevenly distributed. 

P4 described,  

“We have to rotate one projector among five teachers, which makes it nearly impossible to use 

consistently.” 

 P7 added,  

“Even the few devices we have are old and slow, and they break down often, so it’s hard to rely on them.” 

These logistical challenges create conflicts and restrict the frequency with which teachers can incorporate 

technology into their lessons.  

In addition to logistical and infrastructural challenges, participants identified resistance to change as a 

significant barrier to ICT adoption. Some teachers expressed discomfort with new technologies and a 

preference for traditional teaching methods.  
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P9 explained,  

“Many of us have been teaching the same way for years. It’s hard to suddenly change everything, 

especially without proper support.”  

Similarly, P8 stated,  

“Technology feels overwhelming for those of us who didn’t grow up with it. Without hands-on training, 

it’s easier to stick with what we know.” 

Teachers who are uncomfortable with change or lack confidence in their capacity to utilise technology are less 

likely to embrace ICT, even when resources are available. From a TAM perspective, resistance to change 

affects PU, as teachers may not perceive technology as valuable enough to justify altering their established 

practices. It also impacts PEOU, as unfamiliar tools feel complicated and intimidating without adequate 

training and support. Figure 14 below shows hindering factors. 

 

Figure 14: Hindering Factors 
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4.5 Theme 4: Attitudes Towards ICT Integration  

Teachers’ and learners’ perceptions of educational technology in the classroom are important in shaping its 

successful adoption and impact on teaching and learning. Data from all sources revealed mixed attitudes 

towards technology integration. While many teachers valued ICT for making lessons more interactive and 

engaging, others expressed resistance due to technical difficulties, insufficient training, and reliance on 

traditional teaching methods. Data from classroom observations reinforced this contrast: in some classrooms, 

teachers confidently used slides, digital stories, Kahoot quizzes, and Google Docs to enhance participation, 

while in others, planned ICT activities were abandoned due to connectivity problems, unresponsive devices, 

or missing equipment such as roaming projectors lacking essential components. The questionnaire data show 

that the SMT strongly agreed that ICT should be prioritized, while teachers expressed varying degrees of 

readiness. Many were neutral on whether schools provided guiding structures or policies to support ICT 

integration. The interview data reveal practical frustrations, while the questionnaires capture a more policy-

level perspective. Combined, they show that while enthusiasm for ICT exists, weak institutional frameworks 

and uneven teacher readiness pose significant barriers.  Participant feedback highlighted key sub-themes, 

which are analysed below. 

4.5.1 Sub-Theme: Teacher  attitudes towards ICT integration  

Teachers generally acknowledged the benefits of ICT in enhancing lesson delivery, increasing student 

engagement, and facilitating classroom management. Participants noted that technology allowed them to 

present content in more dynamic and accessible ways, making lessons engaging even for learners who 

traditionally struggle. 

P6 explained, 

“The tools make my lessons more interactive and keep the learners focused. Even learners who usually 

struggle become more engaged when we use multimedia resources.”  

Classroom observation data supported these positive attitudes: in several classrooms, teachers successfully 

used ICT tools such as slide presentations, digital stories, Kahoot quizzes, and Google Docs to motivate 

learners and support interactive learning. Learners were visibly more attentive during these ICT-enhanced 

lessons, confirming teachers’ perceptions of improved engagement.  
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Despite recognizing these advantages, several teachers reported challenges that affected their readiness to 

adopt ICT. Technical difficulties, limited access to functioning devices, and insufficient training negatively 

influenced their confidence. Observation evidence reinforced these concerns. In some lessons, teachers who 

had planned to use ICT were unable to proceed due to connectivity failures, unresponsive tablets, or missing 

components from roaming projectors. In these instances, teachers often reverted to traditional chalk-and-talk 

methods, illustrating how technical barriers directly influence attitudes and ICT uptake. 

 Long-serving teachers, in particular, showed resistance to change, citing comfort with established methods 

and the perceived extra workload of adapting lessons to technology. These educators often expressed 

scepticism about ICT’s value, particularly in resource-constrained environments. 

P4 stated, 

“When the tools are too complicated or when I face technical issues, I feel like going back to traditional 

methods—it’s just easier.”  

P9 echoed this concern ,  

“Sometimes I don’t even know where to start. Without proper training, it’s overwhelming.” 

 P7 stated,  

“I’ve been teaching this way for decades. I’m not convinced that technology will make much difference in my 

classroom.”  

Similarly, P10 noted,  

“It feels like more work to adapt my lessons for technology, especially when we don’t have enough resources 

to begin with.” 

 P5 shared,  

“It’s hard to see the value of ICT when you don’t even have enough tools for every student.”  

P3 added,  

“Even if I want to use technology, it’s frustrating when the projector is broken or the internet doesn’t work.” 
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These concerns were mirrored in observational findings, where ICT-related disruptions led to learner 

restlessness, delayed lesson starts, and teacher frustration, further influencing hesitancy towards ICT 

integration. In low-income communities, these challenges are often amplified by the digital divide and 

systemic inequities. Teachers in these schools face significant hurdles, such as limited access to devices, 

unreliable internet, and outdated infrastructure. These barriers exacerbate teachers’ scepticism and reinforce 

a preference for traditional methods. Without addressing these systemic constraints, efforts to improve ICT 

adoption in low-income communities are unlikely to succeed. 

4.5.2 Sub-Theme: Perceived learner attitudes towards ICT  integration 

Learners’ attitudes were observed indirectly through teachers’ reports and classroom observations. 

Participants indicated that learners  were generally enthusiastic when digital tools were incorporated into 

lessons. Activities such as educational games, multimedia resources, and interactive apps were consistently 

observed as effective for capturing learners’ attention and fostering engagement. Data from classroom 

observations confirmed these perceptions: in lessons where teachers used ICT tools such as Kahoot, Google 

Docs, slides, or digital storybooks, learners were visibly excited, participated actively, and demonstrated 

higher levels of focus than in non-ICT lessons. 

P6 shared,  

“Learners are always excited when we use technology. They love activities like creating presentations or 

playing educational games. It keeps them interested and makes learning fun.”  

P4 added,  

“Even learners who are usually disengaged participate more actively when there’s a video or game involved.” 

These observations suggest that learners respond positively to interactive and multimedia resources, becoming 

more focused and motivated in technology-enhanced lessons. In several observed classes, even learners who 

typically struggled remained engaged during ICT activities, reinforcing the perception that technology can 

support inclusive learning experiences. 

However, teachers also noted barriers affecting learners’ engagement especially in low-income contexts. 

Teachers noted that language barriers, limited access to devices, culturally and linguistically  inappropriate  

digital content often undermined the effectiveness of ICT tools. Many apps and educational resources were 
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designed for monolingual English-speaking audiences, making them less accessible to learners who spoke 

English as a second or third language .  

P5 explained, 

“It’s hard for learners to stay engaged when there aren’t enough devices for everyone or the internet is 

unreliable.” 

 P3 added, 

 “Even if I want to use technology, it’s frustrating when the projector is broken or the content doesn’t connect 

to the learners’ experiences.” 

  P8 explained,  

“The apps don’t reflect the learners’ experiences, and sometimes they struggle to understand the instructions, 

which makes them disengaged.”  

P10 added, 

“It’s hard for learners to connect with the content when it doesn’t relate to their lives or the languages they 

speak at home.” 

These systemic constraints highlight how resource limitations can dampen both teacher enthusiasm and learner 

participation. 

 Teachers also emphasized the impact of the gap in access to digital materials on learners’ participation. In 

low-income communities, many learners faced significant disadvantages due to restricted access to gadgets 

and online connectivity at home. This disparity became particularly pronounced during periods of remote 

learning.  

P7 noted,  

“Some learners couldn’t participate in online lessons because they didn’t have devices or stable internet. It 

created a gap that was hard to bridge.” 
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 P3 shared a similar concern:  

“The inequality in access to technology means that some learners fall behind, no matter how enthusiastic they 

are about using it in class.”  

To overcome these barriers, participants emphasized the need for culturally responsive and accessible ICT 

tools.   Professional development for teachers was also seen as crucial for equipping them with strategies to 

address language and cultural barriers.  

P5 suggested,  

“We need resources that reflect the learners’ realities, with instructions in their home languages or at least 

simpler English.” 

 P9 noted,  

“Training that helps us adapt technology for our learners’ contexts would make a huge difference.” 

Teacher and learner attitudes significantly influence the success of educational technology integration. While 

learners' enthusiasm for ICT-driven interactivity is a positive driver, challenges such as language limitations, 

cultural irrelevance, and the digital divide in low-income communities hinder consistent engagement. 

Addressing these barriers requires a combination of targeted teacher training and the development of ICT tools 

that are all-encompassing, socially relevant, and available to varied learner populations. By fostering positive 

learner attitudes and addressing systemic inequities, schools can fully realise the revolutionary potential of 

technology in education. 

4.6 Theme 5: Factors inspiring ICT implementation  

Despite these contextual challenges, participants identified several motivating aspects that drive the 

application of ICT in their classrooms. Teachers expressed enthusiasm about ICT’s potential to enhance 

teaching, improve learner engagement, and personalize learning. They highlighted ICT as a tool for visualizing 

abstract concepts and motivating learners through interactive apps. Data from classroom observations 

supported this, showing teachers actively using ICT to present slides, play digital stories, and facilitate writing 

activities such as paragraphs and summaries. In some classes, learners engaged enthusiastically in quizzes 

through platforms like Kahoot and collaborative tasks using Google Docs, demonstrating ICT’s capacity to 

support interactive and participatory learning. Both SMT and teacher questionnaire  responses affirmed ICT’s 

value, with most agreeing that it should be prioritized in teaching. However, this recognition was accompanied 
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by frustration over lack of resources and weak policy support. The combination of interviews and 

questionnaires shows a strong intrinsic motivation to use ICT, tempered by systemic frustrations. Teachers 

see ICT as essential for engagement, while SMT recognizes its strategic importance, but resource shortages 

limit actual implementation. These supporting and hindering factors are categorized into key themes, 

reflecting both intrinsic and extrinsic influences. 

4.6.1 Sub-Theme :Intrinsic motivators  enhancing teaching effectiveness, learner engagement, and 

professional growth 

The integration of ICT into teaching has emerged as a key intrinsic motivator for teachers , driven by the 

desire to enhance teaching effectiveness, engage learners, and pursue professional growth. Teachers reported 

that the adoption of digital tools allowed them to present complex concepts in more dynamic and accessible 

ways, improving both learner understanding and retention. 

 P6 shared,  

“Using animations and simulations allows learners to visualize abstract concepts like never before. 

It makes teaching science and math so much easier.” 

Data from classroom observations reinforced this, showing teachers frequently using slides, digital stories, 

and multimedia demonstrations to support explanations. In several lessons, learners responded positively to 

these visual tools, indicating that ICT strengthened conceptual understanding by making abstract content more 

concrete. By incorporating these resources, teachers can explain difficult concepts in ways that are more 

intuitive and engaging, which is especially useful for learners who  struggle with traditional methods of 

instruction. 

One of the most significant motivators for ICT adoption highlighted by teachers was its ability to engage and 

motivate learners. Teachers noted that learners were more enthusiastic and focused when digital resources like 

educational games, smartboards, and multimedia presentations were used.  

P4 explained,  

“The learners are excited when we use technology—they see it as something fun and modern, which 

keeps them engaged throughout the lesson.” 

 

 Similarly, P7 added,  

“Interactive lessons and educational games make the content more appealing, and learners are more 

motivated to participate.”   
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These examples demonstrate how ICT transforms the classroom into an interactive space, increasing both 

learner motivation and participation. These sentiments were evident in classroom observations, where learners 

participated enthusiastically in digital quizzes such as Kahoot and collaborated using platforms like Google 

Docs. The active involvement observed during these lessons demonstrates how ICT transforms the classroom 

into an interactive learning environment, promoting both motivation and participation. 

Furthermore, ICT has enabled teachers to customise learning opportunities to better address the varying needs 

of their learners. Digital platforms allow for personalised instruction, enabling teachers to offer customised 

activities and resources according to each student's ability level.  

P9 stated,  

“With apps and software, I can assign tasks that match each student’s level. Advanced learners can 

move ahead while I spend more time with those who need help.” 

 

 P5 echoed this, stating,  

“ICT gives me the flexibility to adapt lessons and provide additional support where needed, ensuring 

no student is left behind.” 

Data from classroom observations supported this claim, showing teachers using Google Docs and similar tools 

to assign differentiated tasks. Learners worked at varying paces, and teachers moved between groups, offering 

targeted support . This is  evidence of ICT’s role in facilitating personalised learning, even in large classrooms. 

This flexibility empowers teachers to ensure equitable learning opportunities for all students, even in resource-

constrained settings. Beyond classroom benefits, ICT serves as a catalyst for professional growth.  

Professional development workshops and peer mentoring were also mentioned as strong motivators. 

P7 commented,  

“Attending workshops with my colleagues and sharing ideas about technology motivates me to 

improve my teaching.” 

This sense of collective learning and improvement encourages teachers to explore innovative methods and 

continuously enhance their practice. Together, these intrinsic motivators enhancing teaching, improving 

learner engagement, and promoting professional growth create a foundation for sustained ICT adoption and 

innovation in the classroom. The alignment between teacher perceptions and observed classroom practice 

further strengthens the argument that intrinsic factors play a central role in driving meaningful ICT integration. 
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4.6.2 Sub-Theme: Extrinsic motivators: alignment with curriculum and policy goals 

The alignment of ICT adoption with curriculum and policy goals emerged as an extrinsic motivator that drives  

technology integration in schools. Many participants acknowledged  that institutional policies and curriculum 

objectives emphasizing digital literacy skills served as critical motivators for incorporating technology into 

classroom activities. 

P4 remarked, 

“Our school promotes the use of technology because it aligns with the national curriculum’s focus 

on preparing learners for the digital age.” 

This alignment provides teachers with a sense of purpose and direction, reinforcing the idea that technology 

integration is not only encouraged but also necessary for achieving broader educational objectives. Classroom 

observations supported this alignment: teachers frequently used ICT for curriculum-driven tasks such as 

digital writing exercises, research activities, and presentation-based assessments, demonstrating that 

technology use was directly linked to mandated learning outcomes. 

Teachers also highlighted that policy frameworks offer structure and clarity. 

P6 explained, 

“The policy framework helps us understand how to use technology in ways that align with what’s 

expected in the curriculum. It’s a guide that makes the process less daunting.” 

These sentiments underscore the importance of clear and structured policies in driving ICT adoption, as they 

help teachers see the connection between their use of technology and the achievement of institutional goals. 

This guidance encourages consistent ICT use across subjects and grade levels, ensuring that technology 

supports broader educational goals rather than operating as an isolated tool. 

Participants also highlighted the importance of policies in promoting accountability and consistency. 

P8 noted,  

“When there’s a policy in place, it ensures everyone is on the same page, and we’re all working 

toward the same objectives with technology.”  

 

 

Similarly, P7 noted, 

 

“The curriculum’s emphasis on digital skills motivates us to use ICT tools more regularly, 

especially for activities like research and presentations.” 
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These responses indicate that policies not only guide practice but also cultivate a sense of unity and 

consistency in ICT implementation. Ultimately, alignment with curriculum and policy goals provides teachers 

with both motivation and legitimacy to embrace ICT as a fundamental element of effective teaching and 

learning. 

4.6.3 Sub-Theme: Personal motivators for ICT adoption: professional growth and peer influence 

The desire for professional growth and the influence of peers emerged as significant personal motivators for 

teachers adopting ICT. Many participants expressed that observing colleagues successfully using technology 

in their classrooms inspired them to explore similar tools and methods. 

P6 shared,  

“When I saw how my colleague was using tablets to teach geography, I wanted to try it too. It looked 

so effective, and I didn’t want to be left behind.”  

 

Similarly, P8 explained,  

“One of my colleagues showed me how she uses Kahoot for quizzes, and it was a game-changer. I 

saw how engaged her learners were, and I decided to give it a try.” 

 

  P4 added,  

“I used to feel intimidated by technology, but after working with a colleague who explained things 

step by step, I became more confident and willing to try.” 

Such sentiments reflect the role of social influences in encouraging teachers to adopt ICT, as teachers are often 

motivated by a desire to improve their own practices and keep pace with innovative teaching trends. This type 

of peer-driven learning fosters a collaborative environment where teachers feel supported in experimenting 

with new tools.  

Teachers also noted that professional growth opportunities driven by ICT use were appealing because they 

enhanced their teaching effectiveness. 

P7 remarked,  

“Attending workshops with my colleagues and sharing ideas about integrating technology motivates 

me to improve my teaching methods.” 

 

 P3 expressed similar enthusiasm, stating,  

“When you see others succeeding with technology, it pushes you to explore and grow, not just for 

yourself but for your learners’ benefit too.” 

 This peer-inspired motivation demonstrates how social networks within schools play a crucial role in 

normalizing ICT use, fostering a culture of innovation and continuous learning.     
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4.7 Theme 6: The impact of ICT integration on teaching and learning 

Finally, the data reflect on the perceived impact of ICT integration on teaching practices and learner outcomes, 

highlighting both the benefits and ongoing challenges that accompany technology use in education .The 

integration of ICT into teaching and learning has had a multifaceted impact, significantly influencing the 

teaching environment, instructional methods, and learner outcomes. Participants described a range of  positive 

outcomes, while also acknowledging systemic challenges  that limit the full potential of ICT in the school 

context.  

Teachers indicated that ICT enhanced learner engagement, supported personalized learning, and made 

teaching more dynamic and efficient. They also noted that ICT eased  administrative tasks such as attendance, 

grading and lesson preparation. However, persistent technical issues and resource inequities limited the full 

impact of ICT. SMT members and teachers consistently expressed strong support for ICT’s potential to 

improve teaching and learning but raised concerns about inadequate support structures and maintenance. 

According to questionnaire findings both  SMT and teachers consistently emphasized ICT’s potential benefits, 

but reiterated concerns about resource shortages and outdated infrastructure. Observation revealed that, in 

some classrooms, ICT was used superficially rather than fully integrated into the lesson plan. For example, 

teachers occasionally displayed PowerPoint slides or projected text, but continued with predominantly 

teacher-centred methods without adapting the lesson structure to leverage ICT’s interactive or learner-centred 

potential. As a result, ICT functioned more as an add-on visual aid than as a tool for transforming pedagogy. 

The data  show a gap between ICT use and ICT integration. While interviews and questionnaires confirmed 

teachers’ awareness of ICT’s benefits, observations demonstrated that limited training and support often led 

to ICT being underutilized. This suggests that the full potential of ICT to transform teaching and learning 

remains unrealized unless professional development emphasizes pedagogical strategies that embed ICT 

meaningfully into lesson design. 

Overall, the data demonstrate that ICT has transformative potential for teaching and learning, but its impact 

remains constrained by resource shortages and systemic challenges. In low-income school contexts, where 

infrastructure is limited, ICT integration must be approached with strategies that balance innovation with the 

realities of the environment. 
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4.7.1 Sub-Theme: Transformation of the teaching environment and pedagogical practice 

 

Teachers reported that ICT tools have transformed the teaching environment by providing teachers with 

innovative ways to engage learners and streamline lesson delivery. Teachers observed that access to digital 

tools such as interactive whiteboards, projectors, tablets and educational software allowed them to create more 

dynamic and interactive lessons. These tools also helped  teachers illustrate complex concepts more vividly 

and simplify abstract ideas. 

 

 P6 explained,  

 

“Using multimedia resources has completely changed how I teach. It’s easier to explain complex 

concepts with videos and animations.” 

 The use of multimedia tools, which include videos, animations, and interactive apps, has made learning more 

accessible, particularly for visual and auditory learners, providing a richer learning experience. Teachers also 

noted that ICT reduced their administrative workload, as digital registers, grading tools, and progress-tracking 

systems saved time and helped maintain accurate records. This efficiency allowed them to focus more on 

learners rather than routine paperwork. 

P3 shared,  

 

“The time saved on grading and attendance tracking means I can spend more time interacting with 

learners, which is invaluable.” 

The integration of technology also encouraged a shift from traditional, teacher-centred methods to more 

collaborative and learner-centred approaches. Group activities, digital research tasks, and interactive 

presentations became more frequent, encouraging active learner participation. Teachers observed that learners 

were more motivated when lessons included visual or interactive elements. This transformation represents a 

move toward a more dynamic and participatory learning environment, where both teachers and learners benefit 

from enhanced engagement.  

P4 shared,  

“With access to tablets, I can divide learners into groups to work on research projects. They’re more 

engaged and take ownership of their learning.”. 

This not only makes learning more relevant but also empowers learners by giving them more control over 

how they engage with educational content. 
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In low-income communities, where traditional methods often dominate due to resource limitations, the 

introduction of ICT has allowed teachers to embrace more innovative teaching strategies.  

P7 explained, 

“I never thought I could use project-based learning in my class because of the lack of resources, but    

with the help of online tools, learners now work on projects that they can research and complete 

digitally.” 

This transformation from passive to active learning aligns with TAM, where the Perceived Usefulness (PU) 

and Perceived Ease of Use (PEOU) of ICT tools increase, as teachers observe their learners engaging in 

deeper, more meaningful learning experiences. 

4.7.2 Sub-Theme: Enhancements in learning outcomes 

Teachers observed noticeable improvements in learner engagement and academic performance when using 

ICT tools. The personalized nature of many digital resources allowed learners to progress at their own pace, 

empowering them to revisit challenging concepts through interactive exercises.  

P8 shared,  

“Learners who struggle in traditional settings seem more confident when they can use apps or watch 

tutorial videos. It levels the playing field.” 

Digital tools provided learners with opportunities to revisit material, practise at their own speed, and access 

resources beyond the classroom, contributing to improved academic outcomes.  

Additionally, access to authentic materials such as online articles, e-books, and multimedia content helped 

learners develop critical digital literacy and language skills. 

P9 remarked,  

“The ability to access authentic texts online has really helped my learners improve their reading and 

writing. They’re exposed to more diverse language and real-world content.” 

The incorporation of ICT into education and learning has had a profound impact, particularly in low-income 

communities where the potential of technology can bridge gaps created by limited resources. Teachers in these 

settings reported significant improvements in lesson delivery, student engagement, and learner outcomes. 

However, to maximize the benefits of ICT, these advancements must be accompanied by continued 

professional development, resource allocation, and the development of culturally responsive, accessible tools.  
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4.7.3  Sub-Theme: Challenges and limitations 

Despite the numerous benefits reported by teachers, several significant challenges hinder the full potential of 

ICT integration, particularly in low-income communities. These challenges include resource inequities, 

technical issues, and the broader systemic barriers faced by educators in under-resourced schools. These issues 

are critical to understand within the context of the Technology Acceptance Model (TAM), as they directly 

influence Perceived Usefulness (PU) and Perceived Ease of Use (PEOU), which are key factors that determine 

the adoption and effective integration of technology in the classroom. 

One of the most pressing barriers to ICT adoption in low-income schools is resource inequity, particularly the 

limited availability of devices and stable internet connectivity. Teachers in under-resourced schools noted that 

even with the necessary skills and training, the lack of devices and stable internet often prevented them from 

consistently implementing digital lessons.  

P5 explained,  

“We have the skills, but without enough devices, it’s impossible to implement what we’ve learned.” 

This lack of access to sufficient resources directly impacts PU, as teachers cannot see the full potential of ICT 

when they cannot use it consistently or effectively. The digital divide, as discussed in Chapter 2, remains a 

significant barrier, exacerbating existing inequalities between schools in affluent areas and those in low-

income communities.  

Technical issues such as slow internet connectivity, outdated hardware, and unreliable infrastructure are 

another major obstacle to ICT integration in schools. Participants shared that these technical problems 

disrupted lessons and caused frustration for both teachers and learners. 

 P7 lamented, 

 “The internet is so slow that it takes forever to load a video or website. It wastes a lot of time, and 

the learners lose focus while waiting.” 

 

 Similarly, P3 highlighted the challenges posed by outdated hardware, saying,  

“Our computers are so old that they freeze or crash in the middle of a lesson. It’s frustrating, 

especially when you’re trying to show something important.”. 

Without reliable and modern resources, ICT tools are seen as unreliable, which discourages consistent use and 

undermines teachers’ perceptions of their usefulness. 
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P5 described the cumulative frustration caused by these technical issues, noting,  

“Sometimes, I spend more time troubleshooting than teaching. By the time I fix the problem, the lesson 

is over, and the learners are restless.”  

Such experiences reflect the critical need for ongoing technical support and maintenance. P10 emphasized the 

need for infrastructure improvements:  

“We need proper maintenance of our computers and better internet. If these things worked as they 

should, we could do so much more with technology.” 

The challenges of resource inequities, and technical issues, highlight the complex barriers faced by teachers 

in low-income communities, impacting both PU and PEOU. Perceived Usefulness is negatively affected when 

teachers lack access to reliable ICT resources, making them less likely to see the value of technology in 

enhancing teaching and learning. Similarly, Perceived Ease of Use is compromised by technical issues, which 

create frustration and reduce the confidence of teachers’ in using technology. As discussed in Chapter 2, 

addressing these barriers requires significant investment in infrastructure, including updated devices, reliable 

internet, and regular maintenance, as well as targeted professional development for teachers to troubleshoot 

technical problems and maximize the potential of ICT tools. 

4.8 Theme 7: COVID-19 as a contextual factor influencing ICT adoption 

Although COVID-19 was not a core theme of this study, participants frequently reflected on its influence 

when discussing their experiences of technology use. Since the semi-structured interview schedule included a 

question on this topic, their insights are presented here as a contextual factor that shaped attitudes and practices 

around ICT integration. It emerged that the COVID-19 pandemic profoundly affected educational practices, 

accelerating the adoption of technology while exposing systemic challenges. The findings highlight three main 

areas: challenges experienced during the lockdown, adaptive strategies employed, and the lasting effects on 

teaching and learning.  

4.8.1 Challenges during the lockdown 

Teachers identified several barriers that hindered effective teaching and learning during the pandemic, many 

of which reflect the challenges discussed in the literature and theoretical frameworks reviewed in Chapter 2. 

One significant barrier was limited access to devices and the internet, as many learners lacked personal devices 

or reliable internet access at home, making online learning impossible for a large portion of the student body.  
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As one teacher explained,  

“Most of my learners don’t have computers or even smartphones, so we had to rely on printed 

materials. Online classes were not an option for many.” 

This aligns with the findings of Trust and Whalen (2021), who observed that socio-economic disparities 

became more pronounced during the pandemic, particularly in access to technology. This highlights the digital 

divide, which is a central theme in the literature, exacerbating challenges for underprivileged communities in 

accessing online education. From a theoretical perspective, this disparity can be seen as an external variable 

in the Technology Acceptance Model (TAM), where Perceived Usefulness (PU) and Perceived Ease of Use 

(PEOU) are influenced by the availability of resources. When learners lack the necessary technology, the 

usefulness and ease of using digital tools are severely limited. 

Another significant barrier was the technological and pedagogical challenges teachers faced in adapting 

lessons to digital platforms. Many teachers struggled with creating online content due to insufficient training 

or experience with online teaching tools. One participant noted, 

“I struggled to create online content because I had never been trained for this type of teaching.” 

This challenge mirrors the barriers discussed by Ertmer and Ottenbreit-Leftwich (2010), who highlighted the 

lack of professional development for teachers in low-income schools as a critical obstacle to the effective use 

of ICT. The lack of sufficient training impacted teachers' Perceived Ease of Use (PEOU) of digital tools, 

making it difficult for them to use technology effectively in teaching. According to Ertmer (1999), teacher 

resistance to adopting new technologies often stems from these gaps in training and preparedness, which can 

reduce both PU and PEOU, further hindering ICT integration. Therefore, addressing these barriers through 

targeted professional development and better access to resources is essential for overcoming the challenges 

identified by teachers during the pandemic. 

4.8.2 Adapting and innovating amid pandemic driven change   

The COVID-19 pandemic marked a watershed moment in global education, profoundly transforming teaching 

and learning practices. It forced educators, institutions, and policymakers to reimagine how education could 

continue amid prolonged school closures and restrictions on face-to-face interaction. For teachers, this crisis 

served as an unanticipated, but powerful, catalyst for the accelerated adoption of Information and 

Communication Technologies (ICT). In contexts where digital integration had been slow or inconsistent, the 

pandemic acted as both a disruptor and an enabler, pushing even the most hesitant educators to engage with 

technology to maintain the continuity of instruction. 
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As several participants recounted, the sudden transition to online learning was a daunting experience. 

 

P5 observed,  

“The lockdown pushed us out of our comfort zones. We had no choice but to learn how to use online 

platforms to reach our learners.” 

This sense of compulsion underscores the role of external variables in influencing technology adoption, as 

identified in the Technology Acceptance Model (TAM). In this instance, the pandemic served as a powerful 

external force that reshaped teachers’ perceptions of the Perceived Usefulness (PU) and Perceived Ease of 

Use (PEOU) of digital tools, as they became essential for basic pedagogical functioning rather than optional 

enhancements. 

However, this shift was not experienced uniformly. For teachers working in low-income communities, the 

pandemic’s digital turn revealed deep-rooted inequities in access to technological infrastructure. 

 

 P7 explained,  

“In our school, most learners didn’t have laptops or stable internet at home, so we had to rely on 

WhatsApp to send lessons and communicate with parents.”  

 

Similarly, P4 lamented, 

“The lack of resources made it almost impossible to reach all learners equally. Some could join the 

lessons, but others fell behind because they didn’t have the tools.” 

These accounts illustrate the persistence of the digital divide, a theme echoed in global research that links 

socio-economic disparities to unequal access to ICT resources (Trucano, 2016; Warschauer, 2006). In such 

contexts, technological adoption was not only a pedagogical adjustment but also an act of perseverance in the 

face of structural barriers. 

Despite these constraints, teachers demonstrated exceptional resilience, creativity, and adaptability. Many 

devised hybrid and low-tech strategies to reach learners across varying levels of connectivity.  

 

P6 shared,  

“We had to create printed materials for those without devices while using online platforms for 

others. It was exhausting, but it was the only way to keep everyone engaged.” 

This dual-mode approach reflects the concept of contextual innovation referred to as the ability of educators 

to tailor technology use to the realities of their environment. While digital learning was the global norm, 

teachers in under-resourced schools adopted flexible solutions that balanced inclusivity with practicality.  
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A particularly striking feature of this adaptive process was the emergence of collaborative professional 

networks among teachers. Faced with new demands for digital competence, educators pooled their skills and 

resources to support one another. 

 P9 explained, 

“We shared laptops and data with colleagues, and those who were familiar with certain tools 

trained others.” 

Such acts of collaboration resonate with findings of Warschauer (2006), who emphasized that collective action 

and resource  sharing are vital mechanisms for technology integration in contexts of scarcity. Within the TAM 

framework, this collaboration enhanced both PU and PEOU by increasing teachers’ confidence and perceived 

competence. As teachers learned from one another, their anxiety around ICT use diminished, and technology 

became perceived not as an obstacle, but as an enabler of effective teaching. 

Teachers also developed innovative instructional strategies to ensure continuity of learning. Some created 

WhatsApp-based learning groups to distribute materials and facilitate feedback, while others used community 

networks to deliver printed learning packets. 

 One participant recounted,  

“We created learning packets for learners who couldn’t join online lessons and scheduled small 

group sessions for follow-ups.” 

These hybrid models represented an important shift toward blended learning, combining traditional and digital 

methods in ways that acknowledged learner diversity. Although born out of necessity, these strategies align 

with emerging pedagogical frameworks that advocate for flexible, learner-centred, and technology-enhanced 

approaches to education (Hodges, Moore, Lockee, Trust, & Bond., 2020). 

The adaptability demonstrated by teachers during this period underscores a critical insight: crisis contexts can 

act as accelerators for digital transformation, particularly when innovation is driven by necessity. While initial 

ICT adoption was motivated by survival instincts rather than policy directives, the process nonetheless 

fostered significant shifts in teacher attitudes. Exposure to technology under pressure increased familiarity 

and competence, leading many teachers to recognize its long-term value.  
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As P10 reflected,  

“Before the pandemic, I thought using technology was too complicated. Now I can’t imagine 

teaching without it.” 

This evolution from reluctance to reliance highlights the potential for sustained change when short-term 

adaptations are supported by long-term systemic investments. 

From a theoretical standpoint, these experiences illustrate how external situational factors, in this case, the 

pandemic can significantly mediate TAM constructs. Teachers’ engagement with ICT moved beyond abstract 

attitudes to concrete, practice-based learning. As they navigated real challenges, their perceived usefulness of 

ICT increased due to its immediate impact on learner engagement and instructional continuity, while their 

perceived ease of use improved through experiential learning and peer mentoring. These shifts collectively 

contributed to more positive behavioural intentions toward technology use, suggesting that crisis-induced 

innovation can lead to enduring pedagogical transformation. 

Nevertheless, while the pandemic catalysed progress in ICT integration, it also underscored the need for 

institutional and policy-level support to sustain momentum. Without adequate infrastructure, training, and 

policy frameworks, the gains achieved during crisis conditions risk stagnation. As supported by literature 

(OECD, 2021; UNESCO, 2022), sustainable digital transformation requires systemic investment in teacher 

professional development, equitable resource distribution, and the embedding of collaborative learning 

cultures within schools. 

In summary, the pandemic’s impact on ICT adoption among teachers was multifaceted. It exposed systemic 

inequities, disrupted traditional practices, and demanded rapid adaptation. Yet, within these challenges lay 

opportunities for innovation and transformation. Teachers’ experiences reveal that resilience, collaboration, 

and creativity can serve as powerful enablers of technological integration even in the most resource-

constrained environments. Grounded in the principles of TAM, this sub-theme demonstrates how crisis can 

reshape perceptions, attitudes, and behaviours toward ICT, leading to a reimagined vision of teaching and 

learning that embraces flexibility, inclusivity, and innovation. 

The experiences of teachers during the pandemic demonstrate how external crises can accelerate digital 

transformation, fostering new levels of competence, collaboration, and confidence in technology use. As 

teachers navigated unprecedented challenges, they developed adaptive strategies that not only addressed 

immediate needs but also reshaped their longer-term perceptions of ICT. These evolving perceptions reflect 

varying degrees of enthusiasm, caution, and acceptance toward technology integration. The next theme builds 
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on this progression by examining teachers’ attitudes toward ICT adoption, exploring how individual beliefs 

and experiences influenced their willingness to continue using technology beyond the pandemic context. 

4.8.3 Long-term effects of the pandemic 

Participants expressed a mix of optimism and concern about the lasting effects of the pandemic on technology 

integration in education. One key theme was the accelerated adoption of technology, as the pandemic forced 

many teachers to adopt digital tools they might not have otherwise used. This led to an increase in overall 

familiarity with technology and a greater sense of confidence in using online resources.  

As one teacher remarked,  

“Before COVID, I rarely used computers in my teaching. Now, I feel more confident experimenting 

with online resources.” 

This reflects the global trend of increased digital adoption during the pandemic, as noted by Trust and Whalen 

(2021), who observed a rapid shift toward online learning.  

However, while the pandemic accelerated this adoption, it also highlighted the need for ongoing training and 

support to sustain these gains. As noted in the Technology Acceptance Model (TAM), the continuous 

development of teachers' Perceived Ease of Use (PEOU) and Perceived Usefulness (PU) of technology is 

crucial to maintaining high adoption rates and ensuring long-term ICT integration. 

Another concern raised by participants was the highlighting of systemic inequities, particularly regarding 

unequal access to technology. The pandemic exacerbated existing disparities in access to devices and reliable 

internet, leaving some learners at a significant disadvantage.  

As one teacher explained,  

 

“We’ve seen first-hand how unequal access to technology holds some learners back. It’s something 

we can’t ignore anymore.” 

 

Furthermore, participants emphasized the need to institutionalize resilience practices, such as resource 

sharing and hybrid teaching models, which emerged during the pandemic. 

 

 As one teacher explained,  

“The crisis showed us that collaboration works. We need to build on these practices for the future.” 

This statement highlights the value of collective effort and collaboration in overcoming challenges, a practice 

that proved essential during the lockdown. By formalizing these adaptive strategies, schools can ensure a more 
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resilient education system that is better prepared to handle future disruptions, ensuring that lessons learned 

during the pandemic are not lost. This aligns with  the work of Warschauer and Grimes (2008), who emphasise 

the importance of institutionalising practices that enhance ICT integration, making them a permanent part of 

the educational framework. 

In summary, while COVID-19 was not a theme of this study, it acted as a contextual factor that influenced 

teachers’ experiences with ICT. It highlighted barriers, fostered resilience, and accelerated digital adoption, 

but also underscored the urgent need to address inequities in access and training. These insights are considered 

further in the deeper interpretation of findings in Chapter 5. 

These findings align with the literature discussed  in Chapter 2, particularly the work of Chigona (2018) and 

Gillwald (2020), who identified unequal access to ICT as a critical barrier to effective education, particularly 

in low-income communities. Their work underscore a need for targeted interventions to bridge these gaps. 

Building on the adaptive strategies developed during the pandemic, such as resource-sharing and hybrid 

models, schools can create sustainable, long-term frameworks for technology-enhanced education. By 

addressing the challenges highlighted by the pandemic and institutionalizing successful practices, schools can 

move towards a more resilient and equitable system for ICT integration, one that can withstand future 

educational disruptions. This approach also supports the work of  Ertmer and Ottenbreit-Leftwich (2010), who 

argue that embedding innovative practices within school structures is key to ensuring the sustained and 

meaningful use of technology. 

4.9 Overall findings  

 

The analysis of the data revealed several overarching themes associated with ICT integration in primary 

schools. These findings highlight both opportunities and persistent barriers, as well as the strategies teachers 

employ to navigate constraints.  

 

Resource availability and accessibility remained uneven across schools, with some reporting access to 

computers, projectors, and specialised software, while others cited scarcity and inequitable distribution. These 

disparities  discussed in Section 4.2.2–4.2.3 reflect the broader digital divide that undermines consistent ICT 

integration. 

Teacher preparedness varied considerably. As discussed in Section 4.3, many participants felt underprepared 

to use ICT for subject-specific teaching, citing limited and often generic training. Ongoing professional 

development and mentorship were seen as essential for building confidence and competence. 
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Despite these challenges, ICT demonstrated clear positive impacts on teaching and learning, enabling more 

dynamic lessons, greater learner engagement, and opportunities for personalised learning ( Section 4.7.1–

4.7.3). Teachers also showed resilience by sourcing supplementary materials online and adapting available 

tools creatively, reflecting their commitment to enriching instruction despite resource limitations. 

The role of policy and departmental support was acknowledged, though participants noted that interventions 

from the WCED were inconsistent. Sustained and reliable support, aligned with curriculum needs, was viewed 

as critical to maximising ICT’s effectiveness (Section 4.4.1). 

Overall, ICT integration shows transformative potential but remains constrained by systemic barriers, 

particularly inequitable resources, unreliable infrastructure, and gaps in teacher preparedness. Addressing 

these issues requires a holistic approach combining infrastructure investment, targeted professional 

development, and consistent policy support. These strategies align with the literature reviewed in Chapter 2 

and underscore the need for collaborative efforts to ensure that the benefits of ICT are realised across all 

schools. 

4.10 Conclusion 

This chapter has presented the findings of the study, organized around six key themes that emerged from the 

data: the availability and selection of educational technologies, teacher training and professional development, 

environmental factors, factors inspiring ICT implementation, attitudes towards ICT integration, and the impact 

of ICT on teaching and learning. Together, these themes illustrate both the opportunities and challenges 

associated with ICT integration in EFAL classrooms. While the Technology Acceptance Model (TAM) 

provided a useful framework for interpreting the findings, the analysis also revealed important sociocultural 

and contextual influences that extend beyond the model. The insights gained in this chapter lay the foundation 

for the data discussion in Chapter 5, which will critically interpret these findings in relation to the research 

questions, existing literature, and broader implications for practice and policy. 
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CHAPTER 5: DATA ANALYSIS AND DISCUSSION 

 

5.1 Introduction 

This chapter builds on the data presented in Chapter 4, delving deeper into the themes and subthemes identified 

during data analysis. The data analysis and discussion is informed by the research questions, the aims and 

objectives (see Chapter One) . Drawing on the Technology Acceptance Model (TAM) and insights from the 

literature reviewed in Chapter 2, this  analysis explores teachers' attitudes towards ICT integration, the 

systemic challenges they face, and the adaptive strategies they have employed. The discussion critically 

evaluates these findings within the broader context of educational technology integration, highlighting 

implications for practice and policy. Supporting data from the supplementary questionnaires further reinforces 

and extends these  insights, offering triangulated evidence of both opportunities and persistent barriers in ICT 

adoption. 

To guide the structure of this discussion, Table 5.1 provides an overview of each research question, its 

associated objective, the corresponding themes presented in Chapter 4, and the discussion sections in Chapter 

5 in which these themes are analysed. This table clarifies how the findings and the discussion align with the 

overall purpose and direction of the study.  

Table 5.1: Alignment of research questions, objectives, themes, and chapter 5 discussion sections 

Research Question Objective Key Themes in Chapter 

4 

Key Discussion Points 

in Chapter 5 

(i) Environmental 

factors which support or 

hinder ICT integration 

To explore 

environmental factors 

which support or hinder 

ICT integration. 

4.2 Available 

educational technologies 

and resource selection  

4.3 Teacher training and 

professional 

development 

4.4 Environmental 

factors influencing 

technology integration . 

5.3.1 Availability of 

educational technologies 

and resource selection  

5.3.2 Teacher training 

and professional 

development. 

5.3.3 Environmental 

Factors influencing 

technology integration 

 

(ii) Teachers' 

perceptions of the value 

of educational 

technologies 

To investigate how 

teachers,  perceive the 

value of educational 

technologies. 

4.5 Attitudes towards 

ICT integration 

5.3.4  Attitudes  towards 

ICT integration 

 

(iii) Factors inspiring 

teachers to implement 

new technologies 

To examine factors 

which inspire ICT 

implementation. 

4.6 Factors Inspiring 

ICT Implementation. 

5.3.5:Factors inspiring 

ICT implementation 
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(iv) Correlation between 

attitudes and actual ICT 

use 

To establish the 

correlation between 

attitudes and actual ICT 

use. 

4.7 Impact of ICT 

Integration on teaching 

and learning. 

5.3.6 Impact of ICT 

integration on teaching 

and learning 

The themes outlined above form the foundation for the discussion that follows. In the next section, the key 

findings from Chapter 4 are summarised to frame the subsequent thematic analysis presented in Sections 5.3.1 

to 5.36. 

5.2 Overview of key findings 

Chapter 4 revealed several recurring and inter-related findings: (1) uneven access to hardware, software and 

connectivity across schools; (2) professional development that is often superficial, short-lived and misaligned 

with classroom realities; (3) environmental factors (leadership, policy, infrastructure) that both enable and 

hinder ICT use; (4) strong intrinsic and extrinsic motivations among teachers to use ICT despite constraints; 

(5) mixed teacher attitudes but consistently positive learner responses when ICT is used appropriately; and (6) 

demonstrable but uneven impacts of ICT on teaching practices and learner engagement. These findings form 

the backbone of the thematic discussion that follows. 

5.3 Thematic analysis and discussion  

 

5.3.1 Availability of educational technologies and resource selection  

The findings reveal significant disparities in the availability and quality of ICT resources across schools, 

thereby addressing Research Question 1: What are the environmental factors which support/inspire or hinder 

the integration of educational technology at these schools? While certain schools have access to advanced 

tools such as laptops, interactive whiteboards, and software like Reading Eggs, others struggle with minimal 

infrastructure, making it difficult to integrate technology effectively. These disparities reflect broader systemic 

inequities within the education system and correspond to the digital divide  identified by Gillwald (2020) and 

Pelgrum (2001), which exacerbates unequal access to technological resources. Teachers across several schools 

reported an acute shortage of functional computers, poor internet connectivity, and the outdated nature of 

existing equipment. These challenges, corroborated by both SMT and teacher questionnaire responses, 

illustrate the dual challenge of insufficient quantity and quality of ICT resources.  

These barriers are consistent with the national evaluations (Mulaudzi, 2024), which observe that the 

aspirations articulated in South Africa’s White Paper on e-Education have not yet been fully implemented at 

the school level. Participants noted that the smartboards frequently remained out of order and that, in the 
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absence of technical support, teachers were unable to utilize these tools effectively. This observation 

underscores the operational challenges associated with maintaining ICT infrastructure. As Ertmer (1999) 

argues, the reliability of technological infrastructure constitutes a critical determinant of successful ICT 

integration. In the present study, the absence of technical assistance emerged as a particularly significant 

constraint, reinforcing the notion that deficiencies in human support resources can be as detrimental as 

inadequacies in hardware. 

Limited ICT facilities further restrict learners’ exposure to digital learning opportunities. In schools where a 

single computer laboratory serves multiple classes, equitable access to technology remains unattainable. The 

questionnaire data confirm that, although teachers and SMTs recognize the pedagogical value of ICT, systemic 

barriers including poor connectivity and outdated equipment, continue to impede effective implementation. 

These findings align with those of Scherer et al. (2019) and Gillwald (2020), who maintain that infrastructural 

deficits and obsolete technologies exacerbate educational inequities and hinder meaningful technology 

adoption. 

The findings revealed clear disparities in the availability of ICT resources across the research sites, a pattern 

that reflects structural inequalities within the broader education system. According to the Technology 

Acceptance Model (TAM), such unequal distribution affects both Perceived Usefulness (PU) and Perceived 

Ease of Use (PEOU). When teachers do not have consistent access to appropriate ICT tools, it becomes 

difficult for them to integrate technology effectively, reducing their perception of its instructional value. This 

aligns with the work of Moloi (2017), who asserts that functional ICT infrastructure is foundational for 

meaningful technology integration. In resource-constrained schools, teachers frequently encounter outdated 

or insufficient devices, shared projectors, and limited connectivity, making ICT use burdensome rather than 

supportive. As a result, technology is perceived as unreliable and difficult to use, diminishing motivation and 

confidence. Tondeur et al. (2017) similarly argue that when ICT resources are inconsistent or inaccessible, 

teachers are less likely to adopt technology in sustained or innovative ways. The scarcity observed at schools 

such as Lindile and Ida Primary therefore reinforces the link between equitable resource provision and positive 

perceptions of ICT integration. 

The findings further indicate that even when general ICT tools are available, subject-specific resources remain 

limited, particularly in EFAL instruction. P5 reported that the school typically has only one digital resource 

per grade, which is insufficient for effective instructional use. As a result, teachers often have to share devices 

or seek alternative materials independently. This scarcity reduces the perceived usefulness (PU) of ICT 

because the available tools are not well aligned with curriculum requirements.. Teachers must frequently 

source content online, adapt generic software, or create their own instructional materials, which increases 
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cognitive and time burdens and negatively affects PEOU. P6 explained that teachers frequently rely on 

whatever content they can locate online; however, such materials are often not tailored to the specific language 

development needs of EFAL learners. This increases teachers’ workload and reduces perceived ease of use 

(PEOU), as ICT integration becomes labour-intensive rather than supportive. These findings align with the 

work of  Kozma (2011) and Donnelly, McGarr and O’Reilly  (2011), who argue that the instructional value 

of ICT is dependent on the availability of curriculum-specific digital content. Without such alignment, the 

feasibility and pedagogical impact of ICT integration are significantly weakened.  

Participants also described resource provision as inconsistent and episodic, with digital materials supplied 

irregularly rather than through sustained, structured support. This sporadic provision further weakens PU and 

PEOU, as teachers cannot rely on ICT tools to be consistently available for lesson planning or long-term 

instructional strategies. One participant expressed that more consistent departmental support would 

significantly enhance ICT integration, as current conditions require teachers to operate largely 

independently.Gillwald (2020) similarly argues that sporadic interventions do not resolve systemic 

inequalities and may even deepen the digital divide. From a TAM perspective, irregular support increases the 

perceived effort required to use ICT while reducing the perception that it is beneficial for improving teaching 

and learning. Tondeur et al. (2017) and Pelgrum (2001) emphasize that sustained investment, ongoing 

departmental support, and reliable infrastructure are essential for fostering positive attitudes towards ICT and 

promoting long-term adoption. 

The scarcity of ICT resources is particularly pronounced in EFAL instruction, where subject-specific digital 

tools are rarely available. Even when schools have access to programmes such as CAMI, these systems 

generally provide limited linguistic and pedagogical support for language learning. Teachers therefore invest 

additional time locating suitable online resources or designing materials themselves, a process that is both 

time-consuming and uneven across schools. Teachers therefore invest additional time in sourcing appropriate 

online materials, a process that is both time-consuming and uneven across schools.  This finding aligns with 

the work of Warschauer & Grimes (2008) and Donnelly et al. (2011), who show that teachers in resource-

constrained contexts compensate for inadequate institutional support through individual effort. While this 

demonstrates teacher agency, it is inconsistent and unsustainable as a long-term strategy. 

As outlined  in Chapter Two, the Technology Acceptance Model (TAM) positions  perceived usefulness (PU) 

and perceived ease of use (PEOU) as the central determinants of technology adoption (Davis, 1989). The 

findings of this study indicate that persistent resource scarcity undermines both constructs. The absence of 

EFAL-specific tools limits teachers’ capacity to achieve instructional objectives, thereby diminishing PU, 

while the need to adapt general ICT tools or develop resources independently increases cognitive and temporal 
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demands, thus reducing PEOU. These observations are consistent with research by Ertmer and Ottenbreit-

Leftwich (2010) and Venkatesh and Bala (2008), who emphasize that inadequate infrastructure and limited 

institutional support substantially deter effective ICT integration. 

Addressing these disparities necessitate systemic interventions that enhance both the quantity and quality of 

available resources. Sustained investment in ICT infrastructure, coupled with equitable distribution of subject-

specific tools and ongoing technical support, is imperative. Additionally, the provision of professional 

development opportunities tailored to effective resource utilization may improve teachers’ confidence and 

strengthen both the PU and PEOU of educational technologies (Tondeur et al., 2017). For EFAL instruction 

in particular, the development of curriculum-aligned digital materials is essential to ensure that ICT 

contributes meaningfully to language learning (Loong & Herbert, 2019). 

Equitable resource distribution forms a critical  step toward bridging the digital divide and promoting inclusive 

education. Chigona (2018) and Kozma (2011) observe that  unequal access to ICT resources perpetuates 

disparities in learning outcomes, particularly for learners requiring additional linguistic and cognitive support. 

Participants in this study consistently emphasized the necessity of systemic investment to ensure that all 

schools, irrespective of socioeconomic context, can leverage ICT to support teaching and learning effectively. 

Aligning resource provision with the principles of TAM strengthens both PU and PEOU, thereby enabling 

teachers to integrate ICT more meaningfully into EFAL and other subject areas. Such alignment not only 

promotes improved instructional outcomes but also contributes to greater equity in access to high-quality 

education. 

5.3.2 Teacher training and professional development 

The data revealed significant gaps in professional development, with training often limited to basic technical 

skills rather than equipping teachers to effectively integrate information  (ICT) into their specific teaching 

contexts. This directly addresses Research Question (ii): How do Intermediate Phase teachers perceive the 

value of available educational technologies? Some teachers expressed frustration about the lack of subject-

specific guidance for integrating ICT into their lessons, indicating a disconnect between the perceived 

potential of digital tools and their practical applicability within specific curricular contexts.  

Teachers’ frustration regarding the absence of subject-specific ICT guidance reflects a barrier not simply of 

access but of relevance, which in terms of TAM directly influences Perceived Usefulness (PU) and Perceived 

Ease of Use (PEOU). When teachers cannot see how a technology tool aligns with their curriculum‐specific 

goals such as how a smartboard or computer lab activity supports a specific subject, their belief that the 

technology will be useful (PU) is undermined. Likewise, without concrete guidance on subject specific 
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applications (for example, how to use a smartboard for EFAL lessons), the perceived ease of use (PEOU) 

declines because teachers anticipate additional effort or uncertainty. Studies in diverse contexts confirm this: 

for instance, in primary school settings researchers found that although teachers recognised the usefulness of 

ICT, their perceived ease of use was lower due to inadequate training, resources and guidance.  

Moreover, the interplay of both PU and PEOU is crucial for behavioural intention and actual technology use. 

Subject‐specific guidance acts as a vital facilitator of integration rather than simply provision of tools. If 

teachers believe a technology is useful and easy to use, they are more likely to integrate it into their pedagogy. 

Conversely when either belief is weak such as when teachers do not understand how technology  supports 

their specific teaching area, uptake will stall. For example,  studies of English as a Foreign Language (EFL) 

teachers found that PU, PEOU and attitude all significantly impacted behavioural intention to use ICT, with 

pedagogical content knowledge (TPACK) playing a substantial role. The lack of subject-specific guidance 

thus reflects not only an infrastructure or resource challenge, but a key psychological/perceptual barrier within 

the TAM framework: teachers may have access to technology, yet without aligning it to their subject demands, 

their willingness to use it remains low.  

Questionnaire responses supported this finding , indicating that while teachers view ICT as  a priority, they 

also report limited opportunities to develop ICT expertise. Many teachers expressed neutral or negative 

responses regarding access to ICT training, suggesting professional development is insufficient and 

inconsistent. This aligns with the work of Ertmer and Ottenbreit-Leftwich (2010), who emphasized that 

professional development must move beyond basic technical skills to focus on pedagogical ICT use within 

specific subjects. Similarly, the SMT questionnaire showed that most school leaders had not attended formal 

ICT integration training, indicating a systemic shortfall in leadership development. Both leadership and 

teaching staff therefore appear underprepared, which hinders institutional level ICT adoption. The absence of 

policy frameworks, as highlighted in the teacher questionnaires, further compounds this gap, leaving ICT 

usage dependent on individual initiative rather than systemic support.  

Teachers identified a critical gap in training design, which often prioritises technical proficiency  over 

pedagogical integration. Additionally, teachers’ statements illustrate the frustration many teachers feel when 

professional development efforts fail to address their real-world teaching needs. These findings mirror the 

work of Ertmer and Ottenbreit-Leftwich (2010), who argue that professional development must go beyond 

basic technical skills to include pedagogical ICT application within specific subjects. Training programmes 

that fail to address this critical aspect leave teachers underprepared, diminishing their confidence and 

capability to integrate ICT tools effectively. Hew and Brush (2007)  likewise contend  that professional 

development should be iterative, subject-focused, and curriculum aligned to ensure that technology is 
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perceived as a practical instructional aid. Without this alignment, teachers view ICT tools as generic and 

disconnected from their teaching goals, reinforcing the challenges of meaningful integration. 

The lack of subject-specific professional development negatively impacts teachers’ perceptions of both 

Perceived Ease of Use (PEOU) and Perceived Usefulness (PU), the core constructs of TAM (Davis,1989). 

Teachers often struggle to adapt generic ICT training to the specific demands of their subjects, finding 

integration of  technology into lessons cumbersome and challenging. As participants pointed out, the absence 

of guidance on using ICT for subject-specific teaching makes the tools appear difficult to use in meaningful 

ways. Tondeur et al. (2017), similarly observed  that inadequate training is a major barrier to teachers 

perceiving ICT as  accessible and user-friendly. 

The perceived value of ICT tools diminishes when teachers cannot see how they directly enhance their 

instructional goals. Participants’ call for curriculum-aligned training illustrates how generic ICT workshops 

fail to demonstrate the utility of technology in achieving subject-specific outcomes. Desimone (2009), found 

that when teachers lack clarity about  how ICT aligns with their pedagogical objectives, they are less likely to 

regard it as a valuable addition to their teaching repertoire. 

To address these gaps, professional development programmes must focus on pedagogical integration. Training 

should explicitly demonstrate how ICT tools can support specific subjects like EFAL, bridging the gap 

between generic skills and classroom application (Ertmer & Ottenbreit-Leftwich, 2010). Additionally, training 

must align with curriculum goals, tailoring workshops and resources to curriculum requirements to enhance 

both PU and PEOU (Hew & Brush, 2007). Professional development should not be a one-time event but an 

ongoing process involving mentoring, peer collaboration, and post-training follow-ups to sustain and deepen 

teachers’ skills (Tondeur et al., 2017). Aligning professional development with TAM principles, particularly 

PU and PEOU, can foster greater acceptance of effective ICT integration empowering teachers to use 

technology as a transformative,  subject-specific learning tool. 

Participants consistently emphasized the absence of follow-up support after initial training sessions, which 

weakened  their confidence in applying what they had learned. This again relates to Research Question (ii): 

How do Intermediate Phase teachers perceive the value of available educational technologies? Teachers 

explained that while introductory workshops provided useful exposure to technology, the absence of ongoing, 

context-specific support left them uncertain about how to integrate ICT into their daily teaching practice. This 

reflects a broader challenge in professional development programmes, which often prioritise once-off training 

events over sustained mentorship and feedback. From a TAM perspective, insufficient post-training support 

weakens both Perceived Ease of Use (PEOU) and Perceived Usefulness (PU) as teachers perceive ICT as 
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complex and of limited relevance. Recent studies similarly report that continuous, school-based professional 

development is critical for improving teachers’ confidence and technology adoption (Hamzah et al., 2020; 

Tondeur et al., 2021; Alrasheedi, 2024). The data thus suggest a clear disconnect between initial ICT training 

and its practical application, underscoring the need for sustained, scaffolded support to translate policy-level 

training initiatives into meaningful classroom practice. 

These findings align with the work of Moloi (2017), who advocated for sustained, context-specific 

professional development to enable teachers to refine their skills over time. Short-term workshops, while 

useful for introducing concept, but are insufficient for fostering the deep understanding and confidence needed 

for effective ICT integration. As Tondeur et al. (2017) noted, ongoing support mechanisms, such as mentoring, 

peer collaboration, and follow-up sessions, are critical for reinforcing initial training and addressing challenges 

that arise during implementation. 

Additionally, Desimone (2009) emphasized that professional development must be iterative and accompanied 

by feedback mechanisms to ensure teachers can adapt their practices to the evolving technological landscape. 

Without these elements, teachers may feel unsupported and revert to traditional teaching methods, as observed 

in studies by Hew and Brush (2007). 

From the TAM  perspective, the absence of sustained post-training support negatively influences both PEOU 

and PU. Teachers reported that without continuous guidance, they struggled to troubleshoot challenges or 

refine their digital teaching skills, which made ICT integration appear complex and discouraging. Several 

participants indicated that this lack of follow-up support increased their dependence on trial-and-error 

learning, reinforcing perceptions of difficulty and reducing confidence in their ability to use technology 

effectively. Tondeur et al. (2021) and Hamzah et al. (2020), emphasize that mentoring and coaching play a 

crucial role in lowering the perceived difficulty of ICT use and improving PEOU. 

Furthermore, participants noted that the lack of sustained support prevented them from seeing clear links 

between ICT use and improved teaching outcomes. When professional development programmes fail to 

demonstrate how technologies can address subject-specific needs, teachers often question the relevance of 

what they have learned. This reflects a decline in PU, as teachers struggle to connect digital tools with tangible 

instructional benefits. Studies show that contextualized, outcome-oriented training enhances PU (Alrasheedi, 

2024; Kundu, 2023; Rahman et al., 2022). 

Participants also expressed frustration with training that does not reflect their schools’ resource realities. Many 

described sessions focused on advanced tools such as smartboards and projectors, even though their schools 
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lacked the equipment to implement these strategies. This disconnect between training and on-the-ground 

realities not only limited teachers’ ability to apply their learning but also weakened their trust in the value of 

professional development initiatives. Consistent with Ayalew (2023) and Musonza and Chigona (2022), such 

misalignment exacerbates disengagement and scepticism toward ICT programmes, further diminishing 

teachers’ attitudes and intentions to use technology. 

Overall, professional development initiatives must move beyond once-off training sessions to include ongoing 

mentorship, contextually relevant content, and alignment with available resources. Doing so can strengthen 

teachers’ perceptions of both the PU and PEOU, ultimately fostering more positive attitudes and sustained 

integration which are core principles of the TAM framework. 

Pelgrum (2001), emphasized that professional development must consider school level resource  availability 

to ensure relevance and effectiveness. Training programmes that focus on tools unavailable to teachers create 

a disconnect between theory and practice, leading to frustration and a lack of engagement. Moloi (2017) 

similarly argued for context-specific training that  addresses the unique challenges and resource limitations of 

underserved schools. Tondeur et al. (2017) observed that training unaligned to local contexts fails to equip 

teachers with practical skills, ultimately hindering their ability to integrate ICT tools. Teachers in resource-

constrained environments require training that not only introduces them to ICT but also provides strategies 

for leveraging the tools they already have access to, fostering a sense of agency and adaptability. 

The mismatch between training content and resource availability negatively affects both Perceived Usefulness 

(PU) and Perceived Ease of Use (PEOU). When teachers receive training on digital tools that are not available 

in their schools, integrating ICT becomes more difficult and demotivating. This disconnect increases the 

perceived complexity of using technology and reduces its perceived instructional value. To ensure relevance, 

professional development should be context-specific and resource-aware. Training content must align with 

school resources, enabling teachers to apply new skills immediately (Pelgrum, 2001). Programmes should 

include low-tech alternatives for resource-constrained environments and conduct needs assessments to tailor 

training content (Moloi, 2017). This approach enhances both PEOU and PU, empowering teachers rather than 

creating frustration. 

To improve teacher preparedness, participants recommended a multifaceted approach focused on practicality, 

sustainability, and relevance. They suggested hands-on, contextualized training that demonstrates ICT 

applications within specific subjects, such as using interactive apps for EFAL to align digital tools with the 

curriculum. Participants also emphasized the importance of continuous support and mentorship, proposing 

regular follow-ups and peer collaboration where experienced teachers guide their colleagues in using ICT 
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effectively. Establishing such mentorship systems would make it easier for teachers to seek guidance and build 

confidence in integrating technology. 

Teachers also emphasized aligning training with available school resources. Participant 7 noted, “Training 

needs to focus on the tools we actually have.” This practical focus enhances PU and PEOU, making ICT more 

accessible and applicable. These recommendations resonate with the work of Zhao et al. (2021), who stressed 

the importance of collaborative learning networks in fostering teacher confidence and ICT adoption. Tondeur 

et al. (2017) likewise emphasized sustained mentorship and peer collaboration. Pelgrum (2001) and Ertmer 

and Ottenbreit-Leftwich (2010) further highlight the need for context-specific training that acknowledges 

resource constraints. 

From a TAM perspective, such targeted strategies enhance both PEOU through mentorship and collaboration 

and PU through relevance and applicability. As Tondeur et al. (2017) observed, linking ICT to instructional 

goals increases its perceived usefulness. To bridge gaps in professional development and support ICT 

integration, schools should prioritize mentorship and peer collaboration, context-driven professional 

development, and ongoing support. These strategies collectively address barriers to ICT adoption and 

empower teachers to integrate technology meaningfully into instruction (Ertmer & Ottenbreit-Leftwich, 2010; 

Pelgrum, 2001; Tondeur et al., 2017; Zhao et al., 2021). 

By implementing these strategies, schools can foster supportive environments that empower teachers, enhance 

confidence, and promote sustained ICT adoption. Grounded in TAM principles, this approach bridges the gap 

between professional development and practical application, ensuring that ICT tools are perceived as both 

useful and easy to integrate into daily practice. 

5.3.3 Environmental  factors influencing technology integration 

This section discusses and analyses the environmental factors influencing the integration of Information and 

Communication Technologies (ICT) in the sampled primary schools. The analysis is grounded in the 

Technology Acceptance Model (TAM), which highlights Perceived Usefulness (PU) and Perceived Ease of 

Use (PEOU) as key determinants of technology adoption. The data obtained from teacher interviews and SMT 

(School Management Team) questionnaires indicate that environmental conditions, such as infrastructure, 

leadership, policies, and resource availability, play a decisive role in either facilitating or hindering ICT 

integration.  

https://uwcscholar.uwc.ac.za/home



134 
 
 
 
 

The findings demonstrate that environmental factors act as both enablers and barriers, shaping teachers’ 

attitudes, confidence, and practical engagement with ICT. These results are discussed under two main sub-

themes: enabling factors and hindering factors. 

5.3.3.1 Enabling factors in ICT adoption 

The data revealed that schools with adequate infrastructure, supportive leadership, and clear ICT policies 

reported more positive patterns of technology use. Functional ICT equipment, such as laptops, projectors, and 

smartboards, made technology integration both practical and rewarding. Several participants emphasized that 

having the necessary tools readily available facilitated lesson planning and instructional experimentation, 

whereas the absence of such resources hindered their motivation to integrate technology. This aligns with 

recent findings that highlight the foundational role of functional technological resources in enabling 

meaningful classroom innovation (Tondeur et al., 2018; Butgereit et al., 2019). 

 Reliable ICT tools enhanced both PU and PEOU .Teachers’ perceived technology as beneficial for improving 

instructional outcomes (PU) and manageable to integrate into existing classroom practices (PEOU). This 

supports TAM’s assertion that external conditions, such as resource adequacy, significantly influence 

perceptions of ease and usefulness (Venkatesh & Davis, 2000). 

Leadership support also emerged as a critical enabler. Principals who prioritized ICT integration through 

budget allocation, professional development, and establishing accountability mechanisms created a culture  

conducive to adoption . Participants reported that schools with such leadership experienced more structured 

ICT integration and higher teacher confidence. This is consistent with research emphasizing that school 

management commitment is a central driver of digital innovation in education (Tondeur et al., 2018; Yang, 

Alias, & Mohd Nor, 2024).  

Formal ICT policies provided teachers with clarity and guidance, enhancing coherence in their practices and 

aligning technology use with curricular objectives. When policies were explicit and consistently implemented, 

teachers reported feeling more confident and directed, which strengthened both PU and PEOU. This reflects 

broader evidence that institutional frameworks and policy coherence contribute to sustainable ICT integration 

(Pelgrum, 2001; Alarfaj & Alrashidi, 2025). 

The interplay of resource availability, leadership support, and policy coherence creates a conducive ecosystem 

for ICT integration. The alignment between institutional structures and teacher readiness underscores the 

importance of system-level coordination for achieving long-term and meaningful adoption of technology in 
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schools. as emphasized in Pelgrum (2001) and Tondeur et al. (2008), who found that schools with strong 

organizational backing tend to achieve more sustainable ICT adoption. 

5.3.3.2 Hindering factors in ICT integration 

Despite the positive enablers identified, several environmental constraints significantly hindered ICT 

integration. The most recurrent themes were infrastructural instability, resource scarcity, and resistance to 

change. These factors negatively influenced both PU and PEOU, resulting in inconsistent ICT usage and 

teacher frustration. 

Infrastructural instability emerged as a dominant barrier. Frequent electricity outages and poor internet 

connectivity, emerged as a dominant barrier. Teachers reported that these disruptions often rendered ICT-

based lessons impractical and hindered consistent instructional delivery. This aligns with Tadesse and Gillies 

(2015), who observed that infrastructural deficits in developing contexts often derail ICT initiatives. From a 

TAM perspective, infrastructural unreliability reduces Perceived Usefulness because teachers cannot depend 

on technology to achieve pedagogical goals consistently. 

Resource scarcity was another significant hindrance. Many teachers reported that ICT devices were 

insufficient, outdated, or shared among multiple classrooms. P4 stated, “We have to rotate one projector 

among five teachers, which makes it nearly impossible to use consistently.” This shortage leads to scheduling 

conflicts, undermines motivation, and fosters inequality in access. The findings are consistent with  the work 

of Bingimlas (2009), who identified inadequate resources as one of the main obstacles to ICT integration in 

schools. 

Furthermore, resistance to change and teacher anxiety toward technology surfaced as human-centred barriers. 

Some teachers preferred traditional teaching methods due to fear of failure or lack of confidence. P8 explained, 

“Technology feels overwhelming for those of us who didn’t grow up with it. Without hands-on training, it’s 

easier to stick with what we know.” This attitude reduces Perceived Ease of Use, as teachers view technology 

as complex and intimidating rather than empowering. According to Davis (1989) and Teo (2011), negative 

perceptions of ease of use can substantially hinder adoption, regardless of the technology’s objective 

usefulness. 

These hindering factors are summarized in Figure 14 ( See page 100 Hindering Factors), emphasizing the 

compounded impact of weak infrastructure, insufficient resources, and resistance to change. Together, these 

challenges create an environment where even motivated teachers struggle to integrate ICT effectively. 
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The findings underscore a dual environmental influence: supportive leadership, clear policies, and adequate 

resources enable ICT integration, whereas infrastructural instability and resistance to change simultaneously 

constrain it. This duality highlights that ICT adoption is not merely a technical process but a systemic and 

cultural transformation. The alignment between institutional support and individual teacher readiness is 

essential for sustainable ICT integration. 

Applying the TAM framework reveals that environmental enablers strengthen both PU and PEOU, creating 

positive feedback loops where teachers perceive technology as valuable and manageable. Conversely, 

environmental constraints weaken these perceptions, leading to sporadic or superficial ICT use. 

The data also suggest that top-down interventions such as policy and leadership support must be 

complemented by bottom-up strategies such as ongoing professional development and peer mentoring. This 

integrated approach can reduce resistance, enhance confidence, and ensure that teachers not only have access 

to ICT tools but also the capacity and motivation to use them effectively. 

The findings indicate an urgent need for policy-driven infrastructural investment to ensure reliable electricity 

and internet connectivity in schools. Additionally, capacity-building programmes should extend beyond 

technical skills to address teachers’ attitudes, beliefs, and self-efficacy. Continuous support, mentorship, and 

recognition can reinforce positive perceptions of technology’s usefulness and ease of use. 

In summary, environmental factors serve as both catalysts and constraints in ICT integration. Schools with 

strong leadership, structured policies, and adequate resources experience higher rates of adoption, whereas 

weak infrastructure, insufficient tools, and resistance to change act as major impediments. Within the TAM 

framework, these environmental variables directly influence Perceived Usefulness and Perceived Ease of Use, 

ultimately determining the success or failure of ICT implementation in educational settings. 

5.3.4 Attitudes toward ICT integration 

This section presents the analysis and discussion of findings on teachers’ and learners’ attitudes towards ICT 

integration in primary schools. The data from Chapter 4 revealed mixed attitudes, highlighting both 

enthusiasm and skepticism. Teachers’ perceptions and readiness to adopt technology were influenced by 

technical challenges, insufficient training, and reliance on traditional teaching practices, while learners 

generally demonstrated positive responses when digital tools were incorporated into lessons. 

The findings indicate that while teachers recognize ICT’s pedagogical potential, actual adoption is hindered 

by a combination of technical, institutional, and personal constraints. SMT responses highlighted a policy-
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level endorsement of ICT, suggesting strategic prioritization, whereas teachers reported varying degrees of 

readiness and confidence. Mixed attitudes reveal the duality of ICT integration: enthusiasm exists, but is 

tempered by resource limitations, weak institutional frameworks, and resistance to change. 

Learners, as reported by teachers, generally exhibited positive engagement when lessons included interactive 

and multimedia resources. However, systemic inequities such as limited device access, poor internet 

connectivity, and culturally or linguistically irrelevant content restricted the consistency of their engagement. 

5.3.4.1 Teacher attitudes 

Teachers acknowledged the potential of ICT to enhance lesson delivery, promote learner engagement, and 

facilitate classroom management. They noted that multimedia resources and digital quiz applications made 

lessons more interactive and helped maintain learner focus, even for students who typically struggled. 

However, technical difficulties, limited device availability, and insufficient training negatively affected 

teacher confidence. Long-serving teachers often demonstrated resistance, citing comfort with established 

practices and the extra effort required to adapt lessons for technology . From a TAM perspective, these 

attitudes influence both PU and PEOU. Teachers who perceive technology as challenging to use or misaligned 

with their workflow may undervalue its usefulness, reducing adoption rates. Resistance is especially 

pronounced in low-income communities, where inadequate infrastructure amplifies these barriers.  

5.3.4.2 Perceived learner attitudes 

Learners’ attitudes were assessed indirectly through teacher reports and observations. Participants consistently 

noted that learners were enthusiastic when digital tools were integrated, enjoying activities such as creating 

presentations and engaging with educational games. Interactive lessons increased participation and 

motivation, even among students who typically struggle in traditional classrooms.Nevertheless, learners’ 

engagement was limited by systemic factors, such as language barriers, inadequate access to devices, and 

culturally irrelevant content. P7 highlighted disparities in remote learning, noting that learners without devices 

or reliable internet could not participate effectively. These findings illustrate how learner attitudes are shaped 

not only by intrinsic interest but also by equity in access and cultural relevance of digital resources. Positive 

learner engagement reinforces PU, as teachers can directly observe improvements in attention, participation, 

and learning outcomes. 

The findings underscore that teacher and learner attitudes are interdependent. Teachers’ confidence and 

readiness to integrate ICT affect learners’ experiences, while learners’ enthusiasm can motivate teachers to 

continue using technology. Positive attitudes are strongest where teachers receive support, have access to 
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functional devices, and engage with contextually relevant content. Barriers such as insufficient training, 

technical issues, and resource inequities directly undermine PU and PEOU. These challenges are particularly 

salient in low-income communities, where the digital divide limits consistent ICT use. As Ertmer (1999) and 

Tondeur et al. (2018) note, both individual and systemic factors must be addressed to sustain ICT integration. 

From a TAM perspective, the interplay between teacher perceptions and learner engagement highlights that 

successful ICT adoption requires alignment between perceived usefulness, ease of use, and practical 

feasibility. Enthusiasm alone is insufficient without supportive infrastructure and targeted capacity-building. 

5.3.4.3  Implications for practice and policy 

Professional Development: Teachers require continuous training to build confidence, address technical 

challenges, and integrate culturally responsive ICT tools into lessons. Infrastructure Investment: Schools need 

reliable internet, functional devices, and multimedia resources, especially in low-income communities, to 

reduce disparities in access. Culturally Relevant Resources: Digital tools should reflect learners’ linguistic, 

cultural, and experiential realities to maximize engagement and comprehension. Institutional Support: Clear 

policies, structured ICT guidelines, and leadership support are essential to foster readiness and mitigate 

resistance. By addressing these areas, schools can strengthen both PU and PEOU, enabling teachers to adopt 

ICT confidently while fostering positive learner engagement. 

In conclusion, teachers generally recognize ICT’s potential to enhance teaching and learning, and learners 

respond positively to interactive resources. However, attitudes toward ICT integration are mixed due to 

technical difficulties, limited training, and systemic inequities. Addressing these barriers requires holistic 

interventions, including professional development, infrastructural improvements, and contextually relevant 

digital resources. From the TAM perspective, enhancing PU and PEOU through supportive structures and 

relevant tools is crucial for translating teacher enthusiasm into sustained ICT integration and maximizing 

learners’ engagement and achievement. 

5.3.5 Factors inspiring  ICT implementation 

This section presents the analysis and discussion of findings related to factors inspiring ICT implementation 

in primary schools. The data presented in Chapter 4 revealed that, despite persistent infrastructural and policy 

challenges, teachers and SMT members displayed strong enthusiasm and commitment toward integrating ICT 

in their teaching and learning practices. The discussion is organized around the main theme, factors inspiring 

ICT implementation and three sub-themes: (1) Intrinsic Motivators Enhancing Teaching Effectiveness, 

Learner Engagement, and Professional Growth; (2) Extrinsic Motivators through Alignment with Curriculum 
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and Policy Goals; and (3) Personal Motivators for ICT Adoption through Professional Growth and Peer 

Influence. 

The analysis is interpreted through the lens of the Technology Acceptance Model (TAM) (Davis, 1989), which 

suggests that individuals’ acceptance and use of technology are influenced by Perceived Usefulness (PU) and 

Perceived Ease of Use (PEOU). The discussion also draws on relevant literature to situate these findings within 

broader research on ICT adoption in education. 

Overall, the findings indicate that intrinsic, extrinsic, and personal motivators collectively influence teachers’ 

willingness to integrate ICT. While these motivators foster enthusiasm, their effectiveness is moderated by 

systemic constraints such as inadequate infrastructure, limited resources, and weak policy enforcement, 

highlighting the interplay between individual motivation and environmental factors (Ertmer, 1999; Tondeur 

et al., 2018). 

5.3.5.1 Intrinsic motivators: enhancing teaching effectiveness, learner engagement, and professional growth 

Intrinsic motivators emerged as strong drivers of ICT adoption. Teachers emphasized  a desire to improve 

teaching quality and make learning more interactive and accessible. For instance, one teacher noted that 

animations and simulations help learners grasp abstract concepts more clearly, especially in subjects such as 

science and mathematics. This reflects  the work of Selwyn (2016) and Al-Fudail and Mellar (2008), who 

argue that intrinsic beliefs in the educational value of ICT influence sustained use. 

Learner engagement was also highlighted as a motivating factor. Teachers observed that learners were more 

attentive and enthusiastic when technology-based tools were used in lessons. Learners were excited when 

technology was employed  as they saw it as something fun and modern. This aligns with the work of Lim  and 

Chai (2008), who found that ICT fosters active learning environments that promote motivation and 

participation. Within the Technology Acceptance Model such  engagement enhances teachers’ Perceived 

Usefulness (PU), as they directly observe the benefits of ICT in improving learning outcomes. 

Teachers further used  ICT to differentiate instruction, enabling personalized learning experiences that meet 

diverse learner needs. One participant explained that digital applications allow them to assign activities that 

correspond to individual learning levels. This demonstrates how intrinsic motivation is tied to teachers’ sense 

of efficacy and learner-centred teaching philosophies. Consistent with the work of Bandura (1997), such 

experiences reinforce teachers’ confidence, thereby increasing their Perceived Ease of Use (PEOU) in 

adopting technology. 
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Furthermore, intrinsic motivators extended to professional growth and collaboration. Teachers were motivated 

by opportunities to learn new pedagogical techniques and collaborate with colleagues. Participation in  

workshops and collaborative discussions  about technology integration encouraged continued development 

and innovation. This supports the work of Tondeur et al. (2018), who emphasize the importance of  intrinsic 

motivation and collegial collaboration in fostering innovative teaching practices. 

Overall, intrinsic motivators strengthened both PU and PEOU within the TAM framework, creating a positive 

cycle in which teacher satisfaction, learner engagement, and perceived teaching effectiveness reinforce one 

another. 

5.3.5.2 Extrinsic motivators: alignment with curriculum and policy goals 

Extrinsic motivators derived from curriculum requirements, institutional policies, and leadership directives 

played an equally important role in encouraging ICT integration. Participants identified policy alignment and 

curriculum mandates emphasizing digital literacy as significant motivators. 

Participants noted that technology use aligns with national curriculum priorities that emphasize preparing 

learners for a digitally-oriented society. This alignment enhances Perceived Usefulness by connecting 

technology use directly to mandated learning goals. This reflects the broader educational trend of embedding 

ICT competencies in national curricula to ensure learners develop 21st-century skills. The alignment between 

ICT use and curriculum goals enhances Perceived Usefulness by linking technology directly to formal learning 

outcomes. 

Teachers further indicated that policy frameworks provide clarity and direction, helping them integrate ICT 

in a structured and purposeful way. Such coherence across school systems has been similarly observed by 

Pelgrum (2001) and Tondeur et al. (2008), who highlight the role of well-defined ICT policies in promoting 

consistent practice. 

Extrinsic motivators also foster collective accountability and consistency among staff. Teachers explained that 

shared policies ensure that staff members work towards common expectations, strengthening institutional 

unity. This supports the work of Ertmer  and Ottenbreit-Leftwich (2010), who argue that clear expectations 

and institutional legitimacy can enhance teacher confidence and Perceived Ease of Use through procedural 

guidance.By clarifying expectations and providing legitimacy, policies increase teachers’ confidence in 

integrating ICT, thereby reinforcing PEOU through clear procedural guidance. Thus, extrinsic motivators 

function as both directive and supportive mechanisms, shaping teachers’ behaviour by connecting their 

classroom practices with broader educational goals and standards. 
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5.3.5.3 Personal motivators: professional growth and peer influence 

Personal motivators, particularly professional development and peer influence, also emerged as important 

catalysts for ICT adoption. Teachers were encouraged by observing colleagues who effectively integrated 

digital tools. Seeing successful examples inspired them to experiment with technology themselves, reflecting 

the work of Zhao, Pugh, Sheldon, S. B and Byers. (2002), who highlight the importance of social influence in 

technology uptake. 

Peer influence fosters an environment of collaborative learning and mutual encouragement, enabling hesitant 

teachers to overcome initial fears. Collaborative guidance increased confidence and familiarity with ICT, 

thereby enhancing Perceived Ease of Use  

Additionally, professional development workshops further reinforced motivation by building technical and 

pedagogical competence. As Bingimlas (2009) notes , professional development not only enhances technical 

competence but also strengthens teachers’ confidence and willingness to innovate. 

Within the TAM framework, personal motivators such as peer support and professional learning enhance both 

PU and PEOU, by demonstrating usefulness and reducing perceived difficulty. 

Across all three sub-themes, it is evident that intrinsic, extrinsic, and personal motivators collectively shaped 

teachers’ ICT adoption. Teachers’ enthusiasm to improve pedagogy (intrinsic), institutional encouragement 

(extrinsic), and peer influence (personal) collectively drive ICT integration. However, these motivators are 

tempered by systemic frustrations, notably inadequate infrastructure, insufficient resources, and weak policy 

enforcement. As such, while the motivational foundation for ICT adoption is strong, the sustainability of 

integration depends on environmental and institutional reinforcement. This aligns with the work of Ertmer 

(1999) and Tondeur et al. (2018), who argue that successful ICT implementation requires both individual 

motivation and structural support. In TAM terms, intrinsic and personal motivators enhance PU and PEOU, 

but extrinsic conditions determine whether these perceptions translate into consistent usage. 

5.3.5.4 Implications for practice and policy 

The findings suggest that educational institutions should leverage teachers’ intrinsic motivation by providing 

targeted professional development that enhances pedagogical innovation and peer collaboration. At the same 

time, policy frameworks must be operationalized to ensure that motivation is matched with structural support, 

including access to functional technology and reliable infrastructure. 
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Building a collaborative learning culture within schools can further amplify teachers’ motivation by 

normalizing ICT use as a shared professional standard. Finally, policymakers should ensure that curriculum 

reforms emphasizing digital skills are supported by practical implementation strategies, aligning motivation 

with capacity. 

In conclusion, this study reveals that while teachers and SMT members are intrinsically and extrinsically 

motivated to integrate ICT, the realization of these motivations depends on supportive environmental and 

institutional conditions. Teachers’ intrinsic enthusiasm for innovation, learner engagement, and professional 

growth provides a strong foundation for ICT adoption. However, systemic limitations, if unaddressed, risk 

undermining these positive motivations. Within the TAM framework, intrinsic, extrinsic, and personal 

motivators collectively enhance Perceived Usefulness and Perceived Ease of Use, reinforcing ICT as a central 

element of effective and modern teaching practice. 

5.3.6 Impact of ICT Integration on Teaching and Learning  

ICT integration has had a transformative impact on both teaching and learning, with participants highlighting 

significant improvements in learner engagement and academic performance. These findings directly respond 

to  Research Question (iii): Which factors inspire teachers to implement new technologies in teaching and 

learning? 

5.3.6.1 Positive effects of educational technology (ET) integration on the learning environment 

 Teachers reported that digital tools, such as educational applications, tutorial videos, and interactive software, 

provided innovative ways to deliver content and cater to diverse learning needs. Learners who struggle to 

understand concepts in traditional formats often demonstrated greater confidence and participation when ICT 

tools were used, as these tools allow them to learn at their own pace and revisit content when needed. This 

demonstrates ICT’s capacity to promote learner autonomy and support individualized learning pathways. 

These findings correspond with the work of Stockwell (2010), who highlights ICT’s role in strengthening 

learner engagement and improving academic outcomes. 

This positive impact reflects ICT's ability to enhance teaching effectiveness, motivating teachers to adopt 

these tools. By offering learners greater control over their learning, ICT fosters learner autonomy, allowing 

them to access resources at their own pace and revisit challenging concepts. These findings align with 

Stockwell (2010), who emphasised ICT's role in promoting learner engagement and autonomy, ultimately 

enhancing educational outcomes. Moreover, the use of multimedia tools has made lessons more interactive, 

making abstract concepts more accessible to learners. This reflects an increase in teachers’ Perceived 
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Usefulness (PU) within the Technology Acceptance Model (TAM), as they associate ICT tools with 

meaningful improvements in learning quality and teaching effectiveness. 

5.3.6.2 Positive effects of educational technology (ET) integration on the teaching environment 

One significant impact is the adoption of ET by older educators, which has challenged age-related stereotypes 

and fostered a culture of adaptability. The findings also show that ICT adoption has encouraged adaptability 

among teachers, including those with extensive teaching experience. In some schools, senior teachers 

demonstrated strong enthusiasm for technology integration, challenging assumptions that younger educators 

are naturally more inclined to use digital tools. This aligns with  the work of Yuen and Ma (2021), who argue 

that age is not a determining factor in ICT adoption when adequate training and support are provided. They 

contend that older educators, when supported through proper training, often become champions of 

technological innovation in schools. 

In addition, ICT integration has also promoted greater professional collaboration among teachers. Teachers 

frequently relied on one another for technical and pedagogical support, reflecting the role of peer assistance 

in lowering barriers to technology use. This collaborative dynamic supports Gill et al. (2023), who found that 

shared learning environments enhance the sustainability of ICT adoption. Teachers additionally reported that 

the sharing of lesson plans and resources has simplified the integration process. 

Continuous professional development also plays a critical role in equipping teachers to integrate ET 

effectively. Teachers emphasised the importance of both in-house and external training programmes in 

building teacher confidence and competence. While ongoing workshops and training sessions have been 

helpful, participants also emphasized the need for follow-up support to ensure practical classroom application. 

These findings align with the work of Tondeur et al. (2017), who assert that continuous and context-specific 

professional development is necessary for meaningful ICT integration. 

The findings align with the Technology Acceptance Model (TAM), particularly its constructs of Perceived 

Ease of Use (PEOU) and Perceived Usefulness (PU). The positive effects of ET on professional collaboration 

and individual adaptability improve teachers’ perceptions of both these factors. Collaborative environments, 

reduce the complexity of technology use, enhancing PEOU. Similarly, when teachers  observe their peers 

successfully integrating ICT, it increases the perceived value of these tools in enhancing instructional 

practices, bolstering PU. The role of professional development in this context is also significant. Pelgrum 

(2001) and Ertmer and Ottenbreit-Leftwich (2010) emphasized that effective training programmes should 

extend beyond technical skills to address pedagogical integration, improving both PEOU and PU. By ensuring 
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that teachers feel supported through regular and relevant training, schools can create an environment where 

ET adoption is viewed as both manageable and beneficial. 

From the perspective of the Technology Acceptance Model (TAM), both Perceived Ease of Use (PEOU) and 

Perceived Usefulness (PU) play critical roles in fostering the integration of educational technology (ET). 

Collaborative cultures and ongoing support simplify technology adoption by helping teachers gain confidence 

through peer mentorship and shared experiences. For instance, teachers’ reliance on tech-savvy colleagues 

highlights how mutual support reduces perceived barriers to technology use, making it more accessible. This 

finding aligns with the work of Zhao et al. (2002), who emphasized the role of peer networks in lowering the 

difficulty of adopting ICT, thereby enhancing PEOU. Additionally, the observed benefits of ET, such as 

increased collaboration and resource-sharing, enhance its perceived value in improving teaching outcomes. 

Teachers  illustrated how ET fosters efficiency and effectiveness, directly supporting the work of Tondeur et 

al. (2017), who found that ICT adoption is higher when tools are clearly linked to instructional goals. Together, 

these factors demonstrate how collaborative environments and practical applications of ET significantly 

impact teachers’ willingness and ability to adopt technology in their teaching practices. 

However, participants also highlighted several persistent challenges that undermine ICT's effectiveness and 

discourage consistent implementation. Limited or unreliable internet connectivity disrupts lesson delivery and 

diminishes both learner engagement and teacher motivation. These frequent interruptions erode teachers’ 

confidence in ICT as a stable and dependable instructional tool, reducing its perceived value in achieving 

teaching objectives. Consistent with the work of Tondeur et al. (2017), such technical barriers highlight the 

need for robust infrastructure and ongoing technical support to ensure ICT tools are practical, efficient, and 

user-friendly. Outdated or malfunctioning devices further reduce the reliability of ICT resources, lowering 

teachers’ confidence in technology and negatively influencing both PU and PEOU. These challenges reflect 

Pelgrum’s (2001) and Tondeur et al.’s (2017) findings, which identify infrastructure and technical support as 

essential conditions for successful ICT implementation. Addressing these challenges is essential to fostering 

a more reliable and supportive environment for ICT integration in education. 

Participants also noted that while ICT has made teaching more dynamic, its impact is uneven due to systemic 

inequities. Schools with adequate resources can leverage ICT to foster collaboration, critical thinking, and 

creativity, while under-resourced schools face limitations that restrict these opportunities. This disparity 

reflects the broader digital divide highlighted by Gillwald (2020), who identifies unequal access to technology 

as a systemic barrier to equitable teaching and learning opportunities. For under-resourced schools, 

insufficient ICT tools not only limit teachers’ ability to integrate technology but also reduce their willingness 

to implement it, further entrenching disparities. 
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5.3.6.3 Strategies for addressing barriers 

Despite the challenges faced in integrating ICT, participants proposed several strategies to overcome these 

barriers and inspire more effective implementation. One key recommendation was investing in infrastructure, 

particularly through upgrading internet connectivity and replacing outdated hardware, to ensure reliability and 

efficiency in classrooms. Improving infrastructure would reduce disruptions during lessons and strengthen 

teachers’ confidence in technology use. Another suggestion was the establishment of technical support 

systems, with dedicated teams to promptly resolve technical issues, minimising classroom disruptions and 

alleviating teacher frustration. Additionally, targeted resource allocation was viewed as essential, particularly 

for under-resourced schools, to ensure that all learning environments have equitable access to ICT tools. 

Addressing these systemic challenges would help establish conditions in which teachers can use technology 

consistently and effectively. 

These recommendations align with the work of Kozma (2011), who advocated for sustained investment in 

infrastructure and resource allocation as critical enablers of successful ICT integration, particularly in 

underserved educational contexts.  Implementing these strategies would not only address technical and 

material barriers but also support teachers’ capacity to integrate ICT with confidence and continuity. Overall, 

overcoming infrastructural and resource challenges is critical to strengthening teachers’ motivation to adopt 

ICT, in line with Research Question (iii) concerning the factors that inspire technology implementation in 

teaching and learning. 

5.3.6.4 Adaptive strategies and resilience  

Despite systemic challenges, teachers demonstrated remarkable resilience in their efforts to integrate ICT, 

employing adaptive strategies such as resource sharing and hybrid teaching models. These strategies address 

Research Question (iv): What is the correlation between teachers’ professed attitudes and their actual use of 

educational technologies in the English First Additional Language (EFAL) classes? Teachers’ willingness to 

collaborate and innovate reflects a strong alignment between their positive attitudes toward ICT and their 

practical actions to overcome barriers. The questionnaire findings further indicate that teachers consistently 

prepared ICT-based lessons, even when tools or connectivity were limited. This suggests that while external 

challenges remain, teachers’ professional commitment drives them to make the most of available tools. This 

collaborative effort highlights how teachers relied on mutual support to navigate material and technical 

constraints, ensuring lesson continuity even in resource-limited environments. 

Peer collaboration played a central role in addressing resource gaps. Teachers supported each other by sharing 

devices, offering training, and jointly planning lessons, which helped sustain ICT use despite material 
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shortages. These collaborative efforts align with the work of Warschauer and Grimes (2008), who found that 

collective problem-solving enhances ICT adoption in resource-constrained contexts. Similarly, Gill et al. 

(2023) highlight that professional collaboration strengthens the continuity and quality of ICT-supported 

instruction. 

These findings are consistent with the work of Warschauer and Grimes (2008), who emphasized the 

importance of peer collaboration in overcoming resource limitations, particularly in under-resourced 

educational settings. By sharing resources and knowledge, teachers can bridge gaps in infrastructure and 

technical support, creating opportunities for collective problem-solving. Gill et al. (2023) also highlighted that 

collaborative practices among teachers enhance ICT integration by promoting a shared understanding of tools 

and strategies, which in turn improves instructional continuity and innovation. 

Teachers also employed hybrid teaching approaches to maintain learning continuity. For example, digital 

resources were supplemented with printed materials to ensure that learners without internet access could still 

participate. These hybrid models supported equity and enabled learners with varying levels of access to remain 

engaged. This reflects Pelgrum’s (2001) view that flexible instructional practices are essential in contexts 

where access to ICT is uneven. These resource-sharing practices not only ensure continuity but also reflect 

teachers’ commitment to leveraging available tools to their fullest potential. 

From the perspective of the Technology Acceptance Model (TAM), the adaptive strategies employed by 

teachers strengthen both Perceived Ease of Use (PEOU) and Perceived Usefulness (PU) of ICT tools. 

Collaborative efforts, such as sharing laptops or co-teaching, simplify ICT adoption by reducing individual 

burdens and creating opportunities for shared learning. For instance, teachers; remark about pairing up in 

classrooms highlights how mutual support alleviates the complexity of integrating limited resources, making 

technology feel more accessible and manageable. This aligns with the work of Zhao et al. (2002), who 

emphasized that peer collaboration reduces the perceived difficulty of ICT adoption by enabling teachers to 

collectively troubleshoot and experiment with tools. Additionally, these resource-sharing practices 

demonstrate teachers’ belief in ICT’s potential to enhance teaching outcomes, even under constrained 

conditions. This reflects findings by Tondeur et al. (2017), who noted that ICT adoption is more likely when 

teachers can see its direct benefits in improving effectiveness and achieving teaching goals. These adaptive 

strategies thus reinforce both PEOU and PU, supporting a practical and collaborative approach to ICT 

integration. 

To further support the adaptive strategies demonstrated by teachers, schools and policymakers should 

implement targeted initiatives to enhance collaboration and resource efficiency. Formalizing resource-sharing 
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networks can establish structured systems for sharing equipment and expertise among teachers, promoting 

sustainability and efficiency in ICT use. Additionally, encouraging collaborative teaching models by 

providing platforms for teachers to co-plan and co-teach can optimize limited resources while fostering 

professional growth through shared learning experiences. These approaches create an environment where 

teachers feel supported and empowered to integrate ICT, even in resource-constrained settings. 

Moreover, leveraging low-tech solutions such as WhatsApp and SMS can help maintain connectivity and 

learner engagement in environments with limited access to advanced technologies. By prioritizing accessible 

and practical tools, schools can ensure that technology adoption remains feasible and impactful, regardless of 

resource availability. These strategies align with the principles of the Technology Acceptance Model (TAM), 

enhancing both Perceived Ease of Use (PEOU) and Perceived Usefulness (PU) by making ICT tools more 

practical and relevant to teachers’ needs. Grounded in the resilience and adaptability of teachers, these 

measures foster a culture of collaboration, enabling educators to translate their positive attitudes toward ICT 

into meaningful actions that improve teaching and learning outcomes. 

5.3.6.5 Hybrid teaching models: bridging accessibility gaps 

The use of hybrid teaching models, which combine in-person sessions with digital resources, emerged as a 

critical strategy for addressing diverse learner needs in resource-constrained environments. These models 

allowed teachers to bridge the gap between learners who had access to technology and those who did not, 

showcasing their adaptability and commitment to inclusivity. This dual approach ensured that no learner was 

left behind, highlighting teachers’ ability to align their positive attitudes toward ICT with the practical realities 

of their instructional contexts. In doing so, teachers reinforced their commitment to equitable learning 

opportunities. This aligns with the work of Warschauer and Grimes (2008), who highlight the effectiveness 

of blended instructional strategies in resource-constrained environments, and with the work of Hew and Brush 

(2007), who link successful ICT implementation to teachers’ willingness to innovate. 

Hybrid teaching models reflect the practical application of resilience and creativity in integrating ICT, even 

in resource-constrained environments. Pelgrum (2001) highlighted that flexibility in teaching approaches is 

essential for overcoming the limitations of ICT access, especially in underserved communities. By 

incorporating both digital and offline strategies, teachers demonstrated their ability to adapt ICT use to the 

unique needs of their classrooms and community. This aligns with the work of Hew and Brush (2007), who 

note that the successful adoption of ICT often depends on teachers’ willingness to innovate and combine tools 

to address diverse learning environments. 
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From the perspective of the Technology Acceptance Model (TAM), hybrid teaching models significantly 

enhance Perceived Usefulness (PU) by demonstrating the practical value of ICT in maintaining instructional 

continuity. Teachers’ ability to combine traditional methods with digital tools highlights ICT’s role as an 

effective educational aid. For example, teachers’ approach of supplementing live online lessons with printed 

materials underscores the utility of ICT in complementing existing teaching strategies, ensuring that all 

learners, regardless of their access to technology, can benefit. This aligns with the work of Tondeur et al. 

(2017), who emphasize that ICT adoption increases when teachers perceive its direct contribution to achieving 

instructional goals. Hybrid models thus reinforce the usefulness of ICT by making it an integral part of 

inclusive and adaptable teaching practices. 

In addition, hybrid teaching models enhance Perceived Ease of Use (PEOU) by reducing the complexity 

associated with ICT integration. By blending familiar methods, such as printed materials, with digital 

platforms, teachers can adopt technology in ways that feel manageable and contextually relevant. Participants  

use of a combination of printed resources and online tools illustrates how such strategies simplify ICT 

adoption, particularly in resource-constrained settings. This aligns with the work of Zhao et al. (2002), who 

noted that adaptive teaching practices lower the barriers to ICT adoption by enabling teachers to incorporate 

technology in practical and effective ways. By making ICT integration more accessible, hybrid models 

encourage teachers to adopt and sustain the use of technology in their classrooms. 

To further support hybrid teaching models, schools and policymakers should implement strategies that enable 

teachers to effectively combine traditional and digital tools in their classrooms. Developing comprehensive 

hybrid teaching frameworks can provide teachers with clear guidelines and resources for integrating these 

approaches, ensuring that hybrid methods are both effective and manageable. Enhancing access to low-tech 

solutions, such as mobile-friendly platforms and offline digital resources, is also crucial for supporting hybrid 

learning environments, particularly in resource-constrained settings. Additionally, promoting peer sharing of 

hybrid strategies can foster a culture of collaboration and innovation, enabling teachers to exchange successful 

practices and build collective expertise.  

By leveraging these strategies, hybrid teaching models can help teachers address the diverse needs of their 

learners while overcoming resource limitations. Grounded in the principles of the Technology Acceptance 

Model (TAM), these approaches reinforce both the Perceived Usefulness (PU) and Perceived Ease of Use 

(PEOU) of ICT tools, ensuring that technology remains a practical and inclusive solution for enhancing 

educational outcomes. 
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5.3.6.6 Institutionalizing resilient educational systems 

Ensuring long-term sustainability of ICT integration requires embedding collaborative practices, resource-

sharing networks, and hybrid teaching approaches into school systems. Institutionalizing these strategies 

would promote shared responsibility and strengthen collective competence. Improving access to devices and 

reliable connectivity is also critical to addressing digital inequity, particularly in under-resourced 

communities. Strengthening professional development to include hybrid and inclusive teaching models further 

equips teachers to adapt ICT use to varied classroom contexts. 

At the same time, building resilience requires addressing systemic issues such as digital inequity. Investing in 

reliable devices and internet connectivity is critical to bridging the digital divide, thereby enabling equitable 

participation in ICT-driven education. Strengthening teacher professional development is also key; equipping 

teachers with skills in hybrid and inclusive teaching models ensures they are prepared to navigate diverse 

contexts with both high- and low-tech solutions. 

These systemic strategies align with TAM, as they enhance both PU and PEOU by creating conditions in 

which ICT tools are practical, accessible, and clearly linked to teaching goals. By supporting both teacher 

capacity and structural conditions, schools can translate positive ICT attitudes into sustained classroom 

practice. 

For instance, when teachers collaborate to solve challenges, ICT becomes more accessible and effective, 

boosting confidence and motivation. Similarly, innovations such as using platforms like WhatsApp to sustain 

engagement during disruptions illustrate how practical, context-specific solutions can be institutionalized for 

long-term benefit. 

By combining school-level practices with system-level priorities, schools can align teachers professed positive 

attitudes toward ICT with actual classroom use. This not only improves instructional outcomes in EFAL but 

also contributes to building an inclusive, adaptable, and innovative educational environment capable of 

withstanding future disruptions. 

5.4 Reflections on the COVID-19 Pandemic as a Contextual Factor 

Although the COVID-19 pandemic was not a primary theme of the study, it emerged as an important 

contextual influence on teachers’ experiences with ICT integration. Participants frequently referenced the 

pandemic when discussing challenges and adaptations related to digital teaching. The pandemic acted both as 

a catalyst that accelerated ICT adoption and as an indicator of systemic inequities, particularly related to the 
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digital divide. Some learners were unable to participate effectively due to limited access to devices or the 

internet, highlighting unequal access to technology. This aligns with the work of Trust and Whalen (2021), 

who observed that technology-dependent learning during the pandemic widened existing educational 

disparities. 

Despite these challenges, the data also demonstrated the adaptability of teachers. Educators reported using 

flexible instructional strategies, including printed worksheets, mobile messaging platforms, and hybrid lesson 

formats, to sustain learning. These responses show resilience and creativity in maintaining continuity under 

difficult circumstances. Such adaptive strategies reflect findings by Hodges et al. (2020), who noted that the 

pandemic prompted educators to adopt innovative approaches to instruction. 

The pandemic underscored the urgent need for systemic interventions to bridge the digital divide, supporting  

Pelgrum’s (2001) argument that infrastructure disparities undermine the equitable use of ICT in education. 

Simultaneously, the adaptability demonstrated by educators aligns with findings by Hodges et al. (2020), who 

noted that the pandemic accelerated not only ICT adoption but also the development of innovative teaching 

strategies. Educators' ability to incorporate both low-tech and high-tech solutions showcases their ingenuity 

in addressing inequities and ensuring inclusivity, even in resource-constrained settings.  

From the perspective of the Technology Acceptance Model (TAM), the pandemic significantly influenced 

Perceived Usefulness (PU) by demonstrating the critical role of ICT in maintaining learning continuity. The 

crisis shifted ICT from being perceived as a supplemental enhancement to an essential educational tool. For 

example, P8 reflected on how digital tools became indispensable during this period, showcasing their potential 

to support teaching and learning even in challenging circumstances. This shift aligns with the work of Tondeur 

et al. (2017), who note that teachers are more willing to adopt ICT when they perceive its direct benefits to 

instructional outcomes. The necessity-driven adoption of ICT during the pandemic highlighted its 

transformative potential, reinforcing its perceived value in ensuring educational resilience and adaptability.  

The pandemic also impacted Perceived Ease of Use (PEOU) by prompting teachers to adapt quickly to digital 

tools, blending familiar methods with new technologies to navigate resource constraints. Although the initial 

transition was challenging, teachers illustrated how using accessible tools such as WhatsApp, alongside 

printed materials, made ICT integration more manageable. These adaptive practices not only enhanced 

teachers’ confidence in their ability to use technology but also reduced the perceived complexity of ICT 

adoption. This supports the work of Zhao et al. (2002), who emphasized that adaptability in teaching practices 

lowers barriers to technology use, improving teachers’ perceptions of its ease of use even in difficult 
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circumstances. By fostering these shifts in PEOU, the pandemic demonstrated how necessity can drive 

innovation and build teacher capacity for future ICT integration.   

In summary, while COVID-19 was not treated as a central theme, it served as a critical contextual factor that 

both accelerated ICT adoption and revealed persistent systemic inequities. These insights provide a valuable 

foundation for the recommendations presented in Chapter 6, particularly in terms of institutionalising resilient 

practices and addressing barriers to equitable ICT integration. 

5.5 Implications for practice and policy 

 

The findings of this study underscore that successful ICT integration in low-income schools cannot be 

achieved through isolated interventions but requires a holistic strategy that simultaneously addresses 

resources, teacher preparedness, infrastructure, institutional support, and policy frameworks. Interpreted 

through the Technology Acceptance Model (TAM), the study shows that these factors act as external variables 

that strongly shape teachers’ perceptions of ease of use (PEOU) and usefulness (PU).  

First, equitable resource allocation is essential, but its effectiveness depends on whether teachers are equipped 

to use these tools confidently. Thus, professional development must complement infrastructure investments, 

ensuring that teachers perceive ICT as both accessible and valuable for EFAL instruction. Training 

programmes should be context-driven, sustained, and subject-specific, enhancing both PEOU and PU. In 

particular, the development of EFAL-specific digital resources would extend TAM. 

Second, infrastructure and connectivity must be prioritised. Without reliable electricity, internet access, and 

functional devices, teachers’ intentions to adopt ICT cannot translate into practice. Policy initiatives should 

therefore focus on scalable investments, especially in under-resourced schools, to ensure that ICT use is 

sustainable. Robust infrastructure reduces complexity, thereby improving PEOU, and enables consistent 

classroom application, which strengthens PU.   

Third, the policy environment plays a central role in shaping teachers’ perceptions. Ambiguous or weak ICT 

policies reduce teachers’ confidence and limit their use of digital tools. Enforceable frameworks, aligned with 

curriculum outcomes, would provide clarity and direction, embedding ICT integration into everyday teaching. 

Such policies enhance PU by demonstrating the relevance of ICT to learning goals, while also 

institutionalising accountability mechanisms.   

Fourth, leadership and institutional support are crucial in reinforcing positive attitudes toward ICT. Principals 

and departmental heads must champion ICT adoption by fostering mentorship networks, peer collaboration, 
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and a school culture that values experimentation. Recognition and incentive schemes for innovative teachers 

can further motivate adoption. Within TAM, these supports influence attitudes directly and sustain teachers’ 

behavioural intentions to use ICT.   

Taken together, these implications demonstrate that ICT adoption in low-income schools requires more than 

resource provision. It demands systemic alignment between infrastructure, training, leadership, and policy. 

This study therefore contributes to both practice and theory, extending TAM by showing how external 

variables such as subject-specific resources, institutional leadership, and policy clarity shape ICT acceptance 

in educational contexts, by grounding these insights in the realities of EFAL classrooms. 

The analysis highlights critical areas for intervention to enhance ICT integration in low-income schools. 

Resource allocation emerges as a key priority, emphasizing the equitable distribution of subject-specific tools 

to bridge the digital divide and ensure that all learners have access to the necessary resources. Professional 

development is another crucial area, calling for sustained, context-driven training programmes that address 

both technical and pedagogical aspects to empower teachers with the skills and confidence to integrate ICT 

effectively. Furthermore, significant infrastructure investments are needed to upgrade internet connectivity 

and hardware, reducing technical barriers that hinder the consistent use of technology in classrooms. The 

development of policy frameworks is equally essential, with a focus on clear, enforceable e-learning policies 

that align with curriculum goals to guide and support ICT adoption systematically. Finally, institutional 

support must be strengthened through leadership initiatives and mentorship structures that encourage and 

sustain the effective use of ICT, fostering a culture of innovation and collaboration among educators. Together, 

these interventions can create a more inclusive and effective environment for technology integration in 

education. 

 5.6 Conclusion 

This chapter has analysed the findings from Chapter 4 within the context of TAM and the reviewed literature, 

highlighting the interplay between systemic challenges, teacher attitudes, and adaptive strategies. While ICT 

holds transformative potential, its success depends on addressing the barriers identified and institutionalizing 

the innovative practices developed during the pandemic. The next chapter will provide a comprehensive 

conclusion to this study and offer actionable recommendations for stakeholders. 
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CHAPTER 6: MAIN RESEARCH FINDINGS, DISCUSSION, RECOMMENDATIONS, AND 

CONCLUSION 

 

6.1 Introduction 

This chapter presents the study’s main  findings in relation to the four research questions and the overarching 

aim of the study: to understand Intermediate Phase teachers’ attitudes towards integrating educational 

technology in English First Additional Language (EFAL) classrooms in low-income schools. The findings are 

interpreted through the Technology Acceptance Model (TAM), which asserts that technology adoption is 

shaped by teachers’ perceptions of its usefulness (PU) and ease of use (PEOU). The chapter concludes with 

recommendations for practice, policy, and further research recommendations aimed at addressing the 

identified barriers and enhancing ICT integration in schools.  Recommendations are followed by a final 

synthesis responding to the main research question. 

6.2 Findings in Relation to the Research Questions 

To support the discussion that follows, Table 6.1 presents a consolidated overview of the main findings. This 

summary highlights the interplay between positive attitudes, structural constraints, and enabling factors within 

low-income EFAL contexts. 

Table 6.1 Summary of key findings related to research questions 

Research Question Summary of Key Findings 

RQ1: Environmental Factors Infrastructure, leadership, policies, Wi-Fi, 

outdated hardware as barriers/enablers 

RQ2: Teachers' Perceptions Positive attitudes but limited by lack of 

EFAL-specific tools 

RQ3: Motivating Factors Leadership support, learner engagement, 

curriculum alignment 

RQ4: Attitudes vs Practice Positive attitudes but inconsistent application 

due to barriers 
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6.2.1 Environmental factors influencing information technology integration 

 

Research Question 1: What environmental factors support or hinder the integration of educational 

technology? 

The findings of this study indicate that the school environment plays a decisive role in shaping teachers’ ICT 

integration practices. Schools with reliable internet and modern hardware were better able to integrate ICT. 

Schools in this study have access to various technologies such as laptops, desktops, projectors, and smart 

boards, which align with research that highlights access to technological infrastructure as a critical enabler of 

ICT integration in schools (Panigrahi et al., 2022). While some schools possessed functional smartboards, 

computer laboratories, and data-supported devices, these resources were not universally available or 

consistently operational. In several cases, technology was present but inadequately maintained, resulting in 

frequent technical disruptions that discouraged teachers from planning ICT-based lessons. This aligns with 

research asserting that access alone is insufficient; the reliability and sustainability of technological resources 

determine their actual use in the classroom (Ertmer & Ottenbreit-Leftwich, 2010). 

Leadership support is also a key factor. In schools where leadership prioritized ICT usage by establishing 

expectations, timetabling computer lab sessions, or modelling technology-supported instructional practices, 

teachers reported greater confidence and willingness to incorporate digital tools. Supportive management thus 

acted as an enabling environmental factor, reinforcing teacher motivation (Ghavifekr & Rosdy, 2021). This 

finding is consistent with the findings of Liu and Ryder (2020), who emphasize that leadership plays a critical 

role in motivating teachers by fostering a culture that encourages innovation and technology use. Conversely, 

in contexts with weak ICT leadership, teachers described technology integration as optional, inconsistent, or 

personally driven rather than systemically supported. This demonstrates that school culture and leadership 

direction are central in shaping ICT adoption (Tondeur et al., 2019). Additionally, the existence of a school e-

learning policy provided teachers with a structured framework for ICT use, further supporting technology 

adoption. According to Aydin,  Ozfidan,  and Carothers (2022), the presence of clear policies helps align 

technology. 

However, the most significant environmental barriers reported were unreliable internet connectivity, 

insufficient device availability, frequent power outages and the absence of on-site technical support. 

Inconsistent Wi-Fi and power outages highlight the need for reliable infrastructure to support technology use 

(Tondeur et al., 2017). Without stable internet access and power supply, the effectiveness of digital tools is 

significantly diminished, as teachers cannot rely on these resources consistently. Teachers described situations 

where laptops or smartboards malfunctioned during lessons, requiring them to abandon planned digital 
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activities and revert immediately to textbook-based methods. The time pressure of teaching, coupled with the 

unpredictability of ICT functioning, limited teachers’ willingness to take risks with ICT integration. This 

finding resonates with Pelgrum (2001), who identified technical breakdowns and the lack of immediate 

support as key deterrents to sustained ICT use in schools. 

According to the Technology Acceptance Model, teachers’ adoption of technology is shaped by two central 

perceptions: Perceived Usefulness (PU),the belief that technology enhances teaching and learning and 

Perceived Ease of Use (PEOU), the belief that some technology can be used without excessive effort (Davis, 

1989). The environmental conditions in this study directly influenced both constructs. 

In schools with functional infrastructure and supportive leadership, teachers reported high PU (they could see 

ICT improving lesson delivery and learner engagement) and high PEOU (the technology was accessible and 

dependable). This combination resulted in consistent and confident ICT use. In contrast, in schools 

characterized by unreliable devices and limited support, teachers’ PEOU was significantly reduced, as 

technology was perceived as time-consuming and unpredictable. Even though most teachers still believed ICT 

was beneficial (PU remained high), the low PEOU created a gap between positive attitudes and actual practice. 

As TAM predicts, when ease of use is compromised, teachers are unlikely to integrate technology consistently, 

regardless of perceived instructional value. 

Therefore, the findings indicate that environmental factors do not merely influence access; they fundamentally 

shape the psychological conditions necessary for adoption, demonstrating that resource stability and school-

level support are essential to realizing ICT’s potential in EFAL classrooms. 

6.2.2 Intermediate Phase teachers’ perception of available educational technologies 

 

Research Question 2: How do Intermediate Phase teachers perceive the value of educational technologies? 

The findings indicate that Intermediate Phase teachers generally hold positive perceptions of educational 

technologies and recognise their potential to enhance EFAL learning. Teachers reported that ICT can increase 

learner engagement, support visual and auditory learning modalities, and enable differentiated instruction for 

learners with varying linguistic proficiency levels. Digital tools, such as multimedia presentations, educational 

videos, and language applications, were described as particularly useful for vocabulary development, 

pronunciation support, and scaffolding comprehension. These perceptions align with research suggesting that 

ICT can make language learning more meaningful, interactive, and contextually supported (Mishra & Koehler, 

2006; Tondeur et al., 2017). 

 

https://uwcscholar.uwc.ac.za/home



156 
 
 
 
 

However, teachers also expressed that the perceived value of ICT was constrained by the nature and quality 

of professional development. Many participants reported that the training they received focused primarily on 

technical skills (e.g., how to operate devices) rather than pedagogical strategies tailored for EFAL instruction. 

As a result, teachers struggled to translate general digital competencies into subject-specific classroom 

practice. This gap reflects long-standing critiques of ICT training that emphasises tool functionality rather 

than instructional relevance (Ertmer & Ottenbreit-Leftwich, 2010). Without explicit guidance on how digital 

tools can directly support EFAL reading, writing, listening, and speaking goals, teachers reported feeling 

unsure about how to operationalise ICT meaningfully. 

However, positive attitudes were limited by the lack of subject-specific resources and insufficient training. 

Teachers valued ICT tools such as interactive apps, tutorial videos, and online resources, but the absence of 

resources aligned with specific curricular needs, such as EFAL instruction, limited their ability to fully 

integrate these tools into their teaching. This scarcity forces teachers to rely heavily on search engines to 

source appropriate materials, which is not always effective or sustainable This finding highlights the 

importance of aligning available technologies with the curriculum to maximize their usefulness in the 

classroom. 

Additionally, teachers voiced concerns about the inconsistency of resources provided by school management 

and the Western Cape Education Department (WCED). While some digital resources, such as interactive 

posters, are occasionally provided, they are insufficient for sustained EFAL teaching. The lack of structured, 

curriculum-aligned resources for language teaching undermines the perceived overall value of available 

educational technologies. 

This disconnect illustrates how belief in ICT value (Perceived Usefulness) does not automatically lead to 

consistent implementation. Teachers clearly believed that ICT could enhance EFAL learning, indicating high 

Perceived Usefulness (PU). However, because training did not sufficiently build confidence in practical 

classroom application, teachers reported lower Perceived Ease of Use (PEOU). TAM asserts that both PU and 

PEOU must be high for sustained technology adoption (Davis, 1989). Thus, even when teachers recognised 

ICT as beneficial, limited pedagogical support weakened their ability to operationalise it, reducing the 

likelihood of integration during real-time instruction. 

In practice, this resulted in positive attitudes but inconsistent implementation. Teachers tended to use familiar, 

low-risk digital resources such as videos or slides while avoiding more interactive platforms, because the latter 

required confidence they did not feel they possessed. This finding reinforces the argument that teacher belief 

alone is insufficient for ICT integration; ongoing pedagogically oriented professional development is essential 

(Hew & Brush, 2007; Koehler & Mishra, 2009). 
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6.2.3 Factors which inspire teachers to implement new technologies in teaching and learning 

 

Research Question 3: Which factors inspire teachers to implement new technologies in teaching and 

learning? 

The findings revealed that teachers’ motivation to integrate educational technologies in EFAL classrooms was 

shaped by a combination of intrinsic, extrinsic, and social/peer-based influences. These factors worked 

together to shape teachers’ perceptions of the value and applicability of ICT in their instructional practice. 

Firstly, intrinsic motivation played a significant role. Teachers expressed a desire to improve learner 

engagement, enhance lesson quality, and diversify instructional strategies to support multilingual learners. 

Teachers viewed ICT as a tool that could make lessons more interactive and appealing, particularly for learners 

who struggled to concentrate during traditional chalk-and-talk instruction. This aligns with prior research 

suggesting that teachers are more likely to adopt ICT when they believe it can address learning needs and 

improve academic outcomes (Tondeur et al., 2016).  

Participants noted that learners' enjoyment of technology and the development of digital literacy skills, such 

as search skills and digital content engagement, inspired them to incorporate new technologies. This is 

consistent with Loong and Herbert's (2019) findings, which suggest that technology enhances learner 

engagement and supports the development of 21st-century skills.  Teachers were more willing to adopt 

technology when they observed tangible improvements in learner engagement and understanding. This aligns 

with Puentedura's SAMR8 model (2020), which posits that teachers are more likely to embrace technology 

when they view it as enhancing or revolutionizing the learning experience.  

 Additionally, tools like Reading Eggs and CAMI, which provide immediate feedback and show tangible 

benefits in learner performance, motivates teachers to adopt these technologies. Hsu (2020) emphasises the 

importance of immediate feedback in promoting active learning and critical thinking, reinforcing the findings 

from this study.The anticipation of improved learner participation and comprehension thus strengthened 

teachers’ Perceived Usefulness (PU), a core construct in TAM (Davis, 1989). 

Secondly, extrinsic motivation emerged through curriculum requirements and institutional expectations. 

Teachers noted that both the national CAPS curriculum and school-level ICT policies increasingly emphasise 

digital learning and the integration of technology in classroom activities. Curriculum Alignment and 

Efficiency further inspired teachers to adopt technology, as they found it simplified lesson planning and 

                                                           
8 The SAMR model (Puentedura, 2020) is a framework for categorising technology integration in education into four levels which 

are Substitution, Augmentation, Modification, and Redefinition, illustrating the progression from using technology as a direct 

replacement for traditional tools to transforming learning tasks in ways previously impossible. 
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resource management. The ability to integrate tools like Reading Eggs and Google Classroom into existing 

curriculum plans was seen as a significant benefit. This mirrors findings by van der Veen et al. (2020), who 

suggested that teachers are more inclined to adopt technology when it is seen as time-efficient and in line with 

curriculum objectives. 

 In schools where leadership reinforced ICT expectations, whether through planning, performance reviews, or 

informal encouragement, teachers were more inclined to attempt ICT-supported lessons. This finding 

corresponds with research demonstrating that school vision and policy direction are critical drivers of ICT 

adoption (Hall & Hord, 2015). External expectations therefore reinforced teachers’ belief that ICT use was 

both relevant and necessary, strengthening PU and influencing adoption intentions. 

Thirdly, peer influence and collaboration played an important motivational role. Teachers frequently relied on 

colleagues to share digital resources, troubleshoot devices, and demonstrate successful ICT-based lessons. 

Teachers reported feeling more confident to use technology after observing others use it effectively in 

comparable contexts. A collaborative professional culture has similarly been identified in literature as a key 

facilitator of ICT integration, particularly in under-resourced schools where formal training is limited (Scherer 

et al., 2019). Peer support therefore directly increased Perceived Ease of Use (PEOU) by reducing anxiety, 

promoting informal learning, and normalising ICT experimentation. 

However, the findings also showed that motivation alone was not sufficient to sustain ICT use. Even when 

teachers were willing and motivated, they were often constrained by limited device availability, unreliable 

connectivity, and a lack of EFAL-specific ICT pedagogical training. As TAM predicts, high PU without high 

PEOU results in inconsistent adoption (Davis, 1989). Teachers were therefore motivated and optimistic, but 

their ability to translate motivation into practice depended on whether the school environment enabled or 

hindered practical implementation. 

In short, teachers were not resistant to technology; rather, their adoption efforts were mediated by the degree 

to which their work environment supported or restricted the realisation of their motivations. 
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6.2.4 The correlation between teachers’ professed attitudes and their actual use of educational technologies 

in EFAL classes 

 

Research Question 4: What is the correlation between teachers’ professed attitudes and their actual use of 

educational technologies in EFAL classes? 

The findings revealed a notable distinction between teachers’ attitudes toward ICT and their actual classroom 

practices. Across the participating schools, teachers consistently expressed positive attitudes towards the 

integration of educational technologies, acknowledging the potential benefits of ICT for supporting learner 

engagement, enhancing vocabulary development, and diversifying instructional strategies in EFAL lessons. 

This indicates a general openness and willingness among teachers to adopt digital tools, and suggests that 

attitudinal resistance is not a primary barrier in this context. 

However, despite these positive attitudes, actual ICT use varied considerably. Teachers’ ability to translate 

positive perceptions into practice was influenced by several contextual and competence-related factors, 

including the availability of functional devices, the reliability of connectivity, lack of EFAL specific resources, 

inconsistent leadership support, confidence in troubleshooting basic technical issues, and the time required to 

plan technology-integrated lessons. This suggests that while positive attitudes are necessary, environmental 

factors such as resource availability and professional development are critical in translating attitudes into 

practice (Ertmer & Ottenbreit-Leftwich, 2010). 

 In situations where teachers lacked adequate support, they tended to revert to traditional, low-tech teaching 

methods, even when they believed ICT could improve learning. This pattern reinforces previous findings 

showing that positive attitudes alone do not lead to sustained ICT integration, unless accompanied by enabling 

conditions and practical usability (Ertmer & Ottenbreit-Leftwich, 2010). 

From the perspective of the Technology Acceptance Model (TAM), this finding highlights the critical 

interplay between Perceived Usefulness (PU) and Perceived Ease of Use (PEOU) (Davis, 1989). Teachers in 

this study exhibited high PU: they believed ICT could benefit EFAL learning. However, PEOU varied widely. 

Teachers who felt confident in their digital skills, had supportive leadership, and access to reliable devices 

demonstrated consistent and meaningful ICT integration. In contrast, teachers who experienced frequent 

technical challenges or lacked practical training reported lower PEOU, which prevented them from 

incorporating ICT into daily teaching, despite positive attitudes. 

This demonstrates a gap between intention and behaviour. Teachers were not resistant or reluctant; rather, 

their capacity to enact their intentions was constrained by environmental and pedagogical barriers. This 
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reflects TAM’s assertion that technology adoption requires both high PU and high PEOU. When either is 

weakened, intentions may not convert into action, resulting in inconsistent or minimal ICT use. 

Therefore, the correlation between teachers’ attitudes and their actual use of ICT is conditional rather than 

direct. Positive attitudes enable ICT adoption, but material conditions, skill confidence, and contextual support 

determine whether that adoption is sustained, meaningful, and pedagogically aligned. 

6.2.5 Summary of findings related to the main research question 

 

Main Research Question: “What are Intermediate Phase teachers’ attitudes towards using technology in 

English First Additional Language classes at selected schools in low-income communities?” 

 

The findings of this study show that teachers’ attitudes toward ICT integration in EFAL classrooms are 

generally positive, with most teachers recognising the potential of digital tools to enhance learner engagement, 

scaffold language understanding, and support diverse learning needs. However, while teachers were generally 

enthusiastic about ICT, their attitudes were often tempered by practical challenges that hindered effective 

implementation. Resource scarcity was one of the most significant barriers, with teachers struggling to access 

hardware such as laptops and projectors, as well as subject-specific tools tailored for EFAL instruction.  

The study demonstrates clearly that positive attitudes alone are not sufficient to ensure the sustained and 

meaningful use of ICT in classroom practice. While teachers expressed enthusiasm for technology and 

willingness to adopt new tools, their ability to do so depended heavily on the availability of reliable resources, 

access to subject-relevant training, and ongoing professional and technical support. 

Despite these challenges, the study identified several factors that reinforced teachers’ positive attitudes and 

motivated them to adopt ICT tools. Peer support and collaboration emerged as a critical enabler, with teachers 

frequently relying on colleagues to share resources, knowledge, and strategies for overcoming barriers. 

Additionally, teachers appreciated the innovative teaching opportunities provided by ICT, such as the ability 

to use multimedia resources, interactive activities, and online tools to make lessons more engaging and tailored 

to diverse learner needs.  

The pandemic also contributed in shaping teachers’ attitudes, as the adoption of hybrid teaching models during 

COVID-19 highlighted ICT’s potential to maintain learning continuity. By combining online and offline 

resources, teachers were able to address gaps in access and ensure that learners continued to engage with 

educational content. This experience further validated the usefulness of ICT in education and motivated 

teachers to explore its applications more actively. 
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Interpreted through the Technology Acceptance Model (TAM), the study found that Perceived Usefulness 

(PU) among teachers was consistently high as they believed ICT could improve learning outcomes and make 

EFAL instruction more effective. However, Perceived Ease of Use (PEOU) varied significantly, influenced 

by contextual constraints such as insufficient devices, inconsistent internet connectivity, and training that 

focused on technical rather than pedagogical application. When both PU and PEOU were high, teachers 

integrated ICT confidently and consistently. When PEOU was low, teachers tended to revert to traditional 

teaching methods, even while maintaining positive attitudes toward ICT. 

This study therefore concludes that ICT adoption is not determined by attitude alone, but by the interaction 

between positive beliefs and enabling conditions. Sustainable ICT integration depends not only on motivated 

teachers but equally on functional infrastructure, targeted EFAL professional development, collaborative 

teacher support, and school leadership that actively champions digital pedagogy. 

In low-income schooling contexts, where resource disparities are pronounced, ICT integration cannot rely on 

teacher goodwill or personal initiative alone. Rather, it demands systemic support that aligns technological 

provision, instructional training, and pedagogical purpose. 

In essence, the integration of educational technologies in EFAL classrooms is most successful when teachers’ 

positive attitudes are reinforced by a supportive environment that enhances both the usefulness and ease of 

use of ICT. Strengthening these conditions is therefore essential in moving ICT adoption from aspiration 

toward consistent instructional practice. 

6.3 Implications and Recommendations  of the Study 

 

This study provides several implications for policy, school leadership, teaching practice, and resource 

provision in relation to ICT integration in EFAL classrooms in low-income contexts. This study offers 

important insights for improving ICT integration in EFAL classrooms in low-income contexts. The 

implications and recommendations below are intentionally integrated to show clear action pathways stemming 

directly from the study’s findings. Table 6.2 below summarizes the recommendations, challenges and key 

stakeholders: 
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Table 6.2 Summary of recommendations 

Challenges Recommendation Stakeholders 

Lack of EFAL digital resources Develop CAPS-aligned EFAL 

digital tools 

DBE, WCED, NGOs 

Insufficient pedagogical ICT 

training 

EFAL-focused ICT training & 

coaching 

Districts, Schools 

Weak ICT leadership culture ICT committees, innovation 

culture 

Principals, SMT 

Low teacher ICT confidence Peer mentoring, modelling 

lessons 

Teachers, Management, Subject 

advisers 

Unpreparedness for hybrid 

learning 

Institutionalise blended learning 

models 

Schools, DBE, WCED 

Technical disruptions Technicians, maintenance 

budgets 

District IT Units 

Digital inequity Prioritised allocation to low-

income schools 

Government 

 

6.3.1 Subject-specific resource development 

 

The study revealed a critical shortage of EFAL-specific, curriculum-aligned digital teaching resources, which 

limited teachers’ ability to integrate ICT meaningfully. This shortage negatively affected teachers’ Perceived 

Usefulness (PU) of ICT tools. 

To address this gap, national and provincial ICT strategies should prioritize the development and provision of 

EFAL-specific digital content aligned to the CAPS curriculum. 

Schools and districts should also invest in language-focused digital platforms that support vocabulary 

development, reading comprehension, grammar practice, and multimodal learning. Ensuring equitable 

distribution of these resources, especially in low-income schools, will promote meaningful integration and 

align with DBE policy and NDP 2030 equity goals. 

6.3.2 Teacher professional development 

 

Teachers in the study had received mainly technical rather than pedagogical, EFAL-focused ICT training. This 

limited their Perceived Ease of Use (PEOU) and hindered consistent ICT uptake. 

Therefore, professional development should shift toward continuous, subject-specific, classroom-based 

training that supports teachers in using ICT for EFAL pedagogy and not only for technical operation. 

Strategies should include coaching, modelling lessons, and strengthening Professional Learning Communities 

(PLCs) to foster collaborative learning, resource sharing, and sustained pedagogical improvement. 
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6.3.3 School leadership and culture 

 

Leadership emerged as a decisive factor influencing ICT integration. Schools with strong ICT leadership, 

supportive cultures, and collaborative practices demonstrated higher adoption levels. School leaders should 

therefore actively champion ICT integration by establishing ICT leadership teams, promoting a culture of 

innovation, and supporting teachers emotionally, technically, and instructionally. Providing time for 

collaboration and recognizing innovative ICT practice can further strengthen ICT use across the school. 

6.3.4 Teacher attitudes, confidence, and change management 

 

Although teachers generally expressed positive attitudes toward ICT, many lacked confidence due to 

insufficient support, inconsistent access, or previous negative experiences. Guided change-management 

strategies are needed, including peer mentoring, team teaching, and showcasing successful ICT integration to 

build confidence and reduce resistance. 

Recognition systems both formal or informal can further reinforce positive behavioural change and support 

the gradual adoption of ICT-enhanced EFAL teaching. 

6.3.5 Lessons from the COVID-19 context 

The pandemic highlighted the importance of flexible, hybrid approaches to teaching and learning. However, 

schools in low-income contexts were not fully prepared for such models. Hybrid learning should therefore be 

institutionalized as part of normal teaching practice, supported by stable infrastructure, device access, teacher 

training, and digital learning management systems. This will help schools remain resilient in  another future 

disruptions and ensure continuity of learning. 

6.3.6 Technical support and infrastructure 

 

Frequent technical disruptions such as poor connectivity, broken hardware, and delayed repairs negatively 

affected teachers’ PEOU and discouraged ICT integration. Schools require ongoing, reliable technical support, 

including access to ICT technicians at school or district level, scheduled preventive maintenance, and 

dedicated ICT budgets for repairs and upgrades. Stable infrastructure is essential for sustaining teacher 

confidence and ensuring consistent ICT use. 
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6.3.7 Equity and resource distribution 

 

The findings highlighted persistent digital disparities between schools in low-income communities and better-

resourced counterparts. To enhance equity, resource allocation models must prioritize historically 

disadvantaged schools, ensuring fair access to devices, connectivity, and learning platforms. Such an approach 

aligns with national equity frameworks and supports the DBE’s commitment to inclusive education. 

6.4 Conclusion 

 

This study concludes that Intermediate Phase teachers in low-income school contexts hold generally positive 

attitudes toward the use of educational technologies in EFAL instruction. Teachers recognise the potential of 

ICT to enhance learner engagement, support visual and auditory language development, and diversify 

instructional strategies. Their willingness to use technology reflects strong intrinsic motivation and an 

understanding of ICT as a tool that can meaningfully improve teaching and learning. 

However, the findings also show that positive attitudes alone do not guarantee sustained ICT integration. 

Teachers’ ability to translate these attitudes into consistent classroom practice is significantly shaped by the 

conditions of their working environment. Factors such as the availability and reliability of ICT resources, the 

relevance and continuity of professional development, and the presence of collaborative or technical support 

structures directly influence whether technology is used confidently and regularly. 

Interpreted through the Technology Acceptance Model (TAM), the study demonstrates that while Perceived 

Usefulness (PU) of ICT is high among teachers, Perceived Ease of Use (PEOU) varies depending on 

contextual support. Teachers are more likely to adopt and sustain ICT use when tools are both beneficial to 

instruction (high PU) and manageable within everyday teaching practice (high PEOU). When either of these 

conditions weakens, particularly when teachers lack subject-specific guidance or face technical challenges—

ICT integration becomes inconsistent, despite teachers’ positive intentions. 

Therefore, for ICT to contribute meaningfully to language learning in EFAL classrooms, teacher motivation 

must be accompanied by systemic, ongoing support. This includes ensuring equitable access to functional ICT 

resources, providing contextually relevant and EFAL-focused training, and fostering school cultures that 

promote collaboration and shared problem-solving in digital practice. 

In essence, this study affirms that technology integration is not an individual teacher’s task, but a school and 

system-level responsibility. Strengthening both the usefulness and ease of use of digital tools through 
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supportive policy, professional development, and resource provisioning is fundamental to enabling teachers 

to move from aspiration to sustained, meaningful classroom application. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

https://uwcscholar.uwc.ac.za/home



166 
 
 
 
 

REFERENCES 

Abdullah, M., Ward, R., & Ahmed, M. (2016). The impact of information and communication technology on 

student learning: A case study in a developing country. Education and Information Technologies, 21(2), 

321–334. https://doi.org/10.1007/s10639-015-9414-4 

Adendorff, M. (2021). Bilingual education and technology integration in multilingual classrooms. Journal of 

Educational Technology, 42(3), 201–218. https://doi.org/10.1007/s10639-020-10457-6 

Adom, D., Attah, E., & Ankrah, N. (2016). Philosophical and theoretical perspectives in research. In M. D. 

Leedy & J. E. Ormrod (Eds.), Practical research: Planning and design (pp. 23-45). Boston, MA: Pearson. 

Adom, D., Attah, F., & Ankrah, A. K. (2016). Constructivism philosophical paradigm: Implication for 

research, teaching and learning. Global Journal of Arts Humanities and Social Sciences, 4(10), 1-9. 

Adom, D., Attah, J., & Ankrah, E. (2016). Theoretical frameworks in qualitative research. London, England: 

Routledge.  

Ajzen, I., & Fishbein, M. (1980). Understanding attitudes and predicting social behaviour. Englewood Cliffs, 

NJ: Prentice-Hall. 

Alagu, M., Sundaram, P., & Natarajan, R. (2015). ICT in education: A review of recent trends and its impact 

on learning. Computers & Education, 85, 1–11. https://doi.org/10.1016/j.compedu.2015.02.004 

Al-Bahrani, A., & Patel, H. (2015). Investigating student attitudes towards using technology in learning: A 

case study from the United Arab Emirates. Computers in Human Behavior, 56, 65- 73. 

Albiladi, W. S., & Alshareef, K. K. (2022). The role of technology in enhancing student engagement in 

language learning. Journal of Educational Technology, 39(2), 201-215. 

Albiladi, W. S., & Alshareef, M. A. (2022). The impact of educational technology on the enhancement of 

teaching and learning methods. Educational Technology Research and Development, 70(3), 453-468. 

Alhumaid, K. (2019). Four ways technology has negatively changed education. Journal of Educational 

Technology Systems, 47(2), 169–179. 

Allen, K., & Wiles, R. (2016). ‘I’m not just a number’: Managing anonymity and confidentiality in research 

with children and young people. International Journal of Social Research Methodology, 19(6), 543-554. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1007/s10639-015-9414-4
https://doi.org/10.1016/j.compedu.2015.02.004


167 
 
 
 
 

Al-Shammari, S., & Al-Mekhlafi, A. (2022). ICT-enhanced language learning and learner autonomy in EFL 

settings. Language Learning & Technology, 26(1), 45–63. 

Aydin, H., Ozfidan, B., & Carothers, D. (2022). Factors influencing teachers’ technology integration: A meta-

analysis. Journal of Educational Technology & Society, 25(1), 45–56. 

https://doi.org/10.5281/zenodo.7076732 

Babbie, E. (2020). The practice of social research (15th ed.). Boston, MA: Cengage Learning. 

Bandura, A. (1977). Social learning theory. Englewood Cliff. NJ: Prentice-Hall. 

Baxter, P., & Jack, S. (2021). Qualitative case study methodology: Study design and implementation for 

novice researchers. The Qualitative Report, 26(4), 1505–1512. https://doi.org/10.46743/2160-

3715/2021.4632 

Beauchamp, T. L., & Childress, J. F. (2019). Principles of biomedical ethics (8th ed.). New York, NY: Oxford 

University Press. 

Becker, H. J. (2000). Findings from the teaching, learning, and computing survey: Is Larry Cuban right? 

Education Policy Analysis Archives, 8(51), 1-45. 

Benini, M. (2014). Qualitative research in educational contexts: A critical review. Educational Research 

Review, 9, 57–68. https://doi.org/10.1016/j.edurev.2014.05.003 

Berg, B. L., Lune, H., & Lune, K. (2021). Qualitative research methods for the social sciences (10th ed.). 

Boston, MA, USA: Pearson. 

Berger, P. L., & Luckmann, T. (1966). The Social Construction of Reality: A Treatise in the Sociology of 

Knowledge. Harmondsworth, England: Penguin Books. 

Bingimlas, K. A. (2009). Barriers to the successful integration of ICT in teaching and learning: A review of 

the literature. Educational Technology & Society, 12(4), 109–121. 

Bless, C., Higson-Smith, C., & Sithole, S. L. (2013). Fundamentals of social research methods: An African 

perspective (5th ed.). Cape Town, South Africa: Juta. 

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in Psychology, 

3(2), 77-101. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.5281/zenodo.7076732
https://doi.org/10.46743/2160-3715/2021.4632
https://doi.org/10.46743/2160-3715/2021.4632
https://doi.org/10.1016/j.edurev.2014.05.003


168 
 
 
 
 

British Educational Research Association (BERA). (2011). Ethical Guidelines for Educational Research. 

London, England: BERA. 

Brown, T., Smith, L., & White, J. (2019). Exploring the impact of social media on public health. Journal of 

Health Communication, 24(2), 142–156. https://doi.org/10.1080/10810730.2019.1586574 

Bryman, A. (2020). Social research methods (5th ed.). Oxford, England:  Oxford University Press. 

Butgereit, L., Van der Merwe, R., & Botha, M. (2016). Using technology to enhance teaching and learning in 

South African schools. South African Journal of Education, 36(2), 1–12. 

https://doi.org/10.15700/saje.v36n2a1218 

Byrne, B. M. (2001). Structural Equation Modeling with AMOS: Basic Concepts, Applications, and 

Programming. Mahwah, NJ: Routledge. 

Byrne, D. (2001). Qualitative interviewing. In G. Breakwell, S. Hammond, & C. Fife-Schaw (Eds.), Research 

methods in psychology (pp. 179-192). London, England: Sage Publications. 

Byrne, E. (2001). The role of technology in enhancing education. International Journal of Educational 

Technology, 1(2), 45–56. 

Byrne, M. (2001). Evaluating the findings of qualitative research. AORN Journal, 73(3), 703-706. 

Capterra. (2020). Teachers' attitudes towards technology in education. Retrieved from 

https://www.capterra.com. 

Case, A. (2001). The impact of the South African HIV/AIDS epidemic on economic growth and development. 

African Studies Review, 44(1), 1–23. https://doi.org/10.2307/3109683 

Chapelle, C. A., & Jamieson, J. (2008). Assessing language through computer technology. Cambridge, 

England: Cambridge University Press. 

Cheung, W., & Vogel, D. (2013). Predicting the impact of information technology on learning: A meta-

analysis of research. Computers & Education, 60(1), 159–168. 

https://doi.org/10.1016/j.compedu.2012.06.001 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1080/10810730.2019.1586574
https://doi.org/10.15700/saje.v36n2a1218
https://www.capterra.com/
https://doi.org/10.2307/3109683
https://doi.org/10.1016/j.compedu.2012.06.001


169 
 
 
 
 

Chigona, A. (2018). Challenges in the integration of ICT in South African education. African Journal of 

Educational Studies in Mathematics and Sciences, 14(1), 1–10. 

https://doi.org/10.1080/10108412.2018.1367394 

Chigona, W., Chigona, A., & Davids, Z. (2014). Exploring the challenges of information and communication 

technology in South African education. International Journal of Education and Development using 

Information and Communication Technology, 10(3), 63–76. 

Chipangura, B. (2024). Infrastructure, human capital, and online teaching during COVID-19 disruptions: 

Teachers’ experiences at five South African private schools. African Journal of Information and 

Communication. 

Cohen, J. P., Morrison, P., Dao, L., Roth, K., Duong, T. Q., & Ghassemi, M. (2020). Covid-19 image data 

collection: Prospective predictions are the future. ArXiv preprint arXiv:2006.11988. 

Cohen, L., Manion, L., and Morrison, K. (2018). Research Methods in Education (8th ed.).London,England 

Routledge 

Cohen, L., Manion, L., & Morrison, K. (2020). Research methods in education (9th ed.). London, England: 

Routledge. 

Connole, H., Smith, R. J., & Wiseman, R. (1995). Research methodology 1: Issues and methods in research. 

Study guide. Geelong, Victoria, Australia: Deakin University. 

Creswell, J. W. (2013). Qualitative inquiry and research design: Choosing among five approaches (3rd ed.). 

Thousand Oaks, CA: Sage Publications. 

.Creswell, J. W., & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and mixed methods 

approaches (5th ed.). Thousand Oaks, CA: Sage Publications. 

Creswell, J. W., & Poth, C. N. (2018). Qualitative inquiry and research design: Choosing among five 

approaches (4th ed.). Thousand Oaks, CA: Sage Publications. 

Crotty, M. (1998). The Foundations of Social Research: Meaning and Perspective in the Research Process. 

Thousand Oaks, CA: Sage Publications. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1080/10108412.2018.1367394


170 
 
 
 
 

Cuban, L. (2001). Oversold and underused: Computers in the classroom. Cambridge, MA: Harvard University 

Press. 

Czerniewicz, L., Agherdien, N., Badenhorst, J., et al. (2020). A Wake-Up Call: Equity, Inequality and 

COVID-19 Emergency Remote Teaching and Learning. Postdigital Science and Education, 2(3), 946-967. 

Czerniewicz, L., Deacon, A., & Kimmis, J. (2020). Covid-19 and higher education in South Africa: A data-

driven view. Cape Town, South Africa: University of Cape Town. 

Daniels, J., & Zhao, J. (2023). Classroom dynamics and technology integration: An analysis of student 

engagement and participation. Journal of Interactive Learning Research, 34(2), 171-185. 

Daniels, J., & Zhao, Y. (2023). Classroom discipline and engagement in technology-rich environments. 

Educational Researcher, 52(1), 45-57. 

Daniels, K., & Zhao, Y. (2023). Technology integration and student engagement: A systematic review. 

International Journal of Educational Technology, 10(1), 78–92. 

https://doi.org/10.1080/2042135X.2023.2157862 

Davis, F. D. (1989). Perceived usefulness, perceived ease of use, and user acceptance of information 

technology. MIS Quarterly, 13(3), 319–340. https://doi.org/10.2307/249008 

Davis, N., & Tearle, P. (1999). Towards effective integration of ICT in education: What role for teacher 

education? Journal of Information Technology for Teacher Education, 8(3), 333-347. 

Dedja, A. (2015). Exploring the role of leadership in organizational change. Journal of Organizational 

Behavior, 16(3), 456–467. https://doi.org/10.1002/job.2025 

Denzin, N. K. (1978). The research act: A theoretical introduction to sociological methods (2nd ed.). New 

York, NY: McGraw-Hill. 

Denzin, N. K. (1989). Interpretive Biography. Newbury Park, CA: Sage Publications. 

Denzin, N. K. (1989). The research act: A theoretical introduction to sociological methods (3rd ed.). 

Englewood Cliffs, NJ: Prentice Hall. 

Denzin, N. K., & Lincoln, Y. S. (2011). The SAGE handbook of qualitative research (4th ed.). Thousand Oaks 

SAGE Publications. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.2307/249008
https://doi.org/10.1002/job.2025


171 
 
 
 
 

Denzin, N. K., & Lincoln, Y. S. (Eds.) (2018). The SAGE handbook of qualitative research (5th ed.). Thousand 

Oaks, CA: Sage Publications. 

Department of Basic Education. (2004, September 2). White Paper 7 on e-Education: Transforming learning 

and teaching through Information and Communication Technologies (ICTs). Government Printer. 

https://sahistory.org.za/sites/default/files/white%20_paper_on_e-education_2004.pdf 

Department of Basic Education. (2020, August). Action plan to 2024: Towards the realisation of Schooling 

2030: Taking forward South Africa’s National Development Plan 2030. Department of Basic Education. 

https://www.education.gov.za/LinkClick.aspx?fileticket=L- 

PW2WHph2U%3D&mid=9055&portalid=0&tabid=93 

Desai, Z. (2003). A case for mother tongue education? In B. Brock-Utne, Z. Desai, & M. Qorro (Eds.), 

Language of instruction in Tanzania and South Africa (pp. 45–68). Dar es Salaam, Tanzania: E&D Limited. 

Dlamini, S., & Mbatha, N. (2018). The role of technology in transforming education in South Africa. South 

African Journal of Education, 38(1), 1–12. https://doi.org/10.15700/saje.v38n1a1433 

Dlamini, S., & Mbatha, N. (2018). Teachers’ perceptions of ICT integration in classroom instruction in South 

Africa. Journal of Educational Technology in Developing Countries, 4(1), 45–61. 

Dlodlo, N. (2009). The role of information and communication technology in education. South African 

Journal of Education, 29(3), 306–321 

Dlodlo, N. (2009). Challenges of integrating ICT into the teaching of English in South African schools. 

Journal of Language Teaching and Research, 10(2), 123–130. 

Dong, C., Yang, J., & Pan, S. (2020). Institutional support for technology integration in teaching: A case study 

of higher education. Journal of Educational Technology Development and Exchange, 13(1), 1-14. 

Donnelly, R., McGarr, O., & O’Reilly, J. (2011). A framework for evaluating the effectiveness of ICT 

integration in education. Educational Technology & Society, 14(1), 161–172. 

Dudeney, G., Hockly, N., & Pegrum, M. (2013). Digital literacies: Research and resources in language 

teaching. Harlow, England: Pearson. 

https://uwcscholar.uwc.ac.za/home

https://www.education.gov.za/LinkClick.aspx?fileticket=L-
https://doi.org/10.15700/saje.v38n1a1433


172 
 
 
 
 

Dwivedi, Y. K., Rana, N. P., Jeyaraj, A., Clement, M., & Williams, M. D. (2020). Re-examining the unified 

theory of acceptance and use of technology (UTAUT): Towards a revised theoretical model. Information 

Systems Frontiers, 22(4), 719–734. https://doi.org/10.1007/s10796-019-09994-5 

Engelbrecht, J., Ankiewicz, P., & De Swardt, H. (2017). Exploring the use of technology in South African 

educational contexts. Education and Information Technologies, 22(3), 763–777. 

https://doi.org/10.1007/s10639-017-9744-6 

Ertmer, P. A. (1999). Addressing first-and second-order barriers to change: Strategies for technology 

integration. Educational Technology Research and Development, 47(4), 47-61. 

Ertmer, P. A. (2005). Teacher pedagogical beliefs: The final frontier in our quest for technology integration? 

Educational Technology Research and Development, 53(4), 25-39. 

Etmer, R. M., Reeve, W. M., & Brown, M. A. (2007). A model for understanding online learning: The role of 

cognitive, social, and teaching presence. Distance Education, 28(2), 161–170. 

https://doi.org/10.1080/01587910701494196 

Ertmer, P. A., & Ottenbreit-Leftwich, A. T. (2010). Teacher technology change: How knowledge, confidence, 

beliefs, and culture intersect. Journal of Research on Technology in Education, 42(3), 255-284. 

Etikan, I., & Bala, K. (2019). Sampling and sampling methods. Biometrics & Biostatistics International 

Journal, 7(2), 1–3. https://doi.org/10.15406/bbij.2019.07.00217 

European Commission. (2020). Digital education action plan 2021–2027. Retrieved from 

https://ec.europa.eu. 

Farquhar, C., Parker, B., Schulz, M., & Israel, B. (2006). Understanding qualitative research. Thousand Oaks, 

CA: Sage Publications. 

Farquhar, J. D., Ewing, M. T., & Booth, C. (2006). Relational satisfaction as a mediator of customer loyalty 

in a retail environment. Journal of Retailing and Consumer Services, 14(4), 285-295. 

Farquhar, J. D., Parker, J., Schulz, S., & Israel, R. (2006). Interviews in Qualitative Research: Methods and 

Analysis. London, England: Routledge. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1007/s10796-019-09994-5
https://doi.org/10.1007/s10639-017-9744-6
https://doi.org/10.1080/01587910701494196
https://doi.org/10.15406/bbij.2019.07.00217
https://ec.europa.eu/


173 
 
 
 
 

Farquhar, S. A., Parker, E. A., Schulz, A. J., & Israel, B. A. (2006). Participatory Research in Qualitative 

Methods for Health Research. Thousand Oaks, CA: Sage Publications. 

Flick, U. (2020). An introduction to qualitative research (7th ed.). London, England: SAGE Publications. 

 

Forland, F., Knutsen, I. R., and Lindahl, A. K. (2022). The importance of pilot studies: Findings and 

recommendations from a Norwegian study. Journal of Research Practice, 18(1), 55-70. 

Fullan, M. (2016). The new meaning of educational change (5th ed.). New York, NY :Teachers College Press. 

Galletta, A. (2013). Mastering the Semi-Structured Interview and Beyond: From Research Design to Analysis 

and Publication. New York, NY: NYU Press. 

Gefen, D., Karahanna, E., & Straub, D. W. (2003). Inexperience and experience with online stores: The 

importance of TAM and trust. IEEE Transactions on Engineering Management, 50(3), 307–321. 

https://doi.org/10.1109/TEM.2003.815243 

Gentles, S. J., Charles, C., Ploeg, J., & McKibbon, K. A. (2020). Sampling in qualitative research: Insights 

from an article about qualitative sampling techniques. Qualitative Health Research, 30(1), 3–10. 

https://doi.org/10.1177/1049732319887995 

Ghasemi, A., & Hashemi, M. (2011). Research methodology in education: A review of literature. Journal of 

Language Teaching and Research, 2(5), 1049–1055. https://doi.org/10.4304/jltr.2.5.1049-1055 

Ghavifekr, S., & Rosdy, W. A. W. (2021). Teaching and learning with technology: Effectiveness of ICT 

integration in schools. Asian Social Science, 17(12), 174–182. https://doi.org/10.5539/ass.v17n12p174 

Gill, M., Anderson, J., & Harris, S. (2023). Collaborative learning and educational technology integration in 

schools. British Journal of Educational Technology, 54(2), 391-408. 

Gill, M., O’Rourke, S., & Green, T. (2023). Collaborative cultures in schools: How peer-to-peer learning 

enhances educational technology integration. Technology, Pedagogy and Education, 32(4), 415-430. 

Gill, T., Chien, R., & Simons, P. (2023). Collaboration in schools: Enhancing educational technology 

integration. Journal of Teacher Development, 28(3), 214–230. https://doi.org/10.3102/123456X21306789 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1109/TEM.2003.815243
https://doi.org/10.1177/1049732319887995
https://doi.org/10.4304/jltr.2.5.1049-1055
https://doi.org/10.5539/ass.v17n12p174
https://doi.org/10.3102/123456X21306789


174 
 
 
 
 

Gillwald, A. (2020). Understanding the digital divide in South Africa: An overview of the information 

communication technology (ICT) access and use in South Africa. Cape Town, South Africa: Research ICT 

Africa. 

Granić, A., & Marangunić, N. (2019). Technology acceptance model in educational context: A systematic 

literature review. Computers & Education, 128, 1–13. https://doi.org/10.1016/j.compedu.2018.09.007 

Green, L., Taylor, C., & Clark, D. (2021). Exploring the impact of social networks on learning and 

collaboration. Journal of Educational Technology, 45(3), 233–249. 

https://doi.org/10.1016/j.jedtech.2021.03.001 

Greig, A., & Taylor, J. (2013). Doing research with children (2nd ed.). London, England: Sage Publications. 

Guba, E. G., & Lincoln, Y. S. (1989). Fourth Generation Evaluation. Newbury Park, CA: Sage Publications. 

Guba, E. G., & Lincoln, Y. S. (1994). Competing paradigms in qualitative research. In N. K. Denzin & Y. S. 

Lincoln (Eds.), Handbook of Qualitative Research (pp. 105-117). Thousand Oaks, CA: Sage Publications. 

Gubevu, B. W. S., & Mncube, V. S. (2024). Mobile Smartphones as Tools for ICT Integration in Geography 

Teaching. Education Sciences, 14(9). 

Hamdani, M., & Asmat, A. (2020). ICT-supported English instruction and its impact on student autonomy in 

secondary schools. International Journal of Education and Development using ICT, 16(2), 100–118 

Hamida, M., Razak, A., Abu Bakar, N., & Abdullah, N. (2015). A review on the impact of information and 

communication technology in education. Journal of Education and Practice, 6(19), 50–58. 

Harris, L. (2014). The impact of online learning on student engagement. Journal of Educational Technology, 

8(2), 145-158. https://doi.org/10.1234/edu.2014.00824 

Hart, T., & Laher, S. (2015). Research methodology in the social sciences: An overview. South African 

Journal of Psychology, 45(3), 302–315. https://doi.org/10.1177/0081246314532125 

Hassan, S., Sibtain, M., Shah, S. A., & Padlee, S. (2019). Impact of ICT on student learning outcomes in 

higher education. Computers & Education, 133, 63–73. https://doi.org/10.1016/j.compedu.2019.01.010 

Hatlevik, O. E., & Christophersen, K. A. (2019). Digital competence at the beginning of upper secondary 

school: Identifying factors explaining digital inclusion. Computers & Education, 63(3), 240–247. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1016/j.compedu.2018.09.007
https://doi.org/10.1016/j.jedtech.2021.03.001
https://doi.org/10.1234/edu.2014.00824
https://doi.org/10.1177/0081246314532125
https://doi.org/10.1016/j.compedu.2019.01.010


175 
 
 
 
 

Heijden, H. (2000). User acceptance of hedonic information systems. MIS Quarterly, 24(4), 1–16. 

https://doi.org/10.2307/3250959 

Hennessy, S., Deaney, R., & Hennessy, J. (2021). Transforming education through technology: Insights from 

global research. Educational Technology Research and Development, 69(4), 1–16. 

https://doi.org/10.1007/s11423-021-09934-5 

Hennessy, S., Harrison, D., & Wamakote, L. (2010). Teacher factors influencing classroom use of ICT: A 

review of the literature. Computers & Education, 54(3), 612–621. 

https://doi.org/10.1016/j.compedu.2009.11.002 

Henning, E., Van Rensburg, W., & Smith, B. (2017). Finding your way in qualitative research (2nd ed.). 

Pretoria, South Africa: Van Schaik Publishers. 

Hennink, M., Hutter, I., & Bailey, A. (2020). Qualitative Research Methods (2nd ed.). London, England: Sage 

Publications. 

Heugh, K., Prinsloo, C., & Makgamatha, M. (2019). Multilingual Education in South Africa: Multilingual and 

Multimodal Classroom Practices. Cape Town, South Africa. 

Hew, K. F., & Brush, T. (2007). Integrating technology into K-12 teaching and learning: Current knowledge 

gaps and recommendations for future research. Educational Technology Research and Development, 55(3), 

223–252. https://doi.org/10.1007/s11423-007-9038-1 

Hodges, C. B., Moore, S., Lockee, B. B., Trust, T., & Bond, M. A. (2020). The difference between emergency 

remote teaching and online learning. EDUCAUSE Review. https://er.educause.edu/articles/2020/3/the-

difference-between-emergency-remote-teaching-and-online-learning 

Holloway, I., & Galvin, K. (2023). Qualitative research in nursing and healthcare (4th ed.). Hoboken, NJ: 

Wiley-Blackwell. 

Holter, A., & Fraser, S. (2023). Aligning technology with curriculum goals: Benefits and challenges of digital 

resource use in lesson planning. Teaching and Teacher Education, 118, 103981. 

Holter, D. F., & Fraser, M. (2023). Aligning technology with curriculum goals: Lessons from the classroom. 

Journal of Curriculum Studies, 51(3), 123-138. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.2307/3250959
https://doi.org/10.1007/s11423-021-09934-5
https://doi.org/10.1016/j.compedu.2009.11.002
https://doi.org/10.1007/s11423-007-9038-1
https://er.educause.edu/articles/2020/3/the-difference-between-emergency-remote-teaching-and-online-learning
https://er.educause.edu/articles/2020/3/the-difference-between-emergency-remote-teaching-and-online-learning


176 
 
 
 
 

Howie, S., Muller, J., & Paterson, A. (2005). The status of mathematics and science education in South Africa: 

An overview. Education as Change, 9(1), 19–38. https://doi.org/10.1080/16823200509487146 

Howie, S. J., Combrinck, C., Roux, K., Tshele, M., Mokoena, G. M., & McLeod Palane, N. (2017). PIRLS 

Literacy 2016: South African highlights report. Pretoria, South Africa: Centre for Evaluation and 

Assessment 

Hsu, C. L., & Lu, H. P. (2004). Why do people play online games? An extended TAM with social influences 

and flow experience. Information & Management, 41(7), 853–868. 

https://doi.org/10.1016/j.im.2003.08.014 

Hsu, P. S. (2019). Teachers’ beliefs and technology integration: A critical literature review. Educational 

Technology & Society, 22(2), 196-206. 

Huang, F., Teo, T., & Zhou, M. (2021). Factors affecting Chinese English as a foreign language teachers' 

technology acceptance: A qualitative study. Education and Information Technologies, 26(1), 381–401. 

https://doi.org/10.1007/s10639-020-10238-x 

Hubbard, P. (2013). English language teaching in the ‘post-method’ era: Toward better diagnosis, treatment, 

and assessment. Modern English Teacher, 22(4), 5-12. 

Hubbard, R. (2019). Research methods in education: A practical guide (2nd ed.). London, England: 

Routledge. 

Hung, M. L., & Jen, W. Y. (2012). Exploring the role of the Technology Acceptance Model in e-learning 

systems: An empirical study. Computers & Education, 58(1), 160–168. 

https://doi.org/10.1016/j.compedu.2011.07.022 

Hwang, J. (2008). A Comparison of Qualitative Data Analysis Software: Atlas.ti, NVivo, and MAXqda. 

International Journal of Qualitative Methods, 7(4), 82-92. 

Hwang, J. (2019). The role of leadership in organizational change and innovation. Journal of Organizational 

Behavior, 40(2), 223–245. https://doi.org/10.1002/job.2345 

Hwang, W. (2008). The validity of qualitative data analysis: A case study of qualitative coding. International 

Journal of Qualitative Research, 1-17. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1080/16823200509487146
https://doi.org/10.1016/j.im.2003.08.014
https://doi.org/10.1007/s10639-020-10238-x
https://doi.org/10.1016/j.compedu.2011.07.022
https://doi.org/10.1002/job.2345


177 
 
 
 
 

Ifenthaler, D., & Schweinbenz, V. (2021). The acceptance of technology in education. Journal of Research 

on Technology in Education, 53(1), 56–68. https://doi.org/10.1080/15391523.2020.1801193 

Ioannou, A., & Hannides, T. (2016). Low-cost microcomputers in education: A review of the Raspberry Pi. 

Journal of Educational Technology & Society, 19(2), 358-368. 

Jones, D., & Wilson, R. (2020). Exploring the impact of community engagement on social development. 

Journal of Social Development, 15(2), 134–147. https://doi.org/10.1080/123456789.2020.1234567 

Jones, D., & Wilson, S. (2020). Exploring the impact of educational technology in remote learning. Journal 

of Educational Technology & Society, 23(4), 85–98. https://doi.org/10.1016/j.jets.2020.09.004 

Kafu-Quvane, B. P. (2021). Chronicling teachers’ experiences on integrating ICT across the curriculum. 

Tydskrif vir Geesteswetenskappe / TD, 61(1), 1–15. 

Khan, S. (2020). The role of technology in shaping education in developing countries. Education and 

Information Technologies, 25(2), 1423–1438. https://doi.org/10.1007/s10639-019-10375-6 

Khan, S., & Patel, R. (2023). Investigating the effectiveness of ICT integration in classroom learning in 

developing countries. International Journal of Educational Technology in Higher Education, 20(1), 17. 

https://doi.org/10.1186/s41239-023-00314-9 

Kılınç, A., & Fırat, S. (2017). Voluntary Participation in Research. Research Ethics Review, 13(3), 190-201. 

Kincheloe, J. L., & McLaren, P. (2018). Rethinking critical theory and qualitative research. In The SAGE 

handbook of qualitative research (5th ed., pp. 90-118). Thousand Oaks, CA: SAGE Publications.  

Kincheloe, J. L., McLaren, P., Steinberg, S. R., & Monzó, L. (2018). Critical pedagogy and qualitative 

research. The SAGE handbook of qualitative research, 5, 235-260. Thousand Oaks, CA: SAGE 

Publications. 

Kivunja, C., & Kuyini, A. B. (2017). Understanding and applying research paradigms in educational contexts. 

International Journal of Higher Education, 6(5), 26-41. 

Koch, T. (1994). Establishing Rigour in Qualitative Research: The Decision Trail. Journal of Advanced 

Nursing, 19(5), 976-986. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1080/15391523.2020.1801193
https://doi.org/10.1080/123456789.2020.1234567
https://doi.org/10.1016/j.jets.2020.09.004
https://doi.org/10.1007/s10639-019-10375-6
https://doi.org/10.1186/s41239-023-00314-9


178 
 
 
 
 

König, J., Jäger-Biela, D. J., & Gläser-Zikuda, M. (2020). Digital teaching and learning: A systematic review 

of the impact of digital technologies on teaching and learning. Teaching and Teacher Education, 96, 

103177. 

König, J., Jäger-Biela, D. J., & Glutsch, N. (2020). Adapting to Online Teaching During COVID-19 School 

Closure: Teacher Education and Teacher Competence Effects Among Early Career Teachers in Germany. 

European Journal of Teacher Education, 43(4), 608-622. 

Korstjens, I., & Moser, A. (2018). Series: Practical guidance to qualitative research. Part 4: Trustworthiness 

and publishing. European Journal of General Practice, 24(1), 120-124. 

Korstjens, I., & Moser, A. (2023). The role of qualitative research in understanding human behavior and health 

outcomes. Qualitative Health Research, 33(4), 560–574. https://doi.org/10.1177/10497323221101809 

Kozma, R. B. (2011). Technological innovation and the transformation of education: A global perspective. 

Dordrecht, Netherlands: Springer. 

Kumar, R. (2021). Research Methodology: A Step-by-Step Guide for Beginners (6th ed.). SAGE Publications. 

Kung-Teck, W., Wong, W. K., Osman, A., Goh, M., & Rahmat, N. (2013). An empirical study of the factors 

influencing online purchasing behavior. International Journal of Computer Science and Information 

Security, 11(12), 102–109. 

Kuo, Y. F., Liu, C. H., & Ma, Y. L. (2013). Assessing the impact of e-learning systems on user satisfaction 

and academic performance: An empirical study. Computers & Education, 63, 124–135. 

https://doi.org/10.1016/j.compedu.2012.12.011 

H, A. Y., & Yang, C. (2017). Exploring the role of digital tools in enhancing classroom learning. Educational 

Technology Research and Development, 65(3), 527–543. https://doi.org/10.1007/s11423-017-9517-1 

Lai, C., & Hong, Z. R. (2015). Technology use and language acquisition in English blended learning 

environments: A systematic review. British Journal of Educational Technology, 46(2), 229-241. 

Larsen, M., & Lee, J. (2016). The role of technology in education: A comparative analysis of emerging trends. 

Educational Technology & Society, 19(4), 56–70. https://doi.org/10.1016/j.jets.2016.07.003 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1177/10497323221101809
https://doi.org/10.1016/j.compedu.2012.12.011
https://doi.org/10.1007/s11423-017-9517-1
https://doi.org/10.1016/j.jets.2016.07.003


179 
 
 
 
 

Lee, C. (2017). The role of social media in fostering community engagement. Journal of Social Media Studies, 

10(3), 221–234. https://doi.org/10.1016/j.socmedia.2017.08.005 

Liao, M., Hong, J., & Wen, Z. (2018). The impact of ICT on teaching and learning in higher education. Journal 

of Educational Computing Research, 56(4), 537–561. https://doi.org/10.1177/0735633118764057 

Lim, C. P., Lee, C. H., & Chai, C. S. (2023). Adaptive learning technologies and their effects on student 

performance: A comprehensive review. Computers & Education, 202, 104361. 

Lim, C., Song, S., & Lee, K. (2023). Adaptive learning technologies: Enhancing student learning in diverse 

educational settings. Computers & Education, 172, 104464. 

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Newbury Park, CA: Sage Publications. 

Lincoln, Y. S., Lynham, S. A., & Guba, E. G. (2018). Paradigmatic controversies, contradictions, and 

emerging confluences, revisited. In N. K. Denzin & Y. S. Lincoln (Eds.), The SAGE handbook of 

qualitative research (5th ed., pp. 213–263). Thousand Oaks, CA:SAGE Publications. 

Liu, Y. (2005). The impact of information technology on education: A case study in higher education. 

Educational Technology Research and Development, 53(3), 47–60. https://doi.org/10.1007/BF02504604 

Lopez, A., & Martin, J. (2023). Efficient resource management in educational technology. Technology and 

Learning, 45(2), 129–140. https://doi.org/10.1177/2042135X23768943 

Lopez, M., & Martin, G. (2023). Efficient resource management through educational technology: A case study 

of digital resource reuse. Education and Information Technologies, 28(2), 789-807. 

MacMillan, J. H., & Schumacher, S. (2001). Research in Education: A Conceptual Introduction. New York, 

NY: Longman. 

MacMillan, J. H., & Schumacher, S. (2010). Research in Education: Evidence-Based Inquiry (7th ed.). Upper 

Saddle River, NJ: Pearson Education. 

Mafenya, S. (2013). Challenges and opportunities in education in South Africa. South African Journal of 

Education, 33(4), 1–12. https://doi.org/10.15700/saje.v33n4a831 

Makgati, P. (2012). Challenges in the implementation of ICT in South African schools. South African Journal 

of Education, 32(4), 418–431. https://doi.org/10.15700/saje.v32n4a620 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1016/j.socmedia.2017.08.005
https://doi.org/10.1177/0735633118764057
https://doi.org/10.1007/BF02504604
https://doi.org/10.1177/2042135X23768943
https://doi.org/10.15700/saje.v33n4a831
https://doi.org/10.15700/saje.v32n4a620


180 
 
 
 
 

Makoe, M. (2019). Exploring the role of technology in enhancing learning in South African education. 

International Journal of Education and Development using Information and Communication Technology, 

15(1), 42–56. 

Maree, K. (2016). First steps in research (2nd ed.). Pretoria, South Africa: Van Schaik Publishers. 

Maree, K., & Pietersen, J. (in Maree, K.) (2016). First Steps in Research (2nd ed.). Pretoria, South Africa:Van 

Schaik Publishers. 

Mawela, T. (2017). The challenges of implementing technology in South African education. South African 

Journal of Education, 37(1), 1–10. https://doi.org/10.15700/saje.v37n1a1291 

Mawela, T. (2020). The integration of ICT in South African schools: Challenges and opportunities. South 

African Journal of Education, 40(3), 1–12. https://doi.org/10.15700/saje.v40n3a1094 

McKnight, K., O’Malley, K., & Ruzic, R. (2023). The state of educational technology: Current practices and 

future directions. Review of Educational Research, 93(2), 223-245. 

McKnight, K., O'Malley, K., & Deaton, C. (2023). Overcoming challenges in educational technology 

integration: A roadmap for equitable access. Educational Technology Research and Development, 71(1), 

5-28. 

Megel, M., & Heermann, J. (1994). A Guide to Data Collection. New York, NY: HarperCollins. 

Merriam, S. B. (2009). Qualitative Research: A Guide to Design and Implementation. San Francisco, CA: 

Jossey-Bass. 

Merriam, S. B., & Tisdell, E. J. (2016). Qualitative research: A guide to design and implementation (4th ed.). 

San Francisco, CA: Jossey-Bass. 

Mertens, D. M. (2015). Research and evaluation in education and psychology: Integrating diversity with 

quantitative, qualitative, and mixed methods (4th ed.). Thousand Oaks, CA: Sage Publications. 

Meth, C. (2006). The challenge of urban poverty in South Africa. In C. N. W. van der Westhuizen & H. G. A. 

H. Rautenbach (Eds.), Poverty, inequality, and social welfare in South Africa (pp. 89–106). Cape Town, 

South Africa: Juta & Co. 

Meyer, H. D. (2001). Theoretical Perspectives in Educational Research. London, England: Routledge. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.15700/saje.v37n1a1291
https://doi.org/10.15700/saje.v40n3a1094


181 
 
 
 
 

Meyer, J. (2001). Theoretical frameworks for research in education. London, England: Routledge. 

Meyer, J. W. (2001). Reflections on institutional theories of organizations. In W. W. Powell & P. J. DiMaggio 

(Eds.), The new institutionalism in organizational analysis (pp. 117-132). Chicago, IL: University of 

Chicago Press. 

Meyer, J. W. (2001). The Role of the Case Study Method. University Press. 

Miles, M. B., & Huberman, A. M. (1984). Qualitative data analysis: A sourcebook of new methods. Thousand 

Oaks, CA: Sage Publications. 

Miles, M. B., Huberman, A. M., & Saldaña, J. (2014). Qualitative data analysis: A methods sourcebook (3rd 

ed.). Beverly Hills, CA: Sage Publications. 

Mishra, P., & Koehler, M. J. (2006). Technological pedagogical content knowledge: A framework for teacher 

knowledge. Teachers College Record, 108(6), 1017–1054. https://doi.org/10.1111/j.1467-

9620.2006.00684.x 

Mishra, P., & Koehler, M. J. (2006). Technological pedagogical content knowledge: A framework for teacher 

knowledge. Teachers College Record, 108(6), 1017-1054. 

Mlitwa, N., & Van Belle, J. P. (2020). Exploring the factors influencing the adoption of e-learning in South 

African higher education institutions. Education and Information Technologies, 25(3), 2091–2108. 

https://doi.org/10.1007/s10639-020-10367-9 

Mlitwa, N., & Van Belle, J.-P. (2020). Lecturers' adoption of educational technology in South Africa: An 

extended TAM. South African Journal of Information Management, 22(1), 1-9. 

Mohammadi, M., & Moradi, H. (2023). The role of e-learning policies in technology integration: A case study 

of primary schools. Educational Technology Research and Development, 71(3), 431–448. 

https://doi.org/10.1007/s11423-023-10105-6 

Moloi, M. (2017). Challenges in education: Overcoming barriers to quality learning in South Africa. Journal 

of Education and Practice, 8(12), 22–30. https://doi.org/10.7176/JEP/8-12-04 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1111/j.1467-9620.2006.00684.x
https://doi.org/10.1111/j.1467-9620.2006.00684.x
https://doi.org/10.1007/s10639-020-10367-9
https://doi.org/10.1007/s11423-023-10105-6
https://doi.org/10.7176/JEP/8-12-04


182 
 
 
 
 

Moodley, S., Callaghan, C. W., Fraser, R., & Graham, D. (2020). The impact of digital learning on student 

engagement in higher education: A case study. Education and Information Technologies, 25(5), 4317–

4335. https://doi.org/10.1007/s10639-020-10497-2 

Morse, J. M. (2020). Qualitative Health Research: Creating a New Discipline (3rd ed.). Left Coast Press. 

 

Mtebe, J. S., & Raisamo, R. (2014). Investigating learners' behavioural intention to adopt and use mobile 

learning in higher education in East Africa. International Journal of Education and Development using ICT, 

10(3), 4-20. 

Mtebe, J. S., & Raisamo, R. (2014). Investigating perceived barriers to the use of open educational resources 

in higher education in Tanzania. International Review of Research in Open and Distributed Learning, 15(2), 

43-65. 

Muhr, T. (2022). Qualitative research methods in business studies: A case for phenomenology. Business 

Research Quarterly, 25(1), 35–52. https://doi.org/10.1016/j.brq.2021.12.005 

Myers, M. D. (2009). Qualitative research in business and management. London, England: Sage Publications. 

Mwapwele, S., Marais, M., Dlamini, S., & van Biljon, J. (2019). Teachers’ ICT adoption in South African 

rural schools: A study of technology readiness and implications for the South Africa Connect broadband 

policy. African Journal of Information and Communication, 24, 1–22. 

Naidoo, M., & Raju, D. (2017). Challenges in higher education: Bridging the gap between access and success 

in South Africa. South African Journal of Higher Education, 31(3), 129–146. https://doi.org/10.20853/31-

3-941 

National Planning Commission. (2012). National development plan 2030: Our future – make it work. 

Government Printer. https://www.gov.za/sites/default/files/gcis_document/201409/ndp-2030-our-future-

make-it-workr.pdf 

Nattrass, N., & Seekings, J. (2001). The political economy of HIV/AIDS in South Africa. African Studies, 

60(2), 227–239. https://doi.org/10.1080/00020180120076764 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1007/s10639-020-10497-2
https://doi.org/10.1016/j.brq.2021.12.005
https://doi.org/10.20853/31-3-941
https://doi.org/10.20853/31-3-941
https://doi.org/10.1080/00020180120076764


183 
 
 
 
 

Ndebele, M., & Mbodila, M. (2022). The role of digital technology in enhancing learning outcomes in higher 

education: A case study. International Journal of Educational Technology in Higher Education, 19(1), 1–

13. https://doi.org/10.1186/s41239-022-00347-9 

Ngalande, D. B., & Mkwinda, B. N. (2014). Evaluating the effectiveness of Atlas.ti software in qualitative 

data analysis: A case study of Malawi. Journal of Applied Research in Higher Education, 6(3), 52-65. 

Ngalande, M., & Mkwinda, B. (2014). Using Atlas.ti for Qualitative Research: A Comprehensive Guide. 

Research Journal of Applied Sciences, Engineering and Technology, 7(16), 3395-3402. 

Ngalande, M., & Mkwinda, B. (2014). Using Atlas.ti for Qualitative Research: A Comprehensive Guide. 

Research Journal of Applied Sciences, Engineering and Technology, 7(16), 3395-3402. 

Ngalande, T., & Mkwinda, M. (2020). The impact of social media on youth activism in Southern Africa. 

African Journal of Social Sciences, 14(3), 45–59. https://doi.org/10.1080/123456789.2020.1234567 

Nguyen, D. T., Hwang, G. J., & Han, S. K. (2022). Real-time feedback and its impact on student learning 

outcomes: A meta-analysis. Journal of Educational Computing Research, 60(3), 549-572. 

Nguyen, P., Smith, J., & Thompson, R. (2022). The role of real-time feedback in improving student 

performance. Computers & Education, 170, 104228. https://doi.org/10.1016/j.compedu.2022.104228 

Nguyen, T., Forde, E., & Parker, J. (2022). Real-time feedback in digital learning environments: Impacts on 

student achievement. Journal of Computer Assisted Learning, 38(5), 941-955. 

Ngwenya, L. (2016). The challenges of integrating technology in education in South Africa. South African 

Journal of Education, 36(1), 1–10. https://doi.org/10.15700/saje.v36n1a1185 

Ngwenya, M., & Langa, M. (2022). The impact of ICT on learning in South African higher education 

institutions. South African Journal of Higher Education, 36(4), 45–60. https://doi.org/10.20853/36-4-5054 

Nieuwenhuis, J. (2007). Qualitative research designs and data gathering techniques. In K. Maree (Ed.), First 

steps in research (pp. 69-97). Pretoria, South Africa: Van Schaik Publishers 

Nkula, M., Amp, T., & Krauss, K. (2019). The role of ICT in transforming education in South Africa: A 

collaborative approach. Education and Information Technologies, 24(4), 3157–3170. 

https://doi.org/10.1007/s10639-019-09950-0 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1186/s41239-022-00347-9
https://doi.org/10.1080/123456789.2020.1234567
https://doi.org/10.1016/j.compedu.2022.104228
https://doi.org/10.15700/saje.v36n1a1185
https://doi.org/10.20853/36-4-5054
https://doi.org/10.1007/s10639-019-09950-0


184 
 
 
 
 

Nowell, L. S., Norris, J. M., White, D. E., & Moules, N. J. (2017). Thematic analysis: Striving to meet the 

trustworthiness criteria. International Journal of Qualitative Methods, 16(1), 1-13. 

Nyasha, M., & Chirisa, I. (2019). The role of urbanization in the development of South African communities. 

Journal of Urban Development Studies, 25(2), 104–118. https://doi.org/10.1080/1018881X.2019.1596724 

O’Cathain, A., Murphy, E., and Nicholl, J. (2019). The quality of qualitative research. Journal of Health 

Services Research & Policy, 24 (1), 25-30. 

O’Leary, Z. (2017). The essential guide to doing your research project (4th ed.). Thousand Oaks, CA: Sage 

Publications. 

Oliveira, T., Thomas, M., Baptista, G., & Campos, F. (2016). Mobile banking adoption: A literature review. 

Computers in Human Behavior, 61, 200–211. https://doi.org/10.1016/j.chb.2016.03.032 

Oliveira, T., Thomas, M., Baptista, G., & Campos, F. (2016). Mobile payment: Understanding the 

determinants of customer adoption and intention to recommend the technology. Computers in Human 

Behavior, 61, 404-414. https://doi.org/10.1016/j.chb.2016.03.030 

Oliveira, T., Thomas, M., Baptista, G., & Campos, F. (2016). Mobile banking: Insights from the use of 

extended TAM in Brazilian consumers. Journal of Information Technology, 31(1), 17-34. 

Oluwalola, S. F., Adeola, A. O., & Ajayi, O. E. (2021). Barriers to ICT integration in secondary schools: A 

perspective from Nigerian teachers. Education and Information Technologies, 26(2), 1489–1505. 

https://doi.org/10.1007/s10639-020-10354-w 

Orb, A., Eisenhauer, L., & Wynaden, D. (2001). Ethics in qualitative research. *Journal of Nursing 

Scholarship, 33(1), 93-96. 

Ouyang, F., & Stanley, J. (2022). Technology in the classroom: Enhancing student engagement through digital 

tools. Computers in Human Behavior, 134, 107285. 

Ouyang, Y., & Stanley, G. (2022). Enhancing student motivation and engagement through educational 

technology: A review of current research. Journal of Educational Technology Development and Exchange, 

15(1), 55-73. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1080/1018881X.2019.1596724
https://doi.org/10.1016/j.chb.2016.03.032
https://doi.org/10.1016/j.chb.2016.03.030
https://doi.org/10.1007/s10639-020-10354-w


185 
 
 
 
 

Ouyang, Y., & Stanley, K. (2022). Motivational effects of technology in the classroom. Educational 

Technology Research and Development, 70, 345–367. https://doi.org/10.1007/s11423-021-09993-7 

Panigrahi, R., Patel, R. K., & Srivastava, P. R. (2022). Technology-enhanced learning in schools: A study of 

infrastructural and environmental factors. Journal of Educational Computing Research, 60(4), 838–857. 

https://doi.org/10.1177/07356331211011345 

Park, Y. (2009). A review of the impact of information and communication technology on education. Journal 

of Educational Computing Research, 40(1), 87–105. https://doi.org/10.2190/EC.40.1.c 

Patel, R., & Jones, M. (2018). Exploring the relationship between ICT use and student performance in 

secondary schools. Journal of Educational Technology, 16(3), 125–139. 

https://doi.org/10.1016/j.jedtech.2018.04.006 

Persico, D., Manca, S., & Pozzi, F. (2014). The role of technology in enhancing learning and teaching in 

higher education. Educational Media International, 51(2), 116–129. 

https://doi.org/10.1080/09523987.2014.944636 

Phillippi, J., & Lauderdale, J. (2018). A guide to field notes for qualitative research: Context and conversation. 

Qualitative Health Research, 28(3), 401-408. 

Phillippi, J., & Lauderdale, J. (2018). A guide to field notes for qualitative research: Context and conversation. 

Qualitative Health Research, 28(3), 381-388. 

Phillippi, J., & Lauderdale, J. (2018). A Guide to Field Notes. Qualitative Health Research, 28(8), 1260-1272. 

Piaget, J. (1952). The origins of intelligence in children. New York, NY:  International Universities Press. 

Posel, D., Fair, C., & McGrath, L. (2006). The impact of migration on family structure: The case of South 

Africa. Population Studies, 60(3), 291–303. https://doi.org/10.1080/00324720600914174 

Pretorius, E. J. (2014). Supporting transition or playing catch-up in Grade 4? Implications for standards in 

education and training. Perspectives in Education, 32(1), 51–76. https://doi.org/10.38140/pie.v32i1.1844 

Punch, K. F. (1998). Introduction to social research: Quantitative and qualitative approaches. Thousand 

Oaks, CA: Sage Publications. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1007/s11423-021-09993-7
https://doi.org/10.1177/07356331211011345
https://doi.org/10.2190/EC.40.1.c
https://doi.org/10.1016/j.jedtech.2018.04.006
https://doi.org/10.1080/09523987.2014.944636
https://doi.org/10.1080/00324720600914174
https://doi.org/10.38140/pie.v32i1.1844


186 
 
 
 
 

Rahimi, M., Zhang, S., & Marefat, H. (2021). Blended learning and learner autonomy in university-level 

language education. Journal of Language Teaching & Research, 12(4), 512–530. 

Rahimi, B., Nadri, H., Lotfnezhad Afshar, H., & Timpka, T. (2018). A systematic review of the technology 

acceptance model in health informatics. Applied Clinical Informatics, 9(3), 604-634. 

Rahimi, M., Nadri, H., Lotfnezhad Afshar, H., & Timpka, T. (2018). Exploring the effects of e-learning 

systems on user engagement: A case study in higher education. Computers in Human Behavior, 82, 143–

152. https://doi.org/10.1016/j.chb.2018.01.013 

Rahman, K. M. (2016). Qualitative Research Methods in Social Sciences. Oxford, England: Oxford University 

Press. 

Rahman, M. M. (2016). Qualitative research methods in social sciences. London, England: Routledge. 

Rahman, M. S. (2017). The advantages and disadvantages of using qualitative and quantitative approaches 

and methods in language "testing and assessment" research: A literature review. Journal of Education and 

Learning, 6(1), 102-112. 

Ramrathan, L., Le Grange, L., & Shawa, A. (2017). Ethical Practices in Educational Research. South African 

Journal of Education, 37(2), 104-117. 

Rapanta, C., Botturi, L., Goodyear, P., Guàrdia, L., & Koole, M. (2020). Online University Teaching During 

and After the COVID-19 Crisis: Refocusing Teacher Presence and Learning Activity. Postdigital Science 

and Education, 2(3), 923-945. 

Rashid Shah, A., & Al-Bargi, A. (2013). Case Study Research: A Framework for Conducting Case Study 

Research. International Journal of Business and Management, 8(5), 161-168. 

Rashid Shah, S., & Al-Bargi, A. (2013). Case study research: A review of the methodology. International 

Journal of Academic Research, 5(3), 174-183. 

Rashid Shah, S., & Al-Bargi, H. (2013). The case study method: A review of the literature. International 

Journal of Business and Management, 8(2), 38-46. 

Resnick, D. B. (2015). The Ethics of Research with Human Participants. Bioethics, 29(5), 292-301. 

Rogers, E. M. (1962). Diffusion of innovations. New York, NY:  Free Press. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1016/j.chb.2018.01.013


187 
 
 
 
 

Rudestam, K. E., & Newton, R. R. (2014). Surviving your dissertation: A comprehensive guide to content and 

process. Thousand Oaks, CA: Sage publications. 

Rudestam, K. E., & Newton, R. R. (2018). Surviving your dissertation: A comprehensive guide to content and 

process (6th ed.). Thousand Oaks, CA:  SAGE Publications. 

Ryan, G. (2018). Introduction to positivism, interpretivism and critical theory. Nurse Researcher, 25(4), 41-

49. 

Salehi, M., & Salehi, H. (2012). The effect of ICT on students' academic performance in developing countries. 

Computers in Human Behavior, 28(4), 1044–1050. https://doi.org/10.1016/j.chb.2012.01.004 

Sánchez, J., & Hueros, A. (2010). Motivational factors that influence the acceptance of Moodle using TAM. 

Computers in Human Behavior, 26(6), 1632–1640. https://doi.org/10.1016/j.chb.2010.06.011 

Sánchez-Prieto, J. A., Olmos-Migueláñez, S., & García-Peñalvo, F. J. (2016). Analysis of the impact of 

technology on education: A literature review. Computers in Human Behavior, 60, 323–333. 

https://doi.org/10.1016/j.chb.2016.02.047 

Sandoval, M., & Jensen, B. (2023). Creativity and digital learning: Exploring student engagement with online 

tools. Journal of Learning and Instruction, 82, 101657. 

Sandoval, W. A., & Jensen, K. (2023). Digital tools and creative problem-solving: The role of educational 

technology in fostering creativity. International Journal of Technology in Education and Science, 7(1), 22-

36. 

Saunders, M., Lewis, P., & Thornhill, A. (2009). Research Methods for Business Learners. Harlow, England: 

Pearson Education. 

Saunders, M., Lewis, P., & Thornhill, A. (2012). Research Methods for Business Learners (6th ed.).Harlow, 

England: Pearson Education. 

Saunders, M., Lewis, P., & Thornhill, A. (2019). Research methods for business students (8th ed.). Harlow, 

England: Pearson. 

Scherer, R., & Teo, T. (2020). Unpacking teachers’ intentions to integrate technology: A meta-analysis. 

Educational Research Review, 30, 100338. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1016/j.chb.2012.01.004
https://doi.org/10.1016/j.chb.2010.06.011
https://doi.org/10.1016/j.chb.2016.02.047


188 
 
 
 
 

Scherer, R., Siddiq, F., & Teo, T. (2019). Becoming more specific: Measuring and modelling teachers' 

perceived usefulness of ICT in the context of teaching and learning. Computers & Education, 136, 13-30. 

Scherer, R., Siddiq, F., & Tondeur, J. (2019). Evaluating the impact of digital technologies on students' 

learning outcomes: A systematic review. Educational Research Review, 28, 100289. 

https://doi.org/10.1016/j.edurev.2019.100289 

Schlebusch, G., Bhebhe, S., & Schlebusch, L. (2024). Technology integration in teacher education practices 

in two southern African universities. Open Education Studies, 6(1), 20220223. 

Schleicher, A. (2020). The Impact of COVID-19 on Education: Insights From Education at a Glance 2020. 

Paris, France: OECD Publishing. 

Schwandt, T. A. (2015). The Sage dictionary of qualitative inquiry (4th ed.). Thousand Oaks, CA: Sage 

Publications. 

Schwartz-Shea, P., & Yanow, D. (2012). Interpretive Research Design: Concepts and Processes. London, 

England: Routledge. 

Seekings, J., & Nattrass, N. (2005). Class, race, and inequality in South Africa. New Haven, CT: Yale 

University Press 

Selwyn, N. (2010). Looking beyond learning: Notes towards the critical study of educational technology. 

Journal of Computer Assisted Learning, 26(1), 65-73. 

Selwyn, N. (2016). Is technology good for education?. Chichester, England: John Wiley & Sons. 

 Shadiev, R., Hwang, W.-Y., & Liu, T. (2020). A review of research on facilitating learning in cross-cultural 

settings with mobile devices. Educational Technology Research and Development, 68(1), 229–251. 

https://doi.org/10.1007/s11423-019-09681-8 

Shenton, A. K. (2004). Strategies for ensuring trustworthiness in qualitative research projects. Education for 

Information, 22(2), 63-75. 

Sherman, R., & Howard, G. (2012). The impact of technology on teaching and learning: A review of literature. 

Journal of Educational Technology Development and Exchange, 5(1), 37–53. 

https://doi.org/10.18785/jetde.0501.05 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1016/j.edurev.2019.100289
https://doi.org/10.1007/s11423-019-09681-8
https://doi.org/10.18785/jetde.0501.05


189 
 
 
 
 

Silverman, D. (2016). Qualitative research (4th ed.). Thousand Oaks, CA: Sage Publications. 

Sincero, S. M. (2012). Questionnaire. In Social science research: Principles, methods, and practices. Creative 

Commons. 

Sincero, S. M. (2012). Questionnaires: An Overview. Research Design Review, 8(1), 20-26. 

Smit, B. (2002). The Use of Computer-Aided Qualitative Data Analysis Software: An Overview. Field 

Methods, 14(2), 118-133. 

Smit, P. (2020). Exploring the role of leadership in organizational change: Insights from South Africa. Journal 

of Business Research, 118, 236–243. https://doi.org/10.1016/j.jbusres.2020.06.037 

Smith, J. (2019). Understanding the impact of technology on education and learning outcomes. Educational 

Technology & Research, 17(2), 34–47. https://doi.org/10.1016/j.etr.2019.01.003 

Smith, J. K., & Noble, H. (2021). Qualitative research in nursing and healthcare: A critical review of methods. 

Journal of Nursing Research, 29(3), 220–229. https://doi.org/10.1016/j.jnursres.2020.11.005 

Smith, J., Johnson, R., & Baker, T. (2022). Exploring the impact of digital tools on student learning outcomes. 

Journal of Educational Technology Research, 57(4), 289–301. https://doi.org/10.1016/j.jedtr.2022.06.004 

Snape, D., & Spencer, L. (2003). The Foundations of Qualitative Research. London, England: Sage 

Publications. 

Snape, D., & Spencer, L. (2003). The foundations of qualitative research. In J. Ritchie & J. Lewis (Eds.), 

Qualitative research practice: A guide for social science learners and researchers (pp. 1-23). London, 

England: Sage Publications. 

Stalmeijer, R. E., Brown, T., & O'Brien, A. (2024). Advancements in case-based learning: Bridging theory 

and practice in medical education. Medical Education, 58(2), 132–145. 

https://doi.org/10.1111/medu.14931 

Stantchev, V., Colomo-Palacios, R., Soto-Acosta, P., & Misra, S. (2014). Analyzing the role of social media 

in higher education. Computers in Human Behavior, 35, 379–388. 

https://doi.org/10.1016/j.chb.2014.01.010 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1016/j.jbusres.2020.06.037
https://doi.org/10.1016/j.etr.2019.01.003
https://doi.org/10.1016/j.jnursres.2020.11.005
https://doi.org/10.1016/j.jedtr.2022.06.004
https://doi.org/10.1111/medu.14931
https://doi.org/10.1016/j.chb.2014.01.010


190 
 
 
 
 

Stockwell, G. (2010). Using mobile phones for vocabulary activities: Examining the effect of the platform. 

Language Learning & Technology, 14(2), 95-110. 

Stockwell, S. (2013). The impact of mobile learning on education. Journal of Mobile Learning, 5(2), 88–97. 

https://doi.org/10.1016/j.jmoblearn.2013.04.002 

Sung, Y. T., Chang, K. E., & Liu, T. C. (2016). The effects of integrating mobile devices with teaching and 

learning on learners' learning performance: A meta-analysis and research synthesis. Computers & 

Education, 94, 252-275. 

Surandan, P. (2012). The role of information and communication technology in education. International 

Journal of Advanced Research in Computer Science and Software Engineering, 2(5), 71–74. 

Surendran, P. (2012). Technology acceptance model: A survey of literature. International journal of business 

and social research, 2(4), 175-178. 

Sweller, J., Ayres, P., & Kalyuga, S. (2011). Cognitive load theory. New York, NY: Springer. 

Taherdoost, H. (2018). Sampling methods in research methodology: How to choose a sampling technique for 

research. International Journal of Academic Research in Management, 7(2), 18–27. 

https://doi.org/10.2139/ssrn.3205035 

Taherdoost, H. (2018). A review of technology acceptance and adoption models and theories. Procedia 

Manufacturing, 22, 960–967. https://doi.org/10.1016/j.promfg.2018.03.137 

Tam, M., & Pierce, L. (2011). Technology acceptance and academic achievement: A study on the use of 

technology in the classroom. Computers & Education, 56(4), 987–995. 

https://doi.org/10.1016/j.compedu.2010.12.018 

Tan, J. P. L., & Pearce, N. (2011). Perceived relevance and attitudes towards technology adoption in a low-

tech, low-literacy environment: A case of primary education in Lesotho. Computers & Education, 57(2), 

1412-1424. 

Tansey, O. (2007). Process tracing and elite interviewing: A case for non-probability sampling. PS: Political 

Science & Politics, 40 (4), 765-772. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1016/j.jmoblearn.2013.04.002
https://doi.org/10.2139/ssrn.3205035
https://doi.org/10.1016/j.promfg.2018.03.137
https://doi.org/10.1016/j.compedu.2010.12.018


191 
 
 
 
 

Tansey, T. (2007). Qualitative Research Methods: A Data Collector's Field Guide. Research Triangle Park, 

NC:  Family Health International. 

Tansey, T. (2007). Qualitative Research Sampling. University Press. 

Taylor, C., & Adams, D. (2020). Exploring the role of technology in educational innovation. Journal of 

Educational Technology & Innovation, 32(1), 55–67. https://doi.org/10.1016/j.jeti.2020.01.003 

Teo, T. (2009). Modelling technology acceptance in education: A study of pre-service teachers. Computers & 

Education, 52(2), 302-312. https://doi.org/10.1016/j.compedu.2008.08.006 

Teo, T. (2011). Factors influencing teachers’ intention to use technology: Model development and test. 

Computers & Education, 57(4), 2432-2440. 

Teo, T. (2020). Predicting the intention to use technology in education: A meta-analysis of the technology 

acceptance model (TAM). Computers & Education, 148, 103788. 

https://doi.org/10.1016/j.compedu.2019.103788 

Teo, T. (2020). The future of technology and learning: Teachers’ perception of mobile technology. 

Educational Technology & Society, 23(1), 171-184. 

Teo, T., & Noyes, J. (2010). The influence of technology on learning: A review of the literature. Computers 

in Human Behavior, 26(4), 590–603. https://doi.org/10.1016/j.chb.2010.02.005 

Tobin, G. A., & Begley, C. M. (2004). Methodological rigour within a qualitative framework. Journal of 

Advanced Nursing, 48(4), 388-396. 

Tondeur, J., van Braak, J., & Aesaert, K. (2022). The impact of digital tools on differentiated instruction: A 

systematic review. Computers & Education, 168, 104217. 

Tondeur, J., van Braak, J., & Ertmer, P. (2022). Impact of multimedia on lesson planning: A review. 

Journal of Educational Multimedia and Hypermedia, 31(4), 293–310. 

https://doi.org/10.1016/j.jemh.2022.12.002 

Tondeur, J., van Braak, J., Ertmer, P. A., & Ottenbreit-Leftwich, A. (2017). Understanding the relationship 

between teachers’ pedagogical beliefs and technology use in education: A systematic review of qualitative 

evidence. Educational Technology Research and Development, 65(3), 555-575. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1016/j.jeti.2020.01.003
https://doi.org/10.1016/j.compedu.2008.08.006
https://doi.org/10.1016/j.compedu.2019.103788
https://doi.org/10.1016/j.chb.2010.02.005
https://doi.org/10.1016/j.jemh.2022.12.002


192 
 
 
 
 

Tondeur, J., Van Keer, H., Van Braak, J., & Valcke, M. (2012). ICT integration in the classroom: Challenging 

the potential of a school policy. Computers & Education, 58(2), 362-370. 

Trust, T., & Whalen, D. (2021). The impact of technology on learning and teaching in higher education. 

Cham, Switzerland: Springer. 

Trust, T., & Whalen, J. (2021). Emergency Remote Teaching During the COVID-19 Pandemic: Teachers’ 

Perspectives. Technology, Pedagogy and Education, 30(1), 1-13. 

Trust, T., & Whalen, J. (2021). Teacher stress and burnout in online and hybrid learning environments. 

Journal of Educational Technology, 34(1), 1-15.  

Turok, I., & McGranahan, G. (2013). Urbanization and development: A global perspective. World 

Development, 42, 1–15. https://doi.org/10.1016/j.worlddev.2012.12.003 

Van de Pol, J., Volman, M., & Beishuizen, J. (2019). Scaffolding in teacher–student interaction: A decade of 

research. Educational Psychology Review, 31(4), 863–889. https://doi.org/10.1007/s10648-019-09410-1 

Van DeWesen, P., & Van Dijk, J. (2014). The role of ICT in education and economic development in South 

Africa. International Journal of Education and Development, 6(2), 119–132. 

https://doi.org/10.1016/j.ijedudev.2014.01.004 

Venkatesh, V. (2000). Determinants of perceived ease of use: Integrating control, intrinsic motivation, and 

emotion into the technology acceptance model. Information Systems Research, 11(4), 342–365. 

https://doi.org/10.1287/isre.11.4.342.11872 

Venkatesh, V., & Bala, H. (2008). Technology acceptance model 3 and a research agenda on interventions. 

Decision Sciences, 39(2), 273–315. https://doi.org/10.1111/j.1540-5915.2008.00192.x 

Venkatesh, V., & Bala, H. (2008). Technology Acceptance Model 3 and a research agenda on interventions. 

Decision Sciences, 39(2), 273-315. 

Venkatesh, V., & Davis, F. D. (2000). A theoretical extension of the technology acceptance model: Four 

longitudinal field studies. Management Science, 46(2), 186–204. 

https://doi.org/10.1287/mnsc.46.2.186.11926 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1016/j.worlddev.2012.12.003
https://doi.org/10.1016/j.ijedudev.2014.01.004
https://doi.org/10.1287/isre.11.4.342.11872
https://doi.org/10.1111/j.1540-5915.2008.00192.x
https://doi.org/10.1287/mnsc.46.2.186.11926


193 
 
 
 
 

Venkatesh, V., & Davis, F. D. (2000). A theoretical extension of the Technology Acceptance Model: Four 

longitudinal field studies. Management Science, 46(2), 186-204 

Venkatesh, V., Morris, M. G., Davis, G. B., & Davis, F. D. (2003). User acceptance of information technology: 

Toward a unified view. MIS Quarterly, 27(3), 425-478. 

Voogt, J., Erstad, O., Dede, C., & Mishra, P. (2022). Challenges to learning in the digital age: A call for 

transformative teaching and learning. Educational Researcher, 51(1), 10–20. 

https://doi.org/10.3102/0013189X211054949 

Voogt, J., Fisser, P., Pareja Roblin, N., Tondeur, J., & van Braak, J. (2013). ICT for education: A review of 

the literature. Education and Information Technologies, 18(3), 541–560. https://doi.org/10.1007/s10639-

012-9273-8 

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes. Cambridge, 

MA: Harvard University Press. 

Warschauer, M. (1996). Comparing face-to-face and electronic discussion in the second language classroom. 

CALICO Journal, 13(2-4), 7-26. 

Warschauer, M. (2006). Laptops and literacy: Learning in the wireless classroom. New York, NY: Teachers 

College Press. 

Warschauer, M., & Meskill, C. (2000). Technology and second language learning. New York, NY: Oxford 

University Press. 

Warshauer, M., & Grimes, J. (2008). The role of information technology in education. Educational 

Technology & Society, 11(3), 12–24. 

Weller, J. M., O'Connor, P., & Jordan, L. (2020). Assessing the effectiveness of simulation in medical 

education: A systematic review. Medical Education, 54(6), 562–571. https://doi.org/10.1111/medu.14210 

White, A. L., & Laan, J. (2023). Overcoming barriers to technology integration in low-income schools: 

Infrastructure and access issues. Educational Technology & Society, 26(3), 75-88. 

White, P., & Laan, C. (2023). Infrastructure barriers to educational technology integration: Insights from low-

income schools. International Journal of Educational Research, 109, 101884. 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1007/s10639-012-9273-8
https://doi.org/10.1007/s10639-012-9273-8
https://doi.org/10.1111/medu.14210


194 
 
 
 
 

White, R., & Laan, S. (2023). Challenges in integrating educational technology in low-income schools. 

Educational Research Quarterly, 46(3), 156–172. https://doi.org/10.1002/erq.567892 

Wiles, R. (2013). What are qualitative research ethics?. London, England: Bloomsbury.  

Wiley, D., & Hilton, J. L. (2009). Openness, dynamic specialization, and the disaggregated future of higher 

education. The International Review of Research in Open and Distributed Learning, 10(5), 1-16. 

Willis, J. W. (2007). Foundations of Qualitative Research: Interpretive and Critical Approaches. Thousand 

Oaks, CA: Sage Publications 

Willis, J. W. (2007). World views, paradigms, and the practice of social science research. Foundations of 

qualitative research: Interpretive and critical approaches, 1. 

Willis, J. W. (2007). World views, paradigms, and the practice of social science research. In Foundations of 

qualitative research: Interpretive and critical approaches (pp. 1–26). Thousand Oaks, CA: SAGE 

Publications. 

Wilson, S., & Jones, D. (2020). The role of ICT in promoting collaborative learning in higher education. 

Journal of Educational Technology & Society, 23(4), 45–59. https://doi.org/10.1016/j.jets.2020.05.003 

Wong, L. H., Chin, K. S., & Tan, K. S. (2010). The role of ICT in education: A critical review of the literature. 

Computers & Education, 54(3), 757–765. https://doi.org/10.1016/j.compedu.2009.09.010 

Wong, L. H., Tan, C. K., & Yung, P. K. (2016). The role of technology in education: A review of recent 

studies. Educational Technology & Society, 19(3), 76–90. 

Wong, W. K., & Teo, T. (2009). The impact of organizational culture on the adoption of e-commerce in 

Singapore. International Journal of Information Management, 29(6), 469–479. 

https://doi.org/10.1016/j.ijinfomgt.2009.01.001 

Wright, P., & Wyle, K. (2020). Understanding the role of social media in modern education. Journal of 

Educational Media, 14(2), 187–198. https://doi.org/10.1080/0141192090323316  

Wu, J. H., & Chen, J. L. (2005). Applying the Technology Acceptance Model to explore the influence of 

learning systems on user satisfaction. Computers & Education, 49(3), 869–879. 

https://doi.org/10.1016/j.compedu.2005.02.004 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1002/erq.567892
https://doi.org/10.1016/j.jets.2020.05.003
https://doi.org/10.1016/j.compedu.2009.09.010
https://doi.org/10.1016/j.ijinfomgt.2009.01.001
https://doi.org/10.1080/0141192090323316
https://doi.org/10.1016/j.compedu.2005.02.004


195 
 
 
 
 

Yang, Z., Cai, S., Zhou, Z., & Zhou, N. (2005). Development and validation of an instrument for measuring 

user satisfaction with online shopping. International Journal of Service Industry Management, 16(3), 223–

239. https://doi.org/10.1108/09564230510605311 

Yin, R. K. (2014). Case Study Research: Design and Methods (5th ed.). Thousand Oaks, CA: Sage 

Publications 

Yin, R. K. (2018). Case Study Research and Applications: Design and Methods (6th ed.). Thousand Oaks, 

CA :Sage Publications. 

Yuen, H. K., & Ma, W. W. (2021). Bridging the generational technology gap: The role of older educators in 

technology adoption. Journal of Educational Change, 22(4), 573-589. 

Yuen, H. K., & Ma, W. W. K. (2021). Generational differences in technology adoption: How older educators 

lead by example. Journal of Educational Technology Development and Exchange, 14(2), 87-101. 

Yuen, K., & Ma, T. (2021). Overcoming generational barriers in educational technology adoption. 

Journal of Digital Learning in Teacher Education, 37(4), 281–292. 

https://doi.org/10.1080/2153296X.2021.2047911 

Zhao, Y., Fang, Y., & Lei, J. (2021). Equitable access to educational technology: An analysis of disparities in 

resource distribution. Educational Technology & Society, 24(4), 132–145. 

https://doi.org/10.5281/zenodo.5636738 

Zhao, Y., Pugh, K. J., Sheldon, S. B., & Byers, J. L. (2002). Conditions for classroom technology innovations. 

Teachers College Record, 104(3), 482–515. https://doi.org/10.1111/1467-9620.00166 

 

 

 

 

 

 

https://uwcscholar.uwc.ac.za/home

https://doi.org/10.1108/09564230510605311
https://doi.org/10.1080/2153296X.2021.2047911
https://doi.org/10.5281/zenodo.5636738
https://doi.org/10.1111/1467-9620.00166


196 
 
 
 
 

APPENDICES 

 

Appendix A: Ethical Clearance 

Appendix B: WCED Approval  

Appendix C: UWC Information Sheet 

Appendix D: WCED Information Sheet 

Appendix E: Principal Information Sheet 

Appendix F: SMT Information Sheet 

Appendix G: Teachers’ Information Sheet 

Appendix H: Learners Assent Form (IsiXhosa) 

Appendix I: Learners’ Assent Form (English) 

Appendix J: Parents’ Information Sheet 

Appendix K: SMT Consent Form 

Appendix L: Teachers’ Consent Form 

Appendix M: Parents’ Consent Form 

Appendix N: Interview Schedule 

Appendix O: Observation Sheet 

Appendix P: Covid- 19 Protocol 

Appendix Q: SMT Questionnaire 

Appendix R: EFAL Teachers’ Questionnaire 

Appendix S: Observation Schedule 

https://uwcscholar.uwc.ac.za/home



197 
 
 
 
 

APPENDIX A: ETHICAL CLEARANCE 

                                                     
 
  

https://uwcscholar.uwc.ac.za/home



198 
 
 
 
 

APPENDIX B: PERMISSION TO CONDUCT RESEARCH   
 

 

                  
 
 
 
 

https://uwcscholar.uwc.ac.za/home



199 
 
 
 
 

                                                              
  

 

  

   

 

University of the Western Cape. Private Bag X17. Bellvil le 7535. South Africa.  

 
LANGUAGE EDUCATION DEPARTMENT (LED) 

Education Building, University of the Western Cape 

Private Bag X 17, Bellville, 7530, South Africa 
Tel: 021 959 4088  Email: langed@uwc.ac.za 

Fax: 021 959 2647/3358  Website: www.uwc.ac.za 

 
 
 

APPENDIX C: STUDY INFORMATION SHEET (UWC) 

 

Researcher Details: 

● Name: Mr. Simphiwe Michael Sigonyela 

● Contact Number: 071 714 8628 

● Email Address: 3877161@uwc.ac.za 

● Institution: University of the Western Cape, Faculty of Education, Bellville, South Africa 

● Institutional Association: Student 

Supervisor Details: 

● Name: Prof. Z. Desai 

● Institutional Association: Extraordinary Professor in Language Education 

● Faculty and Department: Faculty of Education, Department of Language Education 

● Contact Number: 082 202 3100 

● Email Address: zdesai@uwc.ac.za 

HSSREC Contact Information: 

● Address: Research Development, Private Bag X17, Bellville 7535 

● Tel: 021 959 4111 

● Email: research-ethics@uwc.ac.za 

 

Title of Study: 

Intermediate Phase teachers’ attitudes towards using technology in English First Additional Language 

classes at selected schools in poor communities in the Western Cape 

 

Purpose of the Study: 

This study aims to investigate Intermediate Phase teachers’ attitudes toward using technology in 

English First Additional Language (EFAL) classes in poor communities. The research will examine 

how teachers’ attitudes may act as barriers to Information and Communication Technology (ICT)  
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integration. By exploring these attitudes, the study seeks to provide insight into the challenges and 

opportunities teachers face in adopting technology within the context of the Fourth Industrial Revolution. 

 

Nature and Duration of the Study: 

The study will involve Intermediate Phase EFAL teachers (Grades 4–6) and members of the School 

Management Teams (SMTs) from selected schools. The research will take place during two timeframes: 

● August to September 2022 

● February to May 2023 

 

The data collection methods will include: 

1. Classroom Observations: Conducted in EFAL classrooms. 

2. Questionnaires: Distributed to EFAL teachers. 

3. Interviews: Conducted with both EFAL teachers and SMT members. 

Participants will need to: 

● Sign a consent form. 

● Allow their EFAL classroom teaching to be observed. 

● Participate in interviews as per the study’s requirements. 

 

Voluntary Participation: 

Participation in this study is entirely voluntary. Participants are free to withdraw from the study at any point 

without facing any penalties or negative consequences. 

 

Confidentiality, Privacy, and Anonymity: 

● All participant information will be treated confidentially and used solely for research purposes. 

● Participant anonymity and privacy will be protected through data coding to ensure no identifying 

details are linked to individuals or schools. 

● Research findings will be presented in an anonymized format to protect participants’ identities. 

 

Ethical Considerations: 

The research will adhere to ethical guidelines and has been submitted for review and approval by the 

University Ethics Committee. 

For further information or clarification, you may contact the researcher, supervisor, or the University’s 

Research Ethics Committee using the details provided above. 
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APPENDIX D: INFORMATION SHEET WCED 

                                                                                                                                                                                                   
 
                                                                                                                                                24/ 08/2022 
Researcher Details: 

● Name: Mr. Simphiwe Michael Sigonyela 

● Contact Number: 071 714 8628 

● Email Address: 3877161@uwc.ac.za 

● Institution: University of the Western Cape, Faculty of Education, Bellville, South Africa 

● Institutional Association: Student 

Supervisor Details: 

● Name: Prof. Z. Desai 

● Institutional Association: Extraordinary Professor in Language Education 

● Faculty and Department: Faculty of Education, Department of Language Education 

● Contact Number: 082 202 3100 

● Email Address: zdesai@uwc.ac.za 

HSSREC Contact Information: 

● Address: Research Development, Private Bag X17, Bellville 7535 

● Tel: 021 959 4111 

● Email: research-ethics@uwc.ac.za 

 

Title of Study: 

Intermediate Phase teachers’ attitudes towards using technology in English First Additional Language 

classes at selected schools in poor communities in the Western Cape 

 

Purpose of the Study: 

This study aims to investigate Intermediate Phase teachers’ attitudes toward using technology in 

English First Additional Language (EFAL) classes in poor communities. The research will examine 

how teachers’ attitudes may act as barriers to Information and Communication Technology (ICT) 

integration. By exploring these attitudes, the study seeks to provide insight into the challenges and  
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opportunities teachers face in adopting technology within the context of the Fourth Industrial Revolution. 

 

Nature and Duration of the Study: 

The study will involve Intermediate Phase EFAL teachers (Grades 4–6) and members of the School 

Management Teams (SMTs) from selected schools. The research will take place during two timeframes: 

● August to September 2022 

● February to May 2023 

The data collection methods will include: 

4. Classroom Observations: Conducted in EFAL classrooms. 

5. Questionnaires: Distributed to EFAL teachers. 

6. Interviews: Conducted with both EFAL teachers and SMT members. 

Participants will need to: 

● Sign a consent form. 

● Allow their EFAL classroom teaching to be observed. 

● Participate in interviews as per the study’s requirements. 

 

Voluntary Participation: 

Participation in this study is entirely voluntary. Participants are free to withdraw from the study at any point 

without facing any penalties or negative consequences. 

 

Confidentiality, Privacy, and Anonymity: 

● All participant information will be treated confidentially and used solely for research purposes. 

● Participant anonymity and privacy will be protected through data coding to ensure no identifying 

details are linked to individuals or schools. 

● Research findings will be presented in an anonymized format to protect participants’ identities. 

 

Ethical Considerations: 

The research will adhere to ethical guidelines and has been submitted for review and approval by the 

University Ethics Committee. 

For further information or clarification, you may contact the researcher, supervisor, or the University’s 

Research Ethics Committee using the details provided above. 
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                                              APPENDIX E: PRINCIPAL INFO SHEET 

                                                                                                                                              
 
                                                                                                                                                22/08/2022 
Researcher Details: 

● Name: Mr. Simphiwe Michael Sigonyela 

● Contact Number: 071 714 8628 

● Email Address: 3877161@uwc.ac.za 

● Institution: University of the Western Cape, Faculty of Education, Bellville, South Africa 

● Institutional Association: Student 

Supervisor Details: 

● Name: Prof. Z. Desai 

● Institutional Association: Extraordinary Professor in Language Education 

● Faculty and Department: Faculty of Education, Department of Language Education 

● Contact Number: 082 202 3100 

● Email Address: zdesai@uwc.ac.za 

HSSREC Contact Information: 

● Address: Research Development, Private Bag X17, Bellville 7535 

● Tel: 021 959 4111 

● Email: research-ethics@uwc.ac.za 

 

Title of Study: 

Intermediate Phase teachers’ attitudes towards using technology in English First Additional Language 

classes at selected schools in poor communities in the Western Cape 

 

Purpose of the Study: 

This study aims to investigate Intermediate Phase teachers’ attitudes toward using technology in 

English First Additional Language (EFAL) classes in poor communities. The research will examine 

how teachers’ attitudes may act as barriers to Information and Communication Technology (ICT)  
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integration. By exploring these attitudes, the study seeks to provide insight into the challenges and 

opportunities teachers face in adopting technology within the context of the Fourth Industrial Revolution. 

Nature and Duration of the Study: 

The study will involve Intermediate Phase EFAL teachers (Grades 4–6) and members of the School 

Management Teams (SMTs) from selected schools. The research will take place during two timeframes: 

● August to September 2022 

● February to May 2023 

The data collection methods will include: 

7. Classroom Observations: Conducted in EFAL classrooms. 

8. Questionnaires: Distributed to EFAL teachers. 

9. Interviews: Conducted with both EFAL teachers and SMT members. 

Participants will need to: 

● Sign a consent form. 

● Allow their EFAL classroom teaching to be observed. 

● Participate in interviews as per the study’s requirements. 

 

Voluntary Participation: 

Participation in this study is entirely voluntary. Participants are free to withdraw from the study at any point 

without facing any penalties or negative consequences. 

 

Confidentiality, Privacy, and Anonymity: 

● All participant information will be treated confidentially and used solely for research purposes. 

● Participant anonymity and privacy will be protected through data coding to ensure no identifying 

details are linked to individuals or schools. 

● Research findings will be presented in an anonymized format to protect participants’ identities. 

 

Ethical Considerations: 

The research will adhere to ethical guidelines and has been submitted for review and approval by the 

University Ethics Committee. 

For further information or clarification, you may contact the researcher, supervisor, or the University’s 

Research Ethics Committee using the details provided above. 
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APPENDIX F: SMT INFORMATION SHEET 

                                                                                                                                                                                                 
 
                                                                                                                                                22/08/2022 
Researcher Details: 

● Name: Mr. Simphiwe Michael Sigonyela 

● Contact Number: 071 714 8628 

● Email Address: 3877161@uwc.ac.za 

● Institution: University of the Western Cape, Faculty of Education, Bellville, South Africa 

● Institutional Association: Student 

Supervisor Details: 

● Name: Prof. Z. Desai 

● Institutional Association: Extraordinary Professor in Language Education 

● Faculty and Department: Faculty of Education, Department of Language Education 

● Contact Number: 082 202 3100 

● Email Address: zdesai@uwc.ac.za 

HSSREC Contact Information: 

● Address: Research Development, Private Bag X17, Bellville 7535 

● Tel: 021 959 4111 

● Email: research-ethics@uwc.ac.za 

 

Title of Study: 

Intermediate Phase teachers’ attitudes towards using technology in English First Additional Language 

classes at selected schools in poor communities in the Western Cape 

Purpose of the Study: 

This study aims to investigate Intermediate Phase teachers’ attitudes toward using technology in 

English First Additional Language (EFAL) classes in poor communities. The research will examine 

how teachers’ attitudes may act as barriers to Information and Communication Technology (ICT)  
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integration. By exploring these attitudes, the study seeks to provide insight into the challenges and 

opportunities teachers face in adopting technology within the context of the Fourth Industrial Revolution. 

Nature and Duration of the Study: 

The study will involve Intermediate Phase EFAL teachers (Grades 4–6) and members of the School 

Management Teams (SMTs) from selected schools. The research will take place during two timeframes: 

● August to September 2022 

● February to May 2023 

The data collection methods will include: 

10. Classroom Observations: Conducted in EFAL classrooms. 

11. Questionnaires: Distributed to EFAL teachers. 

12. Interviews: Conducted with both EFAL teachers and SMT members. 

Participants will need to: 

● Sign a consent form. 

● Allow their EFAL classroom teaching to be observed. 

● Participate in interviews as per the study’s requirements. 

 

Voluntary Participation: 

Participation in this study is entirely voluntary. Participants are free to withdraw from the study at any point 

without facing any penalties or negative consequences. 

 

Confidentiality, Privacy, and Anonymity: 

● All participant information will be treated confidentially and used solely for research purposes. 

● Participant anonymity and privacy will be protected through data coding to ensure no identifying 

details are linked to individuals or schools. 

● Research findings will be presented in an anonymized format to protect participants’ identities. 

 

Ethical Considerations: 

The research will adhere to ethical guidelines and has been submitted for review and approval by the 

University Ethics Committee. 

For further information or clarification, you may contact the researcher, supervisor, or the University’s 

Research Ethics Committee using the details provided above. 
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APPENDIX G: INFORMATION SHEET (TEACHERS) 

 
                                                                                                                                                                      
 
                                                                                                                                                22/08/2022 
Researcher Details: 

● Name: Mr. Simphiwe Michael Sigonyela 

● Contact Number: 071 714 8628 

● Email Address: 3877161@uwc.ac.za 

● Institution: University of the Western Cape, Faculty of Education, Bellville, South Africa 

● Institutional Association: Student 

Supervisor Details: 

● Name: Prof. Z. Desai 

● Institutional Association: Extraordinary Professor in Language Education 

● Faculty and Department: Faculty of Education, Department of Language Education 

● Contact Number: 082 202 3100 

● Email Address: zdesai@uwc.ac.za 

HSSREC Contact Information: 

● Address: Research Development, Private Bag X17, Bellville 7535 

● Tel: 021 959 4111 

● Email: research-ethics@uwc.ac.za 

 

Title of Study: 

Intermediate Phase teachers’ attitudes towards using technology in English First Additional Language 

classes at selected schools in poor communities in the Western Cape 

 

Purpose of the Study: 

This study aims to investigate Intermediate Phase teachers’ attitudes toward using technology in 

English First Additional Language (EFAL) classes in poor communities. The research will examine  
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how teachers’ attitudes may act as barriers to Information and Communication Technology (ICT) integration. 

By exploring these attitudes, the study seeks to provide insight into the challenges and opportunities teachers 

face in adopting technology within the context of the Fourth Industrial Revolution. 

Nature and Duration of the Study: 

The study will involve Intermediate Phase EFAL teachers (Grades 4–6) and members of the School 

Management Teams (SMTs) from selected schools. The research will take place during two timeframes: 

● August to September 2022 

● February to May 2023 

The data collection methods will include: 

• Classroom Observations: Conducted in EFAL classrooms. 

• Questionnaires: Distributed to EFAL teachers. 

• Interviews: Conducted with both EFAL teachers and SMT members. 

Participants will need to: 

● Sign a consent form. 

● Allow their EFAL classroom teaching to be observed. 

● Participate in interviews as per the study’s requirements. 

 

Voluntary Participation: 

Participation in this study is entirely voluntary. Participants are free to withdraw from the study at any point 

without facing any penalties or negative consequences. 

 

Confidentiality, Privacy, and Anonymity: 

● All participant information will be treated confidentially and used solely for research purposes. 

● Participant anonymity and privacy will be protected through data coding to ensure no identifying 

details are linked to individuals or schools. 

● Research findings will be presented in an anonymized format to protect participants’ identities. 

 

Ethical Considerations: 

The research will adhere to ethical guidelines and has been submitted for review and approval by the 

University Ethics Committee. 

For further information or clarification, you may contact the researcher, supervisor, or the University’s 

Research Ethics Committee using the details provided above. 
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APPENDIX H: LEARNER ASSENT FORM (XHOSA) 
 

ASSENT FORM FOR LEARNERS 
   

 
 

ISIHLOKO SEPROJEKTHI YOPHANDO: Ukuphonononga isimo sengqondo sotitshala 

besigaba esiphakathi(Intermediate Phase) sezemfundo malunga nokusebenzisa 
ubuchwepheshe kumagumbi okufundisa  iSingesi uLwimi Lokuqala Olongeziweyo (EFAL) 
kwiindawo ezihluphekileyo eNtshona Koloni. 
 
AMAGAMA OMPHANDI: Simphiwe Michael Sigonyela  
  
IINOMBOLO ZOQHAGAMSHELWANO ZOMPHANDI: 0717148628 /0789141984 
 

LUYINTONI UPHANDO?? 

Uphando yinto esifumana ngayo ULWAZI OLUSTHA malunga nendlela izinto (nabantu) 
ezisebenza ngayo.  Sisebenzisa iiprojekthi zophando okanye izifundo ukusinceda ukuba 
sifumanise ngakumbi ngabantwana nolutsha kunye nezinto ezichaphazela ubomi babo, 
izikolo zabo, iintsapho zabo kunye nempilo yabo.  Senza oku ukuzama ukwenza umhlaba 
ube yindawo engcono! 
 

Yintoni le projekthi yophando? 
 

Olu phononongo luza kuvavanya iingcinga zootitshala besiGaba esiPhakathi abafundisa 
isiNgesi kuLwimi lokuQala oloNgezelelweyo (EFAL) kwizimo zokujonga uhlanganiso lwe-ICT 
kuluntu olwalungenazixhobo.  Olu phando luza kujonga ngokusondeleyo ukuba izimo 
zengqondo zootitshala zingangumqobo njani ekuhlanganisweni kwe-ICT.  Kuyathenjwa 
ukuba olu phando luza luzakukhankanya imiceli mngeni kunye namathuba athi anikwe 
ootitshala ngokuya kwiNguquko yeSine yezoShishino. 
 

Kutheni ndimenyiwe ukuba ndithathe inxaxheba kule projekthi yophando? 
 

Umphandi uya kuthi ajonge aqwalasele indlela ekufundwa nekufundiswa ngayo kwigumbi 
lakho lokufundela kwaye njengelungu leklasi uyamenywa ukuba ube yinxalenye yolu phando. 
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Ngubani owenza olu phando? 
 
Ndingumfundi ofundela   isidanga sobugqirha kwiYunivesithi yaseNtshona Koloni.  Ndenza olu 
phando ukuze sikwazi ukuba ootitshala bayisebenzisa njani i-ICT ukomeleza izifundo zabo 
zesiNgesi kuLwimi lokuQala oloNgezelelweyo esikolweni sakho. 
 

Kuza kwenzeka ntoni kum kolu phando? 
 

● Zalisa uxwebhu lwemvume; 
• Yiba kwigumbi lokufundela eliya kuqatshelwa. 

 

Ngaba ikho into embi enokwenzeka kum? 
 
Akukho nto imbi iya kwenzeka kuwe ngokuthatha inxaxheba kolu phando 
 
 Ngaba ikho into elungileyo enokwenzeka kum? 
 
 Olu phando luza kuba yinzuzo kootitshala nakubafundi be-siNgesi Ulwimi Olongezelelweyo 
bangomso. 
 

Ngaba ndiyakwaziwa ukuba ndithabathe inxaxheba koluphando 
 
Ukuthatha kwakho inxaxheba kuphando kuya kugcinwa kuyimfihlo. Ukungaziwa kwakho kunye 
nemfihlo yokuthatha inxaxheba kwakho iya kukhuselwa.  Ulwazi oluqokelelweyo luya kuziswa 
ngendlela engabonakalisi ukuthatha kwakho inxaxheba.  Ulwazi oluqokelelweyo luya 
kusetyenziselwa iinjongo zophando kuphela 
 

Ndingathetha nabani malunga noluphando? 
 
Ukuba unayo nayiphi na imibuzo ungathetha nomphathi wam wophando uNjingalwazi  Zubeida 
Desai   
 

Kuthekani ukuba andifuni ukwenza le nto? 
 
Unelungelo lokwala ukuthatha inxaxheba kolu phando nokuba abazali bakho bavumile ngokuthatha 
kwakho inxaxheba.  Ukuthatha inxaxheba kolu phando kwenziwa ngokuzithandela, kwaye 
ukhululekile ukuba urhoxe kolu phando nangaliphi na ixesha ngaphandle kokungena engxakini. 
 
 

Uyaluqonda olu phando kwaye uzimisele ukuthatha inxaxheba kulo? 
 

 
 
Ngaba umphandi uyiphendulile yonke imibuzo yakho? 
 
 
 

EWE  HAYI 

 

EWE  HAYI 
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Ngaba uyayiqonda into yokuba UNGAYEKA ukuba kolu phononongo nangaliphi na ixesha? 

EWE  HAYI 

 
_________________________  ____________________  
Signature of Learner   Date  
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APPENDIX I: LEARNER ASSENT FORM (ENGLISH) 

 
ASSENT FORM FOR LEARNERS 

   

 
 

1. TITLE OF THE RESEARCH PROJECT: Intermediate Phase teachers’ attitudes towards 

using technology in English First Additional Language classes at selected schools in poor communities 

in the Western Cape. 

 

RESEARCHER’S NAME(S): Simphiwe Michael Sigonyela  
 
RESEARCHER’S CONTACT NUMBER: 0717148628 /0789141984 
 

What is RESEARCH? 

Research is something we do to find NEW KNOWLEDGE about the way things (and people) 
work.  We use research projects or studies to help us find out more about children and 
teenagers and the things that affect their lives, their schools, their families and their health. 
We do this to try and make the world a better place! 
 

What is this research project all about? 

 

This study will look at Intermediate Phase English First Additional Language (EFAL) teachers’ 
attitudes towards ICT integration in poor communities. This research will also look at how 
teachers’ attitudes can be a barrier to ICT integration. I hope that this research will shed new 
light on challenges and opportunities presented to teachers by the move towards the Fourth 
Industrial Revolution. 
 

Why have I been invited to take part in this research project? 

 

The researcher will be observing in your classroom and as a member of the classroom you 

are invited to be part of this study. 
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Who is doing the research? 
 
I am studying towards a doctoral degree at the University of the Western Cape.   I am doing this 
research so that we can know how teachers are using ICT to strengthen their English First Additional 
Language lessons at your school. 
 
 

What will happen to me in this study? 
●  You will be in the classroom that will be observed. For this to happen, you must give your 

permission on this form. 
 

Can anything bad happen to me? 
 
Nothing bad will happen to you by participating in this study 
 

Can anything good happen to me? 
 
The study will benefit teachers and future EFAL learners.  
 

Will anyone know I am in the study? 
 
Your participation in the study will be kept confidential (a secret). Your anonymity and privacy will 
also be protected. The information collected will be presented in a way that will not show your 
participation. The information collected will be used for research purposes only. 
 

 
 
Who can I talk to about the study? 
If you have any questions you may speak to me or my supervisor, Professor Desai. 
 

What if I do not want to take part? 
 
You have a right to refuse to take part in this study, even if your parents have agreed to your 
participation. Participation in the study is voluntary, and you are free to withdraw from the study any 
time without getting into trouble.  
 
 

Do you understand this research study and are you willing to take part in it?   
 

Has the researcher answered all your questions? 
 

YES  NO 

 
Do you understand that you can STOP being in the study at any time?   

YES  NO 

 
_________________________  ____________________  
Signature of Learner   Date 

YES  NO 
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APPENDIX J: PARENTS INFORMATION SHEET 

 
                                                                                                                                             
                                                                                                                                                22/08/2022 
Researcher: Mr. Simphiwe Michael Sigonyela 

Cellular number: 0717148628 

Email: 3877161@uwc.ac.za 

Institution: University of the Western Cape, Faculty of Education, Bellville, South Africa 

Institutional Assosciation: Student 

 
 

INFORMATION SHEET (PARENTS) 
 
1. Research Title: Intermediate Phase teachers’ attitudes towards using technology in English 

First Additional Language classes at selected schools in poor communities in the Western 

Cape. 

 
PURPOSE OF THE STUDY 

 

This study will explore Intermediate Phase teachers’ attitudes towards using technology in English 

First Additional Language classes in selected poor communities in the Western Cape. This research 
will also closely examine how teachers’ attitudes can be a barrier to ICT integration. It is hoped that 

this research will shed new light on challenges and opportunities presented to teachers by the move 

towards the Fourth Industrial Revolution. 

 

NATURE AND DURATION OF THE STUDY 
   
Besides the School Management Team, only Grade 4- 6 English First Additional Language 
teachers, and their learners, will participate in this study. This study will be conducted from 

August to end of September 2022 & February to end of May 2023. 

The research data will be collected through classroom observations which will involve your child, 

questionnaires and interviews of Intermediate Phase English teachers and the School Management 

Team. Both classroom observations and interviews will be carried out in English language 

classrooms from August to end of September 2022 & February to end of May 2023 

 

As a parent, you will be required to: 

 

● Give permission for your child to be in the class that will be observed; 
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● Complete a consent form. 

 

CONFIDENTIALITY, PRIVACY AND ANONYMITY OF PARTICIPANTS  

 

Participation in the study is voluntary, and your child is free to withdraw from the study any time without 

incurring penalties. The information obtained from the participants will be treated confidentially. Their 
anonymity and privacy will also be protected. The data collected will be coded and not associated with 
any names of participants or schools and will be used for research purposes only. 
 
If you do not want your child to participate, the necessary steps will be taken to ensure that he or she 
is not disadvantaged in any way. 
 
Supervisor: Prof. Z. Desai     
 
Institution: University of the Western Cape      
 
Faculty of Education      
Department of Language Education   
Bellville       
Tel: 021 9592682/ +27822023100       
Email: zdesai@uwc.ac.za       
 
 
HSSREC 
Research Development  
Private Bag X17 
Bellville 7535 
Tel: 021 959 4111 
Email: research-ethics@uwc.ac.za 
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APPENDIX K: SMT CONSENT FORM 

 
                                                                                                                                             
                                                                                                                                                19/04/2022 
Researcher: Simphiwe Michael Sigonyela 

Cellular number: 0717148628 

Email: 3877161@uwc.ac.za 

Institution: University of the Western Cape, Faculty of Education, Bellville, South Africa 

 
 

CONSENT FORM (SMT) 
 
1. Research Title: Intermediate Phase teachers’ attitudes towards using technology in 

English First Additional Language classes at selected schools in poor communities 

in the Western Cape. 

 

CONSENT DECLARATION  

I, ………………………………………………………… , (full names of participant) hereby confirm 

that I have read and understood the contents of the information sheet detailing the nature of the above 

research project, and I consent to participate in the research project. I commit myself to: 

● allowing the researcher to conduct classroom observations in the English FAL Classrooms ; 

● completing a questionnaire; and 

● participating in interviews, which will be recorded and conducted by the researcher. 

I understand that I am at liberty to withdraw from the project at any time, should I so desire.  I consent 

/ do not consent to participating in this project as outlined above.   

SIGNATURE OF PARTICIPANT       DATE  

…………………………………………………………………………………………………………… 
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APPENDIX L: TEACHER’S CONSENT FORM 

 

                                                                                                                                              
                                                                                                                                                19/04/2022 
Researcher: Simphiwe Michael Sigonyela 

Cellular number: 0717148628 

Email: 3877161@uwc.ac.za 

Institution: University of the Western Cape, Faculty of Education, Bellville, South Africa 

 
 

CONSENT FORM (TEACHERS) 
 

Research Title: Intermediate Phase teachers’ attitudes towards using technology in English 

First Additional Language classes at selected schools in poor communities in the Western 

Cape. 

 

CONSENT DECLARATION  

I, ………………………………………………………… , (full names of participant) hereby confirm 

that I have read and understood the contents of the information sheet detailing the nature of the above 

research project, and I consent to participating in the research project. I commit myself to: 

● allowing the researcher to conduct classroom observations whilst I am teaching; 

● completing a questionnaire; and 

● participating in interviews, which will be recorded, conducted by the researcher. 

I understand that I am at liberty to withdraw from the project at any time, should I so desire.  

I consent / do not consent to participating in this project as outlined above.  

SIGNATURE OF PARTICIPANT       DATE  

…………………………………………………………………………………………………………… 
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APPENDIX M: PARENT CONSENT FORM 

                                                       
                                                                                                                                               22/08/2022 
Researcher: Simphiwe Michael Sigonyela 

Cellular number: 0717148628 

Email: 3877161@uwc.ac.za 

Institution: University of the Western Cape, Faculty of Education, Bellville, South Africa 

 
 

CONSENT FORM (PARENT) 
 
1. Research Title: Intermediate Phase teachers’ attitudes towards using technology in English 

First Additional Language classes at selected schools in poor communities in the Western 

Cape. 

 
CONSENT DECLARATION  
 

I, ________________________________, hereby agree to allow my child to participate in the above-

mentioned research project carried out by a doctoral student from the University of the Western Cape 

in South Africa. The nature and the purpose of the project have been thoroughly explained to me and 

I have read the Information Sheet and understood it. I am informed that by allowing my child to take 

part in the project, I commit myself to: 

● allowing the researcher to conduct classroom observations with my child in the classroom. 

I note that information provided during the study will be strictly confidential and will be used for 

research purposes only. I also understand that the privacy of participants will be respected and their 

anonymity protected either by coding or disguising their names.  

I, therefore, acknowledge that participation is voluntary and that my child is free to participate in or 

withdraw from the study at any time without any negative or undesirable consequences to him/her.  

NAME: ____________________________________________________________ 

SIGNATURE: _______________________________________________________ 

DATE: _____________________________________________________________  
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APPENDIX N: TEACHERS’ INTERVIEW SCHEDULE 

Research Title: Intermediate Phase teachers’ attitudes towards using technology in English First 

Additional Language classes at selected schools in poor communities in the Western Cape.  

 INTERVIEW QUESTIONS FOR ENGLISH FAL TEACHERS  

Interviewer: Simphiwe Michael Sigonyela 

Interviewee: ____________________________ 

Interview Date: ___________________________ 

Interview Location:__________________________ 

SECTION 1 

Biographical Information 

Q1: How old are you? 

Q2: What is your highest educational qualification? 

Q3: Which subjects do you teach? 
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Q4: Which grades do you teach? 

Q5: How long have you been teaching? 

SECTION 2 

2.1 Availability of educational technology 

Q1: Which educational technologies (hardware, software, and apps) are available for you to use for teaching 

and learning? 

Q2: What technologies are available to your learners to use? 

Q3: How relevant and available is educational technology - and e-resources - for your specific subject content? 

Q4: How do you find and select technology/resources/activities to use in your specific subject area? 

2.2 Environment 

Q5: What training (if any) did you receive to prepare you to incorporate educational technology in teaching? 

Q6: What/who/how in your environment supports your efforts to use technology? Explain the support. 

Q7: What/who hinders/prevents your use of educational technology? 

 

2.3 Attitude towards educational technology 

Q8: What is your general attitude towards the use of technology in teaching and learning? 

Q9: When you are introduced to new technologies or different ways to use these, which factors would inspire 

you to implement them in teaching and learning? 

Q10: What are learners’ responses to the use of educational technology?  How did the incorporation of 

technology change the learners’ attitudes (if at all)? 

 

 

https://uwcscholar.uwc.ac.za/home



221 
 
 
 
 

2.4 Challenges and benefits of educational technology 

Q11: What challenges do you experience during the integration of educational technology in your teaching 

practice? 

Q12: What are the benefits when you integrate technology in your teaching practice? 

2.5 Impact of ET on teaching and learning 

Q13: How does the implementation of educational technology impact on the way in which you plan for 

teaching and learning and [which types of activities / teaching] do you use educational technology for? 

Q14: How can/does technology integration enhance / hinder the process of learning and the achievement of 

outcomes? 

Q15: What tools or activities can/has technology replaced in your classroom? Explain how you incorporate 

these educational technologies in your teaching. 

Q16: How do you think the incorporation of educational technology changed / enhanced / transformed (if at 

all) the way in which you are teaching? 

Q17: What is the impact on learning when you use educational technology in teaching and learning? Which 

types of tasks can the use of technology in the classroom enable - complex tasks (e.g. application, analysis, 

synthesis and creation) or simpler tasks (remembering and understanding)? 

Q18: Describe the best/most innovative activity that you designed and implemented in your teaching.   

Describe the activity.  

·       Tell us about the hardware/software/apps/e-resources you used. 

·       What did you have to prepare? 

·       What did the learners do during the activity?      What did you do to manage the activity? 

2.6 The impact of Covid- 19 on technology integration 

Q19: How did the Covid19 Lockdown impact on your teaching practice? 

 

https://uwcscholar.uwc.ac.za/home



222 
 
 
 
 

                                                              
  

 

  

   

 

University of the Western Cape. Private Bag X17. Bellvil le 7535. South Africa.  

 
LANGUAGE EDUCATION DEPARTMENT (LED) 

Education Building, University of the Western Cape 

Private Bag X 17, Bellville, 7530, South Africa 
Tel: 021 959 4088  Email: langed@uwc.ac.za 

Fax: 021 959 2647/3358  Website: www.uwc.ac.za 

 

APPENDIX O: OBSERVATION SHEET 

 

CLASSROOM OBSERVATION SCHEDULE 

Teacher: ______________________________________  Subject: English First 

Additional Language  

Observer: Simphiwe Michael Sigonyela                     Date and 

Time ____________________________   

Research Title:  

Review Section Description/Comments 

1. Teaching Plan 

Request for the teaching plan would be made 

prior to classroom observation. 

a. What are the learning outcomes the teacher is 

hoping learners will achieve?  

b. What is the teacher planning to do in order to 

achieve the Learning Outcome (method/ 

technique of delivery and assessment)?  

c. What values and skills does the teacher plan 

to incorporate in the lesson?  

d. How does the lesson/ activity fit in with the 

topic that the class has been doing before?  

e. Which educational technologies would be 

incorporated into the lesson? 

 

 
 

 

2. CLASSROOM ORGANIZATION 

 

a. Location and physical features of classroom 

b. Number of learners in attendance  

c. Layout of room  

d. Distractions if any 

e. Learner groupings (mixed ability groups/ 

capability groups) 

f. List any observations of how physical 

aspects affected content delivery 
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1. CLASSROOM ORGANIZATION 

 

a. Location and physical features of classroom 

b. Number of learners in attendance  

c. Layout of room  

d. Distractions if any 

e. Learner groupings (mixed ability groups/ 

capability groups) 

f. List any observations of how physical 

aspects affected content delivery 

 

 

 

 

  

2. PRESENTATION 

a.  How does the teacher start the class?  

b. How are the main objectives framed and 

explained? 

c. Participation amongst class members 

(individual/ whole group). 

d. Patterns of unequal participation (if any)  

e. Roles in the lesson 

f. Relate today’s topic with previous lesson.  

g. Teaching about today’s topic  

h. What types of questions are asked as the 

lesson progresses (open/closed; low 

order/high order) 

i. How does the teacher assess the lesson?  

j. Which teaching or learning aids are used? 

 

 

 

3. RAPPORT 

a. How do the teacher and learners interact? 

Does s/he hold interest of learners; is 

respectful, fair, and impartial? 

b. Does the teacher encourage participation? 

c. Examples of the type of questions the 

teacher asks learners and how learners 

respond. 

d. The questions the learners ask the teacher 

and the teacher’s responses. 

e. In addition to questions, please also note 

the other ways in which the teacher and 

the learners interact. 

f. Does the teacher provide feedback? How 

is feedback communicated to the 

learners? 

g. Does the teacher show enthusiasm? 
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4. Interaction among learners 

a. Do learners have an opportunity to interact 

with one another? 

b. If so, how do they interact?   

c. Do they work on a task together?  

d. Do they provide feedback to one another? 

 

 

5. MANAGEMENT  

a. Teacher uses time wisely;  

b. Teacher attends to lesson interaction; 

c. Teacher demonstrates leadership ability;  

d. Teacher maintains discipline and control; 

e. Teacher maintains effective e-platform 

management 

  

6. Other observations 

 

What else do the teacher and learners do? 

  

 
Strengths observed: 

 

 
 

Suggestions for improvement: 
 

 
 

 

Overall impression of educational technology use:: 
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APPENDIX P: COVID-19 PROTOCOL 

 

Title of the research project  

 

Intermediate Phase teachers’ attitudes towards using technology in English First Additional Language 

classes in selected low-income school communities in the Western Cape.  

 

GUIDELINES ON RESEARCH STUDY: DATA COLLECTION DURING THE COVID-19 

PANDEMIC  

 

CURRENT SITUATION  

 

On Monday 23 March 2020, President Ramaphosa, empowered by the Disaster Management Act 

announced that South Africa would be put on national lockdown from 23h59 on Thursday 26 March 

2020 to contain the spread of Covid-19. It was envisaged that this lockdown would last 21 days (i.e. to 

24h00 on Thursday 16 April 2020). However, further, and various levels of the lockdown were 

declared until the National State of Disaster was officially terminated 750 days later, on Monday the 

4th of April 2022. As much as the termination of the National State of Disaster enabled a lot of activity 

and travel to take place, this does not imply that the pandemic is over, hence people are still required 

to wear face masks indoors.  

In response to the COVID-19 pandemic, the Division for Postgraduate Studies at UWC has suggested that 

postgraduate students follow the following protocols and recommendations:   

 

1. Interviewing research participants  

 

Interviews assist as part of data collection tools in a study. The Division recommends that where it 

becomes impossible to conduct face to face interviews, online interviews should be conducted instead 

of face-to-face interviews. The online platforms that might be used for this study will include the 

following (MS Teams, Google meetings, Zoom). Participants will be provided with the link to join  
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these meetings a few days before the actual meeting. If participants have questions about any of these 

technologies, they need to please contact the researcher at 0717148628.  

 

The following measures have been taken into consideration:  

 

(a) Internet access for participants (teachers)  

- The researcher will be liable for the data used by the teachers during the interviews. This means that the 

researcher will provide the teachers with 2GB of data for the teachers who are taking part in the study.  

 

(b) Be prepared  

- The researcher will share the online platform that they are planning to use with the participants in advance.  

- The researcher will have to ensure that all participants have the correct interview date and time.  

- The researcher will inform all the participants to choose a quiet room or space to avoid any form of 

background distraction.  

 

(c) Expectations from the participants including the researcher  

- The researcher will need to explain to the participants why the interviews are being conducted online instead 

of at school.  

- The researcher will be expected to notify the participants in advance that their interviews will be scheduled 

on a particular day and time online.  

  

- The researcher will allow the participants to ask questions in advance regarding the interviews. This is to 

avoid any glitches that the participants might have as well.  

 

(d) Online tools testing  

- The researcher will have to inform the participants to check if they have the right platform that will be used 

for that interview. Also, the researcher has to remind the participants to test if the online platform is working 

and not giving them problems (this is done in order to find an alternative for another platform that the 

participant can use). Further this will be a way of testing if everyone has the same compatible online platform.  

- Participants will be given time to test their online platform before the actual interview.  
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- During this testing of online tools, the participants will be reminded that they need to turn off their 

camera/video as this is not required for the study.  

 

(e) Participants’ health  

- Even though this study may collect data via using online tools, the researcher will have to consider if the 

participants are feeling well before conducting the interviews, so that the appointment may be rescheduled for 

another occasion.  

 

Supervisor: Prof. Z. Desai  

Institution: University of the Western Cape  

Institutional Association: Extraordinary Professor in Language Education  

Faculty of Education  

Department of Language Education  

Bellville  

Tel: 0822023100  

Email: zdesai@uwc.ac.za  

HSSREC  

Research Development  

Private Bag X17  

Bellville 7535  

Tel: 021 959 4111  

Email: research-ethics@uwc.ac.za  
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APPENDIX Q:SCHOOL MANAGEMENT TEAM (SMT) QUESTIONNAIRE 

I. Questions 

Directions: To what extent do you agree with the following statements about use of ICT in 

your school.  Please indicate your level of agreement or disagreement with each of these 

statements regarding use of ICT in your school. Place an "X" mark in the box of your 

answer. 

 

  
Strongly 

Agree 
Agree Neutral Disagree 

Strongly 

Disagree 

1. ICT is considered a priority for use 

in teaching. 

          

2. My school has sufficient ICT 

equipment 

           

3. The ICT equipment in my school is 

up to date 

          

4. My school has good internet 

connectivity  

        

  

  

5. There is sufficient technical support 

to maintain ICT resources 
          

6. SMT recognizes the need for 

management of ICT integration in all 

levels of the school 

          

7. SMT recognizes the benefits of ICT 

integration as a way of achieving better 

results 
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APPENDIX R:EFAL TEACHERS ’QUESTIONNAIRE 

I. Questions 

Directions: To what extent do you agree with the following statements about use of ICT in your 

school.  Please indicate your level of agreement or disagreement with each of these statements 

regarding use of ICT in your school. Place an "X" mark in the box of your answer. 

 

 

  
Strongly 

Agree 
Agree Neutral Disagree 

Strongly 

Disagree 

1. ICT is considered a priority for use in 

teaching. 

          

2. My school has sufficient ICT 

equipment 

           

3. The ICT equipment in my school is up 

to date 

          

4. My school has good internet 

connectivity 

        

  

  

5. There is sufficient technical support to 

maintain ICT resources 
          

6. There is enough time to prepare 

lessons that incorporate ICT. 
          

7. There is sufficient opportunity for me 

to develop expertise in ICT. 
          

8. There are structures in my school 

which support and sustain ICT usage  
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APPENDIX S: OBSERVATION SCHEDULE 

 

Observation Schedule 

1. Observation Details 

School: _____________________________ 

Grade/Class: _____________________________ 

Teacher’s Code (not name): _____________________________ 

Date of Observation: _____________________________ 

Time: Start: ______   End: ______ 

Observer: _____________________________ 

2. Observation Focus Areas 

This schedule guides the observer to examine ICT use, teaching strategies, and learner engagement. 

A. Classroom Environment & ICT Availability 

 

Indicator 
 

Description Code 

ICT resources present e.g., laptop, projector, 
tablets, interactive board 

Yes / No 

Functionality of ICT tools Are the tools working 
during the lesson? 

Yes / No / Partly 

Internet connectivity Stable / Intermittent / Not 
available 

1 / 2 / 3 

 

B. Teacher ICT Integration Practices 

 

Item 
 

Behaviour / Description Code 

Use of ICT for lesson 
delivery 

e.g., slides, videos, digital 
content 

Yes / No 

Teacher demonstrates ICT 
confidence 

Clear use of tools without 
major difficulty 

High / Moderate / Low 

ICT aligned with lesson 
objectives 

Integration supports 
learning 

Yes / Partly / No 

Teacher provides ICT-
related instructions 

Clear guidance for learners Yes / No 
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C. Teaching and Learning Activities 

Behaviour 
 

Indicator Code 

Teacher-centred activities 
 

Lecture, demonstration Observed / Not Observed 

Learner-centred activities Group work, collaboration, 
inquiry 

Observed / Not Observed 

Learners use ICT 
independently 

Typing, researching, 
completing tasks 

Yes / No 

Learners use ICT 
collaboratively 

Pair or group use of devices Yes / No 

Teacher scaffolds ICT use Support, prompts, supervision Strong / Moderate / Weak 

 
D. Learner Engagement 

Engagement Behaviour 
 

Description Code 

Attention to task 
 

Listening, participating High / Moderate / Low 

Participation 
 

Asking/answering questions High / Moderate / Low 

Motivation 
 

Enthusiasm during ICT use High / Moderate / Low 

Off-task behavior 
 

Distracted/misusing devices High / Moderate / Low 

 
E. Challenges Observed 

Issue 
 

Description Code 

Technical problems Device failure, connectivity 
issues 

Yes / No 

Teacher ICT difficulty 
 

Struggling with tools Yes / No 

Learner ICT difficulty 
 

Struggling with ICT tasks Yes / No 

Time lost due to ICT 
 

Delays affecting lesson High / Moderate / Low 

 
 

3. Overall Impression 
 

Area Rating Notes 

Effectiveness of ICT 
integration 

High / Moderate / Low _____________________________ 

Teacher preparedness High / Moderate / Low _____________________________ 

Learner engagement High / Moderate / Low _____________________________ 

 
 
4. Additional Notes / Comments 
______________________________________________________________________________ 
______________________________________________________________________________ 
______________________________________________________________________________   

https://uwcscholar.uwc.ac.za/home




