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Abstract 

This qualitative study explored teacher beliefs, decision-making, and pedagogical practices for 

using digital technologies in Western Australian secondary English classrooms. Driven by 

technology and the assumption that technology integration enhances student learning, the 

secondary school education landscape is undergoing a period of rapid change. While some 

stakeholders view teachers’ pedagogical practice as integrated with technology-enhanced 

learning (TEL), the literature identifies that the contrary is often true: technology use and 

deployment can be uneven and unsystematic. This study aimed to understand these perceptions 

via three research questions, that explored TEL's effects on secondary English teaching, both 

before and after the COVID-19 pandemic home learning experience. Six secondary English 

teachers were recruited via professional networking. Employing a narrative inquiry 

methodology, semi-structured interview questions were designed to encourage participants to 

share their pedagogical approaches and experiences with technology. The interview data were 

analysed using narrative thematic analysis and dominant themes were identified. The analysis 

found that teacher participants articulated stories of change and adaptation when using TEL, 

which gave insight into both personal and professional beliefs regarding education technology. 

Additional findings report that the home-learning experience during the pandemic has opened up 

possibilities for new digital pedagogies. However, this was counterbalanced by reinforcement of 

traditional beliefs about behaviour management, student learning, and teacher agency. The study 

concludes that if the knowledge gained from home learning in 2020 is utilised in positive ways to 

further integrate digital pedagogies into curricula, all educational stakeholders are likely to 

benefit. Furthermore, findings may have implications for twenty-first century in-service and pre-
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service teacher education to ensure that TEL functions as an enhancement to learning in its 

broadest sociocultural context. 

Keywords: narrative inquiry, technology-enhanced learning, secondary education, online 

learning, digital literacy 
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GLOSSARY OF IMPORTANT TERMS 

ATAR: Australian Tertiary Admission Rank is a ranking number that universities 

use to select which Australian high school students are offered a place in a 

university course. In Western Australia the results of four ATAR subject 

examinations form the basis of the calculation. 

Digitalisation (Brennen & Kreiss, 2016): Not to be confused with the term 

digitisation (the process of converting analogue data into digital data), 

digitalisation describes the systematic adoption of digital technology by an 

organisation such as an industry sector, an economy, or a society and a 

culture that replaces previously analogue modes of operating and 

communicating with affordances of digital mediation technologies. 

EROT: Emergency Response Online Teaching. This term and its acronym are a 

descriptor for the pivot to a period of online delivery of education due to the 

closure of schools during the COVID-19 pandemic period of 2020 and 2021. 

NAPLAN: The National Assessment Program – Literacy and Numeracy is an annual 

program of online tests to assess the learning progress of all students (both 

state and non-state schools) in years 3, 5, 7 and 9 in reading, writing, spelling, 

grammar and punctuation, and numeracy. 

TPACK (Mishra and Koehler, 2006): Technological Pedagogical and Content 

Knowledge. A conceptual model or framework of technology integration that 

identifies three categories of knowledge: technology pedagogy and content 
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knowledge and which provides a basis for effective interdisciplinary decision 

making and teaching with technology. 

SAMR (Puentedura, 2006): Substitution Augmentation Modification Redefinition. A 

conceptual framework/model that describes four stages of educational 

technology use that increases in complexity, educative value and 

transformative potential for students and teachers. The stages comprise of 

substitution (a direct transposing of an analogue function or task, to that of a 

digital technology tool), augmentation (when a digital artefact can be altered 

and improved by digital editing and affordances), modification (refining a 

digital artefact for wider, public or online dissemination that provides wider 

contextual meaning), and redefinition (incorporates new contexts, 

communications and connections that may create new meaning and 

knowledge for students and teachers). 
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Chapter 1 Introduction 

 

Background and research opportunities 

Education systems worldwide are undergoing rapid change, that is largely driven by 

technological advances. Supranational bodies, such as the United Nations Educational, Scientific 

and Cultural Organisation (UNESCO) (2011, 2012), the European Union (EU) Council (2006), 

and the Organisation for Economic Co-operation and Development (OECD) (2018) have all 

declared that digital/technological knowledge and skills are essential in modern education. These 

bodies have specified that these twenty-first-century skills are necessary for students to become 

fully engaged members in modern societies of the present and the future. However, the process 

of digitalisation has encountered significant challenges, barriers, and policy direction shifts 

(Brennen & Kreiss, 2016; Jandrić 2018; O’Mara et al., 2017; Smirnova et al., 2018), the 

cumulative effect of which is to create an uneven educational landscape for technology use in K-

12 settings worldwide. This thesis explores how these challenges, barriers and contextual 

changes may have influenced the teaching practices of six secondary English teachers in Western 

Australia. 

By way of introduction, and indeed in writing this thesis, I suggest that it is of primary 

importance to explore understandings of how, and the extent to which, technology is changing 

individuals, education and society. This gap in our ongoing understanding of how technology 

intersects with educators, education systems and society, provides an opportunity to focus 

research on this field. However, in the necessarily brief context of an accelerated one-year 

degree, the research design and thesis needed to focus on an explorative topic with a 
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methodology that was achievable in the given timeframe. Turning to this chapter, this 

introduction provides a brief background to the study, followed by an outline of the significance, 

research aims and research questions. A brief look at the ontological and epistemological 

positions of this study and its subsequent methodological basis follows, and finally, this chapter 

concludes with a description of the thesis layout. 

It is a contested assumption that we are living in a fully digital education era. The old 

analogue ways of conceptualising education and working, teaching and communicating still have 

a strong presence in society, and in particular in education (Graham & Sahlberg, 2020, 2021; 

Jandrić et al., 2018; Selwyn & Aagaard, 2021; Smirnova et al., 2018). Within the discipline of 

education, such analogue ways may be more prevalent in the English language arts and 

humanities, where deeply held concepts of canonised textual literacy are dominant, in contrast to 

subject areas such as mathematics and the sciences (see Alvermann et al., 2019; Beach, 2016). 

Such concepts may be perpetuated by many factors, such as shifting socio-political climates, 

national curriculum objectives, state education departments, and on to local secondary schools 

and individual English departments within them.  

 The Australian education context and digitalisation process can be said to mirror the 

uneven and insufficient digitalisation experiences of global education systems alluded to above 

in Jandrić (2018), O’Mara et al., (2017), Smirnova et al., (2018). Despite the prevailing narrative 

of ongoing western neoliberal technological advancement, at the individual school and classroom 

level, the commonplace and ubiquitous use of digital technologies has yet to be comprehensively 

achieved (Abbott, 2016; Bate et al., 2012; Graham & Sahlberg, 2020, 2021; Males et al., 2017) 

in Australia. In the wide field of technology-enhanced learning (TEL), there is a rich body of 

literature that explores many of the possible barriers to technology usage in schools over the past 
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three decades, and recent studies have often shifted towards a broader sociocultural perspective 

to assist in understanding the field. Even more recently, there has been an increasing interest in 

how technologies interact with education due to the large paradigmatic shifts caused by the 

COVID-19 pandemic, when digital technologies became a solution to the threat of disruption to 

schooling. For this thesis, a strong secondary motivation and opportunity for exploring the topic 

of TEL integration, was to understand what has changed in education and for teachers since the 

beginning of the pandemic in 2020, and how these changes may have affected teacher attitudes 

to TEL in the longer term.  

The dominant education discourse is one that considers technology, TEL and secondary 

STEM (science, technology, engineering and mathematics) subjects to be closely interrelated and 

interdependent (Davies et al., 2013; English, 2016), and the inference is that English language 

arts (hereafter English), which are more text based and interpretive, may be less dependent on 

TEL for teaching and learning. This focus on technology use in STEM subjects may be reflected 

in the focus of the field and its literature. Therefore, a third gap was identified within the TEL 

field in its application and relationship to the teaching of secondary English. This provides an 

opportunity to explore TEL with a specific cohort of secondary teachers who may have had 

experience with integrating and innovating with digital multimodal pedagogical approaches by 

deploying specific technologies when teaching English (Borsheim et al., 2008; Howard et al., 

2015). Indeed, there may be an interesting confluence of the ‘culture’ of English arts (Grossman 

& Stodolsky, 1995) via values, attitudes and beliefs that intersect with those of education 

technology. To explore this may provide a deeper understanding of TEL in a secondary English 

context. 
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Significance, aims, and research questions  

 

Significance 

As alluded to above, the first two decades of the new millennium have already 

demonstrated how technology, its affordances, and the skills through which to master them are 

seen as crucial for effective participation in modern society. For example, teachers the world 

over have had to adapt to greater TEL integration into their daily practices and may further 

contend with increasing pressure for more comprehensive digitalisation from stakeholders and 

the education technology (EdTech) industry. In this context, a critical understanding in relation 

to the enablers and barriers to further integration of TEL, and how these constructs can manifest 

within schools and education systems, is necessary (Alvarez, 2019; Decuypere, et al., 2021).  

Informing such critical understandings in this thesis is the premise that there will be 

further and inevitable TEL integration into daily school operations due to stakeholder influences. 

This is because teachers may often experience external pressures from school leadership teams, 

parental expectations, education departments, curriculum and assessment bodies, as well as 

pressure from the EdTech industry. Some of these pressures are relatively new and evolving, for 

example, parental/guardian expectations regarding the increased use in teaching of iPads and 

Learning Management Systems (LMS). These pressures and influences have been critically 

explored in some of the literature to be discussed in Chapter 2, but of note are Feenburg and 

Jandrić (2015), Ramiel (2019), Selwyn, (2011), and Selwyn et al (2020), who suggested that 

cautious and critical approaches to EdTech products in all levels of education are necessary to 

counter the dominant narrative of “inherent positivity” (Selwyn, 2011 p.713) that becomes a 

characteristic of the “neo-liberal transformation of education” (Feenburg & Jandrić , 2015. p. 6) 
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The term critical is utilised above, in the dialectical sense that evolved from the Frankfurt 

school of philosophy into a critical theory of subject and society (Oxford English Dictionary, 

2021a; Jay, 1973). For research aiming to provide more nuanced understandings of technology 

use in education settings, care must be taken to adopt a critical stance that is neither techno-

utopian, nor techno-skeptical. The literature makes clear there should not be blind or uncritical 

acceptance of ubiquitous technology use in schools. In fact, many of the voices cited 

immediately above advise caution regarding the uncritical acquiescence to the ongoing pressures 

of the EdTech industry. Nor should the academy and practice be blinded by the turn to 

technology mediated learning as a consequence of the pandemic response. A critical perspective 

assists in the evaluation of this turn and its effects on the profession. However, as curriculum 

development, pedagogical theory and practice are constantly evolving, the challenges of TEL 

integration provide an opportunity to re-conceive the strategies required to teach students and 

support the needs of teachers and students. It is envisioned that this thesis contributes to such a 

re-conception.   

In the Australian context, there is some opinion that comprehensive integration of TEL in 

schools, and the opportunities that may be offered by it, had yet to be accomplished throughout 

the decade up to the watershed pandemic year of 2020 (see Abbott, 2016; Bate et al., 2012; 

Brown et al., 2020; Flack et al., 2020; Males et al., 2017). Earlier studies such as Abbot (2016), 

Bate et al., (2012), and Males et al., (2017), all took place after the Rudd Government’s Digital 

Education Revolution (DER) in 2011 (Chapman & Buchanan, 2013; DESE, 2008) through 

which the integration of ICT in schools became national government policy. However, many 

obstacles were encountered and the results of such a revolution have been debated (Bate et al, 

2012; Carter, 2019; Keane & Keane, 2018; O’Mara et al., 2017; Males et al., 2017). The 
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political, social, economic and cultural barriers that contributed to an unequal TEL experience 

for Australian teachers and students over the past decade were still evident in 2020, as 

emphasized in various reports (Brown et al., 2020; Flack et al., 2020; Graham & Sahlberg 2020, 

2021). In particular, Graham and Sahlberg (2020, 2021) suggest that sociocultural, economic and 

behavioural barriers to digital technology integration were still considered to perpetuate and 

indeed amplify in this pandemic era due to the wide reaching and comprehensive effects of the 

COVID-19 virus. 

Research aims 

This thesis aims to understand the complex relationships that exist between teachers and 

technology, and its deployment, specifically in Western Australian secondary English classroom 

settings. It also aims to investigate the factors that may influence teachers’ use of technologies in 

such settings.  Furthermore, in answering the research questions, this study aimed to support 

teachers and their practice in the field, by exploring advances in TEL theory in relation to their 

lived experience. Lastly, for this researcher, and due to the necessarily small scale of this 

research project, it is envisaged there may be scope for expansion into a larger design for 

scholarship at the doctoral level. 

The research questions 

The iterative process of composing and constructing the research questions benefited 

enormously from the review of the literature (see Chapter 2), and as explained above, three 

knowledge gaps were identified that evolved into three research questions. 

1. How have secondary English teachers experienced TEL during and after the COVID-19 

pandemic lockdown periods? 
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2. What are English secondary teachers’ beliefs, attitudes and values in relation to using TEL? 

3. How does technology-enhanced learning affect the pedagogy of secondary English teachers? 

Epistemology and ontology 

 

As a novice researcher, I recognise that my educational and social experiences shape how 

I think and construct knowledge (epistemology), and further, shape my conceptualisation of 

reality (ontology). Similarly, I believe, that, for all human beings, our ontological perspective is 

socially constructed (Mertens, 2005), involving ideas that originate in the European 

philosophical traditions of phenomenology and hermeneutics.  However, beginning in my 

formative teenage years, I have always carried a perception, an awareness of the other, and with 

it, the possibility of different points of view. This translates into a belief in reality's multiple and 

elastic potential. Such awareness was heavily influenced by two deeply inspiring secondary 

teachers at school: one a Media Studies teacher and the other an English Literature teacher. 

These two teachers exposed me to the ideas of John Berger (1972), Marshall McLuhan (1964, 

1967,1989), Greimas (1970) and Claude Levi-Strauss (1978), as well as the post-modernist ideas 

and traditions of absurdism in the literature of Albert Camus, Samuel Beckett and Tom Stoppard. 

Alongside my interest in English Literature, I was very much aware of my aptitude for visual 

literacy during my high school years, through popular culture and the visual arts that resonated 

with me. My journey into the world of English Language Arts continued in the mid-eighties as 

an undergraduate Film and television major at Curtin University, where I discovered the 

revelatory writings of Roland Barthes, Michel Foucault and Noam Chomsky, and gained a 

Bachelor of Arts degree in the process.  
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On reflection, it is no great surprise to see that I made a long career out of my interest in 

communication, visual language, and mass media within the broadcast television industry. In my 

professional career, I not only made a living out of my visual literacy and the grammar of 

television as a medium (Fransecky & Debes, 1972; Messaris & Moriarty, 2005), I also 

experienced digitalisation (Bloomberg, 2018; Brennen & Kreiss, 2016) in many levels of the 

communications industry. In some ways, I retained a front seat to significant changes in the way 

both old and new media operate and the effects these changes have on societies and cultures the 

world over. However, I also remained inquisitive about multimodal communication, its 

conventions, ways of reading and multiliteracies. Television is now considered 'old media' and 

struggles for relevance in the digital age (Scolari, 2018). So, it is with the subjectivity of a pre-

digital living through this era of change, that I attempt to explore the profound effects of 

technological change on the education landscape. This contextual detail attempts to provide the 

reader with a sense of my epistemological and ontological positioning for the conduct and design 

and explication of this study. Such a positioning colours and frames the construction and intent 

of the research questions, the choice of interview style, and the analytical choices that coherently 

aligns with qualitative and interpretivist traditions. 

This introduction has presented the background to this thesis, along with the research 

opportunities, aims, and questions. It also outlined the positioning of this study in regard to a 

constructivist-interpretivist epistemological and ontological approach to research. In doing so, it 

has provided context and understanding as to why such inquiry into technology is relevant to 

contemporary education research. This thesis consists of five further chapters. Next, I conduct a 

literature review that identifies the research gaps alluded to above and provides detailed 

justification to the study. Chapter three describes this study’s research design, including the 
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methodological basis and reasoning for the structure of the project. Chapter four presents the 

results from a thematic analysis, emanating from the interview data. The penultimate chapter, 

Discussion, interprets the findings with a sociocultural theoretical lens and explores further links 

to the literature to respond to the three research questions. Lastly, the concluding chapter 

summarises the conclusions, discusses the limitations of this study, and foreshadows future 

research pathways.  
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Chapter 2 Review of Literature 

Introduction 

 

This chapter presents a review of the literature on teaching with technology and 

technology enhanced learning (TEL). In doing so, this literature review has two aims, the first to 

take a thematic view over the global field of technology-enhanced learning to create an 

understanding of the contemporary contexts of TEL. Second, the chapter aims to identify gaps, 

differences and commonalities in the literature that inform the research questions of this study, 

and aid in the design of future research regarding teacher experiences and perceptions when 

integrating TEL in Western Australian schools.  

This review begins by providing a background to the contemporary contexts of 

technology use and identifies key theoretical and conceptual developments that are foundational 

to the field and discusses how these concepts continue to influence scholarship in the area. Next, 

the review examines how the field has, over the previous two decades, come to a general 

consensus over some terminologies and conceptual approaches that describe teaching with 

technology. This is followed by a brief comparison of selected TEL literature found in global, 

national and local-level contexts, exploring similarities and differences to identify gaps in the 

literature and provide possible pathways for further research. The review then shifts focus to the 

literature on teachers, pedagogy and technology, and examines the barriers and enablers to 

technology integration in secondary education. Finally, the review explores two contemporary 

conceptual frameworks that may provide some future direction for twenty-first-century 

secondary education research. 
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Contemporary Contexts 

 

Education systems globally have been adjusting to the rapid changes in society, culture 

and the increased dissemination of knowledge that digital technologies have brought to humanity 

(Ertmer, 2005; EU Council, 2006; UNESCO, 2012). Such adjustments can be observed at the 

global, national, and state level, continuing through to the local school level. In the Australian 

context, changes have been observed by schools, teachers and parents regarding the nature of 

childhood, student learning and socialisation in this digital age. Gallop et al., (2021) and Graham 

and Sahlberg, (2020, 2021) report significant concern that technology has fundamentally altered 

and is continuing to transform individuals, society, and education. Such concern is driving not 

only evolution in teacher practices, but also change in school cultures and leadership team 

approaches in relation to technology (Abbott, 2016; Ávila & Pandya, 2013; Lamb & Weiner, 

2021; Tawfik et al., 2021). Such evolution in school technology cultures is seen as key to 

supporting teachers' intention to integrate technologies into their approaches (Pegrum et al. 

2013). It is also clear that technology and education are now significantly interrelated, perhaps 

more so than at any other time in human history.  

Despite some nations having achieved rapid and successful integration of technology 

with learning, other countries have reported more fragmented and mediocre success over the past 

two decades. Education research literature over a similar time period generally supports the view 

that technology-enhanced learning (TEL) has not been the ‘digital silver bullet’ to drive 

improvement in educational outcomes globally. Numerous studies identify these early 

expectations from the 1990s (Alvarez, 2019; Boyle & Cook, 2004; Conole & Dyke, 2004; 

Heeter, 1999; O’Mara et al., 2017; Jandrić, 2018; Selwyn et al., 2020; Smirnova et al., 2018), but 

these projects combine to paint a picture of unfulfilled promise when seen from the vantage point 
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of 2021. Consideration should, as Selwyn et al. (2020) suggest, focus not on the facts of 

technological change, but on how pedagogical practices may not have kept pace. It is also 

suggested that further exploration into the types of sociocultural and other barriers Blume (2020) 

and Drossel et al. (2020) have identified as constraints to further integration of TEL in modern 

education settings, are necessary to further understand why education technology is not the 

‘digital silver bullet’. Before detailing the findings of this literature review, it is beneficial to 

briefly describing how the body of literature was explored in the context of educational 

technology. 

Review methodology 

 

This scoping literature review was based on searches across multiple databases using 

keywords such as technological literacy, computer literacy, educational technology, teacher 

competencies, that resulted in 275 peer-reviewed articles. These articles were then filtered for 

historical relevance and contribution to discourse in the field of education and technology. Due 

to the nature of the keywords, there was a wide spectrum of articles that represented studies in all 

levels of teacher practice (K-12 and higher education) and although the terminology has evolved, 

some concepts and theoretical frameworks recurred often. Consequently, it became clear that 

over time, the work of certain authors had been accepted as foundational to the field; for 

example, Mishra and Koehler’s (2006) Technological, Pedagogical, and Content Knowledge 

(TPACK) framework was the most frequently referred to, with 44 article citations, and 

Puentedura’s (2006) Substitution Augmentation Modification and Redefinition (SAMR) model 

was the second, with 19 citations out of 275. It is evident that both frameworks and models have 

been influenced by Gibson’s (1966, 1979) seminal work on affordance theory and each has had a 

wide impact on the field of education and technology by focusing on the skills and content 
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capabilities necessary for TEL. It was also evident from such a wide-ranging set of articles that 

sociocultural theory was an approach that many authors drew upon for analysis of TEL, in 

particular the seminal works of Lev Vygotsky (1978, 1981), and subsequently those of Wertsch 

(1993, 1994, 1998) and Leontiev (1981), were heavily influential in the evolution of education 

technology and pedagogical research. In addition, there has been important research into more 

subjective enablers and barriers that determine technology use by teachers (Bower, 2019; Ertmer 

et al., 2011; Hobbs, 2019; Suarez-Rodrigues et al., 2018).  

The terminology of the field has been wide and disparate, and it has taken some time for 

some agreed and common terminology to emerge. In fact, despite the term being already in use 

for at least ten years (Heeter, 1999), TEL was adopted by the UK Higher Education Funding 

Council for England (HEFCE, 2009) and by the Universities and Colleges Information Systems 

Association (UCISA) (2008) to describe the acts of teaching with technology. Whilst it is 

acknowledged there are some etymological and ontological limitations (Bayne, 2015; Kirkwood 

& Price, 2014), the term has now endured for over two decades (Bower, 2019; Bower & 

Vlachopolous, 2018; Passey, 2019). For the purpose of this literature review, technology-

enhanced learning (TEL) is defined as the facilitation support and discovery of knowledge 

through the use of digital technology. This technology can be hardware and software, such as, 

but not limited to digital applications (apps), mobile devices (smartphones and tablets), e-

learning software, interactive whiteboards, Learning Management Systems (LMS) and digital 

dashboards, as well as overarching networked learning environments (Habib & Johannesen, 

2020; Kirkwood & Price, 2014; Passey, 2019). Indeed, when exploring the use of TEL and the 

wide range of digital tools available to facilitate and support learning, consideration of the 
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specific sociocultural contexts of school, classroom, and teacher should be made as these may 

have greater influence than may at first seem evident.  

A paradigm shift  

 

To reflect upon the year 2020 and how COVID-19 changed the world, is to acknowledge 

that societies, sociocultural and education systems all experienced profound impacts. For 

education, it came in the form of a response to the COVID-19 pandemic: the emergency pivot of 

education systems the world over towards home learning and teaching via the internet (Abaci et 

al., 2021; Bouffard, 2020; Connolly et al., 2020) that would provide some continuity of learning 

for students. The terminology that describes the responses of governments and education 

authorities in the face of significant disruption is that of crisis management: ‘emergency 

response’, ‘pivot’ and ‘continuity plans’ all invoke the need for public reliance on institutions 

and social systems during a time of crisis.  Education is a case in point because education is a 

human right as codified by UN Declarations (United Nations, 1989) and international treaties 

(UNICEF/UNESCO, 2007). However, recent epidemiological studies have already begun to 

question the efficacy of, and justifications for, school closures during the pandemic. For 

example, Viner et al, (2020) conducted a review of the epidemiological modelling and data from 

China, Hong Kong and Singapore, suggesting there were negligible benefits to be gained from 

closing schools as a public health policy response.   

Just as many nations had varying degrees of success in controlling the pandemic, education 

systems also experienced great variance in outcomes from the emergency pivot (Blume, 2020; 

Borup & Archambault, 2020; Gudmundsdottir & Hathaway, 2020; Thompson et al., 2020), with 

some commentators describing a “lost year” (Bazelon, 2020) that has seen impacts such as access 

and sociocultural inequities highlighted further (Allen et al., 2020; Brown et al., 2020; Flack et al., 
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2020; Hall et al., 2020). Other jurisdictions have experienced minimal disruption to learning and 

returned to face- to -face teaching within weeks or months and emerging literature is beginning to 

explore the multiple and varied effects of the pivot (Hodges et al., 2020; Joia & Lorenzo, 2021). 

This is true of contemporary studies published in the UK, the EU and North America (Giunco et 

al., 2020; Gourlay, 2021; Gudmundsdottir & Hathaway, 2020; Moore et al., 2021; Reich, 2021; 

Trust & Whalen, 2020). However, a growing number of Australian research studies and reports, 

notably Brown et al., (2020); Flack et al., (2020); Gallop et al., (2021); Graham and Sahlberg 

(2020, 2021), have also explored the pivots in 2020 and 2021 and the impacts on the provision of 

education at all levels.  

Of note are Gallop et al.’s (2021) Valuing the teaching profession - an independent 

inquiry; and Graham and Sahlberg’s reports Growing up digital Australia phase 1(2020) and 

phase 2 (2021). All three reports highlight the significant effects of the pandemic on teaching and 

learning and give voice to stakeholders such as teachers, parents and principals through the 

reporting of stakeholder survey data. Both teams of authors convey an understanding that 

considerable reflection on this time of disruption is warranted, not just at the macro social and 

systemic level, but also at the micro school and classroom level. Whilst Gallop et al.’s (2021) 

inquiry report for the New South Wales Teachers’ Federation had a wider remit than a focus on 

the effects on the pandemic, it also investigated pedagogical, sociocultural and technological 

issues raised by teachers in relation to student learning, teaching and stakeholder support during 

the emergency response online teaching (henceforth, EROT) period. Similarly, Graham and 

Sahlberg’s (2020) phase 1 Gonski Institute report, had a wide remit that focused on data from 

Australian educators regarding children in their classrooms growing up in digital Australia. 

However, Graham and Sahlberg’s (2021) phase two report discussed the data from a survey of 
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Australian parents and guardians, combining impacts of digital technology and the COVID-19 

pandemic and the subsequent implications for Australian educators, guardians, parents, and policy 

makers. Amongst many salient findings, Graham and Sahlberg’s phase 2 report found that 

“COVID-19 changed everything” (p. 2). Consequently, they found that parental attitudes towards 

digital media and technology had shifted from scepticism and suspicion at the time of the 

pandemic outbreak in 2020, towards a pragmatic acceptance, following the events of 2020 and 

2021in Australia. Certainly, there is lack of literature exploring how teacher attitudes and beliefs 

may have changed since the EROT period, and how such change may impact on further TEL 

integration in schools. This gap in the literature is explored by research question one. 

Turning to the local context, there was little contemporary literature from the last two 

years that explored technology integration experiences in the Western Australian education 

system. Further inquiry into how curriculum, school, and teacher practices may have adapted 

may be necessary to identify new themes, adaptations, and pedagogies that may inform future 

practices in the field. However, having identified a lack of recent Western Australian literature in 

this field, the review drew attention to the earlier, notable exceptions of Bate et al. (2012), Parker 

et al. (2013), Maor (2017), and Males et al. (2017) whose pre-pandemic studies explore 

Information and Communication Technology (ICT) integration and mobile learning impacts on 

student outcomes in Western Australia. Considering the findings of both Bate et al. (2012) and 

Males et al. (2017), these studies suggest a level of parental dissatisfaction with the classroom 

laptop use, and negligible student performance increases through mobile technology use 

respectively. Together with the body of Australian education technology literature, one can infer 

that the Western Australian experience of technology integration mirror that of the national 

experience, specifically that such integration has been complex, uneven, and mediocre (Abbott, 
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2016; Cochrane, 2020; Kervin et al., 2013 Orlando, 2014). Therefore, it is important to further 

investigate how technology integration has possibly evolved, or not within the context of 

secondary education in Western Australia.   

The field matures 

 

The field of TEL has evolved over the past two decades to agree on terminology and key 

factors of influence, but it is within the realms of framework and theory that diverse viewpoints 

can and should ignite robust debate. This can be evidenced in the early discussions around ICT 

and affordance theory (Boyle & Cook, 2004; Conole & Dyke, 2004; Hutchby, 2001), to the 

recent theoretical debates around the concept of post-digital (Cascone, 2000), (described as the 

era beyond the earlier digital revolutions of the 90s and early 2000s) and its influences on 

education (Arndt et al., 2019; Jandrić et al., 2018; Jandrić et al., 2019) and the philosophy of 

technology (An & Oliver, 2021; Surry & Baker, 2016). Surry and Baker (2016) articulated a 

desire to move the field beyond the old debates surrounding usage and prohibition, and the 

dialogic between the techno-enthusiasts and the techno-sceptics (Castañeda, & Williamson, 

2021), towards a contemporary post-digital (Cascone, 2000) field of education; one that infers an 

acceptance of the role that ubiquitous digital technology plays in pedagogical practices (Jandrić 

et al., 2019). As Selwyn (2014) suggested, this shift requires a change in focus away from the 

advantages and affordances of educational technology “the state of the art”, to “the state of the 

actual” (p. 15), that explore the grey areas of the field where binaries of black and white, or pro 

and anti are not reflected in the realities of technology use in schools. 

Globally, there has been an acceptance of technology’s potential to greatly transform 

education and society (An & Oliver, 2021). However, a cautious and critical approach was 

exemplified in recent studies such as Arndt et al. (2019), Bower, (2019), Castañeda and 
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Williamson, (2021), Falloon, (2020), Selwyn, (2013), and Selwyn et al. (2020). This critical and 

cautious approach has also been reflected in the formation of theoretical frameworks through 

which to understand the complexities that exist in the field of TEL. Examples of frameworks 

include the aforementioned, Technological, Pedagogical and Content Knowledge, (TPACK) 

(Mishra and Koehler, 2006), the Substitution, Augmentation, Modification and Redefinition 

(SAMR) model (Puentedura, 2006), and more recently, the International Society for Technology 

in Education (ISTE) standards for educators framework (International Society for Technology in 

Education, 2017). As conceptual and organisational frameworks, these three models focus on the 

technological skills and capabilities deemed necessary for teachers. Such models also represent 

an evolution in how the Academy understands the complex relationships that occur between 

teachers, students, schools and technology as well as the sociocultural contexts in which these 

relationships occur and the impacts these all have on the learning process.  I will return to the 

idea of TEL framework evolution later in this literature review when looking at recent 

development towards a more comprehensive framework for the future, but first will briefly 

examine how sociocultural contexts impact TEL integration. 

Local national and global contexts 

 

In jurisdictions across the world, schools and teachers make pedagogical choices every 

day about TEL. Importantly, Western Australian schools are given relative freedom to make 

such pedagogical choices in alignment with their own socio-cultural context and within the 

boundaries of the Department of Education’s third-party services policy (Western Australia 

Department of Education, 2020). However, these choices also sit within the context of the 

National Curriculum requirements and national pedagogical aims as codified by the Alice 

Springs (Mparntwe) Education Declaration (Education Council, 2019). Significantly, the 
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Western Australian third-party providers policy categorises external application (app) providers 

by the level of permission required by a school community for each application to be used. For 

example, Microsoft Office applications require no parental consent for use in schools, but a 

service such as Pinterest has a ‘Do not use’ classification. However, Padlet, YouTube and 

Google Maps have a ‘bundled’ parental consent level where consent is sought once at the 

beginning of the year for a range of applications that may be used in classrooms. 

These pedagogical choices may be influenced by a range of observable factors, for 

example, the teacher choice of an app or software that utilises lower-order student skills rather 

than one that affords more independent learning activities or critical thinking skills that may be 

more challenging for students (Puentedura, 2006). In making this choice, a teacher may be 

heavily influenced by the school’s culture of trust in the students to work on-task and in an 

effective manner with independent digital-based learning (Abbott, 2016; Blundell et al., 2020). 

Indeed, it is evident from the literature that teacher trust in students when using technology in 

class is a significant and recurring contemporary theme (Abbott, 2016; Blume, 2020; Blundell et 

al., 2020; Mansfield, 2020; Nikolopoulou, 2020), and while the noble aims of inclusive, co-

constructed knowledge environments, in theory, may be achievable, the pragmatic realities of 

classroom management and safety may result in regulation overriding some teacher pedagogical 

options.  

When considering the complex relationships students have with technology and devices 

and issues to do with authority, self-regulation and student distraction, it should be noted that in 

WA, one area of prescriptive regulation is the prohibition of unsupervised mobile digital devices 

during school hours (Western Australia. Department of Education, 2019a; 2019b). This type of 

regulatory prohibition is increasingly common in western liberal democracies (Selwyn & 
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Aagaard, 2021). However, this type of policy may impact on the way teachers view technology 

because it taps into larger technology narratives and it may further problematise the issue of 

teachers’ trust in students regarding device use, even when that use is supervised in classrooms 

(Buchanan et al., 2019; Hobbs, 2019; Nikolopoulou, 2020; O’Mara et al., 2017). This type of 

blanket school hour ban on mobile phones is now Education Department policy for five 

Australian states and implemented across all education sectors. However, the Gonski Institute 

report phase 1 (Graham & Sahlberg, 2020), advised against such blanket bans as a response to 

the challenges that devices represent because the education system must: 

...help children adopt and learn ways of living responsible, safe and healthy lives 

in the digital world around them. This is not achieved by allocating blame or 

banning technologies (like smartphones), but by mindful education and working 

together on smarter sustainable solutions (p. 2). 

Graham and Sahlberg (2020) acknowledge that blaming devices “is not the smartest strategy” (p. 

28) and suggest that the quotidian nature of technology use in modern society means that 

teachers, schools, and parents, all need to present mindfully positive and healthy ways for 

students to interact with powerful technologies, such as smartphones. This positive pathway may 

need to include more techno-social pedagogical approaches towards the teaching of digital self-

regulation skills, agency and self-motivation and this would require input from all stakeholders. 

Graham and Sahlberg (2020) make clear that quick fixes, such as mobile phone bans, are not 

proper solutions to the problems regarding the safe and responsible use of technology in school 

settings and beyond.  

Indeed, Selwyn and Aagaard (2021) highlight their concern, not only that the blanket 

bans on mobile phone use in schools represents a growing trend of digital education curtailment, 
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but they also express concern at a lack of academic response to such prohibitions. In suggesting 

future scope for such academic response, Selwyn and Aagaard (2021) focus on five areas of 

concern that are associated with the banning of phones from schools: technology addiction, 

digital distraction, cyberbullying, surveillance capitalism, and the environmental sustainability of 

digital education. Each of these five areas can be viewed as sociocultural technology narratives 

that are contemporary touch points and contested topics of debate in the modern digital era. 

In Australia, extant challenges and anxieties around ubiquitous and everyday use of TEL 

in schools have been documented (Abbott, 2016; Buchanan et al., 2019; Crook et al., 2017; 

Kervin et al., 2013; Males et al., 2017). However, these studies demonstrate that many schools 

and educational institutions are nowhere near close to, what Cascone (2000) termed post-digital 

(see also Arndt et al., 2019; Jandrić et al., 2018; Jandrić et al., 2019). The post-digital viewpoint 

is a general assumption that this modern era is so intertwined with ubiquitous technology, it 

becomes invisible. I contend that this post-digital viewpoint, whilst valuable in some instances, is 

situated far in advance of current technology use in schools. This disconnect between the 

approaches of the Academy and practice may encourage further research and debate within the 

field that may offer advancement towards a theoretical perspective that holistically explains how 

key factors interrelate in the real world and they influence TEL in schools. Further exploration 

may illuminate why uniform and universal adoption of TEL is yet to be achieved, have 

implications for the field and represent fertile ground for education research. 

National Policies and approaches  

Returning to the Western Australian context and noting that there is a paucity of literature 

in the field of TEL, (with the exception of the aforementioned Bate et al., 2012; Males et al., 

2017; Maor, 2017), this limitation contrasts with the vast number of studies into the field 
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globally. It may be instructive to compare what is known of the Western Australian experience 

with technology in schools to what is found overseas. For example, in her study of Greek 

secondary teachers and their perceptions of technology use, Nikolopoulou (2020) described how 

teachers are largely wary of introducing mobile devices (smartphones and tablets) into 

classrooms and are reticent to integrate technology further than is deemed necessary. This Greek 

experience and technological context may be similar to the Western Australian experience of 

technology integration. In both jurisdictions, state schools are afforded some freedom in meeting 

national curriculum standards and requirements, despite the neoliberal landscape that has focused 

on specific content and skills in relation to professional practice (Australian Curriculum 

Assessment and Reporting Authority [ACARA], 2018; Nikolopoulou, 2020; Western Australia. 

Department of Education, 2020). In Western Australia, individual schools and their leadership 

teams have the freedom to implement as much or as little technology into their pedagogical 

approaches as deemed necessary. Of course, this freedom is qualified and curtailed by the 

aforementioned mobile phone ban in state schools.  

Similarly, the Greek position is that mobile devices have been banned by legislation since 

2018 and this is still in force at the time of writing (Nikolopoulou, 2021); however, according to 

Nikolopoulou (2020), the national curriculum only references ICT within the context of some 

secondary subjects, but crucially omits any reference to mobile technology and devices. By 

contrast, most Australian states do allow mobile technology and devices to be used, but only 

when under teacher supervision and using the Education Department's own safe internet browser. 

However, it must be said there is a growing body of studies that contest the pathway of 

prohibition and curtailment of device usage in educational settings. Similarly, psychologists, 

educators and academics continue to debate the ‘pathologization’ (Billieux et al., 2015. p. 122) 
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of technology and device usage by using the terminology of addiction to describe the possible 

habitual distractive effects of digital devices (Cerniglia et al., 2017; Pies, 2009; Selwyn & 

Aagaard, 2021). Few studies or reports exist that explore problematic mobile device usage in 

Western Australian or Australian schools, with the notable exceptions of Beland and Murphy 

(2016) Buchanan et al. (2019), Graham and Sahlberg, (2020, 2021). However, apart from 

agreeing there is an extensive problem to be addressed, systematic and stakeholder inclusive 

solutions have yet to be adopted, apart from the simplistic yet popular ban on mobile phones. 

Nikolopoulou (2020) concluded that the use of technology in Greek schools is 

“negatively affected by the current legislative framework” (p. 259). It is clear such policies have 

real effects on teacher attitudes and perceptions about technology and the relationships that 

teachers, schools, students and parents have with mobile devices and digital technology. There 

are observable anxieties, frictions and contradictions to be explored by future research. One 

question that this Greek study does not fully explore, and may be valid to ask is: what specific 

motivational effects do such prohibitions exert on teacher use of mobile technology? It is a 

suitable line of inquiry because teachers do allow and utilise such devices for learning in both 

Greece and Australia, and both cohorts of teachers will therefore need specific ‘digitally aware’ 

class management techniques to ensure safety and effective learning. One could extrapolate that 

local regulation around these devices may also negatively impact on technology integration in 

Western Australian schools, and to return to the idea of a contemporary ‘post-digital era’, the 

Greek and Australian contexts illustrate it will take some time to reach a ‘post digital’ level of 

operationalisation in schools (Jandrić et al., 2019). 
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Teachers, Technologies and Pedagogies  

 

Teacher self-efficacy is a recurring thematic factor in the field of TEL and a significant 

body of literature highlights how subjective self-perceptions, such as views on self-efficacy and 

belief systems are central to the process of TEL deployment in classrooms (Abbott, 2016; Kervin 

et al., 2013; Lloyd et al., 2015; Orlando, 2014; Suárez-Rodríguez et al., 2018; Saudelli & 

Ciampa, 2016). Moreover, it can be said that these teacher subjectivities should not be identified 

and analysed separately as independent factors, rather they need to be understood as complex 

interrelating co-factors in positioning teachers to the technologies they use and the pedagogical 

positions they take in using such technologies. In this regard, Ching and Wittstock (2019) state 

that “it is possible for technology to drive pedagogy, or (more accurately) to mediate teaching as 

an activity” (p. 164), and therefore technology and pedagogy can be closely interrelated. By 

describing the possibility of technology mediating teaching, Ching and Wittstock (2019) invoke 

the seminal works of Vygotsky (1978; 1981) and Wertsch (1993; 1994; 1998) in regard to 

mediational theory in human cognition and indeed, much of the large body of literature on 

educational technology frames its use within a sociocultural theoretical perspective. This 

perspective assists in understanding the complex relationships humans have with technology. 

Furthermore, Ching and Wittstock (2019) state that this concept of a bi-directional 

interrelationship runs counter to the prevailing idea that pedagogy alone should drive technology 

use. According to the authors, a process of dialogic negotiation between teachers and the 

technology they use in class, shape practices and pedagogies; simply how “teachers and their 

tools shape one another” (p. 178). The premise that the authors base their research on is that “any 

use of a tool or technology in human activity shapes that activity, often in profound ways” (p. 

164). What Ching and Wittstock (2019) describe also derives from much earlier sociocultural 



   

 

25 

 

theorists such as Rogoff (1995) and Wertsch (1998), who maintain that it is necessary to focus 

on the individual intentionally acting through choices, rather than on the tools or individuals 

alone. Harrison et al. (2014) highlighted the differing and often mismatched pedagogical goals of 

schools, that prioritise ubiquitous learning with technology and the departments and teachers, 

who integrate technology “only where useful” (p. 350). Such misalignment of pedagogical goals 

may be influenced and subject to sociocultural, political, economic and individually subjective, 

conditions that may be found in education systems the world over. 

Of critical importance here, is the interrelationship between teacher and technology, 

which can be described as a process of appropriation (Laffey, 2004; Rogoff, 1994; Shin, 2014). 

For example, when a teacher devises a technology-based context or lesson plan, then prepares 

the resources, rehearses and deploys such technology in class, this is a processual act of 

appropriation- a term that draws upon the Bakhtinian concept of a dialogic process (Bakhtin & 

Emerson, 1984) embedded in sociocultural theory, as it applies to the contexts of teaching and 

learning. Such applications of sociocultural theory were further developed and were widely 

influential in education theory (Matsov, 2009; The New London Group, 1996). In this brief 

example, a new technological tool that has been devised, constructed or coded by another actor is 

now made to be their own, modified by the individual teacher intention, usage and style of 

delivery.  

Ching and Wittstock (2019) described this process, of new technology adoption by the 

participants, as a three-phase process of individual “appropriation, resistance and transformation” 

(p. 167). This process can be iterative and perpetual, as observed when teachers may encounter 

new LMS dashboards, with visual metrics, analytical tools and novel software. Such a process of 

exploration and adaptive learning with new technologies for, what were previously analogue 
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tasks, is a form of appropriation and eventual transformation. This also links into, and reinforces, 

the concept of the agentive self as explored and described by Holland, (1998) and Hull and Katz 

(2006). Therefore, the theme of teacher self-efficacy is a highly influential factor in technology 

integration in schools. When Ching and Wittstock (2019) describe how teachers and their digital 

tools shape and transform each other, this closely aligns with affordance theory (Hutchby, 2001; 

Hammond, 2010; Wertsch, 1998). Another factor that influences teacher adoption and 

deployment of TEL and is related to the process of appropriation is what Smirnova et al. (2018), 

identified as “the entry effect” (p. 232). This determining entry effect may be encountered more 

often due to the ongoing evolution of technologies that continually offer teachers new ways to 

explore their curricula. Smirnova et al. (2018) also suggest that educators may be prone to resist 

new digital technologies when they lack the background knowledge and understanding to have 

agency over those tools. It is clear from this scoping literature review, there are many observable 

determinants to be explored and this close interrelationship between teacher and technology is a 

critical area of scholarship in TEL. 

 

A new framework for the twenty-first century  

 

Within this review, there is a body of literature that explores the nexus between teacher 

technological beliefs, attitudes and usage. Specifically, previous research has established that 

teacher beliefs and attitudes are key determinants in TEL integration (see Abbott, 2016; Albion 

& Ertmer, 2002; Drossel et al.,2020; Falloon, 2020; Janssen et al., 2013). To better understand 

the interplay between technology use and teacher subjectivities, Falloon (2020), categorised 

these attitudes and dispositions as “personal-ethical and personal-professional competencies” (p. 

2458) within his Teacher Digital Competence (TDC) model (see Figure 1).  
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Figure 1 

Teacher Digital Competency (TDC) framework 

 

Note: From “From digital literacy to digital competence: The teacher digital competency (TDC) 

framework”, by G. Falloon, 2020, Educational Technology Research and Development, 68(5), p. 

2459. https://doi.org/https://doi.org/10.1007/s11423-020-09767-4 CC License  

Falloon’s concept is an expanded TPACK (Mishra and Koehler, 2006) model that can be 

used as a framework for planning at curriculum, subject and lesson plan levels in both secondary 

and tertiary education and to further understand the interrelated nature of knowledge, beliefs, 

attitudes and technology deployment. This model was developed as a holistic digital competence 

framework with two main objectives; first, to support teachers in the field to develop their 

students’ and their own digital competencies and second, to be a comprehensive framework that 

moves teacher education beyond prevailing deterministic notions of technical and literacy skills 

into a more integrated broad and sociocultural view of education technology. 

The literature suggests that an important pathway to further effective integration of TEL 

in schools is in preparing undergraduate teacher education students to have competencies for 

https://doi.org/https:/doi.org/10.1007/s11423-020-09767-4
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operating in technology-mediated environments. This premise is reflected in a significant body 

of the literature that recognises the higher education sector as a major stakeholder in the future 

use of TEL (Borthwick & Hansen, 2017; Claro et al. 2018; Falloon, 2020; Guzman & 

Nussbaum, 2009; Maor, 2017; Ottenbreit-Leftwich, & Ertmer, 2010; Valverde-Berrocoso, 2020), 

given the significance of TEL to educational outcomes in the modern era. Therefore, it is 

necessary to note that (beyond the scope of this small-scale study), the institutions of teacher 

education have an important influence and vital role in understanding how teacher skills, 

capacities, competencies as well as personal and professional values are formed, embedded and 

then operationalised as part of pedagogical practice.   

As alluded to earlier, Falloon’s (2020) TDC framework (see Figure 1), offers the higher 

education an enhanced version of Mishra and Koehler’s (2006) widely accepted TPACK 

framework. TPACK is a model to guide educators at every level when making choices regarding 

pedagogical, technological, and content knowledge. However, despite TPACK’s wide 

acceptance in the field, it has been criticized for prioritizing skills and content without 

consideration of the wider sociocultural aspects of digital technology use and its impacts. Falloon 

(2020) reports that TPACK has also resulted in a propensity for schools and teacher education to 

develop pedagogical and content knowledge separately from technological knowledge in a siloed 

way, rather than designing courses or lessons with a fully integrated approach. Such criticisms 

were also highlighted in earlier studies (see Drossel et al., 2020; Ndongfack 2015; Saudelli, & 

Ciampa, 2016). However, in this respect, Falloon's TDC model (2020) represents an integrated 

approach that encourages student teachers and educators alike, to develop competencies “beyond 

didactical application of digital technologies to a more holistic view encompassing personal and 

societal considerations” (p. 2458). Time will tell how this comprehensive framework gains 
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acceptance in the academy and in practice; however, its practical application may provide a basis 

for education to address some of the complex issues, barriers and enablers to TEL integration. 

Education research and technology-enhanced learning  

 

Recent education research literature has attempted to provide an integrated approach to 

what has been a siloed, multi-stranded and fragmented theoretical evolution within the field of 

TEL (Blume, 2020; Bower, 2019; Falloon, 2020; Segal & Heath, 2020; Valverde-Berrocoso et 

al., 2020). Indeed, these authors all identified deficiencies in prevailing theoretical approaches to 

TEL and its integration into practice, including a lack of focus on broader, but equally important 

sociocultural issues when investigating technology and education. However, such concerns have 

been previously voiced (see Feenberg, 2002; Feenberg & Jandrić, 2015) and derive from a 

critical theoretical tradition that acknowledges how sociocultural values intersect with 

technology based on the works of Daniels (2008, 2015, 2016), Engeström (2001, 2014), 

Vygotsky (1978, 1981) and Werscht (1993, 1994, 1998, 2002). This type of approach enables the 

possibility of more culturally and socially aware critical discourses, based on a mediational 

understanding of technology rather than “deterministic approaches to learning technology 

research” (Bower, 2019. p. 1036). 

  Bower (2019) proposed his technology-mediated learning theory (see Figure 2) as a 

conceptual framework that illustrates the complex interactions between teacher and learner, 

when mediated by technology affordances.  
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Figure 2 

Technology-mediated learning theory

Note. From “Technology-mediated learning theory”, by M. Bower, 2019, British Journal of 

Educational Technology, 50(3), p.1042  https://doi.org/10.1111/bjet.12771CC-BY license. 

Crucially, Bower (2019) contextualised these interactions within broader socio-political spaces 

that house individual presence and community, shaping beliefs, knowledge and practices of both 

teacher and learner (see Figure 2). To date, no research has been published that explores the 

application of this theoretical framework, but the model provides an opportunity to further 

conceptualise and understand the complex interactions that occur during teaching and learning 

with technology. There are similarities with the aforementioned Teacher Digital Competency 

framework by Falloon (2020) (see Figure 1). Both authors recognise the need to develop “a 

comprehensive understanding of the complex issues associated with technology-mediated 

https://doi.org/10.1111/bjet.12771
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learning and their interrelations” (Bower, 2019. p. 1046), and both models explore the factors 

that influence teacher TEL learning design and implementation. 

 However, it is in the design and conceptual perspectives of both models where there is 

divergence. Bower (2019) explicitly locates the educator, technologies and the learner within a 

“presence” (be it physically or digitally) and a “community” that exists within the spheres of 

socio-political and cultural spaces (p. 1042). Falloon’s framework is teacher centric with 

technology as a ‘disembodied presence’ that needs to be mastered by teacher competencies, 

whereas Bower’s model takes an even broader perspective of the TEL processes- one that places 

technology at the centre of the teaching-technology mediator-learning model of TEL. Bower 

(2019)’s model illustrates how multi-directional influences can occur when technology mediates 

learning, but Falloon’s model does not factor in the student/learner beliefs, knowledge, and 

practices in the learning process because of the focus  on teaching capabilities. However, the 

detail that Falloon’s model provides by categorising teacher competencies into either personal-

ethical and personal-professional, offers a way of exploring how technology impacts on people, 

society and the environment, as well as the impacts on teacher professional development, 

networking and communicating scholastic information. These two frameworks may create new 

possibilities for research because they represent significant advancement in the theoretical and 

conceptual understandings of teaching with technology. 

Conclusion 

 

This review of literature has identified some of the transformative effects technology has, 

and will continue to have, on education. However, the review also highlighted a significant body 

of literature that contests the idea that the digital revolution is over, and the modern era is now 

‘post-digital’, especially when looking at secondary education in Australia. The review also 
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suggested that wider society struggles to understand and make sense of the benefits and risks of 

technology use, within and outside school settings. It also found that serious and contested 

educational issues, such as student digital device distraction, should not be addressed with 

simplistic and symbolic curtailment. Finally, the review highlighted two recent conceptual 

models that illuminate the many complex relationships within the field of TEL. As educators, 

scholars, teachers and learners, we are only just beginning to understand the potential power of 

the technologies we develop and the possible consequences for human cognition. It is hoped and 

anticipated that these models will further guide and support stakeholders, teachers and students 

of the present and future as they redefine twentieth-century education. 
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Chapter 3 Research Design 

Introduction 

 

In the previous chapter, the review analysed the literature and found evidence that despite 

the expectations of the academy, state, national and supranational educational institutions, and 

the commentariat, the prevalence and integration of technologies in teaching practices is uneven 

and at times, contested. The review also identified that TEL integration has been challenged by 

many factors. These factors influence TEL decision making at all levels from the Department of 

Education to sectors and schools, specific subject departmental cultures through to individual 

teachers, all who express belief systems that orientate to positions on TEL integration. Therefore, 

the research aim is to explore and understand the factors that may influence secondary English 

teachers’ TEL integration. Deciding how to achieve this aim required an approach that would 

gain the interest and trust of the teacher participants, and authentically honour and privilege the 

professional voice of each participant. This chapter has four sections. First, it details the study’s 

methodology and explains how the research design aligns with the qualitative paradigm in which 

it is positioned. Second, the ethical basis and protocols are outlined. The third section describes 

the participants, the recruitment process and the sociocultural contexts. Section four outlines the 

methods adopted to create the data set, specifically, the semi-structured interview protocol, the 

idiosyncrasies of online interviewing as a method, the interview process and data collection, 

concluding with an explanation of the analysis methods. 
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Methodology 

 

A qualitative approach 

The acts of teaching, learning, constructing knowledge and meaning are all situated in 

social contexts, which are dependent on values and beliefs (Durdella, 2019; Pajares, 1992; 

Patton, 2015). It is this constructivist-interpretivist ontological perspective that positions this 

study in the qualitative paradigm. As Mackenzie and Knipe (2006) contend, this qualitative 

determination flows from the researchers’ epistemological and ontological beliefs that align with 

the view that knowledge is socially constructed, values and beliefs are intrinsically and 

extrinsically culturally constructed and reality is not a priori, but interpreted and multiple 

(Blaikie & Priest, 2017; Durdella, 2019; Walter, 2019). This study aimed to account for and 

explore, the differing teaching contexts, multiple (personal and professional) voices, and the 

interpreted (narrated as re-told) experiences of an exemplar group English teachers. From the 

interactions between the researcher and participant, knowledge may be co-produced that builds 

an understanding of the conditions that may create participant opinions, belief, attitudes, and 

values (Frisoli, 2010). In this respect, by design, this study is congruent with James and Busher 

(2009)’s suggestion that qualitative research explores the “interplay of multiple views and 

voices. It allows for the construction of reality and knowledge to be mapped out” (p. 3). What 

follows is an explanation of ‘the methodological map’ chosen to navigate and investigate this 

knowledge, the ‘reality’ underpinning it, as well as the research methods and instruments 

selected to assist in addressing the research questions. 

As described above, teaching with technology is an activity situated within a socially 

constructed space, with specific sociocultural aims. Therefore, this inquiry into the conditions 

and circumstances of TEL, is positioned within a qualitative constructivist-interpretivist 
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paradigm. With this research tradition in mind, the first design step was to decide how, and by 

what means, the data would be collected and analysed. Three choices were made in this respect: 

firstly, that the data collection instrument would be qualitative narrative interviews of the 

participants and secondly, that narrative inquiry would be the approach to the overall method of 

data collection. Thirdly, a sociocultural thematic approach to the data analysis was also deemed 

appropriate for this study. When combined as a methodology, these choices are effective because 

they permit the exploration of how participants construct their meanings and narratives from 

lived experience (Denzin & Lincoln, 2013; Durdella, 2019; Robert & Shenhav, 2014). In 

narrative inquiry, participants tell their stories with deep context, as opposed to the often 

decontextualised forms of data collection, such as quantitative surveys and questionnaires, which 

can be seen as empirical methods where the interaction is less participatory.  

Considerable thought was also given to the physical spaces in which the interviews 

would occur. With sporadic COVID-19 outbreaks arising in the Perth area throughout 2021, the 

safest course of action (that would also meet stringent and shifting institutional ethical 

requirements), was to conduct all interviews online via Microsoft (MS) Teams. This decision had 

methodological and practical consequences. In their study, Chiumento et al. (2018) illustrate the 

limitations to social construction of the space, rapport building, role performance and 

disembodiment when conducting online interviews (p. 8). The authors noted a lack of 

methodological precedence for online interviewing and suggest that specific strategies to 

mitigate and manage these limitations should be contemplated. Therefore, when preparing the 

interview protocol for the pilot interview, careful consideration was given to incorporate this 

knowledge gained in the research field, further detail of which is presented later in this chapter 

when discussing methods.  
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Narrative inquiry 

 

For the novice researcher, narrative inquiry as methodology and narrative analysis as a method 

can be bewildering due its terminology and methodological traditions, and both can be 

appropriated by a wide range of disciplines and ontological perspectives (Bochner & Riggs, 

2014). Robert and Shenhav (2014) identified this fluid state in the field of narrative analysis and 

presented a typology based on two fundamental questions and assumptions about key elements 

that are present in all studies employing narrative analysis (p. 2). This typology forms the basis 

of a theoretical and epistemological foundation of narrative analysis. The first question explores 

the “status of narrative” by framing it as either an elemental part of the fabric of human 

existence, or just one “representational device amongst others” that humans use to make sense of 

the world (p.2). The second question concerns the “perspective on narrative” (Ibid.): is it the 

characteristic of a methodological approach, or a specific “object of investigation” (Ibid.)- or is it 

both? Indeed, Robert and Shenhav (2014) equivocate that it may be both. However, what is clear 

to the novice researcher is that the approach to the type of inquiry will trigger methodological 

implications for analysis and interpretation of the data. 

This qualitative research project has as its central basis a belief that knowledge and 

reality are constructed and multiple (Mertens, 2005). Therefore, the choice to use thematic 

narrative inquiry as an interpretive method of understanding the phenomena of TEL is 

significant. As a narrative researcher within the qualitative paradigm, I acknowledge the power 

of the story because it is a human instinct to narrate (Mishler, 1995). When narratives are 

interpreted, they can move beyond everyday interpretation of seemingly mundane events. The 

process of narrative analysis can unlock more profound levels of metaphoric meaning from 

fragments and reminiscences that act as “exemplars of other similar, but never identical, stories” 
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(Conle, 1997. p. 210). These exemplars combined within this study to paint a larger picture of 

educational change. 

It is necessary to briefly discuss how this study’s understanding of narrative influenced 

the interview (data collection) and analysis phases. Narrative as an object, can refer to the 

characteristics of a sequence or succession of events (Hinchman & Hinchman, 1997; Wells, 

2011). At its most granular and post-modern level, it can be a singular random event which is 

given context in a sequence of random events (Olivola & Oppenheimer, 2008; Radvansky, 2012) 

or it can be more of a ‘classical’ coherent sequence of events (beginning, middle, and end). 

However, no matter which definition one takes, these events are re-told, recounted and 

repackaged into words to be interpreted by both researcher and participant during and after the 

interview. In my view, these words may just be fragments, reminiscences or memories, or they 

may be conversations, stories with structure, stories about stories in the form of larger social 

narratives.  

In re-telling stories, human beings attempt to satisfy the need to find patterns of 

understanding and ways to see the world and human experience (Auerbach, 2009; Gee, 2014). 

However, purists, or narratologists from the classical school (Robert & Shenhav, 2006), would 

not view this fluid and open definition of narrative as valid, as they see narrative coherence as a 

defining attribute (Page, 2003). This restrictive view of narrative excludes the ambiguous, 

incomplete and often unresolved stories of life. In rejecting the classical school’s restrictive 

approach and adopting a post-classical approach to the fluidity of narrative, as described by 

Robert and Shenhav (2006), this study would search for narrative coherence, but not count it as a 

necessary characteristic for defining what a unit of narrative data should be. Such a post-classical 
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approach to the characteristics of narrative provides a wide scope for analysis and interpretation 

of units of data that are seen to be narrative fragments. 

Narrative analysis 

As alluded to earlier, my choice of thematic narrative analysis was made because I 

recognised the story as integral to expressing human temporal experience (Corvellec, 2006; 

Pinnegar & Daynes, 2007). I was also aware that the richness of the stories told would be 

determined by the quality of the relationships created between the researcher and the researched 

(Kvale & Brinkmann, 2015). Just as the participants’ stories, memories, and insights were 

recorded as significant data of interest, equal importance was focused my own research 

experiences, and narratives that were documented post-interview, in the form of researcher 

memos and a journal. Such reflexive and iterative responses to each of the six interviews (plus 

one pilot interview) were included in the data set because of the interpretivist approach this study 

employed. Mackenzie and Knipe (2006) declared the interpretivist-constructivist researcher: 

“recognises the impact on the research of their own background and experiences” (p. 196). Such 

additional data points were useful when exploring which questions were effective in elucidating 

a narrative response. This approach also had an important secondary function for the novice 

researcher; to improve upon and further cultivate agile interviewing skills. 

Ethics 

 

The ethics code and protocols for the conduct of this research were approved by the 

Murdoch University Human Research Ethics Committee (approval 2021/115) in mid-July of 

2021. Ethical protocols do more than protect the interests of the university, the participant and 

the researcher; they codify standards for relationships and methods in executing the study. 

Furthermore, researchers and scholars agree that the rights of the participants should be central to 
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the study (Creswell & Creswell, 2018; NHRMC, 2018). The ethical approval process reminds 

the researcher that to conduct research with human participants is a great privilege. It also 

ensures that the principle of ‘do no harm’ is adhered to. Beyond this simple maxim, the 

researcher must consider the risk of harm to the participants, no matter how small or seemingly 

insignificant in nature.  

Ethical protocols required clarity of purpose and intention on the part of the researcher. 

Ethics are also key to the research process itself, and I contend that transparent and honest 

communication between researcher and participant was a key factor in promoting participant 

trust in the research team, the process, the data, and how it was to be used. For example, 

participants in this study were given an information letter (See Appendix A) detailing the 

purpose and nature of the study, the three participant rights (the right to withdraw, to 

confidentiality and to review) and an opportunity to ask questions about the project. Once the 

participants were satisfied they had enough information, they were asked to sign and return the 

informed consent form supplied to them. This procedure was carried out as per the ethics’ 

approval protocol. Confidentiality refers to the duty researchers have to protect the participants’ 

identity, places of work, other colleagues, actors or other locations that may be linked back to a 

participant. This study specified that participant anonymity would be guaranteed through the use 

of pseudonyms for all names, proper nouns and places of work. 

Trust is a key element in the relationship between the participants, researcher(s) and for 

authenticity and veracity of the overall study. The concept of trust in the ethical framework is 

deeply embedded in this research design. Because this qualitative study employs a narrative 

inquiry methodology, and the participants’ voices are central to the viability of the data set, trust 

in the data collection instruments and storage were key to making the participants feel 
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comfortable to be open with their teaching experiences and tell their stories. In this respect, 

participant perceptions and experiences of how this study’s ethical approaches were 

demonstrated were a central basis for effective interviews and the creation of quality data. 

Finally, to demonstrate the transparent and open data collection process, this study gave 

each participant the right to review and approve their transcript for accuracy and accountability. 

It was agreed, in collaboration with the supervisors, participants would be given a summary 

report of findings approximately six months following the thesis submission date. These ethical 

strategies were also essential in promoting participant trust in the research process. 

Participants and recruitment  

 

Participants  

Conle (1997) uses the term “exemplar” to describe stories that “when taken altogether, 

…might give us an exact picture of the change of the whole” (p.210). Ignoring the 

epistemological problem with the word “exact”, this suggests exemplar to be representative or 

archetypal, which may contain a widely accepted appearance of ‘truth’, depending on the 

epistemological perspective. This study, drawing on a purposeful sample of six English teachers, 

aimed to compile interview data with sufficient quality of participant reflection to interpret and 

make inductive conclusions. Individual participants’ professional and personal experiences allow 

scope for in depth qualitative analysis and may allude to other contexts of secondary English 

teachers.  

The six secondary English teacher participants (plus one pilot participant) recruited for 

this study, were predominantly female (five female and one male), and between the cohort, had 

professional experience ranging from two to twenty years across all school sectors: state/public 
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(dual sex), independent (single sex girls or boys) and independent faith-based (Catholic single 

sex girls and Anglican dual sex). All teachers taught a combination of lower school (years 7 to 

10) and upper school (years 11 and 12) English, English Literature and as well as English 

language arts within the International Baccalaureate program, across both lower, middle and 

senior school years. Therefore, across the participant cohort, there was a wide range of 

educational technology experience ranging from the 90’s early digital revolution through to the 

current digital era. 

Recruitment   

Once HREC approval to conduct this research was granted, the participant recruitment 

process began with a dual strategy of informal networking for an initial set of participants and 

post-interview participant referrals from that first set. In a research setting, this type of referral 

strategy is also known as “snowballing” (Coleman, 1958; Heckathorn, 2011; Noy, 2008). The 

first networking and recruitment strategy took place in two locations: firstly, at the Western 

Australian Institute of Education Research’s annual conference, and secondly at the Murdoch 

University’s College of Science, Health, Engineering and Education, which resulted in the 

recruitment of four potential participants. However, there were two exceptions to this strategy: 

one participant was referred via an informal social network (a friend of a friend), who then 

recruited another participant who was deemed to be “younger and better with technology”; and 

another unsolicited participant contacted me, and indicated an interest in participating, having 

heard about my study from a colleague. In total, ten potential participants expressed interest, who 

then received an introductory email containing the approved information letter (see Appendix A) 

and informed consent form (Appendix B). Six participants responded with confirmation of 
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participation, having signed and returned the consent form, thus fulfilling the ethical requirement 

for participant informed consent. 

Method 

Qualitative interviewing can take many forms. For example, interviews can be structured, 

semi-structured, ethnographic, narrative or biographical. The narrative interview has a focus on 

the representational aspects of story context and identities of the self. It is also interested in the 

structure of stories as well as the affective content that is encoded through linguistic and 

paralinguistic means (Edwards & Holland, 2013). The aim of the interview protocol was to 

create the conditions where participants could openly re-tell their narratives of teaching English 

with technology. To achieve these conditions, the researcher should create rapport, emotional 

safety and possess a degree of reflexivity (Rosenthal, 2004). As indicated earlier in this chapter, 

to conduct a narrative interview, one needs to understand what a narrative actually is, and the 

multiple ways it has been defined. This study takes a post-classical position (Robert & Shenhav, 

2014) on what constitutes a narrative, which includes the random fragments of stories and 

meanings, that are often incomplete and unresolved forms of narrative (Edwards & Holland, 

2013). 

It is well understood that during research interviews participants will self-regulate and 

self-censor their answers. However, when recalled in an interview setting, narratives are often re-

told with intentionality by the participant. This knowledge may affect how a researcher might 

interpret a participant answer in any given moment, and after the interview. This is where the 

interview skills of immediate and agile interpretation come into play. 
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Semi-structured interview protocol 

Drafting the protocol. Semi-structured interviews normally comprise of a sequence of 

questions that are general enough in scope to elicit a broad response from the interviewee. This 

allows for subsequent impromptu or planned questions, to elicit more detail from the participant, 

in the form of probes and follow-up questioning, for example, to inquire about further detail, 

chronology, clarifications, or explanations (Kvale, 1996; Schatzman & Strauss, 1973). This 

requires a certain amount of agility, improvisation, and creativity on the part of the researcher-

interviewer. A sequence of formalised and prepared questions constitutes the structured part of 

the protocol, and the semi-planned, but improvised follow-up questions represent the semi or 

loosely structured section.  

Careful attention was made to the sequencing and function of each question. It is 

generally accepted as best practice to begin with simple ethnographic “tell me about yourself” 

type of question to build trust and rapport, both of which create emotional safety for the 

participant and the interviewer (Jacob & Furgerson, 2015; Mitchell & Irvine, 2008). Creswell 

(2014) suggested that other advisable features of a semi-structured interview are, an opening 

“grand tour question” (p. 247), core questions that explore the topics of the research questions 

and a section of possible prompts and follow-up probes (Ibid). Some authors deem it important 

to wind down and “let go of the interview” (Edwards & Holland, 2013), rather than let it end 

coldly and abruptly, which may later colour, or influence the participants’ perception of the 

research experience. In the interests of both participant and researcher, such sequencing and 

procedural suggestions from the literature were integrated into the protocol design (see Appendix 

C).  
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This study’s three research questions provided the key words around which to draft and 

structure the interview questions. These questions had to be phrased with care to be open; the 

type of question that would invite an unguided and reflexive response from the participant, rather 

than a closed question that may invite a simple yes or no response. Specific areas of teaching 

experience were explored within the questions and the terminology needed to be both specific 

and evocative enough to elicit a deeply reflexive narrative response. Once the question drafting 

process was completed, the researcher experienced an odd feeling: a lack of power. As Wengraf 

(2001) notes: “general deductivist strategic theory dictates giving up control at a tactical level to 

the person being interviewed” (p. 3). However, the researcher must make some assumptions 

about encoded meanings that may be shared by both questioner and listener, including words and 

phrasing that may trigger a useful, expected or unexpected response from the participant. 

Ultimately, the quality of the data collected would depend on the quality of the questions 

and the answers given at each interview. After several iterations, six semi-structured questions 

were approved and deemed sufficient as an interview protocol elicit the kinds of narrative 

responses that support analysis, consideration and discussion (see Appendix C).   

Online interviewing as a research site. As explained earlier in this chapter, a decision 

was made to conduct all interviews online via video conferencing software, specifically 

Microsoft (MS) Teams, to mitigate any possible disruption to the interview schedule by a 

COVID-19 lockdown and due to its versatility as a recording method. However, James and 

Busher (2009) suggest the move to online interviewing which displaces the research site to an 

online context, may present some challenges that are absent in face-to-face interviewing. In 

qualitative interviewing it can be argued that the choice to mediate face-to face interviews with 

video software may result in some loss of data (non-verbal cues, eye contact and nuances of 
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expressions), and create barriers to building rapport (Chiumento et al., 2018; Markham, 2004). 

However, if the researcher has awareness of these issues and can mitigate some of the effects on 

the data collected, virtual, or online interviewing has the potential to produce high-quality, 

rigorous, ethical qualitative research (Lobe & Morgan, 2021). Indeed, the ubiquitous use of 

video conferencing software during the COVID-19 pandemic added an extra layer of familiarity 

for a large part of the population, increasing what Howlett (2021) describes as a “new digital and 

socially meaningful space for our interaction” (p. 7). 

Pilot interview. Piloting the interview is an important part of the design process because 

it tests the effectiveness of the questions and the researcher-interviewer interaction (Preece, 

2006). Six interview protocol questions were drafted that would function as gentle prods to the 

memory, to enable the comfort and trust of the participants, so they felt confident to re-tell 

stories from their past experiences (Majid et al., 2017). A pilot interview (which was audio 

recorded) was the first chance to put the questions to a participant and to see and hear the 

responses. As a novice researcher, this pilot was also the first attempt at qualitative interviewing. 

This pilot resulted in three major insights. Firstly, the pilot process increased an 

understanding of the performative role of the researcher-interviewer and how a balance must be 

struck between creating a good rapport with the participant and having a degree of researcher 

distance in terms of conversational tone and vocabulary. The second insight was how to gently 

balance the need for participants to have the time and space to narrate stories of lived experience 

with the researcher's need to adhere to the question’s premise and topic at hand. The third insight 

was that the verbal stylistics of questioning typology, phrasing, and syntax needed further 

refinement. Indeed, to follow (and sometimes deviate from) a script in a real-life situation is a 

learned skill to be perfected. 
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One further improvement that arose from the pilot was the importance of giving early 

information to signpost the structure and general content of the interview to inform the 

participant and manage participant expectations. The interview protocol was amended to include 

a brief overview of what kind of subject matter would be covered in the hour-long interview. In 

subsequent interviews, this amendment functioned as intended and all six interviews proceeded 

with relaxed and reflective participants. 

Reflexivity. In the tradition of qualitative research, it is common for a researcher field 

book or journal to be used to record memos, thoughts and observations of the data collection 

phase and interviews (Durdella, 2019; Watt, 2007). In this study, a researcher’s journal 

containing field notes was maintained to record reflections directly after each interview and 

commentary on the overall process (Durdella, 2019; Glesne, 2016). From the researcher’s point 

of view, this may mean understanding and confronting one’s own biases and blind spots, 

however objective one may qualify their approach to interviewing. Watt (2007) suggests that as 

the qualitative researcher is the “primary data collection and analytical instrument” (p. 82), 

reflexivity is essential. Part of the reflexive role of the researcher requires a degree of self-

awareness and introspection that is a part of ongoing willingness to learn within the research 

journey. As illustrated in the previous section, a reflexive response to the pilot interview 

experience was vital to improving the interview performance and effectiveness of each question. 

This continued to have an influence on the quality of participant responses and therefore the data 

set. 

Data collection 

The interview data were collected over six weeks in July, August, and September of 

2021, via Microsoft Teams. These were recorded, transcribed and the completed transcriptions 
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then sent to all participants for accuracy checking and approval. Research conventions regarding 

authenticity and ethical conduct require the novice researcher to be mindful of the need for 

authenticity during the interviews process and with handling the resulting transcription data, as 

well as throughout the project as a whole. No corrections were made by the participants. This 

type of authentic interviewee participation to verify the accuracy of what was said, was a key 

part of the ethical protocol of this study.  

As a novice researcher who is aware of my positioning as a white middle-class male and 

postgraduate student with a keen interest in education and technology, I have a sociocultural 

context, which may or may not accord status in the eyes of the participants. However, my status 

(or lack thereof) as an outsider-researcher who is not currently a practitioner (e.g., a Western 

Australian English secondary teacher) may influence the data (Shah, 2004). These factors were 

considered when preparing for, conducting the interviews and analysing the data. However, there 

are also benefits to be found as an outsider-researcher. As Dimmock (2002) suggested, outsiders 

can offer alternate and fresh perspectives as well as illuminate salient differences and similarities 

in culture (p. 37). Therefore, the sociocultural positioning of this study and this researcher, 

situated at a university that has a strong presence in teacher education in Australia, may have an 

effect on the purposeful sampling of the participants and their interview interactions. However, it 

became evident through the recruitment process that all participants were motivated to 

participate by knowing they were contributing to the production of knowledge both within the 

discipline and practice, as well as for the opportunity to share their stories and experiences with a 

researcher.   

Narrative researchers have often alluded to the effects of story retelling; the act of 

narrating a story can change the perspectives of both the teacher and researcher participants 



   

 

48 

 

(Clandinin & Connelly, 1995; Conle 1997; Elbaz- Luwisch, 2007). In the context of this study, 

the aim was to listen closely and document stories that may contain nuggets of subjective truth 

for teachers, and what is true for teachers in the field may indeed be exemplar for professional 

knowledge. In this study, participant motivations were articulated during initial contact emails or 

during the interviews themselves. Some participants had studied to master’s level, which may 

have inspired specific motivation to participate, and all articulated an authentic and positive 

interest in the research project and its findings. The importance of active interest in participating 

is underlined here because participant motivations may influence the effectiveness of the 

interview, what is communicated during the allotted time frame and how comfortable 

participants may be in recounting stories about their classroom experiences.   

In the context of an interview, some teacher participants may choose to preference and 

recount some stories over others. It is possible that some stories resonate with deeper meaning 

and contain more common or archetypal features than others for teachers. Other stories may not 

fit neatly into pre-conceptions and beliefs about what is good teaching and what is not. 

Therefore, it may be worthwhile to investigate what has not been said by the teacher participants; 

those implicit meanings and discourses that are silenced but may be visible for those who have 

the theoretical tools to see. As Elbaz- Luwisch (2007) points out, educational tradition and the 

culture of school systems can turn teachers to self-censor their own narratives to conform to the 

prevailing (currently a neoliberal) paradigm. Exploring this disconnect between the official 

professional perspective and the lived realities of the classroom may be key to understanding the 

forces that drive significant change in education, of which technological advancement is the 

juggernaut. 
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Coding the data 

There are a number of different coding methods within the qualitative narrative research 

paradigm, and for this project and its context of teacher stories, a thematic narrative approach 

was identified as appropriate. Within this approach, a phased coding method was utilised to 

identify thematic categories in the interviews, which involved utilising the three phases of 

coding; open, axial and selective, that Strauss and Corbin (1990) identified. Over the past three 

decades, this three-phase process has become widely accepted as the central analytic approach to 

data coding in grounded theory (Glaser & Strauss, 1967; Strauss & Corbin 1994), although it 

must be stressed that this is a non-linear process of constant refining for both codes and 

categories. NVivo 12 coding software was used, in the first instance, to create the open coding 

stage code book of 60 different codes, the NVivo term for basic units of specific terms from the 

transcripts. What the coding literature does not prepare the neophyte researcher for is how messy 

and iterative the coding process is, due to the commonalities between categories and indeed, 

overlapping categories that contain the same and synonymous terms. 

Open coding phase. Open coding is the first phase in deconstructing the data; here, the 

researcher preliminarily examines the data, breaking down large sections of the data sets or units 

of broad concepts and categories at the ‘family level’ or as Glaser (1978) described them, coding 

families. At this point, the coding process is one of conceptualisation and categorisation, and 

Glaser offers four broad categories of coding families: causality, process, classification and 

strategy (p.81). At this phase, the researcher can let their enthusiasm and analytical tendencies 

run away with them- as Dey (2004) points out, the more codes within each family category, ‘the 

better’ (p. 85). This phase of creation and discovery should generate as many ideas and codes as 

possible within each family that have conceptual and direct links to the data. In this first phase, 
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the code book was printed out to assist in the classification process. Codes were listed and 

grouped into related categories with repetitions and close code similarities merged into one code 

for clarity. The working data codes totalled 60 specific codes spread across the four Glaserian 

coding families. See Figure 3.  
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Figure 3 

Open Coding Phase 

 

________________________________________________________________________ 

 Note: This original TEL data coding figure is based on the conceptual works of Glaser 

 (1978), and Strauss and Corbin (1990). 

Narrative axial coding. The axial phase of coding is concerned with integrating the 

family categories by how they interact and connect; these are causal connections that lead one to 

identify ‘how things work’ (Dey, 2004, p.88). This process reveals not only connections but also 
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the ‘structure(s) properties and (inter)actions of those agencies that possess causal power’ (p. 

90). Indeed, in this phase, the coding can reveal interconnectivity, structures, and power at a 

conceptual level that may be later analysed using theoretical frameworks relevant to the study. 

However, in this study, the goal of axial coding was to create primary categories and sub-

categories where necessary (Dey, 2004) that may illustrate interactivity and causal connections. 

The phase one open codes were grouped into six narrative categories: stories of teacher beliefs 

and change; COVID-19 home learning and teaching; teacher technology stories; English 

Department stories; stories of digital natives; stories of print versus digital/handwriting versus 

typing; stories of gender and technology. See Figure 4. 

Figure 4 

Axial Coding Phase 

 

Note: This original TEL data coding figure is based on the conceptual works of Glaser 

 (1978), and Strauss and Corbin (1990). 
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Some codes and categories overlap, can interact, and invite comparison, which is a key 

part of the axial coding process when the researcher inspects how the interaction between 

categories works in terms of the conditions, strategies, and consequences in the data set (Dey, 

2004). In this axial coding phase, the focus is on the narrative categories and codes because these 

participant stories are spoken and encoded with layers of meaning, which may illustrate wider, 

interrelated concepts and depict interaction as espoused by grounded theory (Glaser & Strauss, 

1967; Strauss & Corbin 1994). Beginning with the most personal and illuminating of narrative 

categories, stories of teacher TEL beliefs about change, and their related codes, were categorised 

into belief sub-categories of cognitive, affective and behavioural elements that Rokeach (1972) 

identified. From this categorisation, it became apparent that all teacher participants had 

orientations to technology and overarching systems of belief that have been built up over time 

and experience. Beliefs are human constructs that may change over time with life experiences 

and learning. Rokeach (1972) defined belief as a proposition related to a specific context or to 

knowledge that can create ‘predispositions to actions’ (p. 113). Rokeach identified the three 

components that create beliefs: cognitive, affective and behavioural phenomena, and he 

suggested that over time, a class of beliefs can build into attitudes and value systems. In this 

study, short stories of teacher beliefs, attitudes and values were identified as narratives because 

they indicated journeys of evolution in teacher beliefs as well as cognitive, affective and 

behavioural journeys concerning technology use in English classrooms. 

The second axial coding narrative category, COVID-19 home-learning and teaching 

experiences, contains short vignettes about the effectiveness of home learning, and these 

illustrate contemporary reflections from the field that are also anchored in a range of beliefs. The 
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data highlighted the practical challenges participants encountered verifying student presence, 

student accountability and the memorable observation that it (the WA experience of a short two 

weeks of remote home learning) as a ‘waste of time’. The third axial coding category, ‘English 

teacher technology stories, contained a rich seam of participant narratives. These narratives were 

small vignettes of heartfelt achievement with multimodal learning, but also vignettes that 

revealed problematic technology use in class, disruption, distraction and visceral failure. The 

fourth narrative category contained stories of digital natives, a culturally distinct generation of 

people identified by Prensky (2001), who were born in the digital era and who have grown up 

through early childhood and beyond with digital technology. All participants expressed opinions, 

stories, experiences and assumptions around the concept of digital natives. One participant, in 

particular, Peter, a middle-aged male teacher, spoke eloquently about the issues surrounding 

‘pre-digitals’ (as Peter described himself) teaching digital natives and generational change in 

education. During the interviews, some teacher participants compared student digital native 

stories to the still fresh, narrative memory that pre-digital teachers have of life, school and 

culture with technology three and four decades earlier. 

The fifth category of the axial stage was print versus digital stories, which is closely 

allied to the previous narrative category of digital natives. This category grouped all narratives 

relating to print and digital texts, and the acts of reading, composing, writing, typing and 

comprehending. In this category, some of the participant stories illustrated strong opinions and 

attitudes regarding concerns about the differences of reading in both printed text and digital text. 

These attitudes are likely to be strongly linked to teacher concerns about handwriting and typing. 

The sixth and smallest narrative category is that of gender and technology stories. Issues 

surrounding gender and technology were not explored in this research; however, this area may be 
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of significance to other studies. I will refrain from detailed commentary, but it is clear that some 

participants articulated thoughts on gender issues as well as perceptions and implicit meanings 

regarding gendered interactions with technology in the classroom. See Figure 4 for an outline of 

the categories of the axial coding phase. 

The third and final coding phase: Selective coding. After careful consideration, the six 

axial codes were then grouped into four selective codes (Strauss and Corbin, 1990): 1): agents 

and factors of change, 2): empowerment of teachers, 3): socio-cultural contexts, and 4): student-

centred learning. These were then classified into two larger code super categories of techno-

pedagogical data and techno-sociocultural data (see Figure 5).  
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Figure 5 

Selective Coding phase 

 

Note: This original TEL data coding figure is based on the conceptual works of Glaser 

 (1978), and Strauss and Corbin (1990). 

These final two code groupings were chosen because they were identified as overarching themes 

that frequently occurred within the data set, and which have the potential to illuminate multiple 

layers of meaning during the narrative analysis phase. 
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Conclusion  

 

This chapter began by detailing the methodological basis of this study, which is 

positioned within a constructivist-interpretivist paradigm. From there, the interlocking choices of 

research design and method were presented and described. Qualitative interview transcript data 

was co-constructed with the assistance of a small group of secondary English teachers. The data 

was organised using three levels of Glaserian (1978) coding, with the first level representing. a 

systematic breakdown of the data into codes. The second level organised those codes into 

thematic code groups, and the third level further organised those groups into two large thematic 

categories. These codes and categories all assisted in providing thick descriptions (Geertz, 1973; 

Ryle, 1949) that enable the qualitative researcher to move beyond surface level understandings 

and facilitate deeper interpretation through context, emotions, intention, motivation, trueness and 

meaningfulness (Ponterotto, 2006). The next chapter presents the findings that were revealed 

from the data analysis phase. 
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Chapter 4 Results 

In the previous chapter, I presented the methodological positioning of this study and 

described how my chosen methods align with a qualitative-interpretative research approach. I 

also described how this positioning informed the design of the ethics protocol and data collection 

process. This fourth chapter introduces the results of the data analysis process and in so doing, 

presents the two major themes and sub-themes that emerged, with illustrative examples for each. 

The chapter then concludes with a general summary of the results. 

The following five sections present the recurring themes and motifs identified as 

significant units of meaning in the data. The concept of theme appears across disciplines and can 

be found in literature, art, psychology, biology, to name but a few. It most commonly refers to 

the subject and an idea that recurs in, or pervades, a work that has a unifying function (Oxford 

English Dictionary, 2021b). Similarly, the concept of the motif as a distinctive, significant or 

salient theme or idea is the most common usage. Mello (2002) describes motif as “a cognitive 

format that links sections of the complete story together” (p. 237), to be seen in terms of patterns, 

a prevalent element of a wider theme. Such an understanding of motif can also be found across 

the disciplines, for example, in Literary Criticism and Cultural Anthropology, in a similar way to 

describe a recurring topic or idea within a larger, more generic category of a theme.  

The application of these two terms, theme and motif, to the data set, assisted in grouping 

what were seemingly disparate elements and aided the categorisation of data points. The motifs 

began to coalesce into four themes that were then categorised under two larger, overarching 

parent themes of techno-pedagogical and the techno-sociocultural data. As two categories of 

themes, these provide a way of identifying and classifying the data. However, these should not 

be construed as mutually exclusive and separate. What is clear from the analysis is that many 



   

 

59 

 

sub-themes and motifs can be categorised under both parent themes of pedagogical and 

sociocultural data. In fact, seen as a whole, the data set demonstrates that pedagogy, and how it is 

enacted, is sociocultural by its nature.  

The two main themes are explored in the following sections. To present the results of the 

analysis and in the interests of the conceptual continuity of this thesis, the themes and motifs are 

presented under each research question topic. 

Pandemic teaching: Paradigm shifts 

 

Theme 1: Teaching with technology in a time of sociocultural change  

 

The interview questions about teaching during the pandemic lockdown period were 

designed to evoke first-hand experiences. Participants spoke of a range of emotions, opinions, 

and beliefs, that indicated some considerable reflection on what had transpired during this time 

of online teaching. All participants identified the COVID-19 home learning experience as a 

major accelerator of change in education and society - this was the most significant of all the 

teacher reflections.  

Exceptionally unique. Some participants spoke of how the online teaching period in WA 

was short and unique when compared to the rest of the world. In this respect, the motif of unique 

and exceptional times was highlighted in the responses of Emily and Elizabeth to the question 

about COVID-19 lockdown online teaching. Emily described the “...whole unique, online 

learning experience” (p.28) as a less than satisfactory experience for teachers: “...it was two 

weeks of, ah, it was really quite tough, so we have great sympathy for the rest of the world, 

particularly our Eastern states at the moment. They’ve been doing it for months” (p.25). Due to 
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the short lockdown period and relative success of Western Australian authorities in mitigating 

the spread of the virus, sympathy for the rest of the world and the Eastern Australian states was 

the dominant expression from the participants. 

A short time later in the interview, Emily expressed her belief that the regular 

pedagogical interactions between teachers and students were not the same in this online 

pandemic context, because of student accountability. 

It was quite a painful two weeks for us, because accountability was more on the 

teachers than it was really on the students, because we were just constantly 

following up trying to get them to, to do their work. And then even when we got 

back, I don’t know how many of them completed that. It was almost like we had to 

re-teach everything that we had done over the period. (p.27) 

In the above extract, Emily uses an emotive term (painful) to highlight the difficulty she felt in 

teaching via videoconferencing software (MS Teams) and checking student work. She underlines 

her concern that it was sub-optimal learning, suggesting that they [teachers] had to re-teach all 

content presented during this COVID 19 period of emergency teaching. 

In contrast, Elizabeth recounted a more positive experience with her online teaching at an 

independent boys’ school.  In the following extract, Elizabeth makes comparisons and draws 

links between global and local experiences:  

It certainly makes them, think, and young people tend to think about their own 

experiences and things that made them think more broadly, more globally. 

Because obviously we were watching what was happening in the UK and the US 

and Europe, and for them [her students] to then think it's actually going to impact 
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me as well and thinking, comparing their lives to other students, in that this place 

isn't even Melbourne....that's what I'm always saying to them is, they've got to 

think: this is why we study texts about other cultures, you know that you can't just 

stay in your own bubble sort of thing. So, yeah, I said that they really rose to the 

challenge, actually (p. 22). 

In the above extract, Elizabeth positively reflected on her students’ learning in a broad 

sociocultural context. Interestingly, Elizabeth drew a direct pedagogical link between the English 

syllabus texts she teaches with, and the pandemic experiences her students observed. She 

invoked a pedagogical aim that encouraged her students to make such links regarding cultural 

experiences, and in so doing, she articulated a belief in the cultural importance of studying 

English texts. Elizabeth then finished her short narrative with a positive appraisal of her students' 

capabilities.  

Elizabeth also stated her belief that students were not disadvantaged by the lockdown response in 

WA during this unique pandemic period: “I think the impact wasn't enough that it might have 

any long term, certainly, no long-term educational disadvantage. And I don't think [there was] 

much long-term psychological disadvantage” (p.22). Reflecting about the possible short and 

long-term effects on student learning during lockdown, Elizabeth articulated her belief that the 

time frame was brief, and in one respect, fortuitous, due to the examination period “It was only 

about two weeks, but for us, it was just prior to exams. So, in a way, that was kind of good 

because they [the year 11 and 12 students] were under pressure” (p19). 

In contrast, one participant, Peter, was particularly sceptical about the rigour of the new 

online teaching context: “...we were making the false assumption that if kids were in front of us, 

if they looked engaged, if they could basically just mock it up for 15 seconds, that was going to 
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be sufficient for some sort of valid education context” (p. 4). This observation goes to the heart 

of Peter’s belief that teaching in the online context, problematized both teacher authority and 

student accountability. Peter elaborates:                

I literally had girls that were out [of the lesson], for quite some time at [an 

independent girls’ school], came back and hadn’t done a lick [of work] ... we’re 

probably just glad if we manage to take attendance, talk for a while, get them to 

do a task and submit something. But it’s pretty low-level learning. (p. 5)    

Similarly, Diana narrated a short vignette to illustrate her concerns about accountability, 

concluding with a blunt assessment of the EROT period: 

...and they [the students] weren’t really, you know, feeling accountable. And they 

weren’t. They were like, ‘oh, we pretend’, like the girls were OK. But when I 

taught an all-boys' school, they said that ‘we weren’t really, you know, even doing 

the work’: ‘Miss, we were playing games on the side...we were doing this’. So that 

was interesting. And I feel like it was just a waste of a week. It just felt like a 

waste of the week (p. 5) 

According to Diana, at single-sex schools during this EROT period, both boys and girls failed to 

keep on-task and in some cases, did not even pretend to be accountable for their own learning. 

Similarly, in the online teaching context, Mary observed in her students, a lack of “independence 

and willingness to go beyond being spoon-fed...” (p. 6). For lessons, video conferencing did not 

appear ideal for younger male students because they lacked maturity for self-regulated learning. 

Unsurprisingly, Mary observed a higher level of maturity with her older year eleven and twelve 

male students:  
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...the maturity of the boys was not there, but for the older boys, the year eleven's 

and year twelve's, I felt that I taught the exact same way that I would in a class. I 

just did a video lesson for the entire lesson and just ran it like that (p. 7) 

The above extract from Mary, combined with Peter and Emily’s observations, also above, 

regarding checking student work, suggest that the issue of online student accountability was 

likely to have been problematic across the education system during this two-week emergency 

teaching period and was not limited to lower socioeconomic schools or younger year groups. It is 

also Peter’s assessment that in this context, the learning achievement level was sub-optimal for 

all his students. 

Preparation and planning. In Western Australia, there was a very short window of time 

in which to prepare learning materials and pedagogical approaches to teach all school subjects, 

including English. Emily described it in the following way: “So, we took a week to prepare. We 

took one week of extra holidays to prepare. Got all our resources and everything into the system, 

ready to go” (p. 24). 

In comparison, Elizabeth recounted how MS Teams, as a videoconferencing software, was 

completely new to her English department and there was very little training in its use, which led 

to her hesitancy with the swiftness of the changes:  

... [Teams] was a completely new platform for all of us, and we had very little 

training because, of course, that lockdown first lockdown happened quite 

suddenly. We had to get all that done overnight. So probably the teachers were so 

much more hesitant (p.20). 
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Early in the home learning period, Elizabeth found that her hesitancy and lack of agency using 

MS Teams contrasted with her students’ agency and comfort in this online context. In fact, 

Elizabeth commented that her students were able to scaffold her own technological knowledge: 

They [the students] were showing me things that I didn't know, like operations, 

that I didn't know how they worked...and again, it's that sense of comfort that they 

have, like, ‘you can do this sort of thing’. And I'm navigating it going: 'I don't 

want to lose this call’ or whatever in the early days yet. So, the learning curve for 

them seem to be smoother than for me (p. 23). 

Similarly, Diana spoke of how her two-week EROT experience changed her professional 

practices and her reluctant attitude towards using technology: “...professionally, for me, it 

just ma[de]...helped me overcome, sort of that, reluctance to use remote learning, and 

online learning” (p. 5). 

Mary, who described herself as somewhat “tech-savvy", spoke of how the blanket 

approach of using “video lessons” for all age levels of students, did not work because of 

differing levels of student maturity, that was required for self- regulated learning:  

 ...doing video lessons with the younger students did not work well at all […] 

because it was meant to be used for collaboration for adults rather than teacher 

and student.  

In summary, the above five examples illustrate how the participants experienced the 

rushed preparatory week for emergency online response teaching and give a glimpse into how 

these teachers viewed the possible differences in their approaches to this new context. The next 

subsection presents the motif of systemic change. 



   

 

65 

 

A story of wider systemic change. All participants identified the COVID-19 home 

learning experience as a major accelerator of change. Not only did this situation force teachers to 

modify the way they communicated and presented content to their students, it also created the 

need for new approaches. Many participants also critically reflected on the effectiveness of the 

short pivot to home learning and the possible longer-term effects of home learning during 

lockdowns. Elizabeth detailed her observations of broader systemic change in educational 

institutions and how this cascaded into changed behaviours and practices at the secondary school 

level: 

So, another thing with covid. What’s happened is universities have lost 

overseas students completely. The situation is that a great proportion of students 

are getting early offers, which are based on ATAR, so they know they just have to 

get over 80. So, a student that maybe potentially could get a 95 takes the brakes 

off: ‘I’m just going to cruise’ often, particularly in English. They just go: ‘All I 

need to do is pass’ (p. 13). 

According to Elizabeth, these top-down assessment decisions, made at a state department level, 

seemed to have a negative impact on the learning behaviours of her year twelve students. 

Elizabeth ends the short vignette above with her view that these behaviours are a challenge to her 

teaching approach: 

So, a focus for me has been trying to provide really engaging lessons. It actually 

almost makes the job harder because [I have to] to keep them engaged. So, 

mixing it up all the time is really important…but it’s kind of about how do I keep 

it fresh? And so, technology is very advantageous because we would have talked 

very differently ten years ago (p.13). 
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As expressed above, Elizabeth believed that the Australian Tertiary Admissions Rank (ATAR) 

policy had a direct and detrimental effect on student engagement with curriculum content and, 

consequently, her teaching efficacy. Despite the temporary nature of this situation, because the 

securing of a place at university had already been awarded to many students, Elizabeth perceived 

specific challenges to the job of maintaining learner engagement. Therefore, Elizabeth asserts 

that this teaching context required a more innovative and agile pedagogical approach, that 

involved “mixing it up” and “keeping it fresh.” Part of her strategy would be to integrate some 

form of technology into her lesson planning, as to do so was deemed “advantageous.” Elizabeth 

completes her narrative by making an historic comparison, suggesting that ten years ago, “we 

would have talked very differently” about the strategies and affordances available to use 

technology in classrooms. Elizabeth’s ‘now and then’ narrative suggests ‘how far we have come’ 

and how teacher pedagogical choices have widened. 

Theme 2: Technology becomes a pedagogical lifeline 

Although EdTech platforms such as Canvas (www.instructure.com/en-au/canvas), MS 

Teams (https://teams.microsoft.com/edustart), Zoom (www.zoom.us), and SEQTA 

(www.seqta.com.au) were generally used before the pandemic, they were relied upon more 

heavily by the participants during the emergency online teaching period. Indeed, these platforms 

became part of a strategy of positive adaptation for teacher participants, despite any pedagogical 

and technological beliefs they may have held prior to the pandemic. 

Positive adaptation. For some participants, the pivot to online teaching was a large shift 

that required considerable adaptation compared with the more regular and didactic instructional 

approaches to learning. For example, Elizabeth recounted a largely positive experience with her 

year twelve English classes: 

http://www.instructure.com/en-au/canvas
https://teams.microsoft.com/edustart)
http://www.zoom.us/
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…the kids took to it so easily, [they]gained that confidence in the way they 

naturalised, that sort of learning [it]was really impressive. And their ability to 

communicate via kind of questions, conversations, I could split them up into small 

groups and have them come back, that sort of thing. They managed that really 

well, in fact, probably better than many of the teachers (p. 19). 

 Similarly, Diana spoke of her initial sense of comfort with teaching in this new context: 

“...within, the first hour I was comfortable because I could sense the kids were comfortable, like 

they were very comfortable” (p. 5). Elizabeth and Diana’s sense of comfort and naturalisation 

with the new online context contrasts with Peter’s stated view, as detailed in his first extract 

presented above, that teachers who were “pre-digitals”, were too easily impressed with the 

surface impressions of online learning and by the achievement of basic functionality. 

Nonetheless, Emily reported her school’s success during the emergency online teaching period, 

and credits this to using SEQTA: “...we delivered our, lessons really, really well because we had 

the SEQTA” (p. 26). For Emily, this EdTech platform enabled her school to deliver successful 

online lessons, with the experience, “making us more mindful of the content that we put into 

SEQTA...[it] has improved our lesson planning” (p. 26). This would suggest a post lockdown 

legacy of positive adaptation and deeper teacher engagement in the use of SEQTA, going 

forward. 

A suboptimal experience for teachers, students and parents. As a pedagogical 

response to the threat of disruption in education, the online delivery of classes in WA and 

globally, can be seen as a large-scale experiment that has yet to produce long-term results. 

However, earlier in this chapter, Diana and Peter both articulated a belief that the home learning 

experience was “a waste of two weeks” with only “low level learning” achieved. Similarly, 
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Emily agreed and further speculated that in the home learning context, a degree of parental and 

guardian input was necessary:   

And I guess that at year seven, eight and nine level, it’s your parents that 

probably still need to be pushing you and encouraging you and making sure that 

you’re doing the right thing because you’re just not able at that age to do that for 

yourself (p.6). 

In the above, Emily articulated a belief that year seven to nine students do not have the skills of 

self-regulation and independent learning, especially in the home learning context with less 

embodied teacher oversight. This may result in deeper reliance on parental oversight during the 

EROT period that may or may not be forthcoming for a variety of reasons.  In a regular year of 

schooling, the degree and possible effects of parental input and cooperation may be less 

noticeable. In a pandemic year with periods of home learning, Emily suggests, that the effects of 

limited parental participation are very noticeable: 

We are from a quite fairly low socioeconomic area. And I’m just mentioning that 

because parental involvement can be limited, and I feel like that was a factor in 

that whole unique, in that whole online learning experience. As I said, they 

praised us for the online learning, but in terms of partnering with us to make sure 

that their students were doing the work, that was probably a little bit limited (p. 

6). 

Emily did not specifically articulate the words “working parents”, but implicitly drew an 

inference that parents in a relatively low socioeconomic context would have “limited” 

time for involvement and “partnering’ with teachers in student learning. Such “parental 
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involvement” and “partnering”, in her view, would have helped with the issue of student 

accountability. The above extract is also an illustration of how, in terms of this study, the 

organisation of thematic categories can overlap and co-exist between sociocultural and 

pedagogical realms regarding teacher conditions, expectations and aims. 

Transposition and substitution. In this new online teaching context, some participants 

taught to camera, with very little alteration to their instructional approach as seen in Mary’s 

admission that she taught in exactly the same way as before EROT. In contrast, Peter held a 

broader and differing view of online teaching: 

We were treating the online context as if it was equivalent to a face-to-face 

context. We're taking a face-to-face mindset and applying it to an online context 

and failing to recognise the goalposts have moved enormously, and we haven’t 

changed our technique (p. 5). 

Peter’s opinion is compelling because it recognises that the contexts of both modes of teaching 

are different to from those of the online context. Consequently, this new online context may 

require a change in teachers’ instructional techniques, approaches to assessing student work, and 

an understanding of how the online mediation of communication fundamentally changes regular 

teaching processes.  

Teacher TEL beliefs, attitudes and values   

 

During the interviews, all teacher participants were comfortable in sharing their personal 

and professional beliefs, attitudes and values regarding teaching with technology in their English 

classrooms and school departments. In the following section, themes reveal both sociocultural 
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and pedagogical beliefs about how compatible technology is with the teaching of English in 

secondary schools, beyond the functional uses of word processing software. 

Theme 1: Sociocultural beliefs 

 

Participant technology beliefs. Participants talked of pressure, both professionally and 

personally, to keep up with technological change and advancement. The challenge of staying 

abreast with technology was a motif that recurred frequently in the narratives of all participants. 

For example, Peter reflected on technology and change, and provided an opinion on the narrative 

trajectory of technological change: “I think that it’s going to ultimately change a great deal of 

what education is and means, and I think we’re in the infancy of that at the moment” (p. 9). In 

this short quote, Peter articulated his belief in the profoundly transformative potential of 

technology to change education and provided a temporal context to his description of how he 

views this process of change. As the interview progressed, Peter continued to reflect about the 

rate and pace of technological change in his teaching practice: 

...it’s been a history of going through different platforms that have then become, 

um, superseded by subsequent platforms. And that’s the frustrating part of 

education so I would take it all the way back to, uh, Wikis. And then it was, uh, 

Lib guides, and then it was, OneNote, and then it was SEQTA, and now it’s sort of 

a combination of different platforms (p. 10). 

In the extract above, Peter reflected on the evolution of digital platforms and how his current 

practice combined a variety of different platforms to accomplish his professional duties. Later in 

the interview, Peter explained how he felt “pressure” when trying to keep up with such 

evolutionary changes in technology: "There was the pressure to take it up, but even then, it’s still 
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an ongoing process, still ongoing learning” (p. 27). Peter alluded to his “ongoing process” of 

professional and personal learning as a strategy to alleviate “the pressure” of keeping up with the 

demands of professional technological advancement. 

While Peter’s reflections highlighted the professional context, Elizabeth shared a short 

narrative of home life with her adult offspring, providing a glimpse into her personal perception 

of her technological competencies and how this may cross over into her professional 

experiences. In the following extract, Elizabeth highlights her perceived technological 

inadequacies, and she characterises herself as a Luddite, a 19th century English term synonymous 

with a person opposed to new ways of working with technology (Oxford University Press, 

2021): 

And I’m often really proud of something I’ve done. And my kids are like: oh, 

Mum, you know, you’re way behind, you know? And I do actually use...my kids 

are all in their twenties, I use them to go...’ Oh, how do I do that?’ Or ‘help me 

with this formatting’, that sort of thing. So, yeah... [I’m a] bit of a Luddite! (p. 6). 

There was, however, a sense of irony to her self-description of technological Luddism, 

for later in the interview, Elizabeth revealed a sense of agency with other classroom-based 

technologies.  

Conversely, Mary spoke of a belief in her technological literacy, and she characterised 

herself as an early adopter of technology in both professional and personal contexts: “I'm pretty 

technologically literate. I've always been an early adopter of all the various different forms of 

technology that we can use” (p. 3). Mary continued her remembrance of the early days when 

technology use for English high school contexts was not commonplace, apart from interactive 
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whiteboards: “...the digital interactive whiteboards. I mean, obviously, that was over 10 years 

ago that I was using it. I found the technology quite clunky and cumbersome. And in the English 

high school context, it wasn't really used that much” (p. 3). For Mary, this reveals her 

technology design preferences regarding speed, ease of use, and seamless integration with 

pedagogical approaches. Consequently, these preferences were viewed as important criteria for 

technology deployment in Mary’s English classes. 

Later in the interview, Mary recalled her high school student days, using her first laptop 

and how her teachers optimistically prophesised about technology in the future:  

I did have a laptop when I was in high school as well. It was a big, chunky thing! 

[laughter]. And they [the teachers] were telling us when we were at school, that 

we would only have to have the laptop, and it would replace textbooks. And, yeah, 

that was wishful thinking! (p.18). 

In the above extract, Mary reminisced about her earlier experiences with technology, and she 

expresses her clear memory of the physicality of her first laptop, as if to highlight the advances 

made in the miniaturisation of modern technology. In narrating her story about her 

schoolteachers, Mary also employed humour (and a little sarcasm) when discussing the beliefs 

and expectations her teachers had for the future of textbooks back in the 1990s. One can 

speculate how this narrative from Mary’s past may inform her current beliefs about technology 

and the primacy of physical textbooks. 

 In summary, to compare Peter, Elizabeth and Mary’s extracts, reveals a range of beliefs 

regarding technological change, from problematic and difficult, to easy and possibly 

transformative. Peter felt pressure to adopt and frustration with continually redundant 
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technologies, making it hard to keep up. Furthermore, he also provided a deep reflection on what 

these changes may mean for the discipline and the sites of learning in both the professional and 

home spaces. Elizabeth, it can be said, also has difficulty keeping up with technologies and is 

aware of her lack of technological knowledge. However, Mary, who appears to be an early 

adopter of new technologies, describes what she sees as key criteria for new technology use in 

her classrooms. Mary also offered a brief opinion about the primacy of printed text and how it 

still has a key role to play in education. This a strong belief that all participants articulated in the 

data. This range of participant beliefs suggests that a personal willingness and purposeful 

curiosity to explore new technologies is key to professional development. 

Personal and professional beliefs: home and school contexts. As alluded to above, the 

advent of portable technology and software blurs the boundaries between the professional and 

personal contexts for teachers and students. Teacher participants spoke of beliefs that can be 

situated in both the professional and the personal realms and these can inform attitudes and 

values that teachers hold about technology use in education. In particular, two participants 

(Emily and Peter) made noticeable statements, which illuminated how differently these teachers 

articulated their beliefs about technology and teaching. 

Emily reflected on her technology integration in class: 

I wouldn’t say we just were totally relying on the technology at all. We still 

believe in explicit direct instruction, standing in front of the class delivering the 

lesson properly and then allowing space for the technology part of the lesson as 

well (p .9). 
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In the above extract, Emily made three belief statements: The first is that “we”, the teachers, do 

not entirely rely on technology for instruction. Second, Emily professed a belief in explicit direct 

instruction that is different to technology mediated learning and third, a belief that ‘explicit, 

direct instruction’ was the “proper” method for “delivering” a lesson. Emily then qualified her 

commentary with the admission that they “allow” a space for “the technology part of the lesson”. 

Here, it can be argued that Emily’s terminology describes a pedagogical sense of dichotomy, 

separation, and a tolerance for technology as if it were an indulgence and not an integral part of 

her pedagogical approach. 

In comparison, Peter, in the following three extracts, presents his beliefs regarding 

technology and education, and how the application of one is integrated within the other: 

• “I would argue that there is not a single element of my teaching or my management that 

doesn't involve some aspect of technology” (p. 2)  

• “For all the technology that we have at our disposal, the technology is only as good as 

what you do with it” (p. 4). 

•  “I don’t think that technology is itself inherently problematic. I think it’s actually that 

we’re just in the early stages of how we apply it” (p. 10).  

These three statements illustrate how, firstly, Peter believed that technology pervades all areas of 

teaching and administration. Secondly, only human agency and intention creates technological 

value and consequently, technology is neutral. Thirdly, Peter argued that there is no inherent 

problem with technology itself; the problems may occur in its application and what stakeholders 

do with it. 
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Pre-Digitals immigrants teaching Digital natives. Some participants articulated an 

awareness of the terms “digital native” students and “pre-digital” teachers. These sociocultural 

concepts evoke a form of generational identity via distinctions and points of difference that 

separate one generation from another. Since Prensky (2001) coined “digital natives” (p. 1) and 

“digital immigrants” (p. 3), these terms have been widely adopted in popular parlance to identify 

the generation of “digitals” born after the turn of the millennium and the prior generation, those 

“pre-digitals”, or immigrants, who had to learn and adapt to technology later in life. Three 

participants speak of this generation of digital natives and their beliefs surrounding such an 

identity. Firstly, Mary expresses a belief that teacher expectations do not match the reality of 

student capabilities:  

I do find that there is this large expectation of the students to be digital natives, 

and they really have no idea [her emphasis] how to use anything beyond the basic 

functions of software. So, I do often have to teach them, like using the comment 

and track changes features in Microsoft Word, for example, or the annotating 

functions in Preview (Apple iOS preview mode) or Adobe Acrobat (p. 20). 

In the above, Mary expressed her belief that teacher expectations of digital native student 

capabilities are beyond the reality of her teaching experiences. The expectation is that digital 

natives have greater technological capabilities because they grew up using technological devices. 

Mary described this as an expectation, an assumption, indeed, a hope, that this generation of 

students will be somehow more adept with technology, but her experiences tell her that this is 

not often the case. In the above example, Mary used her knowledge regarding greater 

technological affordances (commenting, track changes and annotating functions), to scaffold her 

students’ knowledge; and in this case, she has confidence that she is the “knowledgeable other”. 
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 Diana has a similar perception of her digital native students:  

I think the majority actually don't seek to go and develop their skills or learn 

more. It's just because what's popular at the time and what keeps them socially 

connected or in the know. I think I've got three in one class who are actually IT 

savvy, and they go and find all the latest software or games and they up-skill 

themselves (p. 26). 

In the above extract, Diana observed in a majority of her students, a lack of independent 

motivation for developing digital skills or learning beyond the basics. Furthermore, if her 

students did have any motivation to learn more and go beyond the basic functional uses 

of technology, it is only the need for social connections and social knowledge that drives 

the development of technology skills. In contrast, Peter perceived the generational divide 

a little differently. 

Early in his interview, Peter clearly positioned himself as a member of the pre-digital 

native generation, in opposition to his students: “...we were a good example of pre-digital natives 

teaching digital natives” (p. 4). Peter then goes on to express a belief that pre-digitals assume the 

literacies (“skills and content”) of their generation are more worthy than those of younger 

generations: 

 The tendency is, so often, for pre-digital natives to assume that the skills and the 

content that they were most familiar, is inherently superior, and for the digital 

natives, that’s one of the reasons why so many kids are disengaged and 

disenfranchised from education as well. (p. 8) 
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Peter ended his reflection with a reasoning behind his causal belief statement, that links an 

attitude of superiority and the sanctity of old literacies to student disengagement. This may 

allude to the intergenerational tensions around what constitutes “skills and content”. Although 

Peter did not use the terms multimodal or multiliteracies, by oppositional reasoning, this is what 

he is describing. The salient inference is, there are pathways for digital natives to learn through 

these new literacies due to their familiarity with these modes in terms of skills and content. This 

belief is linked to one further opinion from Peter about the generational differences regarding the 

constant performative aspects of adolescent life spent on technology and apps: 

...it [technology] is still central and fundamental to their lives, absolutely, and 

constant. I think that's one of the things that we're not aware of, perhaps as being 

pre-digital. We don't realise that there's this constant conversation that's 

happening in their lives, the minute they wake up to the minute they go to sleep, 

that's analysing and interpreting every little minute aspect of their social lives (p. 

19). 

In the above extract, Peter articulated how central, fundamental and constant apps and 

technology are to digital natives’ lives. This observation illustrates how the phenomenon 

of always on technology (Cellan-Jones, 2021; Murphy et al., 2021) drives a need for 

‘always on’ social performativity in digital native adolescents and young adults. The 

description of a constant conversation throughout their waking hours, a socially 

performative conversation that analyses and interprets every aspect of their social lives is 

particularly apt. 

Digital beliefs enable or disrupt? Teacher participants in this study could not be 

characterised as technophobic. Quite the opposite, in fact there were positive stories of 
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pedagogical success and innovation from the experience of these English teachers. However, 

there was a mix of beliefs in both the innovative potential and disruptive power of technology 

use in English classrooms. For example, Elizabeth commented:  

We're able to develop better programmes, more detailed programmes. It means 

that there's less differences. Obviously, all teachers have their own ways of 

managing a classroom. But it's so much more open in terms of, you know, you'll 

see that someone else has done a particular aspect of the text that you hadn't 

thought of, so that it[technology] actually makes you a better teacher (p. 12). 

In the above extract, Elizabeth recognises that as a platform for connecting teachers and English 

departments, SEQTA has a positive influence on the quality, detail and coherence of content 

knowledge across the department and its classrooms. In a second example of positive innovation, 

Diana told a detailed story of how, during a year seven English class project, in which each 

student created video autobiographies, she successfully integrated iMovie (Apple’s desktop 

video editing and production software) in the assessment rubrics: 

 Then I learned more about it. Then they became more confident. But anyway, the 

final product was amazing. They kept this iMovie of themselves, which was like an 

autobiography, and it was amazing. They kept it all the way to year 12, and when 

they graduated, they played them as well. So that was really lovely. But I 

remember it just being, like one of the hardest experiences of my teaching career 

(p. 33). 

The extract above suggests that Diana and her students successfully overcame gaps in their 

technological knowledge to create individual, multimodal productions, which highlighted 



   

 

79 

 

autobiographical expressions of student identity. These productions, once kept beyond the formal 

needs of assessment, grew into a record of student growth and development, which attached new 

meaning and context to the originals. This iMovie English assignment task is an example of   

facilitating student self-expression and visual literacy by leveraging digital technology. 

All participants spoke of experience with and belief in the disruptive potential of 

technology in classroom learning. For example, in the extract below, Anna re-tells a story from a 

time before the ban on mobile phones in schools was instituted, during which her authority was 

challenged by a student. It is a vivid narrative of disempowerment, and her emotive description 

highlights the impossible situation Anna found herself in. 

...they would refuse to hand their phones over, and you go through all the 

warnings, they’d still refuse to do it, so it would then go to the next step. You refer 

it to your head of department, and then you would get slammed for escalating the 

situation, when it’s just the kid has refused to cooperate and then they turn, start 

shouting and abusing you, and then you get slammed for apparently escalating 

the situation when you’re just trying to enforce the school policy (p. 7). 

Anna’s vignette highlights difficulties surrounding behavioural issues and device use, 

technologies and apps in schools. In particular, issues regarding student accountability, the 

degree of trust in student self-regulation, and departmental/school leadership support were 

evident in Anna’s commentary. There may be many reasons why neither departmental nor 

administrative support was not forthcoming, but no further detail was offered. Nevertheless, 

Anna felt motivated to share this story of disempowerment during the interview, because the 

event appeared to be encoded in Anna’s affective memory. This type of memory event is 

important as it may function to inform longer-term attitudes towards using technology. 
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A second example of the disruptive potential of technology occurred in Diana’s heartfelt 

admission that one particularly bad experience using laptops in class, ruined her love for 

teaching. Diana described how, in a large class of students, multiple technological disruptions 

affected the lesson and her professional attitudes: 

So, there’s a few government schools I’ve been to where we had 32 [students]in a 

classroom. I’m constantly walking around. I spend more of my time like: ‘get off 

your laptop’, ‘put it away’, you know, ‘now you have to do it on paper and pen.’ 

And that, just causes a disruption in the flow of my lessons. And you know, it’s 

sometimes: ‘oh, I don’t have my, ‘it’s not charged! It’s this! It’s broken down. I 

remember having, twenty of those [interruptions] that lesson, like it was just 

awful. It just ruined my, love for teaching to be honest. But now, working in a 

school where technology is well looked after, only eighteen to twenty kids in a 

class, it’s so easy. Maybe you’ll have one or two and see them like doing this with 

their, on their laptop, playing games. And you just shut it down and they quickly 

stop. You know that they won’t do it again. They can be pretty disciplined in that 

way (p. 9). 

In the above extract, Diana recounted an emotive story of her worst experience of teaching with 

technology; a lesson with twenty student technology interruptions. For Diana, this was a strong 

affective signature memory, that raised doubt in her ability to retain control and flow of the 

lesson and ended with her frank admission that the experience “ruined her love” of teaching. 

However, Diana closed her narrative by drawing a direct contrast with the independent school 

where she now teaches, where there is (unspecified) technology support, smaller class sizes and a 

degree of self-discipline in the students. In the example from her current school, Diana describes 
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empowerment and positivity due to the effective management of technology, as well as other 

sociocultural factors, such as smaller class sizes and students’ compliant behaviour. In the 

technology experiences presented above, specific teaching with technology memories may build 

into attitudes and systems of belief regarding TEL. 

Theme 2: Pedagogical Beliefs attitudes and values. 

 

Participant beliefs about how and when technology should be integrated were evident throughout 

the interviews. Five major pedagogical beliefs were identified. Firstly, there was a recurring 

belief that English was different to other school subjects, and this suggested the participants 

perceived limited scope for deeper use of technology in the pedagogical approaches of English 

teachers, beyond the functional use of word processing and displaying content. Second, 

participants articulated a belief that English department support and encouragement are 

necessary for innovative, or in some cases any, teaching with technology to occur. Third, the 

adoption of Learning Management Systems such as SEQTA has improved communication and 

pedagogical outcomes. Fourth, there was a strong belief in the primacy of handwriting in English 

literacy, suggesting that less class time using technological devices may promote better and more 

legible student handwriting. Finally, there appeared to be an acceptance of the popular belief that 

technology (both devices and apps) has addictive potential that may be detrimental to student 

development. 

English is not so technological. During the interviews, all teacher participants expressed 

a firm view that the subject they teach, English, was an integral and unique component of the 

Australian curriculum. Participants often differentiated English from other school subjects by 

utilising terms such as “abstract” “subjective”, “content-based”, “not black and white”. This 
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conceptualisation of English as highly interpretative, reflects a pedagogical belief that teaching 

the skills of interpretation is a key curriculum aim. In turn, these beliefs and attitudes towards 

English seem to influence teacher perceptions about technology use in English classrooms. In the 

following example, Mary compares the use of Education Perfect in the context of preparation for 

the National Assessment Program-Literacy and Numeracy (NAPLAN), to the software’s 

possible use in delivering English content more broadly:  

…it [Education Perfect] was fantastic for the year nines for NAPLAN. But in 

terms of other content, delivery doesn't really work because it's more skills based 

than content based for English. That's where I find there's so much difficulty with 

English, because our colleagues are doing such fantastic stuff with technology 

like Quizlet and Socrative and some of those websites that only have limited 

functionality in English in terms of terminologies, you know, in comparison to the 

human biology or chemistry where you've got to memorise things, and maths 

where they've got Mathspace, so kids can work through the problems and get 

instant verification, if they're right and wrong. You know, a subjective subject like 

English...? (p. 14). 

In the above extract, Mary left her question open and unanswered, but it is clear that by 

comparing the skills and content of human biology or chemistry, which can be learned by rote 

memorisation, she sees teaching English as more difficult. Elizabeth had a similar experience, 

which she described as follows:  

...in meetings, you get stuff quoted at you: ‘Oh, the STEM teachers are doing 

this...or the IT teachers are doing this’. And often you're almost a bit defensive of 

the humanities disciplines […] that really doesn't suit our way of learning (p. 7) 
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In the above, Elizabeth recounts an emotive reaction to hearing how other disciplines may 

innovate with technology. However, she qualifies this by stating her belief that English has a 

different “way of learning” that is pedagogically distinct from the sciences. Such firm 

pedagogical beliefs in the positioning of English were also highlighted by Diana and Peter in 

their short commentaries. Peter stated: “...one of the issues with English is that because it's more 

abstract and subjective than some of their other courses” (p. 17). Similarly, Diana opined: “And 

with English, especially, you know, how it's not black and white? “(p. 3). It is clear from this 

combination of teacher opinions that pedagogical beliefs surrounding the subject of English 

shape which technologies are used in secondary English classrooms and how they are used to 

strive for particular aims. These pedagogical beliefs may have their origins in places of teacher 

education, but they are also sustained and supported by the beliefs, attitudes and values of each 

school’s English department, as the data illustrates in the next section. 

English Departments: The space for (dis)empowerment. Despite reported successes, 

the data also revealed stories of fragmented and sub-optimal professional development and, in 

some cases, a lack of support from English departments for digital innovation. Every school has 

a unique culture and collaborative environment that are reflected in the organisation's structure, 

down to individual departments. These cultural factors have the potential to either foster a 

collaborative environment or hinder it. The data presented in the following extracts do not imply 

direct criticism of any school, and are presented in the spirit of exploration and scholarly 

interpretation, to explore sociocultural enablers and barriers in technology integration 

All participants highlighted in their stories how important the learning culture of both 

school and English departments were to their own sense of empowerment. Such cultures may 

have a degree of impact on teacher preference to use technology in English classes or not. 
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Teachers may or may not feel they have the backing or approval of their departmental colleagues 

to use technologies in innovative ways, which may increase or decrease teacher empowerment. 

Diana, a participant who had a range of teaching experience across many education sectors, 

articulated this very early on in her interview: “...a lot of it's, based on socioeconomic factors 

and the culture of the school, the English department, and I guess what the HOD [Head of 

Department] believes what we should use, and what our goals are” (p.1). This is an explicit link 

between the “culture of the school and English department” and technology use in English 

classrooms. In the following examples, participants frequently display a willingness to innovate 

with technology use, but such innovation may be stifled by the attitudes and cultural orientations 

of the English department.   

In some instances, participants recounted narratives that frame a school or English 

department in a particular way. This orientation was either toward a ‘traditional culture’ or an 

‘innovation culture’. For example, in the extract below, Diana narrates her recent experience at a 

“traditional English department” meeting, where she suggested a digital audio-visual project as a 

student assessment. 

Recently, I’m at a new school, it’s an all-girls school, and they [the department] 

are a little bit more traditional, like in the English department. And so we don’t 

really use that much technology... even when I mentioned something the other day 

and it was about a new assessment using, iMovie, where they actually had to 

create an autobiography, but using iMovie, um, they just all looked at me with 

blank faces and then moved on to something else, like, and I just thought, ‘okay, 

they don’t want to integrate technology’ (p.7). 
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Surprisingly, this Catholic school’s English department uses little technology. This may be due 

to the specific culture that has evolved within the department over time. However, Diana’s 

vignette of being ignored at a departmental staff meeting brought to life her statement that this 

‘traditional English department’ did not have much inclination to integrate technology in their 

pedagogical approaches. Diana’s colleagues appeared to be actively silencing the possibility of 

multimodal teaching and learning with iMovie by shifting to the next item on the meeting 

agenda.  

The departmental culture surrounding teacher technology use is also influenced by the 

professional development culture at each school. Most participants specifically talked of 

professional development (PD), professional networks (within English departments), 

professional exploration, innovation and, in some cases, successful application of software and 

technologies. A contrast can be drawn between Diana’s description above, of a traditional 

departmental culture and Mary’s enthusiastic description of staff PD sessions below, in which 

teachers across the disciplines share technological knowledge in the following two extracts.  

So, one of the things that we do on our PD days, um, at least once a year, usually 

twice a year is we have these little carousels, where we go to different sessions of 

about twenty minutes, half an hour, and teachers demonstrate what they’re doing 

in their classroom and how they’re using technology (p. 13). 

This short narrative indicates a school culture that supports teacher innovation and 

experimentation with technology across all subject areas, and a commitment to sharing 

knowledge between teachers and departments. Mary continues with her story about what she 

discovered at that PD session: “I heard about the Explain Everything iPad app, so I’m pretty 

keen to have a go at that” (p. 13). Mary describes a school environment that supports teacher 
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innovation and collaboration through the sharing of professional knowledge, and she is the only 

participant to do so. Mary’s experience of the PD session is described in language (“I’m pretty 

keen to have a go”) that is engaged, enthusiastic and reflective of an open attitude towards 

teacher technology PD. However, another participant, Peter, critically reflected on the need for 

more attention on skills, objectives and PD structure, and was largely critical of PD sessions. 

One of the things that really struck me about the way it’s been managed in 

schools. There hasn’t tended to be, even at the [independent girl’s] school, uh, a 

set strategy for developing those skills in people. It’s simply been a matter of: 

‘there’s this this platform. go and play with it’.  And it fascinated me that hasn’t 

been made to be a focus of professional development in itself, that with specific 

skills as specific objectives. And quite often the people doing that informing of 

teachers themselves are not educators. They’re IT people, and IT people often are 

not necessarily the best people for conveying that information to people because 

they teach as if the person already knew or should know, which is not teaching (p. 

24). 

In a concise way, Peter described a lack of strategy and planning for teacher PD with 

specific skills as objectives, even, in his experience, at higher socioeconomic status (SES) 

schools. Peter described how the acquisition of new technology and software knowledge was 

often “simply” achieved by experimentation or “going off to play with it”. This description 

illustrated Peter’s opinion regarding a lack of strategy to support and develop digital skills in 

teachers. 

Belief in LMS technologies. Learning management systems (LMS) featured in all 

teacher interviews, with a majority of participants using SEQTA, some Connect, and some a 



   

 

87 

 

combination, in conjunction with other platforms, such as MS Teams for curating and organising 

materials and content. Most participants expressed a positive orientation to the ubiquitous use of 

LMS’s in the profession. Focusing on the data regarding SEQTA, participants cited increased 

teacher collaboration opportunities as the most frequent improvement. Other affordances were 

mentioned, such as real time information sharing and how separate interfaces for parents and 

students facilitated tailored communication and feedback. As highlighted in the following, 

SEQTA was not spared criticism from some participants, but the data points to an overall 

satisfaction with the platform. Beginning with Emily’s opinion that her school is heavily reliant 

on the platform for all lesson planning and administration, Emily then goes on to describe the 

real-time communication affordances of three separate interfaces.  

We're very systems driven school. We rely quite heavily on a programme called 

SEQTA for all our lesson planning, um, and all our behaviour management, 

pastoral care notes, enrolments. Everything goes into the one system. There are a 

few interfaces. So, we use SEQTA Teach, and that kind of translates into SEQTA 

Learn for the students and SEQTA Engaged for the parents, so the parents 

actually have the option to download it to their phones as well, so they can see 

information in real time at all times (p. 3). 

Emily characterised her school as “systems driven”, which is heavily reliant on the SEQTA 

platform for planning, administration and communication. However, she went on to contrast 

SEQTA with the previous LMS the school used: 

It was not as user friendly; it had the limitations in that it wasn't very 

collaborative, and also that parents couldn't see information real time either. So, 

moving to SEQTA has been a change for us, but a change for the positive, 
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because you just go and do everything you need to, in one system, and then it's 

spits it out in the various formats in the various areas that require the information 

so, honestly, it's a positive change (p. 3). 

Emily articulated the positive change via improvements to collaboration, information sharing and 

the tailoring of that information for teachers, students and parents/guardians. In contrast, Diana’s 

“traditional English department” and school culture seemed to affect the orientation she 

articulated towards the SEQTA platform. She characterised her department as “not that into it”, 

despite perceived benefits. Diana spoke of three affordances: feedback, record keeping and 

student revision, as benefits of the platform. However, Diana qualified her minimal and 

restrained assessment of SEQTA by highlighting feedback as “the only way I think it is 

beneficial”: 

I guess, in the English Department, they're not that into it, but I do see benefits. It 

just depends on, yeah, it's hard. But like I said before, the only way I think it's 

beneficial is just the feedback, especially with English, the regular feedback and 

record keeping and using SEQTA. Like all of that, all our lessons are on there, 

record keeping, just having everything that they can go back and revise. And 

that's probably about it (p.16).  

Diana described her English department’s indifference towards SEQTA, despite her personal 

acknowledgement of the platform’s effectiveness.  

Elizabeth was another participant to employ an unusually restrained vocabulary in her 

description of how LMS’s are deployed in a school setting and the professional implications of 
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such deployment. In the following extract, Elizabeth describes how teachers interact with 

SEQTA in terms of function, resource curation and professional obligation: 

We share the course outline, we annotate, bring things into it, add lesson plans 

that we can all share in that regard, so that we've got a bank of information and 

file that we can use. We are actually obliged to put up, certainly at least an 

outline of content on Connect or SEQTA so that parents can access that. So, then 

it becomes collaborative. The parents of the students are looking, students can see 

it (p.10).  

Elizabeth described the detail of her professional engagement with the platform using the 

word “obliged”, which infers a form of mandatory compulsion. It is an unusual phrase 

that also infers a sense of ‘top-down’ change that can often be the case when new 

software or operating systems are introduced in the workplace. This phrasing may hint at 

a professional orientation to new technologies and software that may require new 

working procedures and processes as a result of the platformisation of education. 

Beliefs surrounding handwriting and assessment. As alluded to in Chapter 3, 

participants discussed and framed firm opinions on the value of handwriting, reading printed 

books, and the future of handwriting in the digital age where handwritten examinations are still a 

significant mode of assessment. These opinions appear to be shaped by the realities of K-12 

student assessment policies, and it is this examination policy in the Western Australian English 

curriculum, that seems to be problematic for most teacher-participants when deciding to use 

TEL. Consequently, this issue appears to be a determining factor in how, or even if, digital 

technologies (both hardware and software) are used in Western Australian English classrooms. 

Presented below are three participant excerpts that articulate a firm belief in the enduring value 
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of handwriting in the future of literacies and academic achievement and how it affects 

technology use. Emily, who characterises her approach as “old school”, voices a firm opinion 

about the cognitive value of handwriting: 

I feel personally that handwriting is important, because if you’re sitting typing out 

notes, for example, it’s very passive ... you’re actually just regurgitating what 

you’re, you’re seeing ...handwriting actually makes you think about the words 

that you’re writing, I feel, so you really have to concentrate and really have to 

think about the spelling, think about the way that you’re writing it, think about the 

content and things like that. So, yeah, I personally, still feel old school 

handwriting should still be encouraged (p.14).  

Emily’s short exposition articulated her perception that typing is a “passive” activity, in contrast 

to the more active skill of handwriting, which requires “concentration”, “thinking about 

spelling”, syntax, and content”.  In concluding her statement, Emily characterised handwriting as 

“old-school”, placing this traditional skill in the past, rather than the future, but in her opinion, a 

skill that should be encouraged in the present. Similarly, in the following, Elizabeth and Diana 

speak of pedagogical tensions between handwriting on paper and typing on a device. Diana 

indicates her awareness regarding the need for balance, due to the differing pedagogical 

requirements of assessment programs, such as NAPLAN (years 7 and 9) and ATAR exams 

(years 11 and 12). 

We’re constantly talking about making sure that we have enough balance in our 

classroom, everyday lessons, that they’re typing up things, but they’re also 

handwriting... We’re very aware, and we constantly talk about that, making sure 

we have the, the balance, because we’re very aware that NAPLAN is online. So, 
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they need to get familiar with that and type quicker and editing and so on. But 

they also need to prepare for year eleven and twelve ATAR exams, right?  On pen 

and paper, So, yeah, we constantly have got that battle (p. 12). 

Diana’s utterances indicate an awareness that speed of student typing skills needed for success in 

NAPLAN online assessments are not required for ATAR examinations. Diana described this as 

“a battle”, a source of pedagogical conflict that requires a balanced approach to both forms of 

communication.  

Elizabeth articulated her view that the clarity, speed and legibility of student handwriting 

was an issue for many schools and her approach to this battle was to limit the use of technology 

to support students to write more. This approach for the senior years of high school, is seen as 

necessary for students to maximise their chances of achieving good exam results. Such an 

approach may also influence the sociocultural standing of a school; because of what high stakes 

assessments such as ATAR represent for annual school rankings, as well as for students. 

So, I try to limit the use of technology in the classroom because I want them 

writing a lot more because I’m at an all-boys school. I think that’s exacerbated 

even more that they don’t write a lot. They don’t write in other disciplines much 

at all. So, their clarity, the speed and the legibility of their handwriting has 

become an issue at many schools (p. 3) 

All participants expressed a strong belief in the cognitive value of handwriting. However, it is 

clear from all participants that the current status quo of online English NAPLAN testing and 

handwritten ATAR English exams are problematic for students and teachers, despite efforts to 

strike a balance between both modes of communication. 
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Addictive potential. Participants highlighted the belief that technology could be 

potentially addictive. This personal belief would also seem to influence the participants' 

professional attitudes towards the use of technology in their English teaching. This category of 

interview data also relates to teacher participants’ beliefs about student wellbeing and agency via 

the concept of digital citizenship and ethical responsibility, student maturity and self-regulation. 

The concept of digital citizenship can include online behaviours relating to identity, safety and 

wellbeing, and these are distinctly personal concepts that help to create agentive actions in the 

online space. The two stories presented below invoke contentious issues that are prevailing 

narratives for parents; however, these types of narratives are not always given due prominence in 

wider public discourses. Diana and Peter narrated stories of screen time control and the 

possibility of screen addiction in students. Both participants raise contemporary, professional, 

and personal concerns that are of interest to all stakeholders, including parents/guardians and 

teachers.  

Peter mentioned online ethical conduct in the context of his experience with his son (a 

year eight student), and he spoke of his concerns over boys with unfettered device access, and 

the possibilities for technological obsession and screen or app addiction:  

It was like, he [Peter’s son] was obsessed with gaming, he was on his 

laptop constantly, and he still is, it still is very much an issue. And then, of course, 

there’s access to pornography, there are weird social models, that he’s given, 

access to all sorts of conspiracy theories... there are definitely, a lot of social 

issues associated with boys and technological obsession. I feel that perhaps at 

schools, we, we’re not paying attention to that (p. 19). 
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In sharing this personal story, Peter illustrated how personal beliefs can overlap and align with 

professional belief systems. In the above extract, Peter attempted to make sense of his son’s 

obsession with gaming and other possible harms that technology might enable. His concern was 

expressed in terms of “social issues” and “access” from both a personal and professional 

perspective. He was obviously invested in, and aware of, these issues as both a father and 

teacher. Peter did not offer any solutions; however, he stated a belief that schools are not paying 

sufficient attention to these significant ethical and social challenges. Such a belief that schools 

are currently not doing enough to deal with such wider socio-technical issues, assumes that 

schools should and must have a role in addressing these challenges in the first place. Student 

wellbeing is of central importance to education and falls directly under a school’s remit, despite 

the sometimes overlapping and even competing responsibilities between home 

(parents/guardians) and school. 

Diana spoke of observing technological addiction in terms of student reactions when 

faced with device confiscation: “They feel addicted to it. They can't not look at their phone or 

their laptop. When you take it away, they're actually relieved when I confiscate it” (p. 10). 

Articulating her professional concern as a teacher, Diana implied that students could form 

addictions to devices, such as phones and laptops, and may feel a sense of relief from compulsive 

behaviour. In the following, from a perspective of teacher professional concern, Diana recounts 

an interaction she had with a parent, who complained about excessive laptop use at school: 

...if you talk to parents, parents will come and complain to us and say: ‘the kids 

are using too much of their laptop at school’. And then I said, ‘well, when do they 

use their laptops at home? They said, ‘from the moment they get up at seven in the 
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morning at the breakfast table. So, you’re telling us[teachers] to stop it, but you 

can’t manage it (p.11). 

Diana makes a valid point about parental control and management of screen time, as 

parents/guardians may not always be successful or interested in managing the supervision of 

devices at home. However, the fundamental question should be about more than ‘managing’ but 

rather about the positive reinforcement of psychologically healthy behaviours, involving 

productive and controlled use of technology. Implicit in Diana’s words is that parents/guardians 

and teachers may observe a problem with screen time issues, but neither have the tools nor the 

knowledge to work with the students and move towards desired outcomes. This may be partly 

due to the blurred boundaries between school and home. 

TEL effects on pedagogies  

Theme 1: Sociocultural effects of TEL 

Within the data set, the techno-sociocultural theme provided a rich category of anecdotes, 

narrative fragments and opinion statements that revealed how participants have made personal 

and professional adaptations because of advances in technology. When considering the extent of 

such adaptations on the pedagogies of participants, much of the sociocultural category has been 

presented earlier in this chapter under the headings: COVID-19: Teaching with technology in a 

time of change, Personal-professional beliefs and Pre-Digitals vs Digital natives and Disruptor 

beliefs. These will be further explained in the discussion chapter.  However, one part of the data 

set takes a broader view of EdTech and its effects on the profession, viewing technology as 

potentially driving a re-configuration of what education is.  

 Re-configuring Education. All participants have worked through the digital revolution 

era, a period in which many technological changes have occurred within the profession. Some 



   

 

95 

 

participants discussed their personal-professional opinions about what such change means for 

education and how it should adapt. In the following extracts, Emily, Peter, and Mary articulate 

what they see as changing in the profession and provide some hints as to the possible adaptations 

that may be necessary for future teaching practices. When first asked about how she saw the 

future evolution of teaching English, Emily invoked a dystopian outlook of the future and 

commented how there may be fewer teaching positions due to a shift to online teaching. Emily 

then qualified her comment with a belief statement about the place for teachers to facilitate 

learning, specifying that, in her view, explicit direct instruction is a key teaching method. 

It could turn, grow totally technological and online and whatever. And then I 

guess teaching jobs would be fewer as well, because, if you know, everything was 

online, and […]  they wouldn't need the role of the teacher. I still, think there's 

definitely still a place, for explicit direct instruction and, you know, teachers 

facilitating the learning process (p. 29). 

In the above opinion, Emily implicitly subordinated online teaching (and by extension, 

self-directed independent learning) to traditional direct instruction. However, the verb 

“facilitate”, which depicts another function of the teacher, suggests a re-framing of 

Emily’s pedagogical orientation towards more inclusive and constructivist modes of 

instruction. In contrast, Peter took a broader and deeper view of how technology will 

ultimately change the fundamental definition and purpose of education for society. In the 

extract below, Peter reflected on what he described as a “shift in the landscape” or 

technology’s inevitable and permanent influence on the re-framing of education:   

There are definitely challenges. It's not so much a matter of whether it's a good 

thing or a bad thing, I mean, it's inevitably here to stay. But I also think that a lot 
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of the policy and process has been driven by people who weren't born to it and so, 

as a consequence, are inclined to therefore sometimes naively think that it's 

inevitably a good thing […] and not necessarily to have that robust educational 

discussion about what we can take from this that’s great? And what should we be 

mindful of? I feel like we have just given it [technology] this general approval, 

that it's generally a good thing, and as a consequence, we overlook all of the 

places where it's not. I think that it inevitably has shifted the, the whole landscape 

for education (p. 22-23).  

In the above commentary, Peter articulated his belief that technology and its effects are 

“here to stay” and that education needs to be “mindful of” the not-so-great, or negative 

aspects, which may be overshadowed by the focus on the affordances of “good things”. 

Peter concludes with a declaration that the “whole landscape for education” has shifted. 

In Peter’s opinion, this shift was inevitable; the inference is that robust discussions in 

education need to account for and adapt to shifts that have already taken place. 

Theme 2: Pedagogical effects of TEL 

 

 Techno-Pedagogical themes were largely situated within participant narratives around 

independent, self-regulated learning using digital devices, the internet and software/apps for 

learning. Participant narratives also framed technology use for learning as student centred by 

nature because the student with a laptop has access to the accumulated knowledge of the internet 

from which to curate information and learn about epistemology. For each student, this may 

require new skills of self-directed learning and research, the evaluation of information, and 

digital citizenship; these can occur in a collaborative group or solo working context. Such skills 
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directly match those twenty-first-century skills which the OECD (2018) and UNESCO (2011) 

identified as necessary for new generations to lead productive and engaged lives. 

Mary was the participant most at ease with TEL integration in her English classes. She 

described her ideas for deeper technology integration in her classes, despite the barriers that 

often prevented her from doing so. Mary articulated an awareness of the Puetendera’s (2006) 

SAMR model and acknowledged that, in most cases, in her class, technology rarely moves 

beyond the affordances of substitution.” I'm probably still on the substitution level. I have lots of 

ideas about the augmentation, but it's a case of time. I just don't have the time to be able to do a 

lot of the things that I would like” (p. 12). Mary suggested that the higher pedagogical goals of 

technological augmentation, modification and redefinition are currently not within reach. For the 

final three levels of the SAMR model, teachers may have to use a range of instructional methods, 

rather than the traditional didactic instruction, or passive learner approach. Later in the interview, 

Mary hinted at what this instructional approach was like when she deployed technology in her 

English classrooms to mediate student learning about a particular text: 

The way that I teach usually is getting the students to give me the information 

anyway, and then filling in the gaps. So, the technology allows that a bit easier. If 

I'm teaching them particular text, I've got it projected on the screen, and I'm 

getting them to highlight the language devices that they can come up with. And 

I'm annotating as I go, and so they can copy what I've got. And so that that 

collaborative function is a lot better[...] I might get the kids to do, a little research 

task on a poem and present that to the class and that, that sort of thing as well. 

So, a more group and independent [approach], rather than the didactic chalk and 

talk, teacher knows everything (p. 25). 
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In the above vignette, Mary shifted the learning task and responsibility to locate language 

devices on a projected example of text, to the students. This required the students to apply their 

language device knowledge by identifying and interpreting within the text. Using an interactive 

screen in a collaborative way, Mary displayed the text in question, and the students highlighted 

the language devices. In this case, they were annotating the text and illustrating the language 

devices in the printed text. This example is more than pure substitution because the learning is 

collaborative and interactive in real time. Mary concludes her vignette with an explicit 

preference for both independent and group research tasks, over the “chalk and talk” approach of 

didactic teaching. Other participants in this study also invoked this close association between 

TEL and student-centred learning. 

Similarly, during his interview, Peter described his pedagogical focus as student centred- 

learning; however, there were difficulties with engaging his students, and in his view, 

technological access to the internet may in fact be a barrier. In the following extract, Peter 

articulates his opinion regarding the lack of intellectual engagement with independent, student-

centred learning that he observed in his classrooms. Peter attributes this disengagement to the 

“massive access to information” (the internet) available to students. Further, Peter states that, in 

his experience, students do not easily transition to “student-centred learning” from the didactic 

‘sage on the stage’ approach. Peter concludes that while the focus of his teaching is to be 

student-centred, the students interpret this approach as “more work for them”, resulting in the 

lack of engagement previously identified. 

I have found that the massive access to information has actually made a 

lot of students less intellectually engaged. They quite often ask fairly simple 

things, and I will say, ‘why don't you look that up?’ ‘Why are you asking me?’ 



   

 

99 

 

That information is available to you’ […] a lot of my focus now is more on 

student-centred learning as well […] They're central to their own learning, but 

actually getting them to make that transition is harder than I would have thought. 

I would have thought it was more engaging for them, but it looks like more work 

for them sometimes (p. 11). 

In the above extract, Peter described the shift in his teaching and pedagogical approach as a 

transition for both teacher and students that was more challenging than originally anticipated. He 

recounted how he would attempt to relocate the responsibility for inquiry learning onto the 

student, however his students resisted this as extra work. In the above, Peter described his 

students’ hesitation to work and lack of curiosity as being “less intellectually engaged” and that 

his expectations regarding student engagement with their own learning were not met. It is not 

clear from the data which age level classroom Peter was discussing, but inevitably issues to do 

with maturity and age-appropriate levels of instruction came into focus. The point that Peter 

seemed to be making is that despite all of the possible digital information and technology at the 

fingertips of students, they still rely on the ‘sage on the stage’. 

Conclusion 

 

This chapter presented the findings that were grouped into the two parent themes of 

techno-pedagogical and techno-sociocultural data. As thematic categories, these two themes 

provided a way to identify and classify the data. They also provided a basic structure through 

which to view the stories, reminiscences and commentaries of the teacher participants.   

The chapter began with a presentation of the data related to the COVID-19 home teaching 

experiences of the six participants. It then moved on to introduce the data that illustrated the 
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teacher beliefs and attitudes regarding TEL. The chapter concluded with the findings regarding 

technological influence over participants’ pedagogies. The two thematic categories represent the 

apex of a ‘thick’ matrix of the data set. These themes were identified as prominently exhibiting 

narrative structures, affective signatures and depth of meaning. In the next chapter, these findings 

and insights will be discussed and further unpacked in relation to the literature, a proposed 

Teaching with technology model (Figure 6, Appendix D) and the research questions. 
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Chapter 5 Discussion 

Introduction 

 

The previous chapter focused on findings that accrued from a narrative analysis of the 

interview data, which explored secondary English teacher experiences with TEL, as re-told in 

their own words. Four themes were found to be significant and then categorised into two 

overarching themes: techno-pedagogical and techno-sociocultural. These thematic findings were 

illuminated by teacher participants’ narratives of change, teacher (dis)empowerment, wider 

sociocultural context of teaching English in a time of technological change, and teacher 

experiences with student-centred learning and technology. This chapter comprises three main 

sections; each addresses the three research questions by exploring and focusing on two selected 

themes. To interpret the findings, the discussion will draw on a sociocultural theoretical lens 

(Vygotsky, 1978), while referring to extant literature and the Teaching with technology model 

(see Figure 6).  
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Figure 6 

Teaching with Technology Model 

 Note. This extended model is based on Bower (2019)’s Technology-mediated learning 

 theory and Falloon (2020)’s teacher digital competency (TDC) framework. 

This model, which at its core, centres on Mishra and Koehler’s (2006) teacher 

technological pedagogical and content knowledge (TPACK), suggests that the first central layer 

and second layer of personal-professional and personal-ethical conditions and dispositions, are 

affected by the wider sociocultural realm, or milieu and vice versa. Such a conceptual model 

represents a constructive framework through which to understand and discuss the findings. 

Before embarking on a discussion of the research questions, a brief recapitulation of the study’s 

aims and theoretical perspective will further explain the discussion to come. 

 



   

 

103 

 

Addressing the Research Questions 

As identified earlier, the research aim of the present study was to explore factors that 

contribute to uneven TEL adoption in Western Australian secondary English classrooms, and as 

discussed in Chapter 2, problems, challenges and successes regarding TEL integration were 

identified and explored in the large and growing body of literature. This chapter seeks to derive 

further meaning from the findings in Chapter 4 by employing sociocultural theory (Vygotsky, 

1978), as it evokes an understanding of human development in cognition, and learning, which is 

fundamental to the construction of identity, language and social structures. This approach 

provides a way of understanding the complex domain of TEL and the confluence of factors that 

determine its use. The research questions were designed to explore possible explanations and 

reasons for uneven TEL integration in Western Australian schools. These reasons may be narrow 

and functional, to do with teacher agency and technical knowledge, or, as Bower (2019) and 

Falloon (2020) suggest, there may be broader, sociocultural factors at play. The practices 

surrounding the teaching of English, as a high-school subject, are nested within wider 

sociocultural belief systems about what is good education. These belief systems are deeply 

ingrained into schools and their English departments, and may constrain or indeed, enable 

innovative teaching and learning with technology.      

The following three sections will unpack the two themes in response to the research 

questions. Beginning with research question one and the emergency response online teaching 

(EROT) period in Western Australia, the first section will explore and evaluate whether teacher 

beliefs and behaviours may have changed due to this extraordinary time in history. The second 

section discusses teacher TEL beliefs, attitudes and values from the findings, and the third, 
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explores the final research question, how does TEL affect the pedagogy of Secondary English 

teachers?  

Research question one: TEL during and after the COVID-19 lockdown periods 

 

The teacher participants provided personal and heartfelt insights into their experiences during 

this challenging time for schools, education and the world at large. Their short narratives, and 

observations from this time of home online teaching and learning were categorised into the two 

themes of techno-pedagogical and techno-sociocultural. Importantly, the realms of the techno-

pedagogical and the techno-sociocultural both influence one another in a symbiotic relationship; 

one cannot be deeply understood without knowledge of the other, as the following section 

explores. 

Emergency Response Online Teaching. It is difficult to suggest any greater force of 

change in the current period of human existence than the COVID-19 virus (Khlaif et al., 2020; 

Smith, 2020; WHO 2020a). Therefore, it is remarkable that, on the analytical surface, both the 

spread of this virus and its cascade of social effects are perceived as minimal in the state of 

Western Australia to date. However, a deeper analysis may suggest this is not the case. COVID-

19 is said to be a significant agent of change in societies across the world (Bates et al., 2020; 

Lorente et al., 2020; Valtonen, 2020). As this change is systemic and transformational for society 

at a macro level, so it is for the discipline of education; all levels (K-12 and higher education) are 

experiencing technological change that is indeed perpetual and transformational (Graham & 

Sahlberg, 2020; Rasskazova et al., 2020) and it can be contended that much change across both 

the pedagogical and sociocultural realms at this time was mediated by technology. The following 
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section explores this theme of techno-pedagogical and sociocultural change at the classroom 

level and discusses the possible change effects of this period. 

In Western Australia, the lockdown emergency response online teaching (EROT) period 

was relatively short; however, the overall view of the participants characterised a time of great 

change at all levels, global, national and local. The theme of change was significant because 

teacher participants compared online and face-to-face delivery and spoke of difficulties for both 

teachers and students and sub-optimal learning. This finding aligns with contemporaneous media 

reports that teachers and parents found EROT insufficient for learning and teaching (Duffy & 

Kent, 2021). These observations are surprising if one considers that in the twenty-first century, 

schools and wider society are supposedly in a new post-digital era of ubiquitous digital 

technology (Jandrić et al., 2018, 2019) for the education of digital natives (Cascone, 2000).  

This pandemic period in recent history has also been characterised as a time of immense 

change on all human levels, for the world, nation-states, social systems and individuals (Daniel, 

2020; Khalif et al., 2020; NSWTF, 2020). Indeed, the pandemic itself created a narrative of 

enforced adaptation in which COVID-19, an external, biological threat, functioned as an 

accelerator of societal change (Williams et al., 2021). Many countries chose a variety of medical 

interventions in what many have described as a global scale experimental trial (Bates et al., 

2020; Esposito & Principi, 2020; Khalif et al., 2020; Litvinova et al., 2019; Viner et al., 2020). 

The most common strategies were quarantine and reducing social mixing of populations in what 

Bates et al. (2020) termed a “global human confinement experiment” (p. 2). However, as Khalif 

et al. (2020) explain in their study regarding the effects of school closures in developing 

countries, the virus had varying and ongoing effects on nations of all socioeconomic categories. 

It is a frequent narrative that globally, COVID-19 has laid bare all sociocultural inequities and 
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fault-lines in society (Khatchadourian, 2020; Shah, 2021; Stobart & Duckett, 2020) and these 

effects were especially acute in the global south (Khalif et al., 2020). Other jurisdictions were 

more fortunate, as in the case of Western Australia. 

The Western Australian context. In Western Australia there was a short period of 

EROT of two to three teaching weeks, supported by four days of PD to familiarise teachers with 

new technologies and (for some teachers) new pedagogical approaches. The short and rushed 

preparation time for online teaching was found to be similar for teachers throughout the world 

and locally across all three education sectors – government, Catholic and Independent (Abaci et 

al., 2021; Bouffard, 2020; Joseph & Trinick, 2021; Khlaif et al., 2020; Patston et al., 2021). In 

the WA context, K-12 school lessons were largely facilitated by the use of Microsoft Teams and 

Zoom video conferencing software on student and teacher internet enabled devices i.e., fixed 

desktop computers, laptops, iPads and smartphones (CEWA, 2020; SSTUWA, 2020; WA 

Department of Education, 2020d). Although this technology and software pre-existed the 

pandemic, depending on a multiplicity of personal, professional and social factors, teachers’ 

prior experience using such tools ranged from extensive to non-existent. This is consistent with 

the literature on educational continuity in times of crisis.  

For example, after a series of seismic events, Ayebi-Arthur’s (2017) case study of E-

learning and resilience at the University of Canterbury in New Zealand, found there was a range 

of academic faculty dispositions towards E-learning as an instructional mode. Despite the 

difference in sector, similarities can be drawn with the secondary education sector in WA.  

Ayebi-Arthur (2017) suggested that across the organisation, “the higher up you went, the less it [ 

e-learning] was used” (p. 265). In this New Zealand study, e-learning was initially less valued as 

a teaching method by those in faculty leadership positions and its efficacy was reassessed after 
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the experiences of the University. Similarly, in the Western Australian English secondary school 

teachers’ context, teachers and heads of department may have had pre-existing beliefs in the 

suitability of online teaching or may not have been familiar with the possibilities and affordances 

of MS Teams or Zoom, due to personal-professional dispositions. However, despite such 

perceptions, teachers were tasked with mediating and facilitating their instruction exclusively in 

this online mode for an unforeseeable amount of time. Other contemporary discussions around 

the possible effects of the pandemic on the Australian education system have recently been 

published. Of note are Gallop et al.’s (2021) (Valuing the teaching profession - an independent 

inquiry; and Graham and Sahlberg’s (2021) reports Growing up digital Australia phase 1 and 2.  

Both sets of authors convey that considerable reflection on this time of disruption is warranted, 

not just at the macro social and systemic level, but also at the micro school and classroom level.  

Turning to this study, participants perceived this EROT period as “unique”, largely due to 

their optimistic view of the pandemic (and despite the challenging circumstances), based on how 

the state government of Western Australia mitigated the worst effects of this worldwide crisis. 

Wider sociocultural beliefs and attitudes can be seen to influence such perceptions and their 

articulation in the discourses of the pandemic. It can be argued that these teacher participants’ 

opinions articulated a distinctly Western Australian cultural narrative of exceptionalism that 

echoed an Australian disposition- the national theme of exceptionalism (Coleman, 2016; 

Delaney, 2021; Smith, 2020). Since British colonial occupation in 1788, Australia’s cultural-

historical path has often been expressed by its difference to those norms of other western 

democracies, most notably in the political, and sociocultural spheres (see Coleman, 2016; 

Collins, 1985; Horne, 1971). This sense of exceptionalism is a powerful cultural identity 



   

 

108 

 

narrative for Australians, and it found articulation in the events and discourses that unfolded 

during the pandemic (Smith, 2020).  

On a state level, this ‘separateness’ also plays out culturally and politically in a way that 

is inspired by both geography and history (Delaney, 2021; Wahlquist, 2021). Similarly, in the 

present study, participants expressed a form of home-state exceptionalism by characterising the 

EROT period as “very lucky”, or “fortunate”, for some communities, and when comparing their 

experience to that of schools in the UK, US, and the other Australian states. When understood 

within this sociocultural context, these exceptionalist beliefs are reasonable and further 

reinforced by the fact that, on all measures, Western Australia has managed to evade the kind of 

mortality and disruption seen in other jurisdictions to date (Delaney, 2021; Smith, 2020; 

Wahlquist, 2021). It may be useful to explore how these beliefs reinforce the attitude that 

teaching practices ‘snapped back’ to how they were before 2020 because of a perception that life 

returned to near-normal for the Western Australian populace, and therefore, so did teaching 

practices. 

Participants contend with change and continuity. During their interviews, five of the 

six participants narrated stories from the emergency response and indicated that operationally, 

the digital presentation of content and materials afforded some educational continuity. These 

participants explained that as a matter of course, all schools already uploaded most course 

content (such as homework, unit learning materials, and assignments) on the LMS platforms 

SEQTA or Canvas. In fact, in 2020, by the advent of the pandemic, most schools and tertiary 

institutions had deployed a LMS that presented content and organised administrative work 

(Lambert & Gray, 2020; SIDE, 2021). Given that these LMS software technologies were already 
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in regular use by March 2020, it is surprising that most participants still reported lower-level 

educational outcomes for their students.  

Arguably, given the participants’ perceptions that the EROT period was not conducive 

for learning, it can be said that the aim of maintaining education continuity was not met. Ayebi-

Arthur's (2017) New Zealand study, referred to above, is an illustration of how specific factors 

can influence the use of online learning in an emergency context. Ayebi-Arthur's study of The 

University of Canterbury’s continuity of teaching capabilities after a series of seismic events 

found that early deployment and faculty responsiveness increased the use of underutilised LMS 

software that pre-existed the seismic events. These factors reinforced the faculty’s resilience in is 

this situation. Similarly, in the present study, and the context of EROT in Western Australia, 

participants largely reported the communication of student tasks and availability of learning 

materials to be unimpeded by the disruption because of deeper reliance on and more frequent use 

of SEQTA. In other words, the dependence on such LMS platforms for communicating tasks and 

access to learning materials was much higher than in a time of face-to-face teaching. However, 

the findings indicated that new possibilities and technological affordances were mediated by both 

teachers and students to enhance learning. In this new online teaching and learning space, 

technologies such as SEQTA and MS Teams became the primary mediational communication 

tool for teachers and students. Bower (2019)’s technology mediated learning theory explored 

how the affordances of technology, educator and student conditions and broader sociocultural 

contexts are all mediational and interrelated, and what this means for learning and teaching. The 

following discussion explores the possible meanings of such technological mediation for 

teaching and learning. 
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Technological tools change teaching and learning during EROT. In this context, 

SEQTA, as an LMS, can be seen as an instrument or tool of mediation (Vygotsky, 1978) with the 

communication and presentation of learning materials and student progression its primary 

function. Moll (2014) and Wertsch et al. (2007) have suggested that Vygotsky conceptualised the 

mediation of learning into five categories:  social, instrumental (or tool based), semiotic, 

anatomical and individual mediation (Moll, 2014 p. 31). Technology and software are used in 

education to convey meanings and are therefore mediational tools or instruments because these 

are artifacts that are “created culturally and inherited socially, to engage in human practices (p. 

31). Focusing on the mediational affordances of SEQTA, this platform functions to mediate 

learning by the way it represents information semiotically, using the language of scholastic 

instruction and sociocultural references that make up the construct of English as a subject 

(Alvermann et al., 2019; Ball, 2000). These are transposed into the digital platform for the 

student to read, decode and create understanding and comprehension in order to achieve 

learning. These mediated instructions invite and require learner engagement and comprehension 

to complete the learning tasks that are set by the teacher. Such engagement may be enacted by 

the student or not. Some teacher participants reported a lack of student attention and engagement 

with online tasks. It may be speculated that such technology mediated instructions are 

‘disembodied’ from the physical presence of the teacher, hence why some students may not react 

and engage the same way. 

SEQTA: mediational affordances in a new context. It can be argued that SEQTA 

mediates content and learning achievement by displaying of units of learning in a sequential 

linear progression, which is ultimately viewed by teachers, heads of departments, principals, 

parents/guardians and students. This gives the student a perspective on their cognitive 
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development that, in pre-digital times, was never as immediately contextualised and complete, in 

terms of the opportunity for student feedback. SEQTA can act as a channel for communicating 

feedback and development in a multi-directional way, thereby giving students a voice in the 

assessment loop. In the context of EROT, the majority of teacher participants relied heavily on 

the mediational power of SEQTA. Despite this functional success with technology, the data 

suggests that the overall teacher experience and perceptions were that student learning specific to 

this period was sub-optimal (NSWTF, 2020; Graham & Sahlberg, 2021). This was evidenced in 

participant commentary about having to re-teach EROT lessons and “doing it properly”. Such 

perceptions may be deeply linked to the broader sociocultural conception of what education is 

and how it is organised with the age-streamed school system. This conceptualisation also 

manifests itself in the organisational culture and operations of a school (Biesta, 2015). It also is 

inherent in how schools and departmental subcultures are enacted and the discourses that occur 

within them. COVID-19 disrupted all of these sub-cultures, their concepts, organisations, and 

their operations. The EROT response changed the physical context of teaching.  

Fundamentally, the aim of education is to provide a safe physical and sociocultural 

environment for students to have the optimum conditions in which to learn (Weinstein, 1979; 

Woolner et al., 2018). This environment is by design, built to negate the distractions of other 

social environments and is invested with and controlled by authority of the state. However, the 

pandemic and EROT effects changed both the physical and social contexts for teachers and 

students. The reality of online mediated lessons and the disembodied teacher presence may have 

diminished teacher-participants’ sense of agency and control of their classrooms and the lessons 

they presented. It also had effects on student accountability and self-regulation. Participants 

observed an overall lack of student accountability and maturity to self-regulate their online 
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behaviour and engagement with the learning tasks. In this vein, the data strongly indicated a 

teacher perception that in the context of EROT, technology mediated home learning was not 

effective for student learning. The participants reported teacher-led student behaviour mitigation 

and work checking strategies; however, these seemed to have limited success. One can speculate 

this is because the participants could not overcome the lack of embodied presence when teaching 

is mediated by videoconferencing software, despite having a positive disposition towards it, as 

has been explored in the contemporary literature. 

The importance of teacher readiness and disposition in relation to the pivot to EROT was 

a strong theme in global teaching experiences and is explored in recent literature on home 

teaching during the pandemic. Gudmundsdottir and Hathaway’s (2020) Finish study of teacher 

readiness for online learning in the early months of the pandemic response, found teachers to be 

“moderately prepared” (p. 239) and “willing to make online learning work” for both students and 

teachers (p.243). Similarly, all English teacher-participants in this study expressed a willingness 

to make the best of a challenging situation. However, with the benefit of fifteen months of 

hindsight, most participants were critical-to-negative in their opinions about the effectiveness of 

their lessons in this context. It is important to consider three conditional aspects of the Western 

Australian experience; a two-week period of home online learning, four short PD days for 

teachers to prepare and a heavy reliance on student and teacher prior technological knowledge 

for communication. These conditions would seem to indicate that the effects of this lockdown 

experience would be minimal and insignificant. 

On the contrary though, there appears to be a consensus amongst the participants of this 

study, that the experience of 2020 altered the contextual possibilities for education and added to 

the range of pedagogical approaches available. Participants also reflected on their specific 
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orientations to online learning and talked about an increase in confidence when using 

technologies in this way. The interview data also revealed that participants’ beliefs about 

teaching and learning with and mediated by technology were challenged, but ultimately 

reinforced and not altered because of their experiences in 2020. Nonetheless, as alluded to 

earlier, a dominant theme in the interview data suggested that normal academic rigour was not 

achievable and that student learning during this period was sub-optimal. This is in line with 

literature (Giunco et al., 2020; Gourlay, 2021; Moore et al., 2021; Reich, 2021; Trust & Whalen, 

2020), and may be due to several macro and micro sociocultural factors including: emergency 

preparation and planning, the expectations of the type of learning possible, and student 

accountability, which are discussed in the following section. 

Emergency preparation and techno-pedagogical change. One area of agreement 

between all participants in this study, is that the preparation for the pivot was rushed and needed 

more careful and detailed consideration of the types and levels of learning that may be achieved 

in this new online context. It is worth considering the broader meaning of the pivot to EROT, 

where a nonconventional educational method became forced upon mainstream education as an 

emergency response to the pandemic. However, it should be noted that online teaching and the 

concept of distance education as an instructional context is not new. Online teaching has been 

discussed since the mid-1990s (Benson, 2002; Dron & Andersen, 2016) and this mode of 

teaching and learning has been successfully in operation for many years, for example, distance 

education in Australia and other countries (Bernard et al., 2002; Rehn et al., 2018). It has been 

suggested that the online learning sector is somewhat stigmatised and seen as a lesser 

‘pedagogical cousin’ to conventional face-to face instruction (Hodges et al., 2020 p. 3). 

Certainly, the teaching contexts and cultures are quite distinct from each other (Hodges et al., 
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2020). However unfair and incorrect, it can be claimed in the discipline of education, that one is 

seen as mainstream and the other nonconventional, and further, it can be suggested this attitude 

cascades down through all levels of the profession (Ayebi-Arthur, 2017; Hodges et al., 2020). 

These are sociocultural, technological and academic attitudes and professional dispositions that 

may be deeply ingrained during teacher education and reinforced through experience and 

professional acculturation during practice in the field. Online learning is common to the adult 

and higher education sectors as well the distance learning sector. However, despite such 

stigmatisation, some research indicates that, as a method of education and instruction, online 

learning has efficacy. (Bernard et al., 2004; Means et al., 2014). 

To accept that normal, pre-pandemic quality planned online teaching and emergency 

remote teaching are two different and distinct modes of education, allows for the intentional 

placement of the teacher experiences and stories of lockdown teaching within this study, as a 

temporary, unique experience of a particular time and place of emergency. In this study, some 

participants rationalised their reflections of this period as “unique” and “exceptional”.  However, 

Hodges et al., (2020) suggest caution about directly comparing planned online teaching to online 

emergency response teaching, as the two are substantially divergent, and the end goals are not 

the same. 

Interestingly, of the six participants, Peter was the only one to recognise that the face-to- 

face and online modes of teaching were vastly different and that both required differing 

approaches. Peter’s reflection aligns with the conclusion of Luis-Jean and Cenat (2020), that 

online learning “is more than just providing students with files and information and asking them 

to learn the materials” (p. 3). This new context requires a new mindset of personal-professional 

and personal-ethical conditions/dispositions as a result of technology mediating learning. This 
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finding is also congruent with Bower’s (2019) technology mediated learning theory, where 

technologies and their affordances mediate and are mediated by the broad environment, educator 

beliefs knowledge and practices, as well as learner feedback and learner design goals. If the goal 

is for more interactive, productive and self-regulated learning, rather than receptive learning, 

then full use of interactive affordances is necessary. As Bower (2019) notes “more static 

affordances facilitate more receptive learning, while more interactive affordances promote more 

productive learning” (p1040). These mediational relationships are recursive and transformative, 

so the direct transposing and mimicking of face-to-face pedagogical approaches to the online 

context, may give rise to mixed results because of variables such as differing learner beliefs, 

knowledge, practices and interactions with the shared mediational technologies that may not 

align with those of the teachers.   

As alluded to above, the main issue arising from the findings was a perceived loss of 

teacher presence, control, and power, alongside an increase in student agency in the online space, 

which springs from students detailed prior personal knowledge of that digital space. Teacher 

participants expressed this shift in the teacher-student power balance in their discussions that 

problematised student accountability during the EROT period. During the interviews, teacher-

participants reported that checking student engagement and work was difficult and that the 

normal practices around this were disrupted in the new context. The transposition and 

substitution of analogue methods into a digital context failed to recognise and adjust to the new 

context causing tension and disconnection. However, the new online context may afford different 

and innovative possibilities for instruction precisely because of the shift in the teacher-student 

power balance towards increased student agency within the space. 
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Expectations and approaches. During the EROT period, the basic technological 

functionality of having students log on, communicate, and indicate a visible presence in an 

online class did not appear sufficient to support higher levels of learning (Marquart & Russell, 

2020). This concern was illustrated by Peter’s reflections about emergency online learning, 

firstly, that it has underutilised potential that should be explored: “I think we're missing a whole 

aspect that that online technology could produce. At the moment, we're just glad if we manage to 

take attendance, talk for a while, get them to do a task and submit something...it's low-level 

learning”. The question to ask then is should teachers in this online context expect to achieve 

higher-level learning? This may depend on the maturity level of the students, the emotional 

safety aspects of the learning contexts and other socio-cultural factors. 

 It was apparent from the data that schools planned and achieved educational 

functionality using digital means to communicate, but deeper engagement with the affordances 

of the technology were not explored. Peter’s extract above partially illustrates what Hodges et 

al., (2020) maintain are the less than realistic expectations of emergency response teaching, the 

primary aim of which is not to reproduce an “educational ecosystem” but to create a short-term 

method of continuity of access to “to instruction and instructional supports in a manner that is 

quick to set up and is reliably available during an emergency or crisis” (p. 7). To directly 

transpose pedagogical methods into this new online context does not account for the loss of a 

significant part of the school and learning experience- that of the social experience of school 

(Bergdahl & Nouri, 2020; Nasrallah, 2020). This loss is an unspoken element of the EROT. To 

consider Peter’s reflection about teaching in this online context and frame it with the knowledge 

that this context was more of a hurried attempt to transpose one mode of teaching into another, 
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and make the best of it, leads to the assumption that this emergency response, as it was 

formulated, was not enough to support higher-level learning. 

Despite the large paradigm shifts that the EROT represented pedagogically and 

socioculturally, it appears some schools made concerted efforts to create the semblance of a 

temporal routine in the online space. For example, Emily reported that it was interesting how her 

school mimicked the school timetable, but in a synchronous digital form on Zoom. By 

continuing to organise the school day in this way, Emily’s school seemed to assist both students 

and teachers in dealing with this strange new non-physical context, whilst retaining the routine of 

meeting at a certain time, but in a digital online space. However, this act of substituting a 

timetable temporal framework and having specific hour long subject based classes does not 

utilise the other asynchronous affordances of videoconferencing software in structuring a 

learning environment within a school day (see Borup et al., 2012; Bower, 2008), and is an 

example of staying within the mindset of synchronous learning spaces of the physical classroom. 

Bergdahl and Nouri (2020), citing Dalgarno (2014), describe the possibility of polysynchronous 

affordances with interactions (both teacher-learner and learner-learner) such as planning, peer 

modelling, reflection, feedback and scaffolding (p. 446). These interactions can occur in multiple 

directions via multiple channels (e.g., teacher talking-head video, chat-boards, split screening 

pre-recorded clips, screensharing slides) that can all be recorded in situ for later playback by 

students and teachers to augment learning opportunities. These polysynchronous affordances 

were mentioned by two participants in relation to the EROT experience in 2020 and can be 

interpreted as new knowledge that adds to the pedagogical toolkit of teachers. However, creating 

and implementing polysynchronous channels and structures need time and thought for effective 

implementation and operation, and this luxury was not available during the EROT pivot. 
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The data findings also suggest that not all students worked effectively in the relative 

physical solitude of the family home. This may be for a variety of reasons. All participants 

mentioned the level of student maturity as a factor for successful online learning during the 

EROT. Interestingly, Mary observed that common behavioural traits were in fact reversed during 

her EROT experience. Students with behaviour management problems were the ones who 

thrived, and the usually self-disciplined, studious pupils were disruptive and acted up. This 

reversal effect was also a finding of Bergdahl and Nouri’s (2021) Swedish study of lockdown 

learning in 2020. While this is one observation out of six participants, it may be useful to explore 

what sociocultural factors have changed behavioural function for these types of students. 

In sociocultural terms, the shift to EROT is a relocation of the education paradigm at 

every level where the usual interrelations are meditated and re-mediated. When considering each 

level of the Teaching with technology model (Figure 6), in the EROT context, there is impact 

from the pandemic felt on every level. First, the broader sociocultural milieu was dramatically 

altered. As Meccawy et al., (2021) describe, without exaggeration, global society was in survival 

mode (see Gurukkal, 2020; Liu & Doan, 2020). Second, governments made policy decisions for 

the greater good of society and based on medical advice, to minimise the spread of the virus by 

closing schools. However, by closing all places of learning and shifting to online video mediated 

teaching, a teacher’s personal-professional conditions of the formal, in-class learning domain 

were shifted to the online video mediated domain, the natural home of the digital native student. 

This online domain utilises the modes and methods of the informal learning contexts and the 

personal-ethical conditions that digital native students are highly competent with. Therefore, 

students were able to utilise their competencies to game the system and fail to engage with the 

lessons. Third, this shift also impacted teachers’ core TPAC Knowledges as they had to adapt 
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and orient pedagogical and content knowledge and materials to be mediated by digital 

technologies. 

Despite the short EROT period of teaching, the English teacher participants in this study 

reflected that the period was transformative in the way they saw and experienced TEL. The 

experience reinforced some beliefs about teacher and student dispositions towards assessment 

and learning, which may inform future debate about the desirability of high stakes examinations 

as a way of streaming students into higher education. It is also clear that the problems evidenced 

in the findings regarding the effectiveness of online teaching have further reinforced a commonly 

held (and unwarranted) view that face-to-face teaching is the preferred gold standard. The 

experience also gave participants opportunities to take advantage of new and not so new 

affordances of technology and integrate them into pedagogical practices, however peripheral and 

functional. The next section addresses the second research question.  

Research Question two: TEL beliefs, attitudes and values   

In this study, teacher participants articulated beliefs about technology in general as well 

as in education specifically. These beliefs exist and operate as discourse within a wider 

sociocultural milieu, that provides context for how technology functions in and with human 

society. Five main categorisations of belief were found. First, participants spoke of a belief in the 

dual role of technology to be both an enabler and disruptor for human thought and action.  

Second, participants spoke of a belief that TEL in education is potentially transformative, but for 

the subject of English the potential is less so. Third, a belief that unchecked technology use can 

form into addictive behaviours. Fourth, teacher participants’ belief in a conflict of 

(dis)empowerment when using technology, and finally, a belief that technology can facilitate 

effective partnerships with students' parents and guardians. In addition to these five teacher 
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beliefs, it was also apparent that participants spoke of two deeply held values that underpinned 

how they conceptualised English as a subject. These were, first, that secondary English is 

inherently subjective and interpretative, and therefore qualitative by nature, and second, that 

English is largely a text-based subject that sees handwritten expression as fundamental. Drawing 

on a sociocultural lens, the next section will consider how these beliefs and values may influence 

TEL decision making. 

Teacher beliefs and TEL. Teacher belief systems around technology and education are 

formed out of both personal and professional experiences and attitudes that have sociocultural 

contexts. To explore how these beliefs may influence teacher intentions to deploy TEL is key to 

understanding why TEL is utilised in this secondary English classroom context. Building on the 

foundational work of Vygotsky (1978), Wertsch (1985, 1993, 1998) and Cole (1983), Hausfather 

(1996) explored the values and processes of schooling and education as socialisation and 

recognised the importance of the social organisation of teaching and instruction in what Moll 

(1990) termed the “enculturation of the child into the practices of society” (p.1). In this respect, 

for the present study, it is useful to ask: What are the beliefs, values and practices that English 

teachers enact with TEL in their classrooms and what kind of enculturation occurs when 

technology mediates learning?  

As this study investigated the technology effects on teaching and learning by teacher 

actions and behaviours in using technology, it was apposite to explore the behavioural intentions, 

attitudes, and values that make up the teacher-participants’ belief systems. As Pajares (1992) 

noted, a large body of education research explores teacher beliefs because of the widely accepted 

view that teacher classroom behaviour is heavily influenced the beliefs held by that teacher 

(p.307). This is also true for the technology adoption behaviours of teachers generally, and 
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English teachers specifically (Alvermann et al., 2019; Higgs, 2020; Lynch et al., 2019). An 

individual’s beliefs and attitudes become internalised over time by a conscious process of 

ascribing meaning and personal orientations to events via social conditions and acculturation. 

This process of internalising meaning occurs via direct and specific human experiences and in 

the representational narratives of such experiences, for example, as in stories and fables 

(Vygotsky, 1978, Hausfather, 1996, Moll, 1990). This conscious process is key for the 

construction of identity (Kajee, 2018) where values, beliefs and attitudes underpin human 

construal of the external world and cultures, societies, schools, English departments and even the 

subject of English arts. 

Similarly, through the lived experience of technology and its narratives, teachers ascribe 

meanings and personal orientations to a technology experience that align with existing and wider 

social systems of belief. So, to explore English teacher beliefs, attitudes, and values may provide 

insights into the wider sociocultural systems of belief and illuminate how such systems are 

supported by key values in their personal and professional contexts. This is because values 

operate differently to attitudes and beliefs. Social Cognitive Theory (SCT) offers an approach to 

exploring and understanding the nature of beliefs and attitudes. SCT, as introduced by Bandura 

(1977, 1986, 1997) and Rokeach (1972) came to be widely accepted in the domain of education 

research and its concepts regarding belief structures and the individual that are fundamental. In 

SCT, values are seen to be more fixed and fundamental to identity, and attitudes and beliefs are 

changeable according to sociocultural positioning of the individual. These theoretical advances 

have their beginnings in, and are congruent with, a Vygotskian sociocultural paradigm (1978) 

that places cognitive development and the education process within a socially produced and 

mediated context. These concepts are key to understanding teacher beliefs and attitudes and how 
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they relate and interact with teacher values and behaviours. In the following five sections, the 

discussion explores how these beliefs are influenced by and influence technology use in the 

participants’ classrooms. 

A belief in technology as enabler and disruptor. Consistent technology use in schools 

is heavily influenced by teacher beliefs, attitudes, and values and all participants talked of a 

belief that significant change has been occurring in the profession over the previous twenty to 

thirty years. Teacher participant comments of pre-digital journeys with technology from “chunky 

90’s laptops”, and zero teacher technology use, through to contemporary times with technology 

dominating every aspect of professional life were highlighted. Participants also spoke of having 

“different conversations” just ten years ago, and the pressure to assimilate changes in order to 

become “better teachers". These journeys illustrate teacher technological, pedagogical and 

content knowledge (TPACK) change, which grows over time as these knowledge areas adapt and 

evolve, largely driven by new technologies and how they are incorporated into classroom 

teaching.  

The Teaching with technology model (Figure 6) also provides a useful way to 

conceptualise how teacher values are evidenced and enacted, illustrating the wider sociocultural 

impacts of TEL. How teachers conceptualise TEL, and what their technological, pedagogical and 

content knowledge values are, provide the core of the model. As highlighted earlier, 

technological change is seen as the key driver of pedagogical and content knowledge domains 

within education. Over time, attitudes, beliefs, and values form into personal-professional 

dispositions that create conditions for formal school-based teaching and learning on the one hand 

and on the other, personal-ethical dispositions and conditions that includes the realm of informal 

learning. Again, the recursive nature of this model contemplates how these dispositions and 
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conditions may then further influence TPACK knowledge and teacher choice.  This recursive 

relationship in teacher technology use and dispositions in the professional space also aligns with 

what Forkosh-Baruch (2018) describe to be the case for pre-service teachers and the curriculum 

aims of teacher education to view technology (ICT) “as a lever for better pedagogy, attitudes, 

experiences, and ICT proficiency” (p.417).  Here, technology can provide a means for 

pedagogical innovation, mediate and possibly change attitudes along with new content 

knowledge which can further empower teaching (and teachers). In turn, positive attitudes 

towards and belief in, the benefits of technology use in classrooms, “affect technology 

acceptance and integration positively” (ibid). Regardless of the pre-service teacher context, this 

relationship and its effects are the same for professional practice and all levels of education. 

A belief that secondary English is less technological. Some participants articulated a 

belief that most higher order technological affordances, other than direct functional substitution, 

such as apps with interactive learning, were not suited to English pedagogy. Participants 

indicated this was because English content and curriculum aims were more to do with students’ 

interpretive and literacy skills rather than the rote memorisation of scientific facts or formulae 

often seen in STEM subjects. This belief was also informed by how participants viewed the 

subject of English and its multiliteracy pedagogy. Such beliefs about the subject of English are 

situated in the personal-professional dispositions of the Teaching with Technology model (Figure 

6). 

This belief that English teaching does not lend itself to greater technology use seems to 

be in conflict with the teacher participants’ narratives of multimodal literacy lessons and 

assignments. That some participants utilised The Witcher (Daniel et al., 2019-2021) television 

series, and the production of multimodal student autobiographies within their English units of 
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learning, indicates an understanding that utilising the affordances of technologies can engage 

students in learning with and for literacies. Boche and Shoffner (2017) describe how, in teacher 

education it is important for pre-service teachers to retain an expanded understanding of literacy 

that includes multimodal literacies. This multiliteracies mindset acknowledges that, unlike the 

canons of what was literacy in the past, the understanding modern literacy is of an evolving, 

varied and constantly changing part of communication and that a range of technologies can 

“support, alter, and shape literacy learning and understanding” (p. 62). It seems that for the 

participants of this study, sociocultural beliefs in the value and primacy of print textbooks may 

be ingrained from a time of their own formal education in English language arts and that these 

beliefs influence how they conceptualise and teach their English syllabus.   

Beliefs about technology use and addictive behaviours. Teacher beliefs in this area are 

not widely reported or represented in education research; however, this should be a significant 

area of concern for all education stakeholders. For teachers, there may be beliefs that blur across 

the two realms of the professional-ethical and personal-professional as indicated in the Teaching 

with Technology model (Figure 6). Indeed, there may be wider sociocultural beliefs that derive 

from social and scientific discourses which, in turn, have an impact on what teachers believe to 

be the nature of the devices, the way humans interact with these devices and the potential 

emotional-neurological effects of such interactions. However, the notion that technology and 

internet compulsive overuse is actually an addiction is contested both socially and scientifically.  

This debate is reflected in discourses within both the wider social and scientific domains 

(Cerniglia et al., 2017; Kardaras, 2016; Pies, 2009). The discourse within the discipline of 

psychiatry recognises there is a phenomenon of problematic use; however it does not meet the 

World Health Organisation’s and the American Psychiatric Association’s criteria of a disorder. 
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Regardless of this lack of a specific designation, Cerniglia et al. (2017) define Internet Addiction 

(IA) as a “behavioural addiction that involves human-machine interaction, specifically social 

interaction that is mediated by machines” (p.174), to the detriment of real-life social interaction 

and in some cases extreme withdrawal from real-life social contacts. In terms of child 

development, the authors explore concerns about adolescents’ emotional-behavioural 

development and the effects of excessive internet and screen/device usage. When viewed with a 

Vygotskian lens, the cognitive developmental stages of childhood learning and into adolescence 

are seen as sequential and necessary steps in the development of language cognition and identity 

(Vygotsky, 1978). If these crucial developmental stages are now mediated by technology, which 

has its own semiotic basis and different systems of social meaning and values, one can speculate 

that the nature of that cognitive developmental stage has altered in quality, as well as in the 

subsequent cognitive outcomes. 

Teacher beliefs regarding (dis)empowerment. There can be a strong professional belief 

that technology use in class can either disempower or empower teachers. Schools are, most 

often, more than just physical sites of empowerment for teachers; not only in the four walls of 

the classroom, but in the peer mediated space of the English department, and in the hierarchical 

control structure of the school and its place in society (Short, 1994). It is suggested that teacher 

(dis)empowerment is created through the subjective perceptions of teacher presence, agency, 

authority, and capacity for autonomous participatory decision making, also manifesting through 

teacher actions alongside the continual mastery of knowledge (Ahrari et al., 2021; Benson, 2017; 

Elliot, 2009; Short, 1994). There is a strong cultural belief in the role of education and schools to 

replicate and disseminate knowledge and skills to students through the act of teaching. However, 
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when considering the role of TEL in the modern classroom, teacher belief systems around TEL 

may see it designated as both a disruptor and enabler of education. 

For example, the simple deployment of student iPads in a class may result in a degree of 

teacher disempowerment because the teacher is no longer the source of information; they have 

seceded part of their control over which information and knowledge can be accessed. This belief 

system may be strongly articulated because of cultural attitudes and discourses concerned with 

what education, knowledge and information is in the age of the internet, social media and apps. 

This is often expressed in the binary of formal and informal learning and how the formal 

educational setting has intellectual dominance. 

New digital practices and affordances can indeed empower teachers to innovate with 

lesson designs, approaches and possibilities beyond the ‘stand and deliver’ mode of teaching. It 

is possible that teaching with technology can extend the reach and innovate with the conceptions 

of learning, to move beyond the realm of formal learning into what is described as informal 

learning. For example, in this study, Peter identified concerns about the disconnect and 

disempowerment predigital teachers often encounter, identify, and indeed feel, when teaching 

digital natives. This may be because of a perceived lack of control over what learning students 

are encountering beyond the classroom. However, all participants were aware that a large part of 

learning now occurs beyond the physical boundaries of the school, and such awareness may yet 

become part of future pedagogical change in the teaching of English language arts. 

Belief in partnerships with parents and guardians. The interview data regarding the 

qualitative perceptions of teacher partnerships with guardians/parents were noteworthy because 

they illuminated the misalignment of expectations between the two stakeholders. Parental 

/guardian expectations of technology use in school did not align with the realities of learning in 
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the digital era and teacher expectations of parental authority and control, specifically around safe 

screen time and online behaviour, did not match the realities of family life in the digital era. 

What is evident from this disconnect is that parent-teacher authority and power sharing needs be 

evenly balanced, coherent and with the wellbeing of students as a central aim. As alluded to 

above, teacher participants held specific beliefs around the addictive potential of technology and 

their students use in school time and beyond. The same can be said for parents and guardians. 

In Growing up digital Australia phase 2, Graham and Sahlberg (2021) reported that 

parents discern a definite need for more support from schools and they recognize the potential 

effects of unfettered technology access in their homes and in the relationships within. 

Specifically, Graham and Sahlberg’s (2021) Australian report voices parental concern at the way 

childhood has changed in terms of negative impacts on physical activity, attention span and 

interest in playing, but found that Australian parents thought there were also positive impacts on 

mathematics and reading abilities as well as for social skills and friendships (p. 2). In terms of 

supportive family strategies to manage device and internet use in the home, more than half of the 

report’s sample group would welcome more support from schools than currently is offered. Such 

support may be in the form of knowledge and resources, not only to assist parents/guardians to 

regulate and manage students’ use of technological devices and apps but also to help all 

stakeholders in the education system understand the potential behavioural effects of unregulated 

screen time. 

It may be that not all parents/guardians have the knowledge, time or disposition to be an 

authoritative and regulatory presence in a student’s technology behaviour. This may be the result 

of wider sociocultural conditions of socioeconomic and interfamilial life in the student's home. 

However, according to Graham and Sahlberg (2021), there is a growing problem with 



   

 

128 

 

compulsive technology use observed in children, adolescents and adults. In the present study, 

two teacher participants spoke of students expressing relief when an in-class device was 

confiscated or shut down due to an off-task transgression and a return to pen and paper was 

mandated by the teacher. This would suggest that the students were aware not only of their 

transgression, but possibly the compulsive urges behind such off-task behaviour. It seems that 

honest and informed discussion between teachers, students and parents/guardians about these 

issues may aid in understanding how better agency with and mastery of self-regulation is a key 

life skill for all concerned, not just in the realm of technology use.  

Summary. This discussion of research question 2 suggests that TEL may have a 

significant influence on the range of pedagogical choices that English teachers have at their 

disposal. Technological affordances can open new possibilities for inquiry learning and 

collaborative knowledge creation, and a growing ecology of EdTech software is available for 

teachers to innovate with (Falloon, 2015, 2020; Selwyn et al., 2020). When deployed with a 

specific pedagogical approach and aim, TEL can offer English teachers a diverse range of 

modalities and literacies. As Boche and Shoffner (2017) state: “in addition to diversifying 

content and expanding outcomes, technology influences the pedagogy needed to successfully 

engage adolescents in literacies” (p. 62). There is further pedagogical potential to be realised by 

deeper and more complex engagement with software and hardware in the English classroom.  

However, this finding is qualified by three key factors arising from the data analysis. First, the 

data suggest that English teachers will preference deployment of print text versions of literature 

in class over digital versions. Second, upper secondary English teachers will preference 

handwriting in class over typing on a device. Third, teacher attitudes towards the units they 

teach, the English curriculum, multiliteracies, and methods of instruction, all inform teacher 
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decision-making about TEL deployment. These three qualifications over the degree to which 

TEL changes the pedagogical methods of teachers, are interpreted as significant barriers to 

further evolution towards ubiquitous digital technology use in secondary English classrooms in 

Western Australia.  

Research Question 3: TEL and the pedagogies of secondary English teachers 

There is abundant literature to support the view that TEL can be and should be a 

transformative force of change in English secondary education; however, this is currently not the 

case due to several influencing factors. This final research question explores these influences. 

Using a sociocultural lens informed by Vygotskian theory regarding human cognition, 

technological development, and society (Vygotsky, 1978), this section addresses the third 

research question by utilising insights from the two themes and linking these insights to the TEL 

literature. The discussion explores how techno-pedagogical and sociocultural concerns may exert 

significant influence over teacher choice when deploying TEL, and further, may suggest why 

ubiquitous technology use in secondary school settings is still to be achieved. 

Technology and sociocultural narratives. The pervasive narrative of technological 

change was highlighted in the interviews and this narrative provided both situation and context 

for teacher participant beliefs. Participants articulated a belief that technology was driving much 

of the change seen in education and the subject of English. However, it was also clear that such 

change was also inhibited by the constraints and traditions of the subject, its curricula and 

departmental aims, as enacted by the English syllabus. In short, what English teachers believe 

about their subject may constrain TEL integration. Teacher beliefs also exist within wider 

sociocultural contexts that may influence how teachers conceptualise technology. The narrative 

of technological change is significant because teacher orientations toward change exist within a 



   

 

130 

 

larger narrative arc of perpetual and positive technological change in human society - a 

perspective that Castañeda and Williamson (2021) recognised as techno-utopian (see also 

Rushkoff, 2002). The narrative of technological advancement and change has been examined and 

described across multiple domains and disciplines (for example, Arnt et al., 2019; Brayford, 

2020; Eaglin, 2019; Jandrić et al., 2018; Smith, 1993). There is much disagreement in the field of 

techno-social philosophy over how to account for the historical and temporal advancement of 

technology and its effects on humankind. 

With respect to this study’s findings, how English teacher-participants perceive and 

respond to the narrative arc of technological change may significantly contribute to building 

teacher attitudes towards TEL deployment (Abbott, 2016; Nikolopoulou, 2020). Indeed, 

teachers’ personal and professional attitudes to technological change may have a cumulative 

effect over time that coalesces into fixed belief orientations and values about education. Both 

positive and negative teacher attitudes towards TEL change were evident within the data set of 

this study. 

Teacher-participants talked of “moving in the right direction” and the constant cycle of 

new and obsolete platforms that is “the frustrating part of education”. Elizabeth reflected that just 

ten years ago, English teachers worked independently and might have informally, and in an ad 

hoc basis, shared lesson materials once a week at a staff meeting. Now in the digitally connected 

workspace of SEQTA, English teachers are sharing, refining, commenting and working in 

collaboration, on a daily basis. This was articulated as a positive change to practices in 

Elizabeth’s English department. Indeed, dashboard technologies are always evolving with new 

affordances and functions available to teachers and stakeholders. The findings suggest that the 
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predigital generation of teachers may possess a degree of awareness of the broader social 

narrative of evolutionary and perpetual technological change. 

SEQTA has been successfully rolled out at scale in Western Australian schools and is one 

example of EdTech Learning Management System (LMS) dashboard evolution, designed to and 

advertised as improving the entire experience of school-based education. "Every day we help 

schools succeed to make students’ lives better” states the website of the EdTech company that 

administers SQETA (Education Horizons, 2021). Undoubtedly SEQTA is a leading brand in the 

LMS market. According to Capterra (2021), SEQTA:  

...is a collaborative teaching and learning ecosystem that reduces 

administration and makes learning visible. The LMS provides teachers with a 

range of tools and insights to effortlessly support great student outcomes. The 

scope of SEQTA is broad and includes - Attendance, Wellbeing (Pastoral Care), 

Rubrics, and Parent and Student Portals. 

In a wider view, SEQTA can be seen as part of the digitalisation of previously in-person teacher 

roles and processes, such as planning units and lessons, recording and presenting student 

assessments for teachers, departments and schools as well as students and parents/guardians. It is 

for parents/guardians in particular, that SEQTA plays an increasingly crucial role in including 

and engaging interest in student progress and welfare, by leveraging the inclusive and instant 

communication loop that the platform allows. As Willis and Exley (2018) highlighted, the role 

that digital technology platforms can potentially play in bridging the common disconnect that 

teachers and parents/guardians experience between the settings of home and school is important. 

In this study, participant descriptions strongly emphasised that, due to its messaging and 
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commentary affordances, SETA fulfilled this role of connecting the two settings and bridging the 

disconnection. 

However, such software-based platforms appear as operational changes that are often 

characterised as ‘top-down innovations’, which schools introduce (see Emily. p. 5) and infer a 

loss of teacher agency and choice. In the data, new software and platforms are presented as 

improvements to which teachers are “obliged” to adapt to, as Elizabeth detailed in her comments 

about dashboard technology: "we are actually obliged to put at least an outline of content on 

Connect or SEQTA” (Elizabeth p. 10). The use of the term “obliged” is interesting in the 

discourse around EdTech software implementation as it infers a sense of diminished agency. 

Similarly, McGarr and Engen (2021) note that EdTech software discourses focus on serving 

“wider organizational management reforms” (p 2.) and levels of decision making that lessen 

teacher agency. The professional imperative here is about implementing new software and 

practices as necessary additions to the professional role of the teacher. 

Teacher participants articulated the twin pressures to keep up with constant software 

change and the new operational requirements of the school and English department. Such 

EdTech programmes focus on the technical affordances and operational support this type of 

software offers teachers in terms of communication and efficiencies. Several studies have now 

well established the idea that technology, including hardware, software, apps and algorithms, is 

not neutral (Lee, 2021; Martin, 2018; Selwyn, 1999; Williamson et al., 2020). When technology 

mediates teaching and learning, we need to understand what effects flow from such mediation 

and how it shapes our cognition. 

Building on Vygotsky's (1978, 1981) foundational work, Kaptelinin (2015) explored how 

technological tool mediation can influence and affect human cognition and action. Kaptelinin 
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maintained that technology research should focus beyond the functional affordances of digital 

technologies toward the cognitive and social effects and should employ a mediational 

perspective that builds on the foundational concepts of sociocultural cognitive theory (Leontiev, 

1981; Wertsch, 1998). If we look beyond the “enhancing human cognition” role of technology to 

consider how “natural”, neurological and unaided cognition is always mediated by language 

(from the point of early childhood acquisition), all human cognition is cultural by design and by 

extension, so is technology-enhanced cognition in all contexts (Kaptelinin, 2015 p. 212). 

Therefore, tool and technology mediation are critical concepts within sociocultural theory and 

can be seen as drivers of change in education and cognition. 

The pressure to keep up with technological change by responding with adaptive 

behaviours and actions can be mapped onto the Teaching with technology model (Figure 6). In 

this figure, technology mediates and interacts with every level. At the core, technological 

artefacts mediate teacher TPACK knowledge. These artefacts also have a two-way interaction 

with a teacher’s informal personal-ethical conditions which include beliefs and attitudes. These 

personal orientations may result in awareness, concern and ultimately, teacher actions regarding 

technological impacts on the environment, society and individuals. Technological artefacts can 

also have a similar two-way mediational effect on a teacher’s personal-professional conditions. 

This mediation may be the result of internalisation of professional learning, the facilitation and 

shaping of shared knowledge via professional online networks and influencing teacher curation 

of digital knowledge according to socially generated and contextualised beliefs and attitudes. 

The concept of technological artefacts mediating human cognition and action has evolved 

from Vygotskian theory (1978), that focused on four aspects of mediation: material, social, 

cognitive, and experiential. As Wertsch (1994) stated, the two-way mediation process occurs 
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when cultural tools will not result in human action if they are not appropriated and internalised 

by individuals to derive action in the real world. At the same time, humans cannot act without 

invoking cultural tools. In this respect, technological evolutionary change can be said to 

influence a teacher's pedagogical choices significantly. 

Such influence can be illustrated by the example of SEQTA, or more generically, LMS 

dashboard software. External technological artefacts, such as a dashboard LMS platform, can 

mediate material data and metrics, such as student assessment data. The platform can also 

mediate the social by connecting teachers, students and parents/guardians via group messaging 

and commentary capabilities. The platform can mediate the cognitive aspects of education by 

prompting and aiding memory with submission dates and timelines, and it can mediate the 

experiential aspects of education by shaping teacher and student experiences through feedback 

capabilities. So, in a Vygotskian approach, knowledge, learning, action, are all facilitated and 

significantly changed by technology. 

Summary 

This chapter explored the potential for fundamental change in education through the ongoing use 

and integration of technology enhanced learning and the emergency pivot to online learning, as 

explored by a group of six secondary English teachers in Western Australia. Some significant 

barriers to consistent and ubiquitous technology use were found to be prominent. These were 

highlighted as: teacher orientations towards technological change, perceptions of teacher 

(dis)empowerment, English Department subcultures and how individual teachers conceptualise 

the subject of English and its syllabus with further cascading effects on student exposure to 

handwriting and typing skills. The next chapter summarises and concludes the research project, 
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considers the limitations of the study and suggests recommendations for practice and further 

research. 
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Chapter 6 Conclusion 

Authoring this thesis was the culmination of an intense year of postgraduate study. 

However, this novice researcher’s journey truly began in May of 2021, once the requirements of 

the ARMT course units were met. Additionally, the iterative process of formative research 

design and ethics approval provided the opportunity to gain valuable knowledge that benefitted 

the project’s execution and operation for both researcher and participants. By exploring and 

analysing the lived experiences of a small group of secondary English teachers in Western 

Australia, this thesis has demonstrated how TEL integration was dependent on a suite of personal 

and professional conditions that teachers experienced. These conditions exist within a wider 

sociocultural context that is beginning to shift and re-frame the fundamentals of education in the 

twenty-first century. 

The research aim was to investigate how a cohort of secondary English teachers 

experience technology-enhanced learning and teaching within their pedagogical practices. It also 

explored the possible enablers and barriers to quotidian digital technology use within the context 

of secondary English classrooms of Western Australia, both before and after the COVID-19 

emergency response online teaching period of 2020. An interpretive, qualitative methodological 

approach provided the context through which to explore and understand the complex techno-

sociocultural relationships between humans and technology generally, and English teachers’ 

techno-pedagogical relationships to EdTech software in particular. These relationships and 

possible enablers and barriers to TEL were explored using a qualitative interview approach that 

encouraged participant reflection and expression of personal and professional experience. The 

choice of the semi-structured interview as a qualitative data collection instrument, was designed 
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to elucidate teacher beliefs attitudes and values regarding technology, its use, and further 

integration into everyday practice. 

The study recruited early, mid, and late career teachers who, with considerable reflexivity 

and acuity, freely narrated their experiences, both positive and negative, of integrating 

technologies with English language arts teaching, in response to the interview questions. The 

main conclusions of this study can be summarised as follows: 

1. All teacher participants found the COVID-19 emergency response online teaching 

period to be a transformative experience for individuals and the practice of 

education. The study found that for most participants, the experience increased 

teacher agency with technology and this suggests that further technology 

integration into pedagogical approaches have accelerated because of this period. 

2. Individual English department cultures and leadership have a key determining 

role in technology use in secondary English classrooms. Old binary conceptions 

of traditional and innovative departmental cultures are still prevalent and were 

problematised by participants. This suggests that for some English departments, 

multimodal pedagogical approaches to multiliteracies, which form part of the 

‘new basics’ for twenty-first century learning, are still seen as unconventional. 

3. Teacher participants problematised handwriting versus typing narratives as a 

dilemma of conflicting pedagogical needs. A strong belief exists that quotidian 

and exclusive use of digital devices for student composition will degrade 

handwriting skills, speed and legibility. Such beliefs may represent a significant 

barrier to further TEL integration in English classrooms. Furthermore, 

participants problematised the pedagogical dissonance between the need for swift 
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typing skills in NAPLAN year 7 and 9 online assessments on the one hand, and 

the necessity of handwritten ATAR examinations in years 11 and 12. It is 

suggested, that pressure to re-assess the assessment mode of high stakes 

handwritten examinations may increase from within the profession and indeed the 

higher education sector as well.   

4. It is argued that strategies to re-engage disengaged digital native students with 

their education should attempt to leverage the discursive sociocultural power of 

digital devices (including smart phones) and apps. This finding suggests that 

further discussion regarding the bans on mobile phones, along with consideration 

of curriculum-based programmes to teach healthy digital habits and self-

regulation skills, may be beneficial in opening up debate on curriculum and policy 

settings. It is not suggested that the reintroduction of smart phones and mobile 

learning is to be considered a panacea to the problem of disengaged students; 

however, the debate may offer further nuanced solutions. 

5. Teacher participants not only see and experience how technology can 

significantly change individuals, society and education. When given the 

opportunity, they articulate how it is profoundly changing the education landscape 

for every teacher. This recognition by practitioners may yet provide the conditions 

for a process based, and fundamental reconceptualization of what education is; a 

difficult endeavour that should include the perspectives of all stakeholders. 

Technology has the potential to disrupt the prevalent power structures in 

education that interact with stakeholders. It can dislocate the control of 

information, content, and learning and therefore alter what teachers teach in 
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schools and what students can learn in settings outside of traditional school 

curricula. How schools and education systems adapt to these challenges will be 

critical for education throughout the next decades. 

Limitations of this study 

 

The primary limitation of this study is the small participant sample size that was limited 

to higher socioeconomic area teachers in metropolitan Perth, Western Australia. Consequently, 

the findings cannot be extrapolated to a wider sociocultural context. Whilst there may not have 

been a wide diversity of participants (nor was it within the scope of this study), the findings 

could possibly assist understandings of different SES contexts as well as migrant /ESL and First 

Nations populations’ access and use of digital technology for teaching and learning. A secondary 

limitation is related to the convenience sample of English teachers. Despite the extant participant 

career range including early, mid and late career teachers, a wider range of digital generational 

experiences may have benefitted the study. Specifically, a more in depth and higher-level study 

may benefit from a focus on early career graduate teachers, and possibly even undergraduate 

teacher education students in order to balance the data between pre-digital and digital native 

teachers. 

Further research 

 

Teachers, education stakeholders and decision makers in society are all endeavouring to 

understand the meaning of technology impacts on student cognition and behaviour. The aim of 

education and social research should be to support professional practice, inform curriculum 

development and assist stakeholders in creating the best conditions for learning in schools.  As 

alluded to above, this study provides a pathway for further specific research into the possible 
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effects of technology on pedagogical approaches, handwriting, assessment, distractive behaviour 

and self-regulation, and indeed problematic and habitual technology use, to highlight a few of the 

issues that unexpectedly evolved from the data findings. Other results touched upon, but not 

explored in depth, were changes in online student behaviour and its management, as well as 

technology and gender related issues, which offer additional opportunities for research.  

Summary 

 

In conclusion, the five findings summarised above, represent a contribution to practice 

and policy in the field of technology-enhanced learning in education generally and in Western 

Australia specifically. This study suggests that in re-framing education for the twenty-first 

century, consideration should be given to pedagogical approaches that integrate student digital 

native discourses into already existing multiliteracies based teaching. It is also suggested that the 

pedagogical conflict arising from handwritten ATAR examinations should be addressed, as this 

precipitated a dilemma for teachers in the field. This study also proposed a Teaching with 

Technology conceptual model that builds on the significant contributions of Bower (2019) and 

Falloon (2020) and highlights Vygotskian sociocultural understandings in a constructive way. It 

is hoped this contribution to the field, despite its nascent quality, may inspire further theoretical 

investigation into how technology and education interact. 

Finally, this research journey has provided this novice researcher, direct and practical experience 

of qualitative knowledge co-construction and research methodology. Additionally, two 

personally significant outcomes are evident; first, this journey has provided the weight of 

research experience to ontological and epistemological theory, assumptions, and positioning. 

Secondly, the research interactions with practitioners in the field have afforded this researcher 

enhanced respect for the work teachers do in educating the succeeding generations of learners. In 
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conclusion, this research journey has been both instructional and enlightening for this novice 

researcher. 
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Appendix A 

 
Information Letter  

 
 

Technology-enhanced learning and teaching: Narratives of English secondary 
teacher practices in Western Australia. 

 
Investigators:      Dr Wendy Cumming-Potvin 
                Associate Professor, 
                            School of Education 
                  Murdoch University. 
 
     Dr Sian Chapman, 
     Senior Lecturer, 
     School of Education, 
     Murdoch University  
 
Contact Person: Richard Gordon 
Email:                 richard.gordon@murdoch.edu.au  
  
Dear English Secondary Teacher, 
 
 
 
My name is Richard Gordon and I am conducting a research project that investigates the effects of 
technology-enhanced learning in English classrooms. The aim of this study is to explore teacher attitudes and 
values decision-making processes regarding technology integration in secondary English classrooms and we 
invite you to participate in this project.  
This research forms a part of my accelerated Masters by research Degree in Education, and is supervised by 
Associate Professor Dr. Wendy Cumming-Potvin at Murdoch University and Dr. Sian Chapman, Senior 
Lecturer at Murdoch University. 
 
Nature and Purpose of the Study 
It is often thought that technology use in pedagogical practice is ubiquitous, especially after the COVID-19 
pandemic home learning experience. However, many researchers have questioned whether or not this is 
actually the case, because studies over the past decade have found that integration of technology-enhanced 
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learning practices may not be as widespread as once thought. This may be due to factors such as teacher 
values and attitudes towards technology and its deployment in their classrooms. 
 
Therefore, the aim of this study is to investigate the factors that determine English teacher deployment of 
technology-enhanced learning and to find out whether their experiences during and after the COVID-19 
pandemic lockdown period have resulted in changed pedagogical practices. 
 
If you consent to take part in this research study, it is important that you understand the purpose of the 
study and the interview procedure you will be engaging with. Please make sure that you ask any questions 
you may have, and that all your questions have been answered to your satisfaction before you agree to 
participate. 
 
What the Study will involve: 
This study is based on interviews of a sample of WA secondary English teachers. The interviews will consist of 
a series of semi-structured interview questions designed to elucidate the experiences and uses of technology 
in your professional life. 
 
If you decide to participate in this study, you will be invited to be interviewed by the researcher online and at 
a time of your convenience. 
 
To volunteer for an online interview:  
Complete the Consent form attached and email this back to the above address. 
 
It is estimated that the online interview will take approximately 60 minutes.  
   
 
 
Voluntary Participation and Withdrawal from the Study 
Your participation in this study is entirely voluntary. You may withdraw at any time without discrimination or 
prejudice. All information is treated as confidential and no names or other details that might identify you will 
be used in any publication arising from the research. If you withdraw, all information you have provided will 
be destroyed. However, withdrawal from the study will not be possible after the interview transcripts have 
been anonymised and authorised, and the data will not be destroyed from that point in time. Interested 
teachers who volunteer to participate will be asked to sign a consent form (copy enclosed) prior to the 
interview session.  
 
Privacy  
Your privacy is very important. Only the researchers specified in this letter have access to the information 
provided by the participants. Privacy and confidentiality will be assured at all times. All information is treated 
as confidential and no names other details that might identify participants will be used in any publication 
arising out of the research. The data will only be used for this project and will not be used in any extended or 
future research without obtaining explicit written consent from participants. 
 
 
Benefits of the Study 
It is possible that teacher participants may benefit from participating in this study via the opportunity to 
share their experiences and reflections on technology integration in their classrooms. There is no guarantee 
that participants will personally benefit from this experience, but the knowledge gained may benefit future 
practice in the field. 
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Possible Risks 
There are no specific risks anticipated with participation in this study. However, if participants find that they 
becoming distressed as a result of participation, they will be advised of support facilities available. 
 
 
 
 
If you have any questions about this project please feel free to contact either myself, Richard Gordon at 

richard.gordon@murdoch.edu.au or my supervisor, Dr Cumming-Potvin, on ph. 08 9360 2192.  

 My supervisor and I are happy to discuss with you any concerns you may have about this study.  
 
 If you wish to receive a summary of the findings once we have analysed the information from this study we 
will email you a summary of our findings. You can expect to receive this feedback in approximately six to nine 
months.  
Your participation and approval to conduct this study would be greatly appreciated. If you agree, please reply 
by email indicating your participation and attach the completed consent form that accompanies this letter 
and email. 
 
 
 
 
Thank you for your assistance with this research project.  
 
 
Sincerely 
 
 
Richard Gordon 
Accelerated Research Masters with Training Candidate. 
Murdoch University. 
 
 
 

 

 
  

mailto:richard.gordon@murdoch.edu.au
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Appendix B 

Consent Form 

 
 

 

Technology-enhanced learning and teaching: Narratives of English Secondary 

teacher practices in Western Australia. 

 
 

I have read the participant information sheet, which explains the nature of the research and the 

possible risks. The information has been explained to me and all my questions have been 

satisfactorily answered. I have been given a copy of the information sheet to keep. 

 

I am happy to be interviewed and for the interview to be audio recorded. I understand that I do not 

have to answer particular questions if I do not want to and that I can withdraw at any time without 

needing to give a reason and without consequences to myself. However, should withdrawal occur 

after the data sets have been anonymised, the data set will not be destroyed. 

 

I agree that research data from the results of the study may be published provided my name or any 

identifying data is not used. I have also been informed that I may not receive any direct benefits 

from participating in this study. 

 

I understand that all information provided by me is treated as confidential and will not be released 

by the researcher to a third party unless required to do so by law. 

 

  

Participant’s name:  ________________________ 

 

 

Signature of Participant:  ________________________ Date: …..../..…../……. 
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I confirm that I have provided the Information Letter concerning this study to the above 

participant; I have explained the study and have answered all questions asked of me.  

 

 

Signature of researcher:  ________________________ Date: …..../..…../……. 
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Appendix C 

Semi-structured interview protocol 

 

 

 

 

Semi-structured interview protocol 

Project: Technology-enhanced learning and teaching: Narratives of secondary English 

teachers in Western Australia 

 

Murdoch University Human Research Ethics Committee Protocol approval: 2021/115 

  

Student researcher: Richard Gordon student No. 34012883 

Lead researcher (Supervisor) Associate Professor Dr Wendy Cumming-Potvin 

Co-supervisor: Senior Lecturer Dr Sian Chapman 

School of Education  

Murdoch University Western Australia 
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Beginning the interview 

Hello and thank you for making this time available in your week for this. 

I just want to confirm your written consent to participate was given and received by my myself. 

This interview will take about one hour, and you can choose to pass on any question if you want 

to. 

This session will be audio recorded only, not vision and the audio files transcribed. 

Your anonymity will be assured by the use of pseudonyms in the final transcriptions for names, 

places of work and locations if mentioned during the course of the interview. 

In this interview context technology can include hardware and software, such digital applications 

(apps), mobile devices (smartphones watches & tablets), e-learning software, interactive 

whiteboards, Learning Management Systems (LMS) and digital dashboards as well as 

overarching networked learning environments and virtual/augmented reality programs. To name 

a few. 

Do you have any questions before we start? 

 

I will begin the recording now. 

 

Warm up question: 

Can you begin by telling me your occupation and how many years you have been in the 

profession? 

Question 1.  

Can you describe your use of technology outside of your professional life? 

How has this evolved over time? i.e. over your life so far? 

Then: how has this evolved during and after the COVID-19 pandemic lockdowns? 

My Prompts: 

• Tell me about a time when...? a) back in the 90s when...b) early internet days c) 

smartphone introduction...your experiences with apps etc.? 

Question 2. 

Can you describe your use of technology in your professional life?  

How has this evolved over time- over your career?  



   

 

172 

 

During and after the COVID-19 lockdowns? 

My Prompts: 

• Talk me through how you...?  

Question 3. 

What is your experience of integrating technology in your pedagogical practices? 

Prompts: 

• Can you think of a time when...? 

Further help if necessary: 

•  Had great increases or difficulties in student engagement? 

• You went through a process of research & decision making –used the Ed Dept 

framework? 

• Had experiences of class exploration/freedom/transgression/safety? 

Question 4. 

What influences your choice of technology when you are planning secondary English 

classes (e.g., Apps, websites, software)? 

My Prompts: 

• Can you think of a time when …? 

Question 5. 

As a secondary English teacher, what is your experience of using print and/or digital or 

other media texts to support different types of learners and learning styles? 

My prompts: 

• How does this impact when ...? 

• How do you decide to …? 

• What are you thinking when …? 

Question 6. 

What is your perception of your students’ use of technology, particularly in the secondary 

English area? 

My prompts: 

• Tell me about a time when …? 

• What are you thinking when …? 

• How did it feel when …? 
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Ending the interview 

 

Warm-down discussion and thank you. 

 

Do you have anything to add or comment about before we close the interview? 

 

Thank you for your time today. 

Protocol ends. 
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Appendix D 

 

Teaching with Technology model 
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