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Abstract

This study investigated how lecturers in the economics department at an urban university
in South Africa used information communication technology to teach an introductory
economics course during the Covid-19 pandemic. Many lecturers who teach introductory
economics do not integrate ICT in their teaching and this can impact the quality of
teaching and learning. It has become more critical to examine this challenge because most
higher education institutions now integrate some form of online learning and teaching in
their courses. Therefore, it is important to examine lecturers’ response to online teaching
during emergency remote teaching in order to learn from their experience and identify the

competencies needed to teach introductory economics.

The purpose of the study was to examine lecturers’ use of ICT in an introductory
economics course and to consider the competencies that support teaching with ICT in the
subject. The main research question was How do lecturers use ICT to teach introductory
economics during the Covid-19 pandemic? To better understand lecturers’ ICT practices,
this qualitative study adopted an interpretivist approach and used content analysis to
examine participant interviews and learning materials embedded in the learning
management system for the introductory economics course. In addition to content
analysis, the data were analysed and interpreted through the theoretical framework of the

Teacher Response Model and Teaching Quality Framework.

Several themes emerged about the nature of economics lecturers’ pedagogy namely: (a)
they adapted their teaching practice by deploying all assessments through the learning
management system and developing video lectures for students to download; (b) they
developed new practices to encourage formative assessment and they acquired technical
skills to manage the transition to emergency remote teaching; and (c¢) they used existing

technologies in new ways to manage the change in teaching mode.

Despite their inexperience with online teaching, lecturers were motivated to integrate ICT
into their economics teaching practice in order to (d) maintain the continuity of the course
and to ensure academic standards were upheld. Furthermore, they (e) acknowledged the
fact that the majority of economics students had limited resources and they
accommodated for this inequity by responding to students’ academic, social and

emotional needs.



Although many lecturers lacked the experience of teaching online, they displayed
flexibility, innovation and commitment to the academic project by utilising ICT to
facilitate learning and teaching to the best of their ability during the challenging

conditions of emergency remote teaching.
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CHAPTER 1: BACKGROUND OF THE STUDY

1.1 Introduction

This study examined how lecturers in the economics department at an urban university in
South Africa (SA) used information communication technology (ICT) to teach an
introductory economics course during the Covid-19 pandemic. The ideas which informed
this research are situated in learning theory in the context of economics education, with
specific reference to the Teacher Response Model (TRM) (Kopcha et al., 2020) and
Darling-Hammond’s Teaching Quality Framework (TQF) (2021). The main argument
that underpinned the research was that a lecturer’s ability to teach economics with ICT is
essential for teaching quality (Darling-Hammond, 2006). Since ICT has the potential to
enhance teaching (Ndlovu & Moll, 2016), how ICT is used to teach is a crucial
consideration. Consequently, the main question this study posed was How do lecturers

use ICT to teach introductory economics during the Covid-19 pandemic?

To introduce the conceptual premise of the study, the first section discusses learning
theory with reference to how ICT is used to teach introductory economics, and this is
followed by commentary on ICT in higher education (HE). The next sections discuss the
statement of and the problem, aims of the research and emergency remote teaching (ERT)

Finally, the paradigm and theoretical and methodological premises are briefly introduced.
1.2 Conceptual premise for the study

The main research question concerned teaching with ICT in an introductory economics
course during the Covid-19 pandemic. Therefore, it is pertinent to outline what teaching
encompasses, with specific reference to the role of ICT. It is also germane to understand
the distinctive nature of teaching economics in relation to ICT. These ideas are introduced

in the next section and will be elaborated upon in the literature review chapter.
1.2.1 Teaching and learning with ICT

In the context of this study, teaching concerned lecturers’ ability to integrate ICT in their
practice. There are diverse views of the nature and purpose of ICT integration, for
example, Sackstein et al. (2023) assert that technologically deterministic researchers

presume the purpose of ICT integration is adoption. From a pedagogical perspective,



Ndlovu and Moll (2016) posit that ICT is a component of pedagogy which has the
potential to enhance teaching through effective teaching methods, approaches, dialogues,
and resources. Laurillard (2002) considers teaching with ICT to be the process of
mediating learning. In a similar vein, Beetham and Sharpe (2020) declare that teaching
and learning are inextricably linked, and that teaching is about guiding students to learn.
It is a dialogue between learning and teaching and involves how lecturers think, talk about
and structure activities of learning and teaching. This pedagogical approach to ICT

integration is the one adopted in this study.

Pedagogical perspectives view ICT integration as a process in which technology
resources and practices are incorporated (Lawless & Pellegrino, 2007) to promote
(Ndlovu & Moll, 2016), mediate (Laurillard, 2002) and guide (Beetham & Sharpe, 2020)
student learning. The properties of technology that facilitate teaching and learning,
include features such as (a) its accessibility, () its diverse formats and (c) the fact that it
encourages communication and collaboration (Conole & Dyke, 2004). If one considers a
learning management system (LMS), these properties are evident: students and lecturers
can access course material remotely and an LMS contains a variety of assessment, content
management and collaboration tools. It is important to note that on its own the LMS does
not enable learning but that it takes a skilled lecturer to harness the affordances of

technology to facilitate student learning.

An understanding of lecturers’ role in teaching with ICT is influenced by conceptions of
learning (Fives et al., 2015) and learning theory proposes how people learn and the nature
of knowledge (Hein, 1991). If one believes that there is a relationship between learning
and teaching and that the lecturer’s role is to guide students to understanding, then this
assumes that learning is an active process and that it involves discovery. These ideas are
informed by constructivist learning theory which asserts that learning is an active process
in which students construct knowledge based on what they know and through their
engagement with the world (Bada & Olusegun, 2015). Therefore, a lecturer who adopts
a constructivist perspective will encourage active learning by asking questions to assess
background knowledge while demonstrating complex economic models on a digital

whiteboard.
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A lecturer with a constructivist perspective may integrate ICT by structuring activities
that promote knowledge creation through collaboration with others, by using discussion
forums for example. In terms of learning design, scaffolded learning opportunities are
provided (Bates, 2022), lecturers tap into students’ prior learning and experiences (von
Glaserfeld, 1995), interrogate assumptions, and mediate learning through active teaching

techniques (Darling-Hammond, 2020).
1.2.2 Pedagogical challenges in teaching introductory economics

The discipline of economics, in particular, introductory economics, was the focus of this
study. There are several challenges in teaching economics. Picault (2019) highlights two:
(a) the skill in helping students conceptualise and () the skill in helping students apply
economic theory. In terms of conceptualising economic theory, lecturers must be able to
support learning by demonstrating the relationships between economic variables
(Siegfried et al., 2001) using a variety of teaching tools. When it comes to encouraging
application, it helps if lecturers provide real-world examples which enable students to see

the relevance of, and apply economic theory to their world (Depro, 2022).

In addition to these pedagogical challenges, introductory economics classes are often
crowded (Jansen, 2018) and the majority of students have experienced an inferior basic
education (Bokana & Tewari, 2014). This affects teaching, and lecturers often struggle to
complete the curriculum in the requisite time (Picault, 2019). ICT could be used to
remediate these challenges. For example, electronic clickers can be used for formative
assessment (Johnson & Meder, 2024), simulations can be used to help students apply
economic concepts (Hoyt & Mc Goldrick, 2019) and digital whiteboards can assist
lecturers to demonstrate complex economic relationships (Allgold & Mc Goldrick, 2023).
Yet the majority of economics lecturers continue to use traditional modes of teaching

(Asarta et al., 2021). The next section provides some insights into this phenomenon.
1.3 The status of ICT integration in HE

The digitisation of learning and teaching in HE is enabled by the growing availability and
access to diverse technologies (Maphalala & Adigun, 2021) and this was accelerated by
the Covid-19 pandemic which prompted mass adoption of ICT at institutions of HE
(Johnson & Meder, 2024; Shava, 2022). However, access and availability do not
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automatically lead to effective teaching with ICT (Bates, 2022; Cuban et al., 2001) and
there is a need to develop specific competencies to teach with ICT (Dewa & Ndlovu,
2022). While there is an awareness that HE institutions in SA need to improve the quality
of teaching (Department of Higher Education and Training, 2018), in terms of ICT
integration, there is no formal policy to guide lecturers (Ng’ambi et al., 2016). Moreover,
at an institutional level, professional development support is insufficient (Council on
Higher Education (CHE), 2021; Dhlamini & Mbatha, 2018) and there have been several
calls to professionalise the sector (Bates, 2019; Ndebele, 2022; Tewari & Ilesanmi, 2020).
The challenge of teaching with ICT is further compounded by the fact that many lecturers
do not fully exploit the capabilities of ICT (Dewa, 2022) and tend to use ICT in limited
ways (Tondeur et al., 2016). Possible reasons for this challenge will be considered in the

literature review.

1.4 The statement of the problem

The Covid-19 pandemic forced many institutions to rapidly move to online learning
(Burns, 2020), emphasising the critical need for lecturers to adopt innovative teaching
approaches (Dlamini & Ndzinisa, 2020). Despite the benefits of ICT to enrich economics
education (Allgold & Mc Goldrick, 2023; Hoyt & Mc Goldrick, 2019; Johnson & Meder,
2024), many lecturers continued to rely heavily on traditional lecture-based approaches
(Asarta et al., 2021), limiting the depth and breadth of student learning. For example,
Asarta et al. (2021) found that the mean time devoted to traditional lectures in
introductory economics classes was 83%. The fact that lectures dominate economics
education is concerning because it places the burden of conceptualisation and application
on lecturers (Picault, 2019). It also raises the question as to whether a lecture is the best
way to mediate understanding. For example, if learning is an active construction of
knowledge and students build on existing knowledge, it is difficult to imagine how this
may occur in a lecture where information is presented for the class as a whole and not for
an individual student’s understanding. Thirdly, in the context of ERT, in what form (if

any), did the traditional lecture evolve, and could this format facilitate learning?

This reliance on traditional methods (Ojo, 2023) is exacerbated by factors such as limited
ICT knowledge and skills among lecturers (Dewa, 2022), as well as institutional barriers

to ICT adoption (CHE, 2021; Waghid, 2023). This study aimed to address this gap by
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examining lecturers' ICT teaching practices in an introductory economics course,
identifying the specific ICT competencies required for effective teaching, and exploring
strategies to support their pedagogy. The findings of this research can contribute to the
development of evidence-based guidelines for ICT use in economics education,
ultimately improving student learning outcomes and preparing pre-service teachers for

the demands of the digital age.

1.5 The aims of the research

This qualitative study attempted to contribute to knowledge on economics education, with
particular reference to ICT at a higher education institution in South Africa (SA). The
purpose was two-fold: (a) to examine lecturers’ ICT teaching or pedagogy in introductory
economics and (b) to identify the ICT competencies needed to teach introductory

economics.

The central question this study asked was How do lecturers use ICT to teach introductory
economics during the Covid-19 pandemic? To answer this question, the following sub-

questions were posed, namely:

1. What was the nature of lecturers’ pedagogy for ICT integration in the introductory
economics course during the Covid-19 pandemic?

2. What motivated economic lecturers’ pedagogical choices during the Covid-19
pandemic?

3. How could the quality of the teaching in the introductory economics course during
the Covid-19 pandemic be described?

4. What are the competencies needed to teach introductory economics with ICT

during ERT?

The first and second sub research questions were posed in order to describe the nature of
lecturers’ ICT pedagogy and the motivation for their ICT choices. The third question
evaluated the quality of teaching in general and the final question identified the particular
qualities need to be an effective lecturer in introductory economics. By answering these
questions, this study attempted to answer some of the pressing post-pandemic questions
about how to teach more effectively with ICT for the benefit of student learning (Makonye
& Ndlovu, 2022).
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More than three decades ago, Becker (1991) lamented the lack of research in economics
education in the United States of America, and more recently, Jeannin and Ojo (2021)
reiterated this view in the context of SA. Research on economics education is ubiquitous
in the West (Johnson & Meder, 2024) and although the content and structure of the
programmes in the West are similar to the economics taught in South Africa (Ojo, 2016),
the context of learning and teaching is different. Consequently, international studies have

limited application.

Furthermore, there is a dearth of local studies on the role of ICT in economics teaching
at tertiary institutions and the studies that have been conducted in the area tend to be
unrelated to ICT. For example, in the SA Journal of Economics, which represents the field
of economics in SA, the researcher found only one study published since 2005 that
specifically addressed ICT in economics teaching at tertiary level in SA. Moreover,
studies in economics teaching adopt quantitative approaches as the discipline becomes
more quantitative in nature (Luiz, 2009 as cited in Yu, et al., 2017; Johnson & Meder,
2024). Therefore, this qualitative study attempted to fill a contextual and methodological

gap in the literature on economics education in SA.
The next section discusses pertinent contextual factors of the study:.

1.6 The context of ERT

This study started in March 2020, interviews were conducted in July 2020 and data were
collected from July to December 2020. This was a period when the Covid-19 pandemic
forced tertiary institutions to move learning and teaching online to prevent the spread of
the corona virus. Consequently, many lecturers were not sufficiently prepared to adapt
their teaching methods, assessment, content and learning outcomes (CHE, 2021) and the
speed at which the transition occurred (Burns, 2020) meant that the majority of lecturers
did not have the necessary instructional design competencies for remote teaching and
online learning (Dlamini & Ndzinisa, 2020). Many lecturers were underprepared for the
transition (Ugwuanyi et al., 2023) and, while Czerniewicz et al. (2020) point out that ERT
exposed poor pedagogies, they remind us that these practices existed before the pandemic.
This suggests that the problem of poor pedagogies has not been adequately addressed in
HE.
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A significant point about studies conducted during the Covid-19 pandemic was
emphasised by Hodges et al. (2020) who observed that well-designed online courses
require several months to develop and implement. Since ERT was a temporary alternative
to course delivery brought upon by a crisis (Hodges et al., 2020), it is important to bear
this in mind when interpreting and analysing lecturers’ ICT practices in the introductory

€Conomics course.
1.7 The paradigm of the study

In research, a paradigm refers to the researcher’s worldview. This study adopted an
interpretivist paradigm which considers social phenomena to be grounded in social
conventions that require interpretation (Jansen, 2019). Similarly, Scott and Morrison
(2006) posit that for interpretivists, social reality consists of individuals’ attempts to
interpret the world and therefore researchers try to understand phenomena by remaining
close to participants’ construction of meaning. The notion of interpretation is therefore
central to interpretivism and it informed this qualitative study in the following ways: data
were derived from subject accounts recorded in interviews and content analysis was used

to analyse and interpret learning materials.

Nieuwenhuis (2019) argues that all research is based on the researcher’s paradigm which
in turn, is based on their assumptions about the nature of reality (ontology), the theories
that explain reality (epistemology) and how to investigate reality (methodology). If one
considers the researcher’s assumptions about ICT integration as an example, the
interpretivist paradigm was appropriate because it argued that economics lecturers’
practices are shaped by perceptions of the learning environment and this presents a
subjective account of what is possible with technology based on lecturers’ interpretations
of their reality (ontology). Since lecturers’ ICT pedagogy is influenced by internal factors,
the researcher uses theoretical frameworks (epistemology) that support this assumption
and develops a qualitative study that accounts for lecturers’ subjective experiences of
teaching with ICT through interviews and content analysis of learning materials to

understand lecturers’ ICT pedagogy (methodology).

Table 1.1 further delineates the assumptions of this study to illustrate how the paradigm
shaped it.
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Table 1.1: Assumptions that underscore the study

to learning and
concerns how teachers
enhance, guide and

mediate learning.

theory.

Ontology Epistemology Methodology
Lecturers’ ICT | The use of ICT in Best explained by a) Qualitative study:
practices teaching is influenced | lecturers’ perceptions of | researcher
by individual factors. | technology use (Kopcha | constructs meaning
et al. 2020 TRM); b) by interpreting
lecturers’ knowledge, participant
how student needs are (lecturer) accounts
met and self-reflection | and analysing
(Darling-Hammond, learning materials.
2021, TQF)
Introductory Challenging to teach | Constructivist learning | Qualitative study:
economics because students theory best describes researcher
struggle to how the subject should | constructs meaning
conceptualise and be taught to promote by interpreting
apply concepts. learning. participant
accounts and
analysing learning
materials.
Teaching Is inextricably linked | Constructivist learning | Qualitative study:

Analysis of LMS
material &
interpretation of
participant

Interviews.

The next section outlines the theoretical framework that supported this qualitative study.
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1.8 Theoretical framework

Kopcha’s Teacher Response Model (TRM) (2020) and Darling-Hammond’s Teaching
Quality Framework (TQF) (2021) comprised the theoretical framework for this study.
The TRM suggests that decisions to integrate ICT are based on lecturers’ desire to do
what is best for their students and to complete their professional duties through
technology. It further posits that ICT integration is influenced by lecturers’ perceptions of
what is possible with technology and that those perceptions change, depending on the

learning and teaching environment.

Darling-Hammond’s TQF (2021) was employed to support the TRM: it posits that
teaching quality should be made explicit and that all lecturers can learn to become good
lecturers. Therefore, teaching quality is the extent to which lecturers possess knowledge
of content, pedagogy, and students; how well they meet students’ academic, social, and

emotional needs; and the extent to which they reflect on and research their practice.
1.9 Methodological premise

This qualitative study used personal accounts to interpret lecturers’ experience of teaching
introductory economics and it employed content analysis to analyse a variety of teaching
and learning materials in order to answer the main research question How do lecturers
use ICT to teach the introductory economics course during Covid-19?7 Stemler (2001)
describes content analysis as an organised way of condensing many words into fewer
subject categories based on rules of coding. Appendix F outlines the coding process the

researcher used to conduct content analysis and will be elaborated on in chapter three.

1.10 Conclusion

In closing, in the aftermath of the Covid-19 pandemic, conversations about the future of
teaching and learning have become critical (Menon & Motala, 2022), especially given the
expectation that lecturers integrate ICT into their teaching practice (Sciabarrasi, 2023).
Support and teaching staff involved in economics teaching and learning, professional
development and senior management may find the insights useful. Rapanta et al. (2021),
quoting Pope Francis (2020) about the Covid-19 pandemic state that “The only thing
worse than this crisis is the tragedy of wasting it, in the sense of failing to learn from it.”

(The Vatican, Homily at Pentecost, 2020, paragraph 7). This study is an attempt to learn
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from the experiences of lecturers in an introductory economics course so that teaching

and learning can be improved.

This chapter introduced the conceptual, methodological, and theoretical premise of the
study. It highlighted the problem that economics lecturers do not integrate ICT into their
teaching, and this affects the quality of their practice. Some of the factors that affect
teaching and learning were discussed and the context of ICT in HE and introductory
economics and ERT were explained. The research aims and paradigm of the study were
discussed, and the theoretical and methodological premise of the study were delineated.
In terms of the structure of the rest of the research report, chapter two provides a review
of the literature, chapter three discusses the research methodology and research design,
chapter four presents the findings, chapter five discusses the findings and chapter six

offers concluding remarks.
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CHAPTER 2: LITERATURE REVIEW

2.1 Introduction

Chapter one described teaching and learning with ICT and highlighted the challenges
lecturers face in teaching introductory economics. After a brief account of ICT in HE, it
presented the research problem: that lecturers in introductory economics do not use ICT
sufficiently to teach and this influences the quality of teaching. The context of ERT was
discussed, as well as the paradigm of the study and its theoretical and methodological
frameworks. The purpose of the study was to examine economics lecturer’s ICT

pedagogy and identify competencies required to teach the subject.

To clarify the research question and develop the argument of the study, this chapter offers
a review of the literature on learning and teaching, ICT integration and introductory
economics. The first section explains key concepts in the study, and this is followed by
an elaboration of the research problem. The next section describes the theoretical
framework and the rationale for choosing it. Interweaved throughout this chapter are
studies in ICT integration and introductory economics that support or refute the claims of

the main argument. The chapter concludes by summarising the assumptions of the study.
2.2 Key concepts of the study

This part of the chapter introduces key concepts and provides the context for

understanding the research problem and the argument of the study.
2.2.1 Teaching and learning: a constructivist perspective

As mentioned in chapter one, the researcher supports a constructivist view of learning
and teaching which posits that learning takes place through active engagement with the
world (Bada & Olusegun, 2015; Piaget, 1969; Vygotsky, 1978). As a learning theory,
constructivism signaled a fundamental shift in thinking about learning (Koschmann,
1996) because it challenged the notion that students were passive recipients of knowledge
(von Glaserfeld, 1995). Jean Piaget and Lev Vygotsky were leading figures who promoted
this discourse (Moll, 2022).

In addition to students being active participants, in the context of ICT integration,

teaching and learning are seen as inextricably linked (Beetham & Sharpe, 2020). Teaching
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is depicted as a dialogue between learning and teaching and it encompasses what lecturers
think, talk about and how they structure activities of learning and teaching (Beetham &
Sharpe, 2020). This characterisation is congruent with the tenets of constructivism
because it explicitly acknowledges the lecturer’s guiding role in the learning process.
Secondly, it depicts teaching as a thoughtful process, an idea which is congruent with the
TRM’s focus on decision-making and Darling-Hammond’s (2021) view of the
significance of self-reflection. Based on the features of teaching and learning outlined in
this section, one could say that teaching with ICT is a practice or pedagogy that employs
ICT to mediate (Laurillard, 2002), enhance (Ndlovu & Moll, 2016) and guide (Beetham
& Sharpe, 2020) student learning.

The next section introduces the concepts ICTs and ICT integration from different

theoretical perspectives and with reference to the study.
2.22ICT

ICTs is an acronym for information and communication technologies which refers to a
diverse set of technological resources used to transmit, store, create or exchange
information (UNESCO, 2022). In education, ICT is used to manage teaching and
learning: for example, to deliver lectures, to store materials and communicate with
students. In the context of this study, ICT resources included the LMS which was used to
manage the introductory economics course, the video conference tools used for
synchronous teaching, the video lectures developed, the camera and microphone used to
deliver lectures remotely, the data and laptops provided to students during ERT, the
networks and infrastructure that supported ERT, as well as other miscellaneous tools and

resources employed to manage and deliver the introductory economics course.
2.2.3 ICT integration

Although definitions are useful to operationalise constructs, the field of educational
technology in which this study is located, is complex and there are several ways to view
ICT integration. From a sociological perspective, researchers like Selwyn (2014) argue
that ICT exacerbates inequality in society and therefore discourses of ICT integration
reflect particular ideologies. For example, some researchers dismissed the rhetoric

popularised during ERT that technology would save the academic year (Burns, 2020)
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because they believed it was encouraged to feed the commercial interests of big
technology companies (Williamson, 2020). Similarly, other researchers adopt
technocentric approaches to ICT integration and assume that the purpose of ICT

integration is adoption (Sackstein et al., 2023).

A pedagogical definition of ICT integration such as the one adopted in this study could
be summarised as follows: ICT integration is the process in which technology resources
and practices are incorporated into teaching and learning (Lawless & Pellegrino, 2007)
with the potential to enhance (Ndlovu & Moll, 2016), mediate (Laurillard, 2002) and
guide (Beetham & Sharpe, 2020) learning. In the context of this study, the dominant
technology resource was the institution’s LMS and the teaching practice was emergency
remote teaching, which was discussed in chapter one. An example of a teaching strategy
adopted to enhance learning in the introductory economics course were the question and
answer (Q&A) sessions in which one of the study participants facilitated understanding
of economic constructs. Another example of how lecturers in the study mediated learning
was when one of the lecturers used a whiteboard to demonstrate economic equations to

guide understanding of the relationship between economic variables.
2.2.4 Economics education and introductory economics

This section considers the broad discipline of economics education, the introductory
economics course in general, and the specific course in the study. Relevant studies are

integrated into this section to highlight key aspects of economics education.

Becker (2001) delineates economics education as the study of economics teaching which
includes the content or curricula, the teaching methods, appraisal of those methods and
topics of general interest to economics teachers. Section 1.2.2 outlined the challenges
inherent in teaching introductory economics, i.e. the fact that lecturers need to be
competent to guide students to conceptualise and apply economic ideas. It also suggested
that while ICT has the potential to relieve some of these challenges, the majority of
lecturers use traditional lecture formats (Asarta et al., 2021). This suggests nothing has
changed since Becker (2000) recommended that economics teaching should incorporate

technology and move away from “chalk and talk” (Becker, 2000, p.113).
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More recently, in terms of global disciplinary trends in economics education, Johnson and
Meder’s (2024) meta-analysis of 23 years of teaching with technology in undergraduate
economics, indicate that due to significant innovation, more lecturers are using digital
tools to teach. The authors note that many studies prioritise empirical assessment that
quantitatively measure the impact of ICT tools at the expense of pedagogical discussion.
Therefore, there is a need to focus on both pedagogy and ICT integration and this study
answers this need with its focus on lecturers’ teaching methods in an introductory

€COoNnomics course.

In terms of the study, the introductory economics course was offered as a service module
to students from faculties of science, commerce, engineering, and the humanities (Schoér
et al., 2010). The course was typical of courses in tertiary institutions in SA in that it
comprised two modules: Principles of Microeconomics and Principles of
Macroeconomics (Yu et al., 2017). These courses were offered in both semesters so that
students who failed in the first semester, had the opportunity to repeat the module in the
second semester. The macroeconomics component covered 11 topics over a 13-week
period while the microeconomics component covered 12 topics over the same period.
Four lecturers were responsible for teaching the microeconomics and macroeconomics
courses respectively (therefore eight in total) and one of the participants was from the

microeconomics stream while the other was from the macroeconomics stream.

As mentioned in section 1.5 there is a dearth of research on ICT in economics teaching at
tertiary level in SA. Given the limited research, a comprehensive review of the literature
on teaching introductory economics with ICT in SA was not possible. However, there are
two studies which are relevant to this study: the first concerns van der Merwe’s (2007)

study of an online course and its impact on student motivation and performance.

In this study, an introductory economics course was deployed on the tertiary institution’s
course management system, which hosted various learning materials (e.g. study guide,
the online textbook, finance news articles, tutorials, and self-test quizzes). Research
findings indicated that student motivation improved compared to face-to-face teaching
and this was attributed to the course content which featured examples of real-life
application. This study is consistent with Picault’s (2019) claim that one of the challenges

economics lecturers face is helping students apply economic theory to their lives. The
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idea that students need to apply concepts to real-life situations in order to construct
knowledge is supported by constructivist learning theory and therefore the context of

economics education is pertinent to this study.

The second study is a doctoral thesis by Ojo (2016) which investigated how lecturers and
tutors in an introductory economics course perceived their teaching and tutoring roles.
While this study did not explore ICT specifically, its findings about pedagogy and
economics are relevant because it examined a similar cohort of lecturers and therefore
this thesis will be referenced in the findings and discussion chapters. The study
recommended that the economics curriculum should be congruent with the experiences
of undergraduate students; that it was essential to transform the curriculum to be
compatible with global debates in the discipline and that the lecturing team should
develop its pedagogical practices. More recently, Ojo (2023) outlined several ideas for
transforming the discipline including a call for pluralism of the curriculum, teaching that
embraces ICT, is culturally responsive and differentiated, and assessments which are

student-centred.
2.2.5 Competence

One of the aims of this study was to identify the competencies lecturers need to teach
introductory economics, therefore it is necessary to understand what is meant by
competence in the context of ICT integration. From (2017, citing Kéck & Méannikkd
Barbutiu, 2012) argues that in teaching, digital competence involves more than knowing
how to use digital tools, and that it includes an understanding of what ICT can do, as well
as possessing the necessary skills, knowledge and attitudes to teach effectively. This
description of competence will be applied in the analysis and interpretation phase of the

study.
2.2.6 Emergency Remote Teaching (ERT)

The study was conducted during ERT when teaching practices were atypical of previous
years. Ifinedo and Kankaanranta (2021) state that it is crucial to consider contextual
factors which exert an influence on the teaching and learning system in ICT integration
(Buehl & Beck, 2015). Section 1.6 discussed ERT and described it as a temporary

alternative to course delivery as a result of the Covid-19 pandemic (Hodges et al., 2020).
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ERT also exposed poor pedagogies (Czerniewicz et al. 2020) and was a period of
disruption (Menon & Motala, 2022). With this in mind, the findings of this study must be
understood in the context of significant change in teaching practice (CHE, 2021). It was
previously mentioned that teaching economics is associated with unique challenges.
Managing the course remotely was difficult because lecturers could not use traditional
teaching methods, and they were faced with the problem of how to facilitate learning
remotely. This study attempted to explain some of these challenges and to consider the

competencies that may support teaching introductory economics with ICT in the future.

It is crucial for HE institutions to engage in debates about ERT as they forge a strategy
for the future, because, as Bates (2021) comments, it will take some time before the full
impact of ERT on learning is known. Therefore, it is necessary to reflect on past
experiences in order to plan for the future. Bozkurt et al. (2020) stress the need for
professional development of lecturers and note that online teaching strategies should not
attempt to mimic traditional pedagogies because the affordances and constraints between

the two learning environments are different.

Debates on ICT in education have been forced into the spotlight since the Covid-19
pandemic and this is evident in the explosion of studies (Le Grange et al., 2022) on the
topic. There is renewed interest in the teaching of economics (Arnold, 2022; Engelhardt
etal., 2021; Johnson & Meder, 2024; Medhekar & Saha, 2021) and opinions of the impact
of the pandemic on education are divided. Some argue that the pandemic provided and
continues to provide an opportunity for education to be transformed, while others are
more critical of this idea (Le Grange et al., 2022). The researcher is optimistic that the
pandemic can provide an opportunity for education to be transformed and therefore one
of the goals of this study is to examine the competencies that support teaching with ICT

in introductory economics.
2.3 The research problem — further insights

This study argued that the ability to use ICT to teach introductory economics is essential
for teaching quality (Darling-Hammond, 2006). While ICT offers many benefits (Conole
& Dyke, 2014), lecturers do not harness the benefits of technology (Dewa, 2022) and they
continue to use ICT in limited ways (Asarta et al., 2021; Ojo, 2023). There are several

reasons for the limited use of ICT in teaching and learning and one of the ways to analyse
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the problem is to consider the external and internal constraints and supports that enable
or hinder ICT integration (Coleman & Mtshazi, 2017; Ertmer, et al., 2012). Examples of
external constraints include (a) institutional complacency (Waghid, 2023), (b) socio-
economic factors (Soudien et al., 2022) and (c) social factors (Msimanga et al., 2021).
Internal constraints are the lecturers’ individual characteristics which prevent optimal ICT
integration, for example, (d) their beliefs (Ertmer, 2005) (e) their knowledge (Mishra &
Koehler, 2006) () their experience (Paetsch et al., 2023) and (g) their perceptions of the
ICT environment (Lawless & Pellegrino, 2007). This study considered the individual
factors that impact lecturers’ ICT pedagogy and attempted to understand the nature of
lecturers’ practice in the context of an introductory economics course during the Covid-

19 pandemic.

Chapter one highlighted the fact that lecturers of introductory economics need the
competency to explain and conceptualise complex economic relationships to students and
to assist them to apply this knowledge to real-life (Picault, 2019). However, many
lecturers continue to use the traditional lecture format (Asarta et al., 2021) which may not
be the best pedagogy to help students conceptualise and apply economic theory. It is
important to note that the challenge of the limited use of ICT is more widespread than
introductory economics and that it affects institutions of HE in general (Ng’ambi et al.,
2016). As evidence, Ng’ambi et al.’s (2016) 20-year review of technology-enhanced
learning and teaching found that while SA lecturers have not fundamentally changed their
teaching strategies, opportunities exist for them to shape their learning and teaching

context through ICT.

The consequences of lecturers’ inertia is that students do not benefit from quality
teaching, a fact which was brought into sharp relief during ERT (Allgood & McGoldrick,
2023). Although not the focus of this study, teaching quality can affect learning outcomes
(Blomeke et al., 2016; Ndebele, 2022; Ramsden, 1992). Moreover, lecturers’ confidence
is negatively affected (Ali, 2020; Ertmer & Ottenbreit-Leftwich, 2010) if they do not
know how to use the tools to teach. In closing this section, the challenge of the limited
use of ICT to teach introductory economics has become even more critical since the
advent of the Covid-19 pandemic because many institutions have now adopted some form

of online learning and teaching (Maphalala & Ajani, 2023). Therefore, it is important to
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examine lecturers’ response to online teaching during this period in order to learn from

this experience and to identify the competencies needed to teach introductory economics.

2.4 Theoretical framework

This section of the chapter discusses the theoretical framework which informed the study.
The reason that two frameworks were employed is that they complemented and supported

the purpose of the study and therefore it was pragmatic to use them in tandem.
2.4.1 The Teacher Response Model (TRM)

Like many academics in the field of education technology (Ertmer et al., 2015), Kopcha
et al. (2020) studied the internal constraints that prevented optimal use of ICT to teach
and continued to find a mismatch between professed pedagogy and actual use (Buehl &
Beck, 2015). Kopcha (2020) stated that instead of asking if teaching were teacher-centred
or student-centred, it would be more beneficial to consider the process of decision-making
to use ICT. The argument is that ICT pedagogical decisions are based on lecturer’s
motivation to do what is best for their students and to complete their professional duties

through the use of technology.

Kopcha (2020) developed the TRM, a model, when applied to HE institutions, which
describes the relationship between lecturers’ beliefs, knowledge and experience, their use
of technology, and their perceptions of what is possible with technology in a particular
context. The model is based on three core ideas about teaching with ICT, namely, (a)
Lecturers ascribe value to ICT and are more likely to use it if it helps them manage their
professional responsibilities. Therefore, lecturers ask, “What is best for me and my
students and how can technology help?” () ICT is rooted in a dynamic teaching and
learning system informed by diverse factors and lecturers’ responses are therefore
emergent and (¢) Decisions to integrate ICT are affected by what lecturers believe is

possible with technology (Kopcha et al., 2020).

The model was one of the lenses through which the data in this study were analysed and

discussed, and Figure 2.1 depicts its components.
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Figure 2.1: The Teacher Response Model of ICT integration
Source: Kopcha et al., 2020, p. 736

The triangle in Figure 2.1 represents the lecturer’s beliefs, knowledge and experience,
and the square around the triangle represents the lecturer’s perception of the possible use
of technology. The dotted lines indicate that there is a constant dialogue between

perceptions of the context and what is deemed possible with technology.

The TRM was a suitable framework to use in this study for several reasons: a) in
accounting for individual factors which influence ICT decisions, it places lecturers at the
centre of pedagogical decision-making and emphasises their role as mediators of student
learning; (b) it acknowledges the significance of contextual factors in the learning
environment which supports the idea that learning and teaching are relational and
inextricably linked and (c¢) the individual approach is supported by the interpretivist
paradigm which is adopted in the study.

2.4.2 Teaching Quality Framework (TQF)

The second lens employed in this study was Darling-Hammond’s TQF (2021). Darling-
Hammond (2021) proposes that teaching quality should be made explicit, and that

competence is possible by all lecturers in the profession. Therefore, teaching quality is
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the extent to which lecturers possess knowledge of content, pedagogy, and students; how
well they meet students’ academic, social, and emotional needs; and the extent to which

they reflect on and research their practice.

These themes are reaffirmed in several studies of cohorts in the SA education landscape.
For example, Adu (2023) studied economics teachers in the Further Education and
Training phase at schools in the Eastern Cape and found there was a need for improved
competence in teacher’s content knowledge and pedagogy while Knoetze and du Toit
(2022) explored knowledge of students in their study of tertiary student’s engagement in
their studies during emergency remote teaching (ERT). Van Wyk (2017) examined how
student teachers’ use of e-portfolios improved their ability for self-reflection. These are a
fraction of a myriad of studies concerned with the importance of content knowledge,
pedagogical knowledge, knowledge of students and the importance of self-reflection and

research for effective teaching practice.

The TQF supports the TRM and is useful to answer sub-question three concerning the
quality of teaching and to provide an overview of the nature of lecturers’ pedagogy for
ICT in introductory economics. The framework is consistent with the argument
introduced in chapter one that positions learning and teacher in constructivist terms as
promoting (Ndlovu & Moll, 2016), mediating (Laurillard, 2002) and guiding (Beetham
& Sharpe, 2020) student learning. This can be seen in that an understanding of students
is foregrounded (“knowledge of students” and “how well they meet student’s academic,
social and emotional needs”) and lecturers are shown to mediate and guide learning
(“knowledge of pedagogy and content”). Therefore, this framework is a congruent
element of the theoretical framework and it supports the researcher’s conceptual premise

for teaching and learning.

Nilsen et al. (2016) make a distinction between teacher quality and instructional
(teaching) quality. They argue that teacher quality concerns the level of education; job
experience and participation in professional development and self-efficacy. Whereas
instructional (teaching) quality is reflected in teachers’ ability to challenge students to
apply knowledge through problem solving; by providing a supportive climate for
learning; by the clarity of instruction and efficient classroom management. While this

approach broadens the notion of teaching quality, it creates an unnecessary distinction
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between the characteristics of the teacher and the practice of teaching which are
intrinsically linked since teacher quality impacts teaching quality (Venkat & Spaull,
2015).

By way of an example, effective economics lecturers utilise their knowledge of
economics content and how to teach economics as well as their understanding of students’
conceptual gaps in the subject to promote learning. They recognise the level of student’s
ICT access (social needs); support students’ apprehension for new technologies
(emotional needs); assess students fairly (academic needs) and reflect on the efficacy of
their teaching. The application of the framework to the study will be revisited in the

findings and discussion chapters later in the report.
2.5 Summary of the study’s argument

The argument which underlined this study comprised several claims, the first being that
individual factors determine how ICT is integrated into teaching. Secondly, the use of
ICT 1s essential for teaching quality. Thirdly, teaching quality means that ICT enhances

teaching practice. Fourthly, teaching quality can be measured.

The first part of the argument that individual factors (beliefs, experience, perceptions,
knowledge) influence decisions to use ICT is based on an assumption that it is individual
and not external factors that explain how and why ICT is integrated into teaching and
learning. The second part of the argument that teaching quality means being able to teach
with ICT is based on the assumption that the ability to use ICT is a hallmark of teaching
quality. The third part of the argument concerning the characteristics of teaching quality
is based on the assumption that every lecturer has the ability to improve their practice and
the fourth part of the argument that teaching quality can be measured, is based on the

assumption that an external measure of quality teaching exists.
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2.6 Conclusion

In closing this chapter, Figure 2.2 illustrates the components of the theoretical framework

using an example of a lesson on opportunity cost.

CONSTRUCTIVISM APPLIED TO ICT INTEGRATION IN INTRODUCTORY
ECONOMICS

In planning for a lesson on opportunity cost the lecturer asks:

1. How can | use multimedia in groupwork to introduce the concept opportunity
cost? Tenet: Active learning

2. How can | use the digital whiteboard to interrogate student understanding of
opportunity cost? Tenet: Lecturer as a mediator of understanding

3. How can electronic clickers help me access student experience of opportunity
cost? Tenet: Construction of knowledge based on past experience

TEACHER RESPONSE
MODEL: TEACHING QUALITY

FRAMEWORK:

Belief's, knowledfge, Reflection/Decision
experience of using Knowledge of opportunity

technology to teach the cost, how to teach it, what
topic; Which tools in the

LMS will enable me to teach

students find difficult. How
to assess students fairly,

opportunity cost?
knowing what technology

Evaluating the ICT decisions
if at first the lesson doesn’t
achieve its learning
outcome

they can access

CONTEXT: EMERGENCY REMOTE TEACHING

Figure 2.2 Components of the theoretical framework in this study
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Notes: The diagram illustrates that constructivist learning theory is the “big idea” (Bada
& Olusegun, 2015, p.69) which informs assumptions of teaching and learning. The TRM
and TQF are the key components of the theoretical framework and appear on the second
level. Both components have the idea of reflection or decision-making in common. The

lowest level indicates the contextual factors that influence the study.

This chapter provided a review of the literature on learning and teaching, ICT integration
and introductory economics in order to clarify the research problem and develop the
study’s argument. It explained key concepts of the study and elaborated on the research
problem. The TRM and TQF as components of the theoretical framework were described
and the rationale for their use explicated. Finally, a summary of the key elements in the
study’s argument was presented. The next chapter discusses the research methodology

and design.
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CHAPTER 3: RESEARCH METHODOLOGY AND RESEARCH
DESIGN

3.1 Introduction

This study argued that it is essential for quality teaching that lecturers use ICT (Darling-
Hammond, 2006) to teach introductory economics (Ojo, 2023). This is a topic of interest
because introductory economics lecturers tend to use ICT in limited ways (Asarta et al.,
2021) which may affect the quality of teaching. The study suggested that individual
factors, i.e. lecturers’ beliefs, knowledge and experience of the learning environment
(Kopcha et al., 2020) and their knowledge of content, pedagogy and students (Darling-
Hammond, 2021) impact how ICT is used. The purpose of this study was to examine how
lecturers used ICT to teach introductory economics and to identify competencies that

promote effective teaching with ICT in the subject.

The first section of this chapter introduces the concept research methodology: it
demonstrates how this qualitative study is congruent with the paradigm (interpretivism)
and theoretical framework (TRM; TQF). The second section of this chapter discusses the
research design. It shows how the research design adds coherence to the study through
applying Maxwell’s (2013) interactive model of research design. A recurring theme is

coherence and congruence between the various components of the research study.
3.2 Research methodology

Hesse-Biber and Leavy (2011, as cited in Nieuwenhuis, 2019) argue that methodology is
the bridge between the researcher’s philosophical view (theory/paradigm/philosophy) and
method or data collection. For Terre Blanche and Durrheim (2006) methodology is the
specifics of studying what can be known about a phenomenon. Since the research
methodology informs how the study will be conducted (methods, e.g. interview) it should
be congruent with the researcher’s paradigm, theoretical framework and the methods or

data collections.
3.3 Positioning this study: qualitative research

This qualitative study aimed to examine how lecturers used ICT to teach an introductory

economics course during the Covid-19 pandemic and to identify the competencies that
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support effective teaching with ICT. Qualitative research is a tradition which is favoured
in the social sciences (Cohen et al., 2001, as cited in Maree, 2019) and it can be described
as viewing the world from the perspective of those being studied and developing ideas

that emerge from multiple stages of data collection (Scott & Morrison, 2006).

In addition to the emphasis on participants’ perspectives and the development of
knowledge, Nieuwenhuis (2019) highlights the following features of qualitative research
which apply to this study, namely, qualitative research (a) relies on linguistic and
meaning-making data and extraction of meaning from the data; () it concentrates on
natural settings and the social world; (c¢) the main aim is to understand the phenomenon

and (d) the study uses strategies to ensure credibility of the design.

In terms of the first category, several types of /inguistic data were generated in this study
which included approximately 754 pages of text and two-and-a half hours of audio-visual
material. The data were analysed through content analysis and the purpose was to
understand how participants (economics lecturers) used ICT to teach introductory
economics and to identify the competencies that promote effective teaching. As
mentioned in chapter one, content analysis is a replicative process which involves an
organised way of condensing many words into fewer subject categories based on rules of
coding (Stemler, 2001). An example of content analysis which employed coding
techniques in presented in Appendix F.

The natural setting for the study was the introductory economics teaching group and
because social distancing and lockdown measures prevented visits to the physical site,
the researcher conducted virtual meetings with two lecturers and was given permission to
access the course site on the LMS. The purpose of the study was to understand how
lecturers used ICT in introductory economics and to identify the competencies that are
needed to teach introductory economics effectively with ICT. In terms of the credibility
of the design, this refers to the correspondence between the study’s findings and reality
which may be achieved through the research design (Nieuwenhuis, 2019). Credibility of
the design is achieved by using purposive sampling, ensuring the questions match the
design and conducting detailed data collection. The credibility of the design for this study

will be discussed in the section research design.
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A salient point to mention at this stage is the difference between methods and
methodology: methods are tools used to conduct research, whereas methodology is the
way in which researchers collect, analyse, describe, and explain phenomenon
(Nieuwenhuis, 2019). Consequently, qualitative research methodology is supported by
research methods which involve analysing participant responses, and participant-
generated documents and artifacts, to interpret their meaning of ICT practices. It used
content analysis to achieve this and data analysis is discussed in detail in the section on

research methods later in this chapter.

In terms of the congruence of the qualitative tradition to the overall paradigm of
interpretivism, Table 3.1 delineates the common features between the interpretivist

paradigm and qualitative research study.

Table 3.1: Common features in interpretivism and qualitative research

Interpretivism Qualitative research study
Interpretation of the world Importance of participant perspective.
Interpretation of data Features linguistic and meaning-making

data and emphasis is meaning-making and

subjective account of phenomena.

Interpretation of events through living in | Focus is how participants make meaning

the world of their experience in the social world.

With this table in mind, if the researcher believes that the truth of phenomena is based on
an interpretation of phenomena in the social world (how lecturers use ICT to teach),
participant feedback will be crucial to inform this understanding. Furthermore, if
knowledge is based on the researcher’s subjective interpretation of data, the data should
be meaningful and capture participants’ meaning. Finally, if meaning can be interpreted
through the social world, interaction with significant participants in that social world is

essential for understanding phenomena.
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3.4 Theoretical framework

While the overarching paradigm is interpretivism, the TRM and TQF are theoretical
perspectives employed to examine how lecturers used ICT to teach introductory
economics. As mentioned in chapter one, the TRM and TQF are informed by
constructivism, a psychological theory of learning which argues that learning is an active
process of constructing knowledge (Piaget, 1964; Vygotsky, 1978) based on what
individuals already know and through interaction with others who are more
knowledgeable. Learning is therefore individual and social and the experience of learning
varies from person to person. How individuals interpret the world informs how they
construct their reality (knowledge/learn) and therefore the principles of constructivism
are compatible with interpretivism. The theoretical framework was discussed in the

previous chapter and will not be discussed again.
3.5 The research design

This section discusses the concept of research design and uses Maxwell’s (2013)
interactive model of research design as a framework to discuss the key elements of this

study:.

Research design is viewed in several ways. Creswell (2012) describes it as the process of
data collection, data analysis, and report writing. Mouton (2022) depicts a research design
as the plan of how the research is to be conducted. It interrogates the type and outcome
of the study. Mouton (2022) further asserts that the research questions are the starting
point and that it specifies the type of evidence required to answer the research questions.
This notion of research as a logical plan with the research questions at the centre is one
that Maxwell (2013) also supports and he proposes five components of a research design,
namely, @) research questions; b) research goals; c¢) conceptual framework; d) research
methods and e) validity (Maxwell, 2013). Considerations of ethics are weaved into each
component of this model. Since the research design is an ongoing concern, and its logic
and cohesiveness are paramount, the researcher considers how the components fit
together with the awareness that each component has an impact on, and is in turn,

informed by other components (Maxwell, 2013).
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For example, in this study, the research questions informed the data collection methods
(interview), which raised issues of how to manage validity threats (asking open-ended
questions). Similarly, concerns for managing validity threats affected the data collection
methods (triangulating interview data with other data sources). The research questions
influenced the method of data collection (interview to collect subjective responses) but
the interview method also informed the research questions (asking suitable questions).
The research goals informed the research questions and these goals informed the extent

of the literature review. Figure 3.2 applies this framework to this study.

The rest of the chapter discusses each of the components of Maxwell’s (2013) interactive

model of research design.
3.5.1 The research questions

According to Maxwell’s (2013) interactive model for research design, the research
questions are at the centre of the study, driving the decisions in the remaining four
components. In a similar vein, Jansen (2019, p. 3) considers the research questions to be
a “beacon” , providing focus for data collection. As stated in section 1.5 the main question
is How do lecturers use ICT to teach introductory economics during the Covid-19

pandemic?
The sub-questions are:

1. What was the nature of lecturers’ pedagogy for ICT integration in the introductory
economics course during the Covid-19 pandemic?

2. What motivated economics lecturers’ pedagogical choices during the Covid-19
pandemic?

3. How could the quality of the teaching in the introductory economics course during
the Covid-19 pandemic be described?

4. What are the competencies lecturers need to teach introductory economics with

ICT during ERT?

The main question was broad and invited a descriptive response: since the study employed
an interpretivist paradigm which, in its design, emphasised the subjective experiences of
participants, this question was appropriate. The first and second sub-questions examined

the nature of ICT pedagogy and the reasons for lecturers’ pedagogical choices and
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addressed the first aim of the study which was to examine how lecturers used ICT in the
introductory economics course. The third question considered the quality of teaching and
related to the first aim of the study which was to examine how lecturers used ICT to teach
introductory economics. Finally, the fourth question posed a question about the
competencies required to teach introductory economics with ICT and answered the
second aim of the study which was to identify competencies that encourage effective

teaching with ICT in introductory economics.
3.5.2 Research goals

According to Maxwell (2013) the purpose of research goals is to steer the researcher’s
other design decisions to make sure that the study is credible. They are crucial to justify
the study. In chapter one, the researcher stated that post-pandemic there is an urgent need
to examine how lecturers integrate ICT into their teaching and to identify the
competencies required to teach introductory economics. Applying Maxwell’s (2013)
logic, this goal informed the method of data collection (interviews); it justified the need
to conduct the research (need to study lecturers’ ICT practice to identify teaching
strategies that work) and delineated the available resources for this study (virtual access

to the LMS and key participants).
3.5.3 Conceptual framework

One of the elements of Maxwell’s model (2013) is the conceptual framework, which he
posits is a speculative hypothesis of a phenomena which assists researchers to evaluate
and distil their goals, develop appropriate and relevant research questions, choose suitable
methods and identify possible validity threats (Maxwell, 2013). Nieuwenhuis (2019)
figuratively depicts the conceptual framework as an anchor which identifies the persons
to be studied; the key constructs and the possible relationships between them based on
logic, theory, or experience. The literature review provided the conceptual framework and
it outlined the argument that lecturers’ ability to teach with ICT is essential for teaching
quality. Furthermore, chapter two identified the persons to be studied (lecturers in the
introductory economics course), it defined and operationalised the key constructs
(learning and teaching; ICT integration; teaching quality; introductory economics; ERT;

competence) and the relationship between them.
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3.5.4 Research methods

As mentioned earlier, methods are tools used to conduct research (Nieuwenhuis, 2019)
and Maxwell (2013) identifies four elements to consider when planning a study. These
include: a) the relationship with participants in the study; b) the selection of the setting,
participants, times and places of data collection, data sources; ¢) data collection methods
and d) data analysis strategies and techniques. These elements are discussed in turn in the

section below.
Relationship with participants in the study

Consistent with the interpretivist tradition, the relationship between researcher and
participant is subjective and qualitative researchers do not view this as an impediment,
arguing that reality encompasses subjective experiences of the external world. Therefore,
the researcher adopts “an intersubjective or interactional epistemological stance” (Terre
Blanche & Durrheim, 2006, p. 7) to interpret participants’ understanding of the social
world. To illustrate this point, the vignettes included in Appendix A and Appendix B are
based on interviews with participants and reflect the researcher’s interpretation of

participants’ experience and meaning of ICT integration.
The selection of the setting, participants, times and places of data collection, data sources

The setting of the study

The setting for this study was a traditional institution recognised for its excellence in
research, teaching, and community engagement. The institution relied on detailed
emergency plans to navigate ERT and the faculty where the study was conducted had
recently hired staff to support online teaching and learning in the faculty. The introductory
economics course was one of the flagship courses at the institution which catered for more

than 900 students from different faculties.

A study of this nature would normally include access to the physical campus, however,
due to the restrictions imposed by the Covid-19 pandemic, the researcher was constrained
to virtual discussions with two key participants of the lecturing group, and permission
was granted for six-month access to the economics course on the LMS. Despite these

limitations, the researcher was able to generate rich data that captured the real-life world
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of the lecturing group. Therefore, it was possible to develop vivid descriptions of

lecturers’ experiences and to answer the research questions.

Population and sample

The two main participant interviewees (from the lecturing group of eight lecturers)
delivered lectures in macro and micro-economics. The researcher gathered data from the
video lectures developed by three additional lecturers and the material was analysed using
content analysis. Therefore, the learning material of five of the eight lecturers formed part
of the content analysis in this study. Furthermore, the Q&A session and video
tutorial/lecture featuring a lesson on the whiteboard (refer Appendix E) were analysed to
identify common themes about lecturers’ ICT practice. While the researcher would have
preferred to interview more participants, it was not possible due to the constraints of ERT
and the Covid-19 pandemic. The participants were, however, representative of the larger
economics teaching group and the vignettes (refer: Appendix A and B) provide further

insights into their experiences of teaching introductory economics during ERT.

Light et al. (1990, as cited in Maxwell, 2013) identifies this type of participant selection
as purposeful selection and Maxwell (2013) states it is an approach in which specific
people, locations and events are purposively chosen to provide information about the
research questions and goals that are not possible anywhere else. Data were generated
from: (a) video lectures delivered by five lecturers; (b) course material on the LMS; and

(c) documents developed by the lecturing group over a period of several years.

A key idea in research is the unit of analysis which Terre Blanche et al. (2006) define as
the thing which is being investigated which is identified by who or what the researcher
wants to make inferences about. The unit of analysis was the ICT practice of lecturers
responsible for teaching the introductory economics course, and the study described their

experiences of teaching with ICT during ERT.

Data collection

The study started in March 2020 and the majority of data were generated in the second
semester, 2020. Virtual interviews were conducted with two lecturers in July 2020 and
the researcher accessed the course to study the structure and content from July to

December 2020. The data captured on spreadsheets and in transcripts were date-stamped.
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Documents like the handbooks or exam question and answers that had been developed
over several years, were included as data sources. In addition, the new content developed

in preparation for ERT included the video lectures and the synchronous Q&A sessions.

Mason (1996) defines data sources as incidents from or through which the researcher
believes information can be produced. She argues that generating data is a more accurate
term than collecting data because researchers in qualitative research actively construct
knowledge about the world and they use methods based on their epistemological stance.

The various sources used to generate data are detailed below.

(a) The audio-visual data included two semi-structured interviews, three video lectures,
one video tutorial and one exam revision video which totalled approximately two-and-a-

half hours of recorded voice and visuals.

(b) The text data included transcripts of the interviews, three video lectures, video tutorial
and exam revision video (35 pages). In order to answer the first and second sub-questions
concerning the nature of lecturer’s ICT pedagogy, it was important to listen to lecturers’
accounts of their teaching practice and consequently content analysis was employed to
analyse their verbal statements. This data were triangulated with other text data to answer
the first two sub-questions. To answer the third sub-question, the researcher relied on
analysis of text data as evidence of the quality of lecturers’ practice. To provide insight
into the fourth sub-question, the researcher assessed the ICT practices of the lecturing
team based on From’s (2017) definition of digital competence which was discussed in

chapter two.

The researcher made summary and observation notes of two Q&A sessions (7 pages) and
the two module handbooks (19 A4 pages). This data provided rich information to answer
questions about the quality of lecturers’ teaching. PowerPoint slide presentations of the
key points in two chapters of the prescribed textbook (27 slides), a maths revision kit (27
A4 pages) and a multilingual glossary (116 A4 pages) provided further insight into how
lecturers prepared for the move to ERT. These were invaluable sources for understanding
the type of support that was available to students and also pointed to the different types
of material developed and used by lecturers to deliver the course. The focus on exam
preparation and assessment was evident in the array of past question papers, exam

instructions, memos to questions and worked solutions (447 pages for both modules,
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some material included voice-over). The tutorial programme featured MCQs, some with
worked solutions (84 pages for both modules). Finally, the researcher examined the LMS

content, activity and structure. Figure 3.1 delineates the different type of data sources.

/ AUDIO VISUAL DATA \ / TEXT DATA \

2 x semi-structured interviews Interview transcripts (35 pp)

3 xvideo lectures Summary notes (7 pp)

1 xvideo tutorial Handbooks (19 pp)

1 x exam revision video PowerPoint (27 slides)

= 2 hours 30 minutes recorded Supplementary support (133 pp)
WRLRE RSN Assessment/exam prep (533 pp)

\ / \= 754 pages of text /

Figure 3.1 List of data sources in this study

In addition to examining the interviews and video lectures, the researcher examined,

coded, and analysed the material on the LMS.

To ensure accuracy and credibility or what Creswell (2012) refers to as “validating
findings” (Creswell, 2012, p. 259), the data were extensive and varied. Creswell (2012)
encourages qualitative researchers to employ triangulation which involves verifying
evidence from different data sources and using varied methods of data collection. In line
with these recommendations, the data sources included virtual interviews, video lectures,
Q&A sessions and several types of learning materials embedded in the course site on the

LMS.

The discussion now turns to the individual data sources. Creswell (2012) notes that
interviews are popular in qualitative research: they enable researchers to ask general,
open-ended questions and to record participant responses. Examples of the open-ended
questions from this study were: @) “How do you typically use technology in your

teaching?” b) “Describe your role in the introductory economics lecturing team” and ¢)
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“What are your perceptions of the value of technology?” (refer: Appendix D for further

questions from the interview guide).

The researcher had obtained ethics clearance from the Education Faculty (see Appendix
C for ethics clearance number), and permission to conduct the study from the Head of the
Department of Economics and the Registrar for the institution. The participants consented
to being interviewed, and to having their interviews recorded in Microsoft Teams.
Permission was granted for access to the course on the LMS. In preparation for the
interviews, the researcher conducted a trial run with a fellow researcher, who suggested
improvements to the interview questions. The audio recordings were transcribed by two
external transcribers, and the researcher checked the accuracy of the transcriptions against

the original recordings.

Data analysis

Nieuwenhuis (2019) notes that qualitative researchers favour inductive data analysis in
which themes or key ideas are allowed to emerge from the data. Researchers often adopt
an interpretive philosophy which studies the symbolic content of data, and the purpose of
data analysis is to determine how participants make meaning of phenomena by analysing
their understanding, knowledge, and experiences. This study used a combination of
deductive and inductive techniques: themes were identified from the data but also linked
to the main theoretical frameworks. Appendix F indicates the process of data analysis the

researcher followed.

Seidel’s (1998) model for data analysis as cited in Nieuwenhuis (2019) involves three
elements which are interlinked and iterative: (a) noticing, (b) collecting, and (c)
reflecting. For example, while reading a transcript (noticing), the researcher may think
about the data that has already been gathered (reflecting) and realise that an interesting
theme has emerged that requires some clarification which leads the researcher to collect
additional data. This process reflects the researcher’s experience of conducting data
analysis, and the researcher often went back to review the audio recordings, transcripts,

the literature and initial findings and interpretations.

Saldafia (2009) describes coding as an integral part of data analysis. Citing Sipe and Ghiso
he argues that coding is “a judgment call” (Sipe & Ghiso, 2004 pp. 482-483) about the

data and is therefore an interpretive act. He defines a code as a cumulative pattern of data
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which captures the essence of something either in language, audio, or visual format. The
main inductive method of data analysis was content analysis and coding was the technique
used to identify themes across large data sets of text. For example, through content
analysis, transcripts of the interviews and video lectures were coded, patterns were
distinguished across individual data and corroborated with other data sources (e.g. the
study guide; course handbook, course site announcements). The study also applied the
lens of the relevant theoretical frameworks in a deductive way to enhance the analysis of

data.

The process of data analysis for one of the interview transcripts in this study is explained

below:

1. The audio files from the interview were transcribed by a freelance transcriber and
the accuracy compared with the audio files.

2. The researcher read the transcript a few times and highlighted significant data that
related to the research questions.

3. The researcher documented initial impressions and questions for further
exploration through a reflective journal.

4. The researcher created spreadsheets which were grouped according to data
relevant to the research questions. The participant interviews formed the core of
the data sources and this data were triangulated by analysing three video lectures
(delivered by three different lecturers, not the interviewees), summary notes of the
recordings of two Q&A sessions and course documents.

5. Inthe initial stage of coding, segments of data were coded using descriptive codes
(Saldana, 2009) to summarise the primary topic of a section from the interview.

6. In the second cycle of coding, pattern codes were employed which Miles et al.
(2014) describe as codes that identify an emerging theme in an economical way.

7. The same codes were reapplied to similar segments of data (identified with
numerals).

8. Following the recommendation of Saldafia (2009), the researcher queried what
action participants were involved in, what they were trying to achieve, how they
tried to achieve what they were doing, how they described their actions, what
assumptions they made, what the researcher thought was going on and what was

striking about the interaction.
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9. The next phase was to look for connections between categories and sub-categories
and identify common themes across the various data.
10. Finally, the categories were related to theoretical ideas, more specifically the key

constructs in the TRM and TQF.
3.5.5 Validity and credibility

Validity is a key component of the research design which Maxwell (2013) refers to as the
credibility of an account of a phenomenon. Maxwell (2013) states that an important
consideration is validity threat which concerns the ways in which a researcher may be
wrong. The researcher is encouraged to identify specific threats and to manage them, by
for example, asking participants to check the accuracy of the findings. Maxwell (2013)
also suggests generating rich data and collecting information from diverse individuals and
settings, using varied methods. The main participants were lecturers and their input was
supplemented by data from three other lecturers who were part of the lecturing team, as

well as learning material developed by lecturers in the economics team as a whole.

Guba (1981, as cited in Nieuwenhuis, 2019) uses the term “trustworthy” to refer to a

similar idea as validity. Four criteria for assessing trustworthiness are identified:
1. Credibility - refers to how believable the findings are.

2. Transferability - refers to how typical study participants are of the context being
studied and if there is congruence between the context of the study and the research

findings.

3. Dependability - assessed through the research design and its implementation; includes
the operational detail of data gathering and the researcher’s reflective appraisal of the

project.

4. Confirmability - the degree to which the findings of the study are informed by

participants and not the researcher’s motivation or interests (Guba, 1981, pp.143-145).

This study promoted trustworthiness in the following ways, as indicated in Table 3.2.
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Table 3.2: Elements of the research design employed to promote trustworthiness in the study

Criteria for trustworthiness

Element of research design

Credibility

Lecturers’ experiences of ICT integration
are typical of accounts in the literature on
ICT integration, ERT, economics
education and teaching at tertiary
institutions (to be discussed in chapter

four).

Transferability

The main participants were responsible
for delivering lectures and they were
representative of roles in economics
departments at other institutions. The
research findings were based on the
subjective accounts of participants and
were congruent with other studies of
teaching introductory economics with

ICT and studies of teaching during ERT.

Dependability

Refer to the section data sources, data
collection and data analysis discussed

earlier in this chapter.

Confirmability

Two freelance transcribers transcribed
the interviews; the coding spreadsheets
detailed the themes that emerged through

content analysis.
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To summarise this section, Maxwell’s (2013) interactive model of research design is

applied to the study:

RESEARCH GOALS

Examine how lecturers use ICT to
teach introductory economics;

Identify competencies needed to
teach introductory economics
effectively

«——————-*

METHODS

Interviews with Economics
lecturers; Content
analysis of course

documents; lectures; Q& A

sessions; gather data,
code, observe, content

RESEARCH QUESTIONS

Main: How do lecturers use ICT
in introductory economics?
What was the nature of
lecturers’ pedagogy? What
motivated their pedagogical
choices? How could the quality
of their practice be described?
What are the competencies
needed to teach introductory
economics with ICT?

CONCEPTUAL FRAMEWORK

Paradigm: Interpretivist;
Theoretical framework:
Constructivism; TRM; TQF; Key
concepts: Learning and teaching;
ICT; ICT integration; ERT;
Economics Education;
Competence

*_-—-__-*

VALIDITY

Triangulation of rich
data sources; Identify
validity threats

Figure 3.2 Maxwell’s (2013) interactive model of the research design applied to this study

Source: Maxwell, 2013, p.S.
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3.6 Conclusion

The chapter explained the concept research methodology and showed how the qualitative
study discussed in this research report is congruent with the paradigm (interpretivism)
and theoretical framework (TRM; TQF). It discussed the research design and
demonstrated how it enhanced the coherence of the study through applying Maxwell’s
(2013) interactive model. A recurring theme in this chapter was coherence and

congruence between the various components of the research study.

The next chapter discusses the findings of the study.
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CHAPTER 4: FINDINGS OF THE STUDY

4.1 Introduction

The previous chapter discussed the research methodology and emphasised how this
empirical qualitative study was congruent with the paradigm (interpretivism) and
theoretical framework (TRM and TQF). It discussed the research design and
demonstrated how it enhanced the coherence of the study through applying Maxwell’s

(2013) interactive model.

This chapter presents the findings of the study and attempts to answer the main research
question, How do lecturers use ICT to teach introductory economics during the Covid-19
pandemic. The chapter is structured according to the four sub-questions of the study and
relates the relevant theme(s) which emerged after the data were analysed. The five themes
are: (a) lecturers adapted their teaching practice; (b) lecturers developed new practices
and competencies; (c¢) lecturers used existing practices and technologies; (d) lecturers
maintained academic standards and continuity of the course and (e) lecturers supported

student equity.

In terms of data collection, the researcher coded several data sources which comprised
754 pages of text and two and a half hours of recorded voice and visuals. The data sources,

data collection method and data analysis were discussed in detail in chapter three.

4.2 Sub-question one: What was the nature of lecturers’ pedagogy for ICT

integration in the introductory economics course during the Covid-19 pandemic?
4.2.1 Theme 1: Lecturers adapted their teaching practice
All assessments deployed online

Prior to ERT, only the weekly tutorials were deployed online through the Test-and-
Quizzes tool in the LMS. Of all the ICT practices, moving all assessments online was the
most disruptive. Because of the large student numbers in the introductory economics
course, multiple choice questions (MCQs) were used for summative assessment. The
question pool had to be increased to ensure questions were sufficiently randomised to

prevent cheating.
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We had to create a question pool. We had 12 questions and had to generate
100. T had to literally develop a question pool for the test and a question

pool for exam. It took me two weeks to create a pool for one test.

Although the institution provided laptops and free data, students experienced challenges
with poor network coverage and power outages. Consequently, lecturers had to be flexible
and exercise their judgement to assess each student’s request for an extension. This
resulted in lecturers adapting assessment practices and being increasingly more available
to students who had difficulty accessing the learning material. For example, students were
given additional time to complete online assessments, and in some cases when they could

not access the LMS platform, tests and exam questions were emailed to them.

What we learnt as we went along was that very tight windows for submissions
meant that those who had network issues were not finishing on time. So, with each
test we increased the window period and we gave more time to complete (the

assessments).

In moving all the assessments online, lecturers did their best to ensure the questions were
clear and simple to avoid misunderstanding, and they were flexible and accommodating
in their approach. For example, the weighting of assessments was revised when lecturers
realised that many students’ socio-economic backgrounds prevented their full

participation in the course.
From face-to-face lectures to video lectures

With the rapid move to ERT, lecturers replaced face-to-face lectures with video lectures.
These files in MP4 format varied in format and content and were based on key ideas from
the prescribed textbook. The textbook publisher’s PowerPoint slides were used as a basis
for the video lectures, with lecturers incorporating voice to explain key concepts. The

video lectures were developed quickly, as one of the participants pointed out:

We were put on a spot...in a short space of time, we had to put everything
we’ve done online. .. That required lecturers to make videos for the course.

Videos had to be ready to run with the tutorial programme.

The video lectures were uploaded onto the LMS the week before the lecture was delivered

synchronously and students had the option to download the video lecture to access the
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material later. Lecturers relied on their existing competencies, teaching strategies, and
ideas to develop this resource. For example, one of the participants interpreted the brief
in an innovative way and used existing materials to deliver content that demonstrated the

relevant economic models graphically.

For me it was a challenge to teach. I used my daughter’s whiteboard, and I got a
webcam and connected it so students can see what I’'m writing. It’s not perfect in
terms of lighting... Not the best videos and the sound was bad, so I got a

microphone.

Before ERT, face-to-face lectures were the main mode of instruction and lecturers
developed video lectures to ensure the key ideas and concepts in the curriculum were
packaged and made available to students in a format that could be downloaded and

accessed asynchronously.
4.2.2 Theme 2: Lecturers developed new practices and competencies
Online Q& A sessions to revise topics and prepare for examinations

A new question and answer (Q&A) practice was introduced to assist students with queries
about the previous week’s work and this constituted part of the new formative assessment
methods. The weekly Q&A sessions were supplemented with revision Q&A sessions in
preparation for the exams. Both sessions were conducted synchronously and the

recordings were uploaded onto the LMS for students to access at a later stage.

The Q&A sessions were fraught with technical problems which prevented clear
communication between lecturers and students. These sessions highlighted the limitations

of technology, as is evident in the following quote:

So, despite having the hardware, which is only one aspect of technology, almost
every week (we were) inundated with students saying, ‘Hi mam, I had difficulty
handing in my tut, either because I had electricity issues or the network wasn’t so
good.” So those challenges still are impediments, in terms of using technology to
its full capacity. So (our use of technology) is limited and we’ve kept it very

simple.
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In addition, these sessions suggested that students may have experienced difficulty with
the subject content but it is not possible to say if this was because the content was difficult,
if it was a challenge for lecturers to teach, if technology prevented effective
communication of ideas, or if it was a combination of factors. The lecturer who facilitated
this session employed different strategies using words, graphs and algebra, to provide
feedback within the constraints of poor communication and IT challenges. The Q&A
sessions represented an attempt to maintain academic standards and ensure the continuity

of the course.
4.2.3 Theme 3: Lecturers used existing practices and technologies
LMS platform and tools

With the onset of ERT, the LMS became the main communication tool and daily
announcements, the results of assessments, course schedules, the course handbooks,
recordings of Q&A sessions and video lectures were available to students. Lecturers
uploaded their video lectures onto the LMS, and they conducted synchronous meetings
through Microsoft Teams and other video conference tools via the LMS. As such, the
LMS was an essential content repository and delivery mechanism for learning and
teaching. The economics lecturing team got on board quickly to implement ERT and they
were forced to adapt their teaching practices quickly and to improve their ICT skills in

order to ensure successful course delivery.

4.3 Sub-question two: What motivated economic lecturers’ pedagogical choices

during the Covid-19 pandemic?
4.3.1 Theme 4: Maintaining standards and continuity

The fourth theme concerns the team’s attempts to maintain standards and ensure the
continuity of the introductory economics course. The concern for maintaining standards
is demonstrated in several ways, including (a) efforts to prevent cheating which
compromised the integrity of the assessments; (b) ensuring all learning materials were
available on the LMS; (c¢) professional development training provided by the faculty and
(d) the lecturing team acquired new ICT skills and knowledge (e.g. learning how to reduce

the size of files; recording video lectures; displaying innovation in teaching methods).
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Lecturers’ concern to ensure the continuity of the course was demonstrated in the
following ways: (a) the speed at which new teaching strategies and formats were
developed to support ERT; (b) attempts to maintain assessment as a core component by
moving all assessments online; (¢) finding alternative ways to deliver assessments when
synchronous methods weren’t available. The following participant quotes capture the
concern for maintaining standards and continuity as it relates to conceptions of effective

teaching in the introductory economics course:

Your teaching should add additional value that students don’t find in the textbook.
The whole point is that you’re still fulfilling the role of facilitator, so you must

facilitate learning.

I don’t feel using PowerPoint slides and talking over the slides is the right way of
teaching. In that case, they may as well read the textbook. They need to see how

the model is built up from scratch and work through it with you.
4.3.2 Theme 5: Lecturers supported student equity

Lecturers understood that the majority of students were from poor backgrounds with
limited ICT resources and they responded to student’s academic needs by providing fair
assessment opportunities. Students were allowed to submit answers via email if they had
problems accessing the LMS and students were given extensions to complete their
assessments in time without being penalised. Lecturers sat in on the online tests to trouble-
shoot IT problems and assisted students with queries. Despite the fact that all video
lectures and Q&A sessions could be accessed asynchronously, a significant weight-
bearing part of the course (i.e. tutorials and examinations) was conducted synchronously.
Therefore, despite efforts to ensure students were given a fair and equitable chance to

pass the year, many students may have been disadvantaged.

4.4 Sub-question three: How could the quality of the teaching in the introductory

economics course during the Covid-19 pandemic be described?

This question relates to the first aim of the study which was to describe the nature of
lecturers’ ICT integration in the introductory economics course. Quality teaching as it
relates to Darling-Hammond’s TQF (2021) means that good teachers have knowledge of
the subject (content knowledge), they know how to teach the subject (knowledge of
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pedagogy), they understand and meet their students’ needs, and are able to reflect on and
research their teaching practice. Evidence of lecturers responding to students’ needs is

provided in section 4.3.2 and will not be discussed again.

In terms of content knowledge, the video lectures, Q&A sessions, video tutorials and other
learning material (e.g. course outline, multilingual glossary, Maths revision kit, exam and
test questions) represented the combined knowledge pool of the introductory economics
lecturers. Lecturers were challenged to package their content knowledge in a new format
(by developing video lectures of the key ideas in economics theory) and the variety of
approaches to this challenge revealed their varied perspectives on how to best teach
introductory economics. In this regard, the data suggested that lecturers’ knowledge of
pedagogy was varied and individual. For example, of the five economics lecturers whose
learning material was analysed, one lecturer integrated interactive graphs in their
presentation, all lecturers incorporated voice, one lecturer used little text but incorporated

many examples via voice, while another presentation was text-heavy with few examples.

4.5 What are the competencies lecturers need to teach introductory economics with

ICT during ERT?

This section of the report elaborates on the second objective of the study which was to
identify competencies that promote effective teaching with ICT in introductory
economics. Applying From’s (2017) concept of digital competence in teaching and
learning, evidence of lecturers’ competence should be evident in their understanding of
what ICT can do and whether they have the requisite skills, knowledge and attitude to
teach effectively. In terms of the first aspect, there was evidence that lecturers knew what
ICT could do in that they used the LMS tools to develop question pools, to develop and
upload video lectures, to post announcements and deploy the assessments online. They
also used video-conferencing tools to deliver synchronous Q&A sessions, video tutorials

and lectures.

In terms of skills, knowledge and attitude, Table 4.1 outlines evidence of some of the

competencies lecturers relied on to teach the introductory economics course.
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Table 4.1 Competencies evident in the introductory economics lecturing team

COMPETENCE

EVIDENCE

SELECTED QUOTE

Skill

1. Using physical
whiteboard with camera
rigged to it to demonstrate
economics concepts

2. Generic computer skills
that facilitate fast sharing
of information

3. Video conferencing
skills

4. Tips and techniques for
teaching online

5. Knowing how to use the
LMS tools to enhance

teaching and learning

1. “Some lecturers have
made the effort to use the
whiteboard or incorporate
a lot of examples into their
notes.”

2. “I never thought I’d
ever have to develop skills
like how to share a link
from my Google Drive
straight to the course site.
It’s now second nature.”

3. “Two weeks prior to
going online, our head of
school organised a MS
Teams training because we
decided that’s the mode
we’re going to use. Some
people were already
familiar with Loom and
Zoom, so they preferred to
do Loom and Zoom.”

4. “They encouraged us to
use simple tools to develop
material: literally voice-
over Power Point, don’t
use tools that use a lot of
data. Try to keep your
camera off. A lot of the
training was about

teaching online for the first
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COMPETENCE

EVIDENCE

SELECTED QUOTE

time. The assumption was
that none of us were
proficient with online.”

5. “There are features of
the LMS tools like
developing a question pool
that I’'m now quite

comfortable doing.”

Attitude

1. Resilience
2. Flexibility
3. Innovative

4. Be prepared

1. “It takes a lot more
effort now to integrate or
to replicate what you
would do in class.”

2. “We had to create a
question pool to generate
100 questions and it took
me 2 weeks to create pool
for one test.”

3. “For me it was a
challenge to teach. I used
my daughter’s whiteboard,
and I got a webcam and
connected it so students
can see what I’m writing.”
4. “I would say, plan
ahead, if you are going to
do online lectures, be very

prepared.”

Knowledge

1. Technical knowledge of
ICT tools
2. Knowledge of pedagogy

1. “I literally now know
how to shrink a video, to

keep quality but size the
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COMPETENCE

EVIDENCE

SELECTED QUOTE

video. I have a handbrake
tool and I know how to use
VLC Media Player to
make a video smaller.”

2. “Try and fit in as many
examples, try and replicate
what you would do in
class so fit in as many
examples so that you don’t
leave students hanging and
wondering ‘Well, what
was that?... How is this
different to me just reading

the text.””

4.6 Conclusion

This chapter presented the findings of the study according to the four sub-questions of the

study. It related the relevant study theme(s) to each of the sub-questions in an attempt to

answer the central question, How do lecturers use ICT to teach introductory economics

during the Covid-19 pandemic? The findings show that lecturers adapted their teaching;

they developed new practices and competencies and they used existing practices and

technologies to maintain academic standards and support students. It also showed that

lecturers integrated a range of skills, knowledge and attitudes to teach the introductory

€CONnOmics course.

56




CHAPTER 5: THE DISCUSSION OF THE FINDINGS

5.1 Introduction

This qualitative study addressed the pedagogical challenge that lecturers in introductory
economics do not sufficiently use ICT in their practice (Asarta et al., 2021; Ojo, 2023)
and this affects the quality of teaching (Dlamini & Ndzinisa, 2020). Given the expectation
that lecturers integrate ICT into teaching (Sciabarrasi, 2023), it is crucial to understand
how they use ICT to teach. The main research question was: How do lecturers use ICTs
fo teach introductory economics during the Covid-19 pandemic? The study data were
analysed through content analysis and the theoretical lens of Kopcha et al.’s  TRM
(2020) and Darling-Hammond’s TQF (2021) and highlighted five themes about lecturers’
ICT practice.

The chapter discusses the findings presented in chapter four according to the five themes.
It discusses the quality of teaching of the economics team and the type of competencies
required to teach introductory economics as delineated in the previous chapter. Selected
studies in economics education, ICT integration and ERT are revisited to show how the

literature either supports or refutes the findings.

5.2 Discussion of the major themes of the study

The main themes concerned the nature of lecturers’ ICT pedagogy and motivation for
them adopting particular pedagogies. The data suggested that lecturers’ ICT decisions
reflected a range of responses to the challenges of ERT and that they adapted existing
teaching practices, they developed new practices and skills, and they used existing
practices and technologies to teach the introductory economics course. The data showed
how lecturers’ determination to maintain the continuity and academic standards affected
their practice and how their response to students’ needs revealed their support for student
equity.

5.2.1 Theme 1: Lecturers adapted their teaching practices
All assessments deployed online

Deploying all assessments online raised questions about how to manage the integrity of

assessments. It also raised concerns about disadvantaging students who were genuinely
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experiencing challenges accessing the LMS. The following quotation describes the

dilemma that faced the lecturing team:

It was the first time we ever even ventured or navigated an online test so...
there was an option to leave it as a sort of take-home assessment but the
nature of our course, as in multiple-choice, would never have allowed that
because we would just have widespread copying and we did have an
incident of copying...we tried to find (a strategy) that was balanced
enough to allow students sufficient time to submit but also to prevent
cheating and so we kind of tried to find something that would work across

the school.

The rationale for using MCQs was based on the fact that the student enrolment for the
introductory economics course was large and MCQs are a convenient and quick way to
assess students. However, the main participants experienced increased workload since

they had to generate additional test items to enable randomisation of questions.

The assessment process was time consuming and while moving the assessment online
was an attempt to ensure the continuity of the course, it may be prudent for the lecturing

team to find additional assessment types and modes which could be equally efficacious.

The focus on assessment in the introductory economics course is evident in the learning
materials uploaded onto the LMS. Figure 3.1 shows that 533 of the 754 pages of text data
concerned assessment. These resources included past test and exam papers and memos,
as well as tutorial questions to help students with practice. One of the themes in Ojo’s
(2016) study was the teaching staff’s concern for fulfilling the requirements of the
curriculum so that students can pass. The findings of this study are therefore supported
by Ojo’s (2016) study. One of Ojo’s (2023) recommendations with respect to assessment
is that “it is necessary to place a greater emphasis on a cumulative approach to assessing
learning through constant feedback, particularly in the digital environment.” (Ojo, 2023,
p- 123). This recommendation may be worth exploring since the lecturing team could use

technology in ways that support an effective assessment strategy for the future.

To illustrate how suitable a theoretical framework the TRM is for the purpose of this

study, an element of the first theme will be applied to the framework. Table 5.1 details
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each element of the model and relates the decision to deploy all assessments through the

Quiz-and-Test tool on the LMS.

Table 5.1: Application of the TRM to the decision to deploy all assessments online

Element of the TRM

Application: Deploying

assessments online via LMS

Comment

What is best for me and my
students in terms of

assessment and how can

It is best for my students that the
assessment program is

maintained so that the year isn’t

ICT integration is

value-driven

functionality to manage online

assessments.

technology help me? lost. How can technology assist
me with delivery assessments
online during ERT?
Possible technology use The Quiz-and-Test tool has the ICT integration is

affected by
lecturers’

perceptions of

the pandemic to deploy tutorials
online, it must be suitable to use
for other assessments.
Experience: Students cheating.
Knowledge: How to use the
LMS tool; when to load content;

select and upload test items.

technology and its
use.
Lecturers’ beliefs, Belief: Since the Quiz-and-Test | The beliefs are
knowledge and experience | tool was used successfully before | influenced by

lecturers’ views on
the possible use of

technology.

Perception of teaching and

learning context

Given the instance of cheating,
perhaps the Quiz-and-Test tool
isn’t a suitable and secure means
to conduct assessments. It is

important to protect the integrity

Threat to academic
integrity. Need to
protect academic

standards and
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Element of the TRM Application: Deploying Comment

assessments online via LMS

of assessment and it seems that continuity of the
students are taking advantage of | course.

the ERT environment.

Evaluation of decision Continue to use the tool, but Lecturers did not

reduce time to submit exam from | have many options

12 to 3 hours. available.
Actual technology use Students have 3 hours to Reduce time to
complete assessment. complete

assessment but
continue with the

format.

From face-to-face lectures to video lectures

As mentioned in chapter four, lecturers were forced to find an alternative to face-to-face
lectures and they developed video lectures as the main teaching method. Since many
students experienced challenges with access, loadshedding, network issues and other IT
issues, video lectures were an appropriate solution because students could download them
at a later stage. However, some of the video lectures were presented in transmission
instructional ways with limited integration of novel and local examples to which students

at that particular institution could better relate.

The faculty’s teaching and learning support staff provided best practice guidelines for
development of video lectures, and lecturers were advised to develop material that did
not consume excessive data, to extract the key points of the lesson and to find simple, yet
effective ways to communicate key ideas. These suggestions were sufficient for the short
term of ERT, and it would be unrealistic to expect the lecturing team to have acquired the
necessary instructional design skills to develop pedagogically sound learning materials.
As Hodges et al. (2020) noted: ERT was “a temporary shift of instruction to an alternate

delivery mode due to crisis circumstances.” (Hodges et al., 2020, paragraph. 13).
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To a large extent the video lectures demonstrated the expertise of the team in terms of
knowledge of content and other indications of their content knowledge can be seen in the
variety of learning material developed for ERT and over the course of several years (e.g.

Maths kit; multilingual glossary; tutorials; test and exam banks and so forth).

Of the five videos which were analysed, one differed in content and format. Developed
by one of the participants in the study, it explained the concepts possibilities, preferences
and choices (refer Appendix E). It was recorded on 31 March 2020 and this suggests the
lecturer took the initiative to do something different early on in ERT. The lecturer used a
hand-held microphone to introduce the lesson and explained key ideas using a whiteboard
which had a webcam attached to it. Calculations were done on the whiteboard with a
coloured marker and the graphs were erased whenever a new shift in the model was
introduced. The original equation was written on the left-hand side of the board as the
model developed. The lecturer did not believe that voice-over PowerPoint was the correct
way to teach and so their teaching strategy was different. This demonstrates a
constructivist approach to teaching and an understanding of the importance of helping

students conceptualise and apply economic theory (Picault, 2019).
5.2.2 Theme 2: Lecturers developed new practices and competencies
Online Q&A sessions to revise concepts and prepare for examinations

The online Q&A sessions provided an opportunity for formative assessment and these
sessions showed the difficulty of providing meaningful feedback to students. These
sessions also highlighted students’ struggle to comprehend concepts, and showed how
technical difficulties constrained communication and limited facilitation of teaching and
learning. It also demonstrated the lecturing teams’ commitment to maintaining standards

and ensuring the continuity of course.

The Q&A sessions which aimed to answer students’ queries about the previous weeks’
work is an example of how the team developed a new practice during ERT. Since face-
to-face sessions were not possible, the weekly Q &A sessions were introduced to support
students via synchronous meetings that were recorded and could be downloaded at a later
stage. This strategy was a creative attempt to mediate, promote and enhance student

learning.
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5.2.3 Theme 3: Lecturers used existing practices and technologies
LMS platform and tools

The LMS platform became the default communication and course management system
during ERT and lecturers were tasked with preparing lecture material in advance to enable
students to download the material before the synchronous lesson was conducted. This
raised the question as to whether the lecturing team had the necessary IT resources at
home to support online learning and teaching. For example, one of the participants
commented on the additional cost involved in upgrading the infrastructure at their home
to enable them to continue with their professional duties as a lecturer. These were

significant challenges which impacted lecturers’ teaching practice.
5.2.4 Theme 4: Maintaining standards and continuity

The theme of maintaining academic standards is prevalent in the data and it relates to
notions of teaching quality. In the context of HE institutions, according to Darling-
Hammond (2021), one of the hallmarks of teaching quality is the extent to which lecturers
possess knowledge of content, pedagogy and students. In terms of content knowledge,
based on the volume and variety of material developed to provide support for student
learning, the team was prepared. Learning material included video lectures, Q&A
sessions, video tutorials, and other student support material (e.g. course outline,

multilingual glossary, maths revision kit, exam and test questions).

These findings correspond to Ojo’s (2016) conclusions about the importance the teaching
team ascribed to conveying content to students in an introductory economics course. Ojo
(2016) argued that the theme of “having a thorough knowledge of the content” (Ojo, 2016,
p. 66) reflected a teacher-centred approach, and he used Maton’s notion of segmented
learning, which refers to learning where “new ideas or skills are accumulated alongside,
rather than building on, past knowledge.” (Maton, 2009, p.44). This means that
knowledge does not transfer from one context to another and students are not able to apply
their understanding of economic constructs in a meaningful way. However, given the
context of ERT, one cannot adopt the same assessment, and in fact, in this instance, it was
a valuable attribute for the team to possess since it enabled them to share content

knowledge with students to maintain standards and the continuity of the course.
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As mentioned in the previous chapter, lecturers were challenged to package their content
knowledge in a new format (i.e. video lectures) and the variety of approaches to this
challenge revealed their varied perspectives on how to teach introductory economics. In
this regard, the data suggested that lecturers’ knowledge of pedagogy was uneven and in
some cases featured transmission modes. For example, some of the video lectures
featured heavy text with limited application. This may indicate that lecturers need to

develop their pedagogical knowledge of how ICT can support learning more effectively.

In terms of the two main participants’ approach to pedagogy, Participant A saw
themselves as facilitating learning, as reflected in the following quote from the Microsoft

Teams interview:

The whole point is that you’re still fulfilling the role of facilitator, so you
have to still be facilitating learning, even in an online setting. You have to
ask yourself ‘If I present myself to these students in front of the class what
would their issues be, what would they not understand in this chapter, what

do I need to focus on?’

While Participant B was not as verbal about their pedagogy, they demonstrated an
approach to constructivist teaching and used active teaching methods to demonstrate
relationships between economic variables. They were innovative in their teaching
strategy and rigged up a teaching environment using a whiteboard, web camera and

microphone to deliver interactive lessons which aimed to explain economics concepts.

Participant A pointed out the unique challenges in teaching economics and this quote
from the Microsoft Teams interview points to the challenges of ERT and teaching
economics with ICT, as well as the potential need for professional development in the

team:

If you have a course that’s highly mathematical or uses a lot of equations,
it’s very hard to build that up with students from scratch if they’re not in
front of you, if that makes sense. If everything is pre-loaded on a slide, all
you can do is speak through it, whereas with [classroom] contact you
literally build it up with them step by step. So that aspect of the course is

slightly lost, unless you’re very proficient and you know how to share a
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whiteboard and you know, swop between whiteboard and Power Point.

And very few lecturers can do that effectively.

It is interesting to note that both study participants mentioned that teaching should
encompass more than just referring students to the textbook and that they perceived their
role to be that of facilitating learning. Despite the difficulties of communicating with and

engaging students, the two main participants continued to see the value of their teaching.

The idea of maintaining the continuity of introductory economics was referenced in
earlier themes (Lecturers adapted their teaching practice, Lecturers developed new

practices) and will not be discussed here to avoid repetition.
5.2.5 Theme 5: Lecturers supported student equity

The ideas about supporting student equity relate to lecturers’ responsibility to students to
address their academic, social and emotional needs (Darling-Hammond, 2021).
According to Darling-Hammond (2021), good lecturers know their students and respond
to their academic, social and emotional needs. This idea is reflected in the theme:
“Lecturers support student equity” which refers to efforts to acknowledge the challenges

of students’ socio-economic environment.

While ERT resulted in additional workload for the participants, they understood that
many students experienced limited resources and that this affected their academic
performance. Notions of social justice and the need for equity among students were
evident in the way in which students were accommodated, and in the effort to make
learning material available asynchronously. The following extracts summarise the

participants’ views of the importance of recognising student equity:

Much of our sessions had to take into account that not everyone would be able to
access the site in a live session... Our lectures were just pre-recorded lectures,
minimising time, in terms of size and quantity, to make it accessible and
downloadable for students to... do on their own...although we’re now using the
site a lot more, the only time they are active on the site is when they were,
either...downloading the videos and watching offline or, the time that they were

most active was during the tests and the assessments.
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The ideal future for teaching with technology would consider the poorer students.
The future needs to be accessing the poorest, where they are not
compromised....We cannot ignore technology. Technology disrupts privileged

students, but it doesn’t affect them as seriously as disadvantaged students.

These quotes suggest that both participants were acutely aware of students’ social and
emotional needs, and while they may not have been able to respond to, or meet all

students’ academic needs, the quality of their teaching was evident.

5.2.6 How could the quality of the teaching in the introductory economics course

during the Covid-19 pandemic be described?

As mentioned in the previous chapter, lecturers possessed a vast bank of content
knowledge in undergraduate economics as evidenced by the variety and amount of
learning material developed for ERT (e.g. video lectures, Q&A sessions) and over the
course of several years (Maths revision kit, glossary, test and exam banks, tutorials).
Therefore, in terms of content knowledge, the quality of their teaching was of a high
standard. In terms of understanding and meeting students’ needs (academic, social,
emotional), the lecturing team displayed empathy for the difficult social and emotional
pressures students faced and they adapted their assessment methods to ensure their
students’ academic needs were met. While their knowledge of pedagogy was varied and
individual (as evidenced in the video lectures) and at times favoured transmission modes
of teaching, it represented the lecturing teams’ best efforts to work within the confines of

a challenging teaching and learning environment.

5.2.7 What competencies are needed to teach introductory economics effectively with

ICT?

As mentioned in the previous chapter, From’s (2017) concept of digital competence is
evident in that lecturers understood what ICT could do because they used the LMS tools
to develop question pools, to develop and upload video lectures, to post announcements
and deploy the assessments online. They also used video-conferencing tools to deliver
synchronous Q&A sessions, video tutorials and lectures. The lecturing team was fortunate
to have the support of learning and teaching support staff who assisted them with best

practice and guidelines for ICT integration, and therefore one could say that the lecturing
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team possessed knowledge of what ICT could offer them in order for them to perform

their professional duties.

There was evidence of technical knowledge of ICT tools and the two key participants
displayed knowledge of pedagogy in that they realised that their role was to enhance,
guide and mediate learning. Some lecturers may have struggled to help students

conceptualise and apply economic theory as suggested by some of the video material.

In terms of the skill component, there was evidence of generic computer skills, video
conferencing skills and other techniques for teaching online. The lecturing team also
received support in the faculty and they adapted their practice according to best practice
guidelines. Moreover, the majority of lecturers knew how to use the LMS tools and this
suggests that the level of skill was sufficient to enable ICT integration given the fact that

ERT was an emergency response in a crisis situation (Hodges et al., 2020).

In terms of adopting positive attitudes to manage the change associated with ERT, the
participants in the study displayed resilience, flexibility and innovation in their approach
to teaching in the context of a challenging teaching and learning environment. Resilience
was evident in that several strategies were adopted to support teaching and learning and
it was an essential attribute because it enabled the team to complete the academic year.
Flexibility was crucial to enable the team to make the necessary changes to assessment
so that students were not disadvantaged. Finally, participants expressed that an attitude
of preparedness for teaching and assessment was essential: despite the increased
workload, their uncertainty and inexperience with online teaching, the team were

dedicated to the task of maintaining standards and the continuity of the course.
5.3 Relationship of results to existing studies on economics education and ERT
5.3.1 Emergency remote teaching

The CHE (2021) report which examined the challenges faced by lecturers during ERT at
public institutions of HE in 2020 identified the following themes which resonate with this
study:

1. Lecturers experienced increased workloads (see comments from participants

regarding the time involved to increase the test bank).
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2. Lecturers were concerned about student’s ability to participate in studies (both
participants raised this concern).

3. Lecturers were concerned about the quality and integrity of learning (see the
team’s response to ensure the academic year continued).

4. They developed new skills and displayed creativity in their teaching practice
(evident in the development of video lectures, Q&A sessions and other novel

material that was introduced into teaching practice).

Dlamini and Ndzinisa (2020) note that lecturers were “thrown into the deep end without
proper instruction on instructional design principles for remote teaching and online
learning” (Dlamini & Ndzinisa, 2020, p. 57) and their study demonstrates how the large
majority of students were marginalised because of the institution’s reliance on teaching
through the LMS. Similarly, one of the participants interviewed described the move to
ERT as a “systems shock” and both interviewees communicated their concern that many
students were unable to access the online assessments deployed on the LMS. As a general
comment, it would be important for the lecturing team to consider how they manage the
threat of burn-out as lecturers during this period became increasingly available to students

and may have neglected their personal and professional needs.
5.3.2 Literature on economics education

In chapter two, the researcher cited a study in which Asarta et. al (2021), indicated that
presentation by lectures remains the dominant form of instruction in introductory
economics. In this study, this was the main mode of instruction, even though the format
was different. It is difficult to imagine another teaching method that could have been used,
and given the restrictions imposed by ERT, the team did well to ensure the continuity of
the course by adapting their teaching practice to the best of their ability. The learning
material proved a valuable resource because it enabled the lecturing team to ensure the

continuity of the course.
5.4 Conclusion

This chapter presented the findings of the study: it delineated how lecturers’ ICT practices
reflected their ability to adapt existing teaching practices and strategies, how they

developed new practices and competencies, and how they used existing technologies and
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practices to ensure the continuity of the course. Despite the challenges presented by ERT,
they were determined to maintain academic standards and to support equity for their
students. However, lecturers’ teaching practices were, at times, hampered by the
limitations of technology; their lack of pedagogical skills and the socio-economic

constraints their students experienced.
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CHAPTER 6: CONCLUDING REMARKS

6.1 Introduction

The previous chapter discussed the findings by examining the five main themes and
discussing the quality of teaching and the type of competencies required to teach
introductory economics. Selected studies in economics education, ICT integration and
ERT mentioned in the literature review were revisited to show how the literature either
supported or refuted the findings. This final chapter concludes the research report by
summarising the key points of the study, highlighting its limitations, outlining the

implications for teaching practice and suggesting topics for further research.
6.2 Summary of the study

This empirical study examined the teaching of introductory economics with ICT at an
urban university in SA during the Covid-19 pandemic. Its purpose was to examine how
lecturers used ICT to teach and to identify competencies needed to teach introductory
economics with ICT. The central question posed was How do lecturers use ICT to teach
introductory economics during the Covid-19 pandemic? This question was interrogated

through the following sub-questions:

1. What was the nature of lecturers’ pedagogy for ICT integration in the introductory
economics course during the Covid-19 pandemic?

2. What motivated economic lecturers’ pedagogical choices during the Covid-19
pandemic?

3. How could the quality of the teaching in the introductory economics course during
the Covid-19 pandemic be described?

4. What competencies are needed to teach introductory economics with ICT during

ERT?

This qualitative study adopted an interpretivist paradigm to examine the nature of
lecturers’ pedagogy for ICT integration and it collected rich data in the form of interviews
and learning materials in text and audio-visual format. The individual data sources were
coded and content analysis was employed to reveal five main themes which described
lecturers’ ICT practices, namely: (a) lecturers adapted their teaching practices; (b)

lecturers developed new practices and competencies; (c) lecturers used existing practices
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and technologies; (d) lecturers strove to maintain the academic standards and continuity
of the course and (e) lecturers supported student equity. In addition to content analysis,
the data were analysed through the perspectives of Kopcha’s TRM (2020) and Darling-
Hammond’s TQF (2021). Its main findings were that despite the fact that the majority of
lecturers were not experienced with online teaching, they displayed flexibility, innovation
and commitment to the academic project by utilising ICT to facilitate learning and

teaching to the best of their ability during the challenging conditions of ERT.
6.3 Limitations of the study

Despite the researcher’s efforts to ensure the study was sufficiently robust in terms of its
conceptual, theoretical and conceptual premise, there are several factors — within and
beyond the researchers control — which resulted in limitations of the study. These are

discussed below:

1. Lockdown measures imposed by the Covid-19 pandemic meant the researcher
could not interview participants face-to-face and had to rely on Microsoft Teams.
Consequently, the researcher may have missed non-verbal and contextual cues
which could have provided deeper insights.

2. Additional participant interviews (two virtual interviews were possible) may have
produced a broader view of the issues and a deeper understanding of ICT
integration practices in the group. On the positive side, the researcher was able to
generate a large amount of rich data (754 pages of text and two and half hours of
audio-visual material) and this could counteract the limited sample.

3. Observation of lectures was part of the original plan, but the researcher had to
forgo this because there were no contact lectures. Instead, the researcher received
permission to access the LMS platform.

4. The researcher studied the LMS platform as an observer for a period of six months
and while this may be considered a short period of time, the variety of data sources
and the type and depth of analysis applied to the data made up for the brevity of
the observation period.

5. The study drew on insights from two theoretical frameworks and this approach
was adopted because the researcher could not find one framework to address the

main aims of the research. In future it may be advisable to find one robust
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theoretical framework and reduce the research aims to one in order to develop a
deeper understanding of the ICT pedagogical issues in introductory economics.
On the other hand, the study provided an opportunity to apply two relatively new
frameworks in the discourse on ICT integration to introductory economics.

6. The literature review was not as extensive as the researcher would have preferred
and this was largely because there are few studies in SA on teaching with ICT in
economics at tertiary level. Therefore, the researcher relied on the limited
available literature in the local context and the majority of studies were from
international studies. This limitation is mitigated in the sense that curricula for

introductory economics are similar across the globe.
6.4 Implications for practice

The themes identified in this study suggest that successful ICT integration means being
aware that students’ socio-economic background limits their performance. Lecturers
therefore need to accommodate students’ needs by adapting teaching strategies; by being
flexible; and by thinking of creative ways to deliver assessments and content

asynchronously.

Successful ICT integration also means that teaching a subject like economics requires
technical skills that enable lecturers to demonstrate economic principles and models
visually. Professional development should include both how and what ICT tools to use as
well as an understanding of how ICT can be used to enhance, mediate and guide student

learning.

Some lecturers realised that existing tools could be used in different ways to simulate the
benefits of face-to-face teaching and there was an awareness that technical ICT skills
needed to be developed to cope with the changing learning environment. An awareness
of several discontinuities - no contact lectures and assessments, no face-to-face
consultations and limited access to learning materials following lockdown - resulted in
the lecturing team adopting several measures to ensure the continuity of the course and
maintaining standards. For example, they simplified the questions in assessments and
attempted to communicate clearly during synchronous sessions. This emphasises the need

for clear, simple communication skills to facilitate the teaching and learning process.
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Participants in the study pointed out the importance of planning ahead, and the challenges
and limitations of technology to provide clear, uninterrupted synchronous learning and
teaching. Lecturers therefore need to consider innovative ways to further improve
asynchronous teaching and think about using different teaching method that mitigate the
challenges of interruptions caused by technological failure. IT support staff should work
closely with lecturers to ensure that interruptions are limited and by providing support

when it is needed.

Professional development courses specifically designed for teaching introductory
economics with ICT would be beneficial to improve the lecturing team’s pedagogical

competencies.
6.5 Suggestions for further research

Below are some suggestions for further research on ICT integration in the discipline of

€conomics:

1. With the move to ERT, the team felt compelled to continue with the current form
of assessment (MCQs), and simply moved everything online. This adapted
practice proved to be the most disruptive for the team. Further research on
assessment in economics in general, alternate forms of assessment in economics,
and online assessment in particular, may be useful.

2. A study exploring economics lecturers’ practice utilising the established ICT
integration framework, Technological Pedagogical and Content Knowledge
(Mishra and Koehler, 2009) could provide further insights into the type of
knowledge that is needed for teaching undergraduate economics.

3. Research on student-oriented strategies to support learning would be useful for
the professional development of lecturers in economics education.

4. A recurring theme in the data was lecturers’ concern that students’ socio-
economic conditions prevented their full participation. Further studies on how
social conditions affect teaching and learning may be beneficial.

5. Given the dearth of research in ICTs in economics education in SA, there is a dire
need for studies to be conducted in this area. Some ideas for future research based
on critical commentary of this research report include: a) the benefit of using

particular ICTs to teach undergraduate economics; ) identifying competencies
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that facilitate teaching with ICT in undergraduate economics; c¢) whatis involved
in reskilling economics lecturers to improve their practice; d) how to motivate
adoption of technology, and (e) how to measure the effectiveness of employing

technology.
6.6 Conclusion

This qualitative study examined the ICT practices of lecturers in an introductory
economics course at an urban university in South Africa during the Covid-19 pandemic.
It argued that lecturers’ ability to teach with ICT is an essential component for teaching
quality in the 21% century. The purpose of the study was to examine how lecturers used
ICT to teach the introductory economics course and to highlight the competencies needed

to teach the course with ICT.

The study recommended that lecturers continue to accommodate students’ needs by
adapting teaching practices, by being flexible and thinking of creative ways to deliver
assessment and content asynchronously. It also encouraged lecturers to develop the
technical skills to enhance their teaching of economics and recommended that I'T support
sufficiently assist lecturers to enable them to continue with lecturing. In addition, the
institution could consider developing tailormade, subject-specific professional
development courses to develop lecturers’ pedagogical competencies to enable them to

teach introductory economics more effectively with ICT.

In closing, the findings indicate that despite the challenges of ERT, lecturers adapted their
teaching practices and developed new practices and competencies to support teaching and
learning. They used existing practices and technologies to maintain the continuity of the
course and to uphold academic standards. They displayed commitment to supporting
student equity and responded to students’ academic, social and emotional needs. Finally,
the quality of teaching was commendable given the difficult circumstances of ERT and
the team employed a variety of skills, knowledge and attitudes to facilitate learning and

teaching in the introductory economics course.
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APPENDIX A: VIGNETTE BASED ON THE RESEARCHER’S
INTERPRETATION OF PARTICIPANT A’S EXPERIENCE OF
TEACHING WITH ICT

Note: This vignette is based on the semi-structured interview conducted with Participant A and it reflects
this researcher s interpretation of Participant A's experience and meaning of ICT integration. It is based
on the idea that qualitative researchers adopt “an intersubjective or interactional epistemological stance”

(Terre Blanche & Durrheim, 2006, p. 7) to interpret participants’understanding of the social world.

I’ve been in the economics department since 2011 and in the second semester of 2018. With the covid-19
pandemic this year, things have changed ... it’s been a systems shock with several challenges about how to

use ICTs to teach.

Before the pandemic, the LMS was used as a place to upload course material for economics 1. We conducted
contact lectures and in-person consultations, with assessments in large exam halls to accommodate the 1000
+ students registered for the course. The only online component was the tutorials, but a few lecturers did

attempt to integrate video clips or questions into their lectures.

Even now, with remote teaching and learning, we use the online functions of the LMS in limited ways. I
guess you must think that ironic. But I must explain that it’s a matter of principle. It’s not about being able
to use the online tools and not using them, but that at this institution, we’ve chosen to adopt an asynchronous

mode for most course delivery.

Many students are from poor socio-economic backgrounds, and they can’t access adequate network
services. If they do have electricity, loadshedding prevents them from completing assignments on time;
their home environment precludes them from watching videos uninterrupted or sitting with a laptop in the
small living spaces they occupy. Those challenges are impediments in terms of using ICTs to their full

capacity and we’ve kept it quite simple here in the economics department.

As 1 said, it’s been a challenge and since March 2020, we’ve had to adapt our teaching practices in several
ways. For example, we replaced contact lectures with pre-recorded videos which students downloaded from
the LMS. Every lecturer has his or her own presentation style, so the twelve sessions varied quite a bit.
Some lecturers were able to develop their own animated graphs with voice-over while others relied on audio

explanations and the accompanying static PowerPoint summary slides.

Every week there was a Q & A session on the previous weeks’ work which I facilitated. ... boy, were those
sessions challenging: Firstly, we had issues in Microsoft Teams where the students couldn’t see my screen
and I couldn’t show them my calculations. For me, the worst part was knowing that your students are

struggling and not being able to help them sufficiently!

Despite this, the Q & A sessions were the most engaging learning experiences for students. I know this from

the feedback in the chats, from how grateful they were for that contact session. I mean, it’s difficult to learn
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from a textbook and a few downloadable materials. You must participate with others, engage with them and
that’s why we encouraged students to form WhatsApp groups. So, they could use the forum to collaborate

as a group and learn from each other.

We were aware that some students were struggling to complete assessments because of network issues and
we negotiated a strategy that would be balanced enough to allow students sufficient time to complete but
also prevented cheating and we tried to find something that would work across the faculty. We made sure
that components of the course like the video lectures, Q&A sessions and textbook were available for

students to download.

However, all assessments were conducted online on the LMS because we had not worked out an alternate
way of delivering them. We did think of delivering the tests as take-home assignments, but the format is
multiple choice questions, therefore we would never have been able to roll this out because there would’ve
been widespread copying... and we did have an incident of copying.... We would have had to develop
unique questions for each of the 1000 students for two tests, nine tutorials and one final exam. That works

out to approximately 125 000 individual test items... We just didn’t have the capacity!

I’ve realized that just like the students, lecturers have unique circumstances: some can translate the energy
of contact lecturers onto the online space. Many lecturers tried to use the whiteboard function in the LMS
or incorporated examples into their notes. But as a group, we’re not homogenous since we all have our
unique teaching styles, resource challenges and we approach teaching differently. For myself, I tried to
translate that energy of face- to-face by asking: What is it I was going to tell them in class? I'm going to
tell them everything on the online notes, so they don't miss anything. I’d try to deliver that lecture the way
they would be in front of me... Try and absorb what are the areas they might not understand. I would include

a check for understanding example.

You must understand that economics is highly mathematical and driven by solving equations. It’s extremely
difficult to build up comprehension from scratch if students aren’t in front of you because you can’t see
their reaction to your words; you can’t simplify your explanation based on their response or introduce a
different example to explain a principle. If everything is pre-loaded on a slide, all you can do is speak
through it, whereas with contact lectures you build up an economic model with them step by step. So, that

crucial aspect of demonstrating how to solve a problem has been lost with asynchronous teaching.

But we were fortunate to have two learning consultants who were appointed in January 2020 to serve the
learning and teaching needs of the faculty. They encouraged us to use simple tools to develop video
lecturers: they advised us to use voice-over PowerPoint, to keep it simple and not to develop data-heavy
material. In terms of synchronous delivery, they advised us to keep our videos off and the assumption was

that none of us were proficient with online teaching.

If I think about how things have changed since we moved online, I'm proud that we’ve survived. When the
University opted to go to remote learning, the process was rapid. There were no if’s and but’s, and everyone

just got onboard and pulled their weight and did what was required.

85



But the isolation from each other in the teaching team created difficulties which affected how we worked
together. Normally, we’d have weekly meetings to discuss the questions each one had submitted for tutorials
and tests. Now, with all of us scattered, all of us fragmented, there’s been little time to build that question
pool. So, I dipped into previous tests and tweaked questions so they would appear a few times but with
different numbers. So, following the law of averages, different students would see different permutations

of that similar question. In that way we built up the question bank.

We tried to engage as a group but for the most part, we built up those question pools. There was no time for
the back and forth to find out if the quality was acceptable. We used our years of experience and set a variety
of questions that evaluated conceptual, terminology, economic models, the relationship between variables
and how to use mathematics to solve complex problems. Some of the decisions and ways of working may
have been flawed, but we worked with what we had and at least we developed a strategy and a plan for

delivering online teaching.

If I had any tips for other lecturers, I would say, plan. If you are going to present online lectures, be very
prepared. Keep the videos short so that students can download the files easily. Become proficient with
software that allows you to reduce the size of your files. Use simple presentation: a voice over PowerPoint,

just to get the message across.

And add that human element into your teaching. Try to include several examples and replicate what you
would do in contact session. Try to meet the needs of students so that the teaching material provides the
support they need, and students don’t feel like they could just have read the textbook. Because your teaching
should add additional value that students don’t find in the textbook. The whole point is that you’re still
fulfilling the role of facilitator, so you must facilitate learning. You must ask yourself, “If I present myself
fo these students in front of the class, what would their issues be, what would they not understand, what do

I need to focus on?
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APPENDIX B: VIGNETTE BASED ON THE RESEARCHER’S
INTERPRETATION OF PARTICIPANT B’S EXPERIENCE OF
TEACHING WITH ICT

Note: This vignette is based on the semi-structured interview conducted with Participant B and it reflects
this researcher s interpretation of Participant B'S experience and meaning of ICT integration. It is based
on the idea that qualitative researchers adopt “an intersubjective or interactional epistemological stance”

(1erre Blanche & Durrheim, 2006, p. 7) to interpret participants’ understanding of the social world.

I must be honest, the transition to emergency remote learning and teaching was challenging! We were put
on the spot and had to put everything online in a short space of time. Lecturers were tasked with developing

video lectures to replace contact lectures, and these had to run in conjunction with the tutorial program.

From a teaching perspective, I have missed not being able to access the doc kam to deliver my lectures. I
prefer not to use PowerPoint slides because talking over slides is not the right way to teach. In that case
you might as well read the textbook! I believe students need to see how the economic model is built up

from scratch and work through it with you, and that’s what I miss the most in the doc kam.

I was fortunate to find a new way to deliver my lectures: I used my daughter’s whiteboard and connected a
webcam so students can see the worked solutions on the whiteboard. I also bought a good microphone so
my voice could project, and it seems to be a good solution for the video lectures we developed to replace
contact lectures. I feel confident that I can explain things clearly to my students and they can see how the
equation develops and the impact on the graph. In addition, I provide explanations by narrating my thinking

as I work on the whiteboard.

But everyone has their own preference for teaching strategies and my colleagues have adopted different

methods that work for them.

Having technology is great, but one needs to consider students’ and lecturers’ needs and preferences. Some
lecturers only use a pc to deliver lectures; others use the greenboard. Some lectures don’t like to use
microphones while students would prefer them to use them to hear clearly. In addition, some technology
tools don’t provide the functionality that lecturers need to teach their course, so ICT integration is quite a

complex thing.

The other factor that impacts use of ICTS is the cost associated with implementation. A few years ago, |
employed a maths tutor to develop video solutions for the tutorial questions. This material was uploaded
onto the LMS to be used as revision material. Students loved them and at that stage I didn’t realise this is
the future of learning and teaching! However, it was difficult to secure funding, so we had to stop this

initiative because it was too costly.

Similarly, teaching from home is personally costly: I acquired additional equipment to enable the

development of video lectures and I had to upgrade my network services to teach online and to be available
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to students. Had we, as a teaching team, known before, we could have come up with common solutions to

improve teaching from home.

In addition, with this online system, everything works for teaching but not for assessment. It works for
smaller classes where students can send answers via email and lecturers can provide feedback. But in our

case, with MCQs and large student numbers, it isn’t realistic to use take-home examinations.

You ask me what are my views on the value of technology? I think technology benefits affluent students
more than those who are disadvantaged. Some students from rural areas have been completely excluded
because of network issues. It’s so disheartening and unfair to them because they are already on the back
foot. I sincerely hope we can open this campus for contact teaching again to give everyone a chance to

participate fully in their education!

I hope as a teaching team we can use this experience and develop a solid vision for the future of teaching
economics in South Africa. We tend to rely on and mimic Western standards of online teaching and policies.

We urgently need to find ways to teach our students so that no-one is left behind.

88



APPENDIX C: ETHICS CLEARANCE PROTOCOL NUMBER

EISIVERSITY OF 1M1 5
WITWATERSRANI
JOHANKNESELURG

9 * attitudes (O
The relanonsnip. et et "'"u goal intentions. and teaching

teach! th technology.
pmdnza':'m urban South Afncan University

89



APPENDIX D: INTERVIEW GUIDE FOR SEMI-STRUCTURED

INTERVIEWS WITH STUDY PARTICIPANTS

PARTICIPANT A

Describe for me your role in the lecturing team in the introductory economics course.

2. How you use technology and if you could look at the lectures and the online component as well.
Think about it before the Covid-19 pandemic and the lockdown and what is the case now.

3. How did you manage tutorials before Covid-19 and how are you managing them now?

4. How would you describe your feelings or thoughts about the use of technology for the course.

5.  How have you managed with the June exams and how are you going to manage with the December
exams. Are you able to share?

6. It sounds like you’ve done a lot of extra work just to work around the restrictions. How has that
affected the lecturing team? Have you managed to pull together or how are people managing?

7. Other than the support from your colleagues and the team, were there any other professional
development courses that you’ve attended over the years to upskill yourself?

8. Ifyouwere to compare what your proficiencies in terms of technology were in February and now,
how would you say it is, just comparing what you’ve had to learn over the past 4/5 months?

9. Ifnetwork issues weren’t a challenge, so in other words if everyone had equal access, how would
you use technology in the course?

10. How were you conducting your classes with large student numbers before you went online?

11. Have you been able to dabble with whiteboards on the LMS and if so, how are you finding this?

12. How are your students managing?

13. Is there is any value that technology can bring to a subject like introductory economics?

14. Are there any lessons that you’ve learnt? What would you suggest can be done differently?

PARTICIPANT B

1. How would you describe your role in the course?

2. Is the tutorial program done online once a week?

3. Do the marks for the tutorial count towards students’ final mark?

4. What are some of the other challenges you face?

5. How will you manage exams this year?

6. What are your perceptions or impressions of the value of technology?

7. Does the fact that there is no social aspect to learning and teaching with ERT affect students?

8. In an ideal world where everyone has access, how could technology be used
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APPENDIX E: EXTRACT FROM TRANSCRIPT OF VIDEO
LECTURE EXPLAINING CONCEPTS IN CHAPTER 9:
POSSIBILITIES, PREFERENCES, AND CHOICES

Date of recording: 31 March 2020. Length of video lecture: 8:29. Participant B uses a hand-held
microphone to introduce the lesson and explains key ideas of this chapter by drawing on a whiteboard
which has a webcam attached to it. The calculations are done on the whiteboard with a whiteboard marker,
and graphs are erased whenever a new shift is demonstrated. The original equation is written on the left
side of the board as she builds up the model. Format is an MP4 file, and it is uploaded in the Meetings tab
on the LMS and could be accessed synchronously and downloaded from the LMS.

SCRIPT

This video is chapter 9: Possibilities, preferences, and choices. We did discuss some of the concepts you’ll
hear about in the chapter 8 lecture so some of it might be repetition, in particular the consumption
possibilities frontier (CPF) or budget line, so I’'m going to again discuss the budget equation, recap some

of the main points.

NOTES: Making connections with previous lectures. Recapping the main points of work done before going

onto new content is a strategy to consolidate student learning for long-term learning.

So, you’ll recall we said the CPF, or budget equation looks at an individual’s limits or choices to purchase
or consume a good taking into account their available income and the price of the good. We said the equation

was (assuming good x and good y) (writes on board)

NOTES: Clarifying a term by including substitute term — e.g., CPF is same as budget equation; limit is

same as choices. Showing the equation to clarify the relationship between variables and explaining the

terms (e.g., capital Y refers to income)

We said we represent income by Y (capital Y, that’s why there’s a small and a capital Y)
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NOTES: Making sure students understand the components of the equation — e.g., the fact that there is a

capital and small letter Y.

If we are plotting the budget line with Qy on the y axis, we make Qy the subject of the formula (writes on
board):

NOTES: Visual representation of the equation and the workings of the equation and connection to the

concept opportunity cost.

And we said that Y/Py represents the real income (writes term ‘real income’ under the term in the equation)
or the measure of the purchasing power and the relative price is Px/Py (writes term ‘relative price” under

the term in the equation). That also represents the opportunity cost.

We plotted our budget line with Qy on the y axis and Qx on the x axis (draws a graph). That’s what our
budget line would look like.
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NOTES: Graphic representation of the budget line and explaining that the slope is negative.

So, we said, what would happen if there were changes in the price of a good. We looked at two types of

changes. For example, if the price of good x increases, we will have that the budget line swivels inside.

NOTES: Introducing a change and how the variables would be affected. Starting with increase. Scaffolding.
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APPENDIX F: EXTRACT FROM CONTENT ANALYSIS OF
INTERVIEW WITH PARTICIPANT A TO ANSWER QUESTION:
“WHAT WAS THE NATURE OF LECTURERS’ PEDAGOGY FOR
ICT INTEGRATION IN THE INTRODUCTORY ECONOMICS

COURSE DURING THE COVID-19 PANDEMIC?”

A. First Cycle Coding

B. Second Cycle

Coding

Even now, once we move to STUDENTS 1. STUDENT'S 1. SUPPORT | Knowledge of
Rapid Online Learning, a lot of | HAVE RESOURCES EQUITY students' social
the issues we had to consider UNEQUAL CONSTRAINED and emotional
was that not every student has ACCESS TO THEIR FULL needs is evident:
access to the devices, the proper | RESOURCES PARTICIPATION different socio-
network access or uninterrupted | AND THIS THEREFORE economic
network access. We have a big AFFECTS HOW | ICT USED IN backgrounds,
chunk of our students who have | THE COURSE LIMITED WAYS therefore varying
electricity interruptions, so even | CAN BE TO ENABLE resources.

with remote learning our online | DELIVERED. 1 PARTICIPATION

teaching was very basic.

The whole point is that you’re TEACHING 2. TEACHING 2. MAINTAIN | Belief about

still fulfilling the role of PRINCIPLES AS A PROCESS STANDARDS | teaching (TRM) —
facilitator, so you have to still APPLY TO OF it is a process of
be facilitating learning, evenin | BOTH ONLINE FACILITATION facilitation.

an online setting. You have to AND Provide students
ask yourself ‘If I present myself | TRADITIONAL with quality

to these students in front of the | (FACE TO teaching

class what would their issues be, | FACE) MODES. regardless of the
what would they not understand | 2 setting.

in this chapter, what do I need to

focus on?’
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A. First Cycle Coding

B. Second Cycle
Coding

Guidelines (Saldana, 2009):

1. What are people doing? What
are they trying to accomplish?

Balancing student
needs while trying
to maintain
standards.

Lecturers transfer

2. How
exactly do
they do this?
What

strategies do

Accommodating
students who
could not submit
assignments on

time; developing

fail-proof they use? video lectures to
strategies from enable
traditional asynchronous
teaching to ERT learning,
in an attempt to supporting
maintain students during
continuity and online tests;
quality of emulating
teaching traditional
strategies.
3. How do participants Challenging. 4. What Need to maintain
describe/understand what is Complex because assumptions standards and
going on? of consideration do they make? | continuity;
for student's needs support students;
develop new
skills to teach
with ICT
5. What do I see going on here? | Lecturers faced 6. What strikes | Commitment to
with many me? student needs

challenges and
attempting to
ensure continuity,
support students
and grappling
with demands of
ERT
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