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DIGITAL LITERACY IN AN AGE OF ARTIFICIAL INTELLIGENCE

Felix Maringe (Editor in Chief-JES)

University of Kigali, Rwanda

One of the articles in this issue focuses on digital literacy in schools. This is an extremely
important issue of our time and especially in the context of the rising influence of Al in
education.

Digital literacy does not simply mean computer literacy (Buckingham, 2015). While that is
important, digital literacy involves at least three key ingredients. First is the effective, efficient
and above all the responsible use of digital platforms, communication tools and networks.
Second is the importance of a sound understanding of these platforms tools and networks. It
is one thing to develop a technical know-how, rather more like what may be called recipe
knowledge, the knowledge about how to use technologies and get the results. This is the very
basic level of digital literacy which can be taught by simple following instructions in order to
yield desired outcomes. Schools tend to do this quite well and students in this digital world
are usually quite adept at using digital technologies. Sometimes, students seem to know more
about using technologies than their teachers, some of whom, especially the older ones, could

be what some refer to as digital dinosaurs.

The understanding level provides for a deep dive into the working and rationales behind the
technologies. The argument can be captured in practice theory or praxis dynamics which

elevates technicist knowing to higher levels of understanding in personally meaningful ways.

The third and most advanced level of digital literacy is the ability to evaluate the digital
applications, to understand best practices, to develop a good sense of how to make their use

more efficient, more effective and ethical.

The use of Al, while inevitable and beneficial in many ways, has to be understood also from
the risks it poses to education, our students and even our economies (Selwyn, 2024). For
example, it takes three times more energy to use an Al platform on our computers than when
we use traditional platforms such as Google. Equally when we use Al tools on our computers,

it is said that three times more toxic emissions are given out. In addition, almost every
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question we can give students as homework is likely to be answered through Al tools (Selwyn,
2024). How might teachers know if their students are putting in the effort especially when
there are also Al tools which can prevent detection if teachers check for plagiarism and

similarity indices.

So, while digital literacy is the future, it’s use can be fraught with knotty challenges.
In a real sense, digital enablers can be applied in all spheres of our lives including in the issues
covered in this current volume. | endeavour to demonstrate this using the articles in the

current issue.

In the first article, titled Classroom Management Strategies Employed by Postgraduate
Certificate in Education Foundation Phase Trainee Teachers During Teaching Practice,
Lilymore Mudziwapasi at Nelson Mandela University discusses a range of strategies and their
impacts. Curiously, some of the latest developments in classroom management are
technologically based. For example, class charts can be used to help students monitor their
own behaviour and identify when their behaviour is positive. Other technologies for
classroom management include class dojo used to encourage students’ goal setting; ‘Additio’
is both a behaviour and communicative tool; ‘Bloomz’ is a district wide communicative tool
with parents that can help teach management issues at district level amongst others
(see https://www.commonsense.org/education/lists/classroom-management-apps-and-

websites).

The second article titled Digital Literacy Practices: Curation and Annotation Associated with
E-Textbooks by Ekaterina Rzyankina and Alfred Mvunyelwa Msomi at Cape Peninsula
University of Technology and Mangosuthu University of Technology stimulated this short

editorial contribution.

The third article titled Examining Pre-Service Economics Teachers’ Knowledge of Learners in
Interpreting the Demand Curve Graphs in the Dynamics of Markets by ljeoma C. Ogbonnaya
and Beatrice Ngulube at University of the Free State and Tshwane University of Technology
draws our attention to the growing technology and digital tools that can be deployed to more

effectively teach the difficult concepts of demand curve economics. A good article by Joshi
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and Koirala (2023) provides a systematic review of the latest digitally based pedagogies in

teaching economics in schools.

In the fourth article titled Higher Education Reform in Zimbabwe: An Examination of Science
Teacher Educators’ Work Demands by Mutseekwa Christopher and Mpofu Vongai at Bindura
University of Science Education, Zimbabwe, we learn about the affordances and constraints
faced by science educators in Zimbabwe in their transformative ambitions. One key issue in
the transformative imperatives of the work of science teachers is the question of digital
divides, issues of access, affordability and reliability. Communities in poor settings such as in
rural and new farming settlements are often the hardest hit and fare badly in relation to all

the criteria of digital transformation in science education in Zimbabwe.

The fifth article titled The Perceptions of School Managers, Teachers and District Officials on
the Implementation of the Integrated Quality Management System in School by Nyelisani
Justice Mungadi and Khashane Stephen Malatji at UNISA explore the workings of quality
management systems in schools through an examination of perceptions of a range of district
and school level personnel. New digital technologies for quality management such as Track
Wise Digital, Learning Management systems (LMS), Virtual reality and Augmented Reality, and
Online assessment and feedback systems are slowly getting into schools and promise to
enhance both the processes of quality monitoring and report writing (see for example Cots,

2018).

The sixth article titled Exploring the Role of Principals' Leadership Practices on Female
Teachers' Self-Learning in the 21st Century by Potokri, O.C. and Adewale. S at University of
Johannesburg tackles the important idea of self-learning as an alternative leadership
development strategy for female leaders. Self-learning is both about understanding oneself
deeply as it is about self-directed learning. Self-regulated learning is a field with a plethora of
new digital tools which facilitate understanding of self and provide useful tools for self-pacing,

target setting, self-evaluation and self-improvement.

The seventh article titled Expectations of Teachers Living With HIV/AIDS: A Call for Support
from School Principals by Zvisinei Moyo at University of Johannesburg deals with the rather
sensitive issue of HIV/AIDS and how teachers cope with the stigma, and assumptions about

their status and condition. In some places, digitalised and online tools have been developed
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which limit face to face interactions even though their effectiveness and impact is yet to be

fully determined.

In the eighth article, titled Pedagogical Content Knowledge Development within Pre-Service
Mathematics Teacher Education: A Bibliometric Analysis by Zaheera Jina Asvat at University
of the Witwatersrand, we are treated to a rich presentation and discussion on PCK
development within preservice teachers. New digital tools for bibliometric analysis and for

developing teacher pedagogical content knowledge are constantly in development.

In the ninth article, titled The Association of Anxiety, Depression and Self-Esteem with
Students’ Nomophobic Behaviour by Moroesi G Pitikoe-Chiloane and Hilda B Dondolo at
Tshwane University of Technology, the important question of anxiety and its relationship with
mental health issues amongst teachers and learners is explored. Again, new digital tools to

measure anxiety are increasingly becoming available on the market.

In conclusion, | must reiterate that digital literacy if fast becoming a key developmental
requirement at all levels of the education systems. A three-pronged approach to its
development should at the barest minimum deal with three issues of technical/operational
literacy, developing some understanding of the science behind the technologies and their
utilisation and the capacity for evaluating the efficacy of these new technologies, with a view

to enhancing quality, efficiency, effectiveness and more importantly, their ethical efficacy.

| hope that readers will find these articles valuable and stimulating.

Editor in Chief JES.
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CLASSROOM MANAGEMENT
STRATEGIES EMPLOYED BY POSTGRADUATE CERTIFICATE IN EDUCATION
FOUNDATION PHASE TRAINEE TEACHERS DURING TEACHING PRACTICE

Lilymore Mudziwapasi
Nelson Mandela University
Lilymore.Mudziwapasi@mandela.ac.za

https://doi.org/10.59915/jes.2024.23.4.1

Abstract

It is well documented that novice teachers have a problem with classroom
management (CM). This study explored CM strategies that Postgraduate Certificate in
Education (PGCE) Foundation Phase trainee teachers employed while doing their
teaching practice (TP) at one University in the Eastern Cape Province of South Africa.
This study used a qualitative research methodology. Semi-structured interviews and
document analysis were used as methods for data collection. Participants consisted
of eight PGCE Foundation Phase trainee teachers. Content analysis was used to
analyse data. The study revealed that these trainee teachers used different strategies
for different classroom scenarios. They were not always confident regarding the CM
strategy that they were using. The CM strategies of these trainee teachers seemed to
be biased towards three broad groups of CM strategies. Firstly, preventative
strategies, which included preventing misbehaviour before such misbehaviour
occurred. Secondly, there were two proactive strategies used. These were
understanding the problem before acting and punishing first, then understanding the
problem. Findings were that preventative strategies were more effective but were
least used. This study recommends that in the preparation of trainee teachers, more

emphasis should be placed on preventative measures in CM.

Keywords: Classroom management strategies, trainee teachers, teaching practice,

foundation phase, preventative strategies
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Introduction and Background

Novice teachers have been reported to have problems with classroom management
(CM) (Reynolds-Keefer, 2013; Peters, 2012; Rosas & West, 2009; Marais & Meier,
2010). This study explored CM strategies that Postgraduate Certificate in Education
(PGCE) Foundation Phase trainee teachers employed whilst undertaking their
teaching practice (TP) at one University in the Eastern Cape Province of South Africa.
The investigation was pertinent to newly qualified teachers as it explored CM

strategies used by trainee teachers.

Education is touted as significant in human emancipation, addressing poverty and
inequality challenges by enabling meaningful economic participation and growth of
the economy (McNally, 2009). Despite the significant effect of education, research on
understanding teacher training is still very scant, particularly research looking at CM
strategies employed by trainee teachers. Literature reveals much evidence of
teachers' challenges in CM and the benefits of proper CM (Miller & Pedro, 2006;
Kiggundu & Nayimuli, 2009; Reynolds-Keefer, 2013).

CM refers to teachers' strategies for regulating student behaviour, interaction, and
learning (Martin & Sass, 2010). It can be recognised as how teachers create a safe and
effective learning environment. It also includes establishing personal relationships
with students and working within these relationships (Brophy, 2006). According to
Miller and Pedro (2006), CM involves many aspects: the management of space, time,
activities, materials, labour, social relations, and student behaviour. It is imperative to
note that CM is related to all the teachers’ actions in class, to ensure a good learning
environment and effective teaching. CM is an important concern of all teachers,

experienced professionals and trainees (Gibbs & Powell, 2012; Hammond, 2007).

Kounin’s Classroom Management Theory
The Kounin (1970) CM theory was found to be the most relevant in the context of this
study. Behaviourist theory explains how individuals act the way they do and why they

act that way (Good & Brophy, 2008). Accordingly, Kounin (1970) developed a theory



Journal of Educational Studies 23 (4) 2024

applicable to CM, which is aligned with this study as it sought to understand what
trainee teachers use as CM strategies during TP and why they use such strategies. Four
behaviours explained by Kounin’s theory are With-it-ness, timing errors, smoothness,

and momentum.

With-it-ness behaviour suggests teachers have instinctive feelings for situations taking
place in the classroom. They have ‘eyes in the back of their head’. Teachers are
supposed to stop problems within their classrooms before they start. Timing errors
suggest that teachers are supposed to deal with disruptive behaviour while a lesson is
going on, that is, managing behaviour and focusing on the lesson. Smoothness
indicates that teachers must be able to move from one lesson to another, from one
activity to another by providing sufficient clarity at appropriate times: brisk pace-
logical order- short directions. Momentum teachers are supposed to be able to
conduct lessons, to keep students involved and from being bored in the classroom

(Good & Brophy, 2008).

Statement of the Problem

Literature cites that for effective teaching and learning to take place, teachers need
to employ diverse and effective CM strategies (Reynolds-Keefer, 2013). CM has been
challenging for trainee and in-service teachers (Reynolds- Keefer 2013; Peters, 2012;
Rosas & West, 2009). Trainee teachers first encounter the reality of CM during their
TP. However, few studies have explored trainee teachers’ CM strategies (Reynolds-
Keefer, 2013). Identification of CM strategies that trainee teachers employ thus
remains a topical research area (Aliakbari & Bozorgmanesh, 2015). It is against this
background that this study poses the following objectives, which are to:

i) Investigate PGCE trainee teachers’ understanding of CM.

ii) Examine CM strategies that PGCE trainee teachers employ during TP.

iii) Understand CM strategies that trainee teachers believe are more effective during
TP.

iv) Unearth and describe challenges experienced by PGCE trainee teachers with CM.
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Results
PGCE Trainee Teachers’ Understanding of Classroom Management
From the findings, it is apparent that generally, all trainee teachers have some
comprehension of what CM is. However, the majority, six trainee teachers,
understand CM from the control perspective (P1, P2, P4, P5, P7, and P8). For example,
the explanations obtained were as follows:
Classroom management is the way the teachers are in full control of the
learners so that there will be no disturbances when the teacher is teaching. To
make sure that the learners they listen to what the teacher will be saying.
[Interview, P7]
In addition, P1 noted that CM “...is the way a teacher use to control the class...” This
is echoed by P2, who also stated that CM is “... the way ...”. As expressed by P4, CM is
the “... way used by the teacher to control...”. The emphasis by P4 on the control
aspect of the classroom is also found in the following comment “... these are actions
that are being used by the teachers to control the kids in a classroom”. Control was
also mentioned by P5 and P8: “... classroom management strategies that we were

I)l

using during school experience to make sure the class is in our full control” [Interview,

P5].

In line with this, Wong and Wong (2005) explained that CM is related to all things
which teachers do to organise students, time, and materials so that student learning
can be meaningful.

It is a way in which teachers teach, control learners, putting order in class,

arranging the desk in rows so that teacher will be able to move around the

classroom and see what is taking place in all classroom corners. [Interview, P8]
The way the participants explained CM is the same as the international and national
perspective, namely, that it is the actions carried out by the teacher. In a study done
by Emmer and Stough (2001), CM is mostly defined as actions taken by the teacher to
establish instruction, occupy learners, or make pupils cooperate in class. From a
national perspective, Pistoe (2014) considered that CM should be learner-centred and

approached from a situational perspective. Furthermore, in the past, CM has often
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been seen as an issue of dealing with individual behaviour; however, this has changed

to account for advanced planning (Pistoe, 2014).

The other two participants (P3 and P6) have a broader and more representative
understanding of CM. A comprehensive understanding of CM was revealed in P3’s
response: “These are the strategies that are being used by the teacher in the class for
example how to plan a lesson, delivering the lesson as well as arranging the classroom

to make sure everything is in order.”

In the interviews with P3 and P6, their explanation was much the same as Tal (2010)
who described CM as a cyclical process. It is a process which includes advanced
planning, implementation, assessment during implementation, and final evaluation
that accounts for factors related to children and their environment and is intended to
bring about progress in the activities carried out for the learning and emotional well-
being of learners. In addition, from an international perspective, Aliakbari and
Bozorgmanesh (2015) considered CM as all things that the teacher does to organise

students, space, and materials so that learning can take place.

The same conceptualisation of CM can be observed from the trainee teachers’
reflective reports. All the respondents considered CM from the disciplining
perspective. It is interesting to note the understanding of CM in reflective report 1:
The strategies the teacher uses in a classroom to ensure that learning and
teaching are taking place. This will include; discipline, planning, the way you
teach and use the resources in the classroom. E.g. for discipline | used a whistle
to stop whatever they were doing, stand still and listen to instructions.
[Reflective report 1]
Although this understanding is all-encompassing, there seems to be limited
comprehension in terms of what discipline entails. The reporter is referring to the use
of a whistle to draw attention as a form of discipline, which in itself is not discipline.
This is a CM strategy to draw the attention of learners and thus not a disciplining form.
In the reflective reports, some trainee teachers related CM to the disciplining of

learners (see RR1 above). They reported: “... it is the different ways in which discipline

10
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can be made to the learners so that they behave well in class and listen to what the
teacher is saying” [Reflective report 4].
From all responses given, through both interviews and reflective reports, an all-
encompassing definition of CM is found in RR7, which states:
Classroom management is the actions that are taken by the teacher to show
that everything that is happening in class is well taken care of the way the class
is arranged the decorations in class, the way the teacher teach, as well as the
sitting arrangement of the learners all this encompasses what is classroom
management. [Reflective report 7]
This definition reveals that CM includes the physical set-up of the classroom (sitting
arrangement, decorations, etc.), teacher-learner engagement, and by implication
teacher preparedness. The latter is fundamental as trainee teachers understand that
they have a responsibility towards CM by going to class prepared. From a national
perspective, Coetzer (2010) explained CM as a complex set of behaviours that the
educator uses to establish and maintain classroom conditions that are conducive to

learning.

However, Burden (2003) indicated that CM is more about the relationship between
the teacher and the learners for helpful social learning and self-motivation. To this
end, Martin and Sass (2010) indicated that CM includes teachers’ strategies to oversee
learner behaviour, learner relations and learning. It is worth noting that some trainee
teachers are fully acquainted with what CM is, in line with the definition provided by

Osakwe and Osakwe (2014).

The trainee teachers interviewed therefore have some understanding, albeit to
different extents, of what CM is. This is crucial as understanding what CM is, will assist
in identifying and evaluating different but relevant CM strategies. The next section
presents CM strategies employed by the trainee teachers during their TP. It is of
interest to see how their slightly different opinions of what CM is, can influence their

choice of CM strategies employed.

11
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Classroom Management Strategies Employed during Teaching Practice

Strategies used to respond to Latecomers

Three groups of strategies can be identified from the interview responses. First, there

are trainee teachers who emphasise preventative measures, such as making sure

learners know that it is unacceptable to be late for class, and in the event of being

late, written proof of the reasons for such should be produced. For example, P1 notes:

I just tell them to walk in and they were knowing that if they are late to school
they should produce a note which comes from their parents stating the reason
why they are late. From the start the rules of the class indicated that when a
learner is late for class should bring a signed letter from parents or guardians

indicating the reason for being late. [Interview, P1]

These preventative CM strategies are also echoed in reflective reports (RR5, RR6, and

RR7):

If a learner is late for class, the person who is responsible for taking that child
to school is supposed to walk with the learner into the classroom and explain
the reason to the teacher why that child is late for school. For those learners
who come to school alone were supposed to bring in a note to explain the
reason why they are late. So learners new that if they are late they have to give

a good reason failed to do so they will be punished. [Reflective report 5]

In this case, the trainee teacher did not give the blame for being late to the learner

but blamed the parents who are supposed to make sure the learner is at school on

time.

Learners in my class they were knowing that if they are late they have to talk
to the teacher, therefore most of them came to school early. If they arrived to
class when the lessons have already started they were supposed to wait outside
and | will call them in when | am done with a lesson to avoid them disturbing

those who are already learning. [Reflective report 6]

Besides emphasising directly to learners that they should be on time and if not, there

are consequences — as in the two reflective reports cited above (RR5 and RR6), other

trainee teachers made use of indirect strategies. Examples are from RR7 and P6 where

the teacher gives learners work to do in class before assembly time, to ensure that

learners are at school on time.

12
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These trainee teachers employed preventative measures to avoid disruptions and
punishing learners. This is in line with Oliver et al., (2011) who argued that effective
CM strategies are the ones that are preventative rather than reactive. Such strategies
are premised on the belief that prevention will reduce disruption of learning and bring

order to class (Calderon, 2013).

Furthermore, this corroborates Kounin’s (1970) classroom management theory, which
asserts that CM is characterised by proactive teacher behaviour. This research found
that the preventative strategies employed by trainee teachers resemble proactive
behaviour. As emphasised by Kounin (1970), preventative strategies are more
effective than reactive ones. The trainee teachers’ behaviour was in line with the
literature as they indeed emphasised preventative strategies. Additionally, some of
the trainee teachers had reactive strategies as a backup plan, as suggested by
Ducharme and Shecter (2011).
Second, there were those trainee teachers who first privately tried to understand the
reason for the learner being late before taking any action (P2 and P3).
I try to find out the reason why that learner comes to school late by calling the
parents or the person who is taking care of that child at home. Then if it
becomes a problem, | write a note to the parents to check what’s wrong with

the learner coming to school late. [Interview, P3]

It is important to also note the recognition of the role of a parent/guardian on
Foundation Phase learners by trainee teachers in the context of CM strategies. In
trying to understand the reason for late coming, parents/guardians are also regarded
as key informants. Furthermore, due to the young age of the learners, late coming was
either considered not a problem or if it was, then generally it was beyond their control
(P2 and RR1). “Normally there were no late comers since the Foundation Phase
learners were being accompanied by their parents” [Interview, P2] ... “And if there is
someone who is late, | would ask why he/she is late and tell them next time they are

supposed to come to school early” [Interview, P2].

13
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Trainee teachers indicated that asking learners the reason for being late for school

helped them to come early because the learners then knew that the teacher needed

a good reason for late coming. Asking a learner why they are late shows that the

teacher is very concerned about their learners.
I try to find out why the learner is late, the learner in the Foundation Phase are
dropped or walked to school, so the learner is usually not at fault. | would see
if it is becoming a trend or if the reason was valid or not, if it became
problematic, | would write a note in the message book to the parents.
[Reflective report 1]

Engaging parents or guardians is therefore beneficial to getting to the bottom of the

problem.

Thirdly, representing the majority, there were trainee teachers who punished the

latecomers first and later found out the reason for their late coming. Examples of

punishment included making the learner stand in front of the whole class for some

minutes or making the learner wait outside until the lesson was done (see for

example, P4, P5, P7, P8).
I tell the late comers to stand in front for ten minutes, and then they will explain
to me why they are late. [Interview, P4]. | will call the learner to the front and
tell me the reason why she/he is late and tell the learner not to repeat this same
mistake again. [Interview, P5] | call the late comers to the front and they were
supposed to explain to the whole class why they were late and ask for apologies
because they will be disturbing others who will be already doing their work.
[Interview, P7]

With regards to making a learner stand outside of the classroom, P8 is clear:
If I am busy with teaching, they were supposed to stay outside the classroom
and | will tell them to get in when | am done with what | will be doing, because
if I just say they are supposed to get in they will be disturbing others who are
already busy with work. [Interview, P8]

This third group of CM strategies to respond to latecomers may be problematic. For

example, if a learner is asked why they are late in front of everyone it is embarrassing;

however, trainee teachers are banking on this as a deterrent factor in the future. As a

result, the learner can end up being stigmatised based on the explanation for their
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late coming. Take for instance a learner who is late because unfortunately their
parents were fighting or because the learner had soiled him/herself. These two simple
scenarios can lead to the learner withdrawing and becoming more passive and shyer,
therefore hindering the learning and development of the child. There are even
discipline-related comebacks to this, for example, the learner may end up

misbehaving to punish the teacher or they can just become stubborn.

The following three broad groups of CM strategies emerged here:
e Emphasising preventative strategies.
e Understanding the problem first before acting (proactive strategy);

e Punishing first then understanding the problem later (proactive strategy).

On the other hand, even though Ducharme and Shecter (2011) proposed reactive
strategies as a backup plan when proactive strategies fail, some trainee teachers relied
solely on reactive CM strategies. The same sentiments are found in Lane and Kuiper
(2012). This involved either punishing the learners who were late for class after
understanding the reasons for being late or punishing them before getting the reason
why the learner was late for class. It is worth noting that some of these trainee
teachers, after implementing reactive strategies, employed preventative strategies
later. This approach has been reported as common among Canadian trainee teachers
(Reupert & Woodcock, 2010). This approach is used, despite Stoughton (2007)
warning against reliance on over-corrective strategies. Overall, trainee teachers who
utilise proactive strategies represent the model teachers (Ducharme & Shecter, 2011)
while those who rely on reactive strategies show the need for more teacher training
(Aliakbari & Bozorgmanesh, 2015). Based on the later curriculum, renewal and lifelong

learning are crucial.

Strategies Used to Stop Disruptive Behaviour

The trainee teachers showed that they were aware of reactive strategies to stop
disruptive behaviour. It is interesting to note that the trainee teachers made use of

set classroom rules to remind learners of the kind of behaviour expected of them, for
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example P4 and P7. This then helps the learner to stop disruptive behaviour by
realising that such behaviour is against the agreed classroom rules. “I tell them to
behave well and no one is allowed to move around the classroom without permission
from the teacher”. [Interview, P4].
On the other hand, P7 is more explicit in terms of how the learners are reminded of
the rules, that is, by making them read out the rules:
From the start | tell my learners that those who show good behaviour will be
given sweets at the end of the day, therefore the learners knew if | didn’t
behave well no sweets will be given to me, therefore most of the students
behaved well since they were knowing that at the end of the day they will get
something to eat. [Interview, P7]
This kind of CM strategy will work very well when the rules are set and agreed upon
in consultation with the learners and every morning the learners are reminded of
them (Tillery et al., 2010). It is convenient to have such rules visually displayed, such
as on a chart in front of the classroom (Marzano et al, 2003).
Other trainee teachers used isolation of the disruptive learner by asking other learners
to ignore the learner:
I tell all the other learners to ignore such kind of a learner who will be moving
around to disturb others. If that learner continues to misbehave in a way, |
couldn’t handle that child will be taken to the principal of the school.
[Interview, P6]
Although this may work it could have unintended consequences like perpetual
isolation, which is in line with what Marzano (2003) found where learners respond to
any strategy depending on whether they feel the teacher cares for them or not.
Isolation may make the learner uncomfortable among peers, feeling neglected and
rejected to the extent that some learners will end up avoiding school. Such CM
strategies should be applied in conjunction with a proper understanding of why the
learner is being disruptive.
Some trainee teachers used an indirect strategy to stop disruptive behaviour, by
making disruptive learners envious of the reward for good behaviour. “l award good
behaviour and praise those who behave well so that the disruptive learners will learn

and change in order for them to behave well too”. [Reflective report 3].
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The majority of the trainee teachers were using the strategies of calling out the
learners’ names or asking them to come and stand in front of the class as a way of
getting their attention, among other strategies. This is a strategy that P1 mentioned
in the interview when she said “I call the learner to sit in front next to the teacher and
tell her not to disturb others who want to learn” [Interview, P1]. This was echoed by
P5, “I call out the name of that learner who is showing disruptive behaviour”
[Interview, P5]. Reflective reports revealed the same sentiments:
I call out the name of the learner who is showing a disruptive behaviour, the
moment | call a name they give attention to what | will be telling them.
[Reflective report 2] Learners who show disruptive behaviour were called to
seat in front close to the teacher, were the teacher is able to control them
without disturbing other learners. [Reflective report 5]
Just talking to the learners and asking them why they are behaving in a certain way
was used by some trainee teachers as a CM strategy to stop disruptive behaviour. This
is showing interest in the learner, which can have a positive impact (Marzano, 2003).
“I tell them to be watchful and not to behave in a disruptive way” [Interview, P2]. “I
talk to them and ask why they are behaving in such kind of way and ask what could be
the problem; | also warn them if they continue | will punish them” ... “I will tell the
learner to come to the front and stand facing to the chalkboard for about an hour”

[Interview, P3]

Different strategies are used sequentially by these trainee teachers. Effort is made to
make the learner aware that the behaviour they are displaying is not tolerated before
any other actions are taken. The actions that are later taken if misbehaviour persists
include restraint from entertaining activities, or making the learner write an apology.
This approach can also help the learner to know how to write and to learn that an
apology is necessary:

| tell them to behave in an appropriate way and threaten them that if they

continue | will take you to the principal. Learners were so afraid of being taken

to the Principal’s office so whenever you tell them that if don’t behave | will
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take you up there, they would cry and ask for forgiveness and tell the teacher |

am not going to make noise again. [Interview, P8]
It is imperative to note that threatening as a CM strategy should be coupled with the
ability to execute the threat, shown by executing on one or two cases. If the trainee
teacher cannot do that, then managing the class becomes unbearable. In one instance
or another the trainee teachers will be expected to react to some behaviour and thus
employ reactive strategies. This study posed a specific scenario to elicit the strategies
the teachers would use when it becomes necessary (Ducharme & Shecter, 2011). As
in Sueb (2013) in the case of Malaysia, there are trainee teachers in this study who
mastered the names of their learners and called them out as a way to stop them from
disruptive behaviour where applicable. Calling out learners’ names is a form of verbal
reprimand which Tillery et al. (2010) argued is effective in response to inappropriate

student behaviour.

Evaluation of Classroom Management Strategies that were Employed
Having identified the different CM strategies that the trainee teachers used during TP,
the researcher now turns to present the evaluation of these strategies by the trainee
teachers themselves. The trainee teachers answered questions on which strategies
were most and least effective, in both cases giving the reasons why.
In the interviews, all participants indicated that at least one of their strategies was
effective. However, in reflective reports, some trainee teachers noted that some of
their strategies did not work well (RR4):
None of them was effective, in fact they [the learners] behaved when the
teacher moved around the class with a stick. The reason | say it was not
effective is that, the students were so afraid they wouldn’t even be able to
express themselves. [Reflective report 4]
In this instance, the learners were afraid of the teacher and not respectful which
resulted in them being passive out of fear. Such environments hinder learning and
proper child development as children need to be free to explore and learn. This could
be the reason why corporal punishment was banned as it introduces fear rather than
discipline. This teacher was using corporal punishment to instil discipline among the

learners, which is not a good way for CM morally and legally (see the strategies this
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trainer teacher reported in dealing with noisy learners and stopping disruptive
behaviour). The encouraging thing is that the trainee teacher identified that their
strategy was not effective because of the fear element. Such reflections and self-
evaluations are important in making a good teacher. This research provided the

trainee teachers with an opportunity to reflect and self-examine their CM strategies.

The trainee teachers who were interviewed were equally divided between
preventative and reactive strategies in terms of which they found to be most effective.
From these findings it can be noted that both strategies worked; however, in each
case, it depended on the situation. Even though the questions posed checked for both
preventative and reactive strategies, it is unfortunate that the other four respondents
did not find any of the preventative strategies effective. For example, trainee teachers
(P2, P3 and P4) identified good CM strategies to prevent disruptive behaviour in
Section 4.4 above but did not experience them as effective. The identified strategies
were:
I make sure from one lesson we go straight to another one without giving them
some time to make noise and disrupt others. | make it a rule in the class that a
learner is not allowed to move from one side to another, if a learner want to
come to the front to talk to the teacher or to ask for a pencil from another
learner she/he has to raise a hand first and get permission from the teacher
that she can move from her chair. [Interview, P2]
| keep them busy with lots of activities. | make sure that all what | want to do
for that day is well planned and there are other activities extra to do if we finish
early. Learners like to be kept busy and they won’t disturb others if they are
busy. [Interview, P3]
I read the class rules, every morning so that they will know that disruptive
behaviour is not tolerated in the class. | also remind them about the rules of
the class that disruptive behaviour is no tolerated during the course of the
lessons. [Interview, P4]
Instead, these preventative CM strategies were identified by the respective trainee

teachers as least effective. “Giving learners too much work was the least effective to
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control misbehaviour” [Interview, P2]. “Giving learners lots of activities was the least
effective” [Interview, P3]. “Reading class rules to the learner every morning was the
least effective strategy of avoiding disruptive behaviour” [Interview, P4].
To understand why these preventative CM strategies did not work, the trainee
teachers were asked to give reasons why they were least effective:
Although giving learners too much work to keep them busy helped, but to some
extent it did not work very well because some learners start to complain that
we are tired we need a break, some if you give them work to write they will
complain saying we are tired can we do it tomorrow. [Interview, P2]
Even though | read the class rules to the learner, some learners will be still
showing bad behaviour. It seems as if some were just used to get their teacher
reading these rules and they do not put much concentration that they are
required to show good behaviour. [Interview, P4]
It can be noted that keeping learners engaged is not a straightforward solution as it
requires activities to be diverse and interesting, especially for young Foundation Phase
learners. However, if learners are kept busy with activities that are planned well in
advance, the CM strategy could be effective. For example, P6 reported that proper
lesson planning in advance was effective: “When | am having lots of lessons plans the
whole day, we were busy and learners liked it and they did not have the time to make

noise or moving around the class” [Interview, P6].

Furthermore, reading and reminding of the classroom rules may sometimes become
just a routine to the extent that learners fail to pay attention to them and hence
continue conducting themselves in a manner contrary to the classroom rules.
RR1 reflected that several strategies employed during TP were effective:
Learners know what was expected from them and when | told them to stop,
they would know why. The whistle was also a great way of maintaining control
in the class. The lessons | designed were interesting and grade appropriate. The
learners understood that there was a reward system and they were
encouraged to behave, they also knew there were punishments to avoid and

behaved. [Reflective report 1]
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Other CM strategies that worked, as evident from the reflective report, over and
above those that were identified from interviews, include making the learners sit in
groups, rotating the seating arrangement, and isolation. As reported by RR5, RR6 and
RR7:
The strategy of making my learners seated in groups worked and was effective,
and having my learners have work to do all the time whether it was fun work
or serious one, this helped because once they know they have nothing to do
they become uncontrollable. [Reflective report 5]
The idea of the learners sitting in groups worked very well, and changing them
more often worked because learners knew that if they misbehave they were
going to be changed where they are sited. [Reflective report 6]
Based on the strategies employed by the trainee teachers, as discussed above, the
trainee teachers were asked to evaluate each of the CM strategies in terms of their
effectiveness. The most and least effective CM strategies were identified. From the
results, it was found that the most and least effective strategies were not common
among these trainee teachers. The main differences related to the different
environments that they were working in, which among other things, included class
size and different school setups. This has been indicated as a common factor and
therefore the study could not expect to find much common ground among the trainee
teachers (Baker, 2005).
The home environment of the learners is key in terms of how effective certain CM
strategies can be in one class compared to the next. As argued by Ducharme and
Shecter (2011) children who come from disruptive home environments often exhibit
disruptive behaviours and punitive strategy fails to address the underlying problem.
Some reactive strategies often even perpetuate the misbehaviour (Ducharme &

Shecter, 2011).

For CM to be effective, Osakwe (2011) also argued that the teacher must be
competent. In this study, one trainee teacher reported that none of the CM strategies
she had employed were effective in either preventing or correcting misbehaviour.

Although neither the interviews nor the reflective reports gathered information on
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the competence level of each trainee teacher, the competencies of this trainee
teacher can be questioned. This is so because it is the same teacher who employed
corporal punishment, even though it has been banned in South African schools. In that
regard, the study can deduce that the trainee teacher was incompetent in observing

the regulations of the teaching profession.

Even though Ducharme and Harris (2005) concluded that proactive strategies are most
effective in CM, this study shows that reactive strategies are equally important. What
matters is the situation, and reactive strategies are not just another option of
strategies but are suitable for specific situations where proactive strategies are no

longer applicable or where they have failed.

Benefits and Challenges of the Classroom Management Strategies Employed

It is revealed that effective CM strategies improved teacher efficacy. There are trainee
teachers who reported improvements in results after implementing some effective
CM strategies (P2 and P5). “Learners do their work very well and they were producing
good results” [Interview, P2]. In addition:
These strategies that | used helped a lot in the sense that the students were
now behaving very well and they were doing their work and most of them
produce good results. [Interview, P5]
The good results reported are a result of a conducive teaching environment created
by implementing correct CM strategies. For example, the strategies helped with the
smooth flow of lessons:
The strategies that | used helped the flow of my lessons to go on very well
without the learners’ disruption. In my class the learners were behaving very
well because of these strategies. [Interview, P4]
... the students start to behave well if they notice that the teacher is always
looking at them and is aware of everything they are doing. [Reflective report
7]
The purpose of CM strategies is to realise such benefits, and this means the employed

strategies were effective and the trainee teachers thus knew the suitable strategies to
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employ in most instances. The employment of these strategies was, however, not
without challenges.

Finally, there are trainee teachers who make use of emphasising classroom rules to
allow smooth transitions between activities. “I read the rules to them every day after
assembly and remind them to behave well in all that we will be doing that day”
[Interview, P4]. “I gave rules in the class for example that noise is not allowed. Put
order in the class so that the students did not disturb me when | am teaching”

[Interview, P8].

Rules are important for CM overall; however, there is a need for buy-in from the
learners for the rules to be effective. The rules should therefore not be imposed on
the learners but there should be a feeling that some form of consultation has taken
place. Overall, the trainee teachers in this study found challenges when implementing
either proactive or reactive CM strategies, albeit more challenges were linked to the
former. Findings were supported by Ducharme and Harris (2005) as they concluded
that reactive or punitive CM strategies are easy to administer. This then justifies why

the trainee teachers in this study faced fewer challenges with reactive strategies.

This section set out to present the results based on data from the interviews and
reflective reports. A total of eight interviews were conducted with trainee teachers
from different previous degree programmes and seven reflective reports by trainee
teachers were received. It was found that there is a general level of understanding of
CM strategies among the trainee teachers, albeit with a few misconceptions, such as
how CM is all about control and discipline. Diverse CM strategies were employed by
trainee teachers during their teaching practice. In most instances, given the scenarios
presented, the strategies were appropriate and showed some creativity. The trainee
teachers also had an opportunity to reflect on the strategies and identify which ones

worked and which ones did not, and they provided their reasons for such evaluation.

Furthermore, the benefits and challenges of employing the chosen CM strategies were

ascertained. The biggest challenges were the large class sizes and the tender age of
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the learners. This section has discussed the results of the study linking to the literature
and how the findings meet the objectives of the study. The discussion was divided into
sections representing each research question. Conclusions and recommendations

based on these findings are provided in the following section.

Conclusions

It can be concluded that trainee teachers are aware of what CM is as well as CM
strategies to use under different situations, except for a few who still act outside the
education law by applying corporal punishment. Furthermore, the trainee teachers in
this study found a host of strategies to be effective, which will boost their confidence
as they get into professional teaching. On the other hand, it can be noted that the
South African education system has challenges that hinder effective CM, like
overcrowded classrooms, lack of furniture, and adequate or timely delivery of learner

material.

Recommendations

Although the trainee teachers had some understanding of CM, there were some gaps
and misconceptions that can be corrected by including more sections of CM in
relevant modules of their course. Higher education institutions must revise their
curriculum for training teachers, especially in areas of teaching practice and the theory
of CM. School experience needs to be expanded in terms of the period covered. Before
the school experience, trainee teachers need to go through more hands-on learning
with their lecturers by using case studies. The use of scenarios or case studies in
teaching CM to trainee teachers will increase their understanding, awareness, and
creativity. The rules should be emphasised to the trainee teachers to understand the
so-called “dos and don’ts”, for example, that corporal punishment is an illegal CM
method and should not be used. Corporal punishment is against the South African
Council of Educators (SACE) code of conduct and therefore teachers should refrain

from using it.

24



Lilymore Mudziwapasi: Strategies employed by postgraduate

References
Aliakbari, M & Bozorgmanesh, B. (2015). Assertive classroom management strategies
and students’ performance: The case of EFL Classroom. Curriculum and

Teaching Studies. Cogent Education. 2 (10) 1-12.

Baker, P. H. (2005). Managing Student Behaviour: How ready the teachers to meet

the challenge? American Secondary Education, 33(3), 51-64.

Brophy, J. (2006). History of Research on Classroom Management. In C. M.

Burden, P. R. (2003). Classroom management: Creating a successful learning

community. Hoboken, NJ: Wiley/Jossey-Bass Education.

Calderon, F. Teresa. (2013). Effective Classroom Management. Arellano, University

Graduate School Journal. 17 (1), 1-45.

Coetzer, Z. (2010). The impact of Classroom Management duties on the discipline of

grade two learners. Masters Dissertation

Ducharme, J. M., & Harris, K. E. (2005). Errorless embedding for children with on-task
and conduct difficulties: Rapport-based, success-focused intervention in the

classroom. Behaviour Therapy, 36(3), 213-222.

Ducharme, J. M., & Shecter, C. (2011). Bridging the Gap between Clinical and
Classroom Intervention: Keystone Approaches for Students with Challenging

behaviour. School Psychology Review, 40(2), 257-274.

Emmer, E. T., & Stough, L. M. (2001). Classroom management: A critical part of

educational psychology, with implications for teacher education. Educational

Psychologist, 36, 103—112

25



Journal of Educational Studies 23 (4) 2024

Evertson, C. M. & Weinstein, C. S. (Eds.) (2006). Handbook of classroom
management. Research, practice, and contemporary issues. Mahwah, NJ:

Laurence Erlbaum Associates, Inc.

Gibbs, S., & Powel, B. (2012). Teacher efficacy and pupil behaviour: the structure of
teachers, individuals and collective beliefs and their relationship with number
of pupils excluded from school. British Journal of educational psychology (82)

(4) 564- 584.

Hart, R. (2010). Classroom behaviour management: educational psychologists’ view

on effective practice. Emotional and Behavioural Difficulties, 15(1), 353-371.

Kiggundu, E., & Nayimuli, S. (2009). Teaching practice: a make-or-break phase for
Student teachers. South African Journal of Education. 29 (1):345-358.

Kounin, J.S. (1970). Discipline and group management in classrooms. New York: Holt,

Rinehart & Winston.

Lane, K. L. & Kuiper, I. (2012). Voorkom probleemgedrag: strategieén die werken

voor de basisschool. Amsterdam, SWP.

Little, S. G., & Akin-Little, A. (2008). Psychology’s contributions to classroom

management. Psychology in the Schools, 45 (3), 227-234.

Marais, P., & Meier, C. (2010). Disruptive behaviour in the Foundation Phase of
Schooling. South African Journal of Education 30 (1), 41-57.

Marzano, R. J. (2003). What works in schools: Translating research into action?

Alexandria, VA: ASCD.

26



Lilymore Mudziwapasi: Strategies employed by postgraduate

Martin, N. K., & Sass, D. A. (2010). Construct validation of the behaviour and
instructional management scale. Teaching and Teacher Education, 26, 1124—
1135.

McNally, S. (2009). Report to the LSE Growth Commission Education and Skills.

Institute for Government.

Miller, R. & Pedro, J. (2006): Creating respectful classroom environments. Early

childhood education journal. 33 (5), 293-299.

Oliver, R. M.; Wehby, J. H.; & Reschly, D. J. (2011). Teacher classroom management
practices: effects on disruptive or aggressive student behaviour. Campbell

Systematic Reviews 2011:4. doi:10.4073/csr.2011.4.

Osakwe, R.N. (2014). Classroom management: A tool for achieving quality secondary

school education in Nigeria. International Journal of Education. 6(2), 58-68.

Osakwe, R.N., & Osakwe, C.L. (2014). Challenges of effective classroom management
and control in public secondary schools in Delta state. International journal of

education and research. 3 (1) 431-442.

Peters, H.J. (2012). Are They Ready? Final Year Pre-service Teachers' Learning about
Managing Student Behaviour. Australian Journal of Teacher Education. 37 (9),

18-42.

Pistoe, V. J. (2014). From instructions to a constructivist classroom management: A
dialogue. Department of leadership and Management, College of Education.

Int. J. Edu Sci, 7 (2): (391-399).

Reupert, A., & Woodcock, S. (2010) Success and near misses: Pre-service teachers’

use confidence and success in various classroom management strategies:

Teaching and teacher Education 26 (1)1261-1269.

27



Journal of Educational Studies 23 (4) 2024

Reynolds-Keefer, L. (2013). Differences in Pre-service Teachers’ Attitudes about
Classroom Management: Elementary and Secondary Perspectives.

International Education Research. 19(2), 1-7.

Rosas, C., & West, M. (2009). Teachers’ beliefs about classroom management: Pre-
Service and in-service teachers’ beliefs about classroom management.

International Journal of Applied Educational Studies. 5(1), 54-61.

Stoughton, E. H. (2007). “How will | get them to behave?” Preservice teachers reflect

on classroom management. Teaching and Teacher Education. 2(3), 1024-1037.

Sueb, R. (2013). Pre-service Teachers’ classroom management in secondary school:
Managing for success in teaching and learning. Social and Behavioural science.

90 (6), 670-676

Tal, C. (2010). Case studies to deepen understanding and enhance classroom
management skills in preschool teacher training. Early Childhood Education

Journal. 3(8), 143-152.

Tillery, A.D., Varjas, K., Meyers, J., Collins, A. S. (2010). General education teachers’
perceptions of behavior management and intervention strategies. Journal of

Positive Behavior Interventions. 12 (2), 86—102.

Wong, H.K., & Wong, R.T. (2005). How to be an effective teacher: the first days of

school. Mountain View, CA: Harry K. Wong Publication, Inc.
Woodcock, S. & Reupert, A. (2012). A cross-sectional study of student teachers’

behaviour management strategies throughout their training years. Australian

Educational Researcher. 3(9), 159-172.

28



DIGITAL LITERACY PRACTICES: CURATION AND ANNOTATION ASSOCIATED WITH E-
TEXTBOOKS

Ekaterina Rzyankina and Alfred Mvunyelwa Msomi
Cape Peninsula University of Technology and and Mangosuthu University of
Technology
rzyankinae@cput.ac.za

https://doi.org/10.59915/jes.2024.23.4.2

Abstract

E-textbooks have gained prominence in recent years due to their advanced digital
features and accessibility. This evolution has led to innovative digital literacy practices,
notably curation and annotation, aimed at enhancing student comprehension of
engineering concepts. These practices offer three-fold benefits: they mitigate
information overload and provide a systematic learning framework for students. This
is crucial in fields like engineering where contextual understanding enhances the
practical application of theoretical concepts. By integrating supplementary resources
and multimedia elements, e-textbooks provide a richer, more immersive learning
experience. This study, focusing on these affordances in e-textbooks, utilised
qualitative data from interviews with 12 first-year engineering students at a university
of technology. Findings indicate that these new literacy practices hold significant
potential for improving student understanding of engineering concepts. The study
underscores the need for further exploration into the use of digital tools in education,

highlighting their transformative potential in shaping future learning of students.

Keywords: e-textbooks, curation, annotation, digital literacy practices, reading

Introduction

Digital literacy, the competency to use technology effectively and confidently, is
fundamental in today's technological landscape. As we delve deeper into the digital
age, proficiency in harnessing digital tools — computers, tablets, software and the

Internet —is paramount. With the progression of modern education, e-textbooks have
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emerged as pivotal tools for students, offering an interactive dimension beyond
traditional books. They allow students not only to highlight and make notes but also
to personalise their learning through curation and annotation. Despite the prevalence
of e-textbooks, there remains a gap in research concerning their digital literacy

affordances.

South African universities of technology (UoTs) have acknowledged the importance of
equipping engineering students with both knowledge and technological access to
digital learning tools. Yet there is a paucity of data on student interactions with e-
textbooks. Engineering curricula demand students to not just consume but critically
evaluate digital content, using it to construct persuasive arguments. The intricate
nature of engineering tasks necessitates additional guidance and in-class support for
these students. E-textbooks, in this context, should offer adaptive assistance as

students grapple with intricate concepts.

E-textbook capabilities extend to features like curation and digital annotation (Chen
& Tsay, 2017). Curation aids students in sifting through and organising digital content,
enabling them to prioritise essential information. Annotation allows for reflective
note-making, assisting students in understanding and connecting diverse ideas. Such
practices enhance comprehension and retention, equipping students with skills that

transcend the classroom and prove invaluable in their future endeavours.

The aim of this study is to explore in depth the affordances of e-textbooks, specifically
annotation and curation; to contribute this new knowledge to the existent scientific
body of knowledge; and to offer e-textbook as a tool for use by future students to
better comprehend digital learning material and to make connections between

various ideas.

Literature Review
"A multimodal text has created the combination of image, sound (including speech
and music) gesture and movement, and writing or print, communicated through

paper, the screen, face to face meetings, performative spaces" (Bearne, 2009 p.158)
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It can be argued that all texts are multimodal (Andrews, 2001). When we read a novel,
for example, we may imagine events and actions in our mind's eye, even experience
voice, taste or smell as we read (Bearne, 2009). When reading a picture book, we may
equally engage other senses, particularly touch (Mackey, 2002), as part of the reading
experience. Multimodal texts (communication), representing diverse forms of
communication such as the media landscape, are considered the norm with which we
engage daily in private and professional life. Our routine interactions with websites,
blogs and YouTube videos, as well as printed texts and journals, involve the frequent
use of smartphones, tablets and computers by both lecturers and students. This
engagement often extends beyond traditional pen-and-paper methods,
encompassing the creation of digital texts, photos, videos and audio messages

(Kretzschmar et al., 2013; Rzyankina et al., 2024).

The reading transformation from a paper book to an e-textbook is mentioned
variously by many researchers from the 1900s when the Internet and PDF were
invented. Reading from a paper is print-centric communication and implies a
relationship existing mainly between reader and text. It typically happens in isolation
or over a distance for the purpose of gaining information and mastering content

(McLean, 2020; Sackstein, Spark, & Jenkins, 2015).

Research on situated literacies, as expounded by scholars such as Barton, Hamilton
and Ivanic¢ (2000), Millard and Marsh (2000) and Bearne (2009), underscores the
principle that no text exists independently of the social, cultural, economic and
political milieus in which it is created. This viewpoint asserts that literacy is not merely
a skill but a constellation of culturally evolved practices deeply embedded in specific
cultural spaces. In an era where young people are constantly immersed in and
interacting with multifaceted texts, it is crucial for them to develop the ability to
engage with these texts in a critical and analytical manner, particularly for

understanding complex concepts.
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However, while acknowledging the diverse literacy backgrounds and experiences of
students, as highlighted by Guillory (2023), there is a concurrent necessity to acquaint
students with the types of texts that are traditionally valued and prioritised in
academic settings. It is essential to strike a balance: giving due importance to students'
own situated literacy experiences while also exposing them to conventional forms of
texts that dominate classroom learning. This approach to literacy education, which
values students' unique backgrounds as much as it does conventional academic texts,
demands a thoughtful and analytically constructive attitude from educators. It
requires a comprehensive re-evaluation of the content and methodologies employed
in literacy teaching, emphasising the importance of critical thinking and the
transformative power that such critical engagement with texts can bring. Guillory
(2023) aptly points out that the essence of teaching lies in the delicate balance
between respecting what students already know and challenging them to expand

their horizons.

However, as the realms of representation and communication continually evolve, so
too must the boundaries of literacy education. The dynamic interplay between
readers, texts and educational institutions necessitates a continuous reassessment of
how we facilitate student acquisition of the forms of literacy that are esteemed in
academic and professional spheres. In this rapidly changing landscape, educators
must remain adaptable, updating their teaching strategies to ensure that students are
equipped with the literacies that are not only prestigious but also relevant in the

contemporary world (Rzyankina & Simpson, 2022).

With greater availability and accessibility of digital technology, literacy has taken a
digital turn. The digital screen now takes a central place in public communications and
increasingly in educational settings, changing the ways in which reading and writing
are understood. Reading on the screen means using varied, and different, reading
pathways and processes to reading continuous print (Holsanova, Rahm & Holmquvist,

2006; Kress, 2003; Tinmaz et al., 2022).
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As lecturers, we expect students to transition seamlessly between different modes.
For this, it is essential to establish a comprehensive vocabulary that captures the
various dimensions of texts; this encompasses elements such as movement, sound,
dynamics and the implicit aspects inherent in both visual and verbal print texts. This
necessitates a deep understanding of representational modes, which include means
of meaning-making like speech, writing, images, gestures, music, sound and
simulations. Additionally, it is imperative to be familiar with both traditional and
emerging media for disseminating these meanings, such as books, magazines,
computer screens, social media posts and vlogs (like those on Instagram and Twitter),
videos (with the use of filters and masks), films, stories (found on platforms like
Instagram and TikTok) and radio. To achieve this, we must examine the unique
affordances of each mode and medium — understanding what each facilitates or
restricts — and grasp the inherent logic of texts. This refers to text cohesion that

ensures coherence, as elaborated by Bearne and Kress (2001).

Digital annotation is a crucial instrument for our digital times. It empowers users to
instantly attach remarks, feedback and additional digital insight to electronic
documents. This functionality aids in processing the immense digital data we
encounter daily. Annotations enhance the structure, legibility and comprehension of
documents, assisting users in monitoring their activities and swiftly identifying
pertinent details. Moreover, digital annotation fosters teamwork, simplifying the
exchange of thoughts and the collective effort on tasks. The utility of digital
annotation in today's world is undeniable and warrants universal adoption. When
juxtaposed with traditional paper-based annotations, the digital method stands out.
Digital annotations are more streamlined, permitting immediate additions without
the need for printouts. They also promise greater security by archiving notes on
protected servers instead of physical paper. Collaborative tasks benefit from the ease
of sharing and joint access. Plus, the convenience of accessing annotations from any

web-connected device surpasses traditional methods.

Given the dilatory nature of the publishing process and limitations of storage,

traditional paper books in the modern world do not allow for sufficiently fast access
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to information and constitute only one of many possible resources for studying. In the
contemporary world, the information we receive and the process of searching is much
faster than experienced before. Moreover, fake news, untrustworthy websites and
the circulation of extremist propaganda suggest the need for a new kind of critical
reading (Luke, 2018). Any learning requires the acquisition of knowledge, and today,
knowledge is accessible through a variety of resources and platforms, not only books
that are prescribed. Students can choose to learn from a variety of platforms and
resources, then use those tools to evaluate their comprehension and meaning and
confirm what they have learned. On one hand, by choosing and navigating the text,
students have control over their learning. On the other hand, not all students are
adept at evaluating and curating materials to identify those that are most reliable and
connect with the reader in terms of comprehension and authorial style. In order to
assimilate the information and comprehend the concepts, the reader must also
develop new literacy skills of critical reading to recognise fake news, untrustworthy
websites and the circulation of extremist propaganda (Luke, 2018; Tinmaz et al.,

2022).

Research comparing print and digital mediums often centres on memory retention
(Matraf, Hashim & Hussain, 2021). Generally, findings suggest that students recall
more from paper-based readings. However, this might stem from a lack of efficient
reading techniques in digital environments. Digital annotations in e-textbooks present
a transformative approach to learning. They enable students to highlight, comment,
bookmark and even share insights, streamlining their learning process. Moreover,
students can access multimedia resources like videos, audio and quizzes, enhancing
comprehension. The crux of digital annotation is its customisation, enabling students
to emphasise relevant content, fostering deeper engagement. Sharing notes also
promotes collaborative learning, making digital annotation an essential tool for

maximising educational experiences.

Digital curation in e-textbooks is a significant boon for learners. It empowers them to
tailor content to their preferences, ensuring a more personalised educational journey.

Such curation enables swift topic searches, helps with content organisation, and
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ensures students remain abreast of current academic advancements. The highlight of
digital curation is its adaptability, allowing students to access and focus on pertinent
content while maintaining organisation. This tailored learning approach grants
students autonomy, enhancing engagement with materials.

However, research based on interviews and observations reveals a discrepancy:
students are not fully utilising the capabilities of e-textbooks. This highlights the
prevailing challenge: understanding the reluctance of students toward e-textbooks

and their rationale minimal use of e-textbooks.

Theoretical Framework

The foundational philosophy for this study's application of mediated discourse
analysis (MDA) (Scollon, 1998; 2001; 2014) is rooted in the cultural-historical activity
theory (CHAT). Developed by theorists such as Vygotsky (1980) and Leont’ev (1974),
CHAT argues that cultural artifacts and historical backdrops profoundly shape human
activities. Leveraging this perspective, MDA stands out as an effective methodology
for qualitative investigations. Its advantage is its ability to unpack the subtleties

present in intricate learning situations.

In research domains, it is typical to be inundated with vast amounts of observational
data, especially when examining the complexities of real-life contexts. Navigating this
sheer volume requires a strategic method like MDA. By centring on discourse as an
intermediary, MDA aids in drawing significant conclusions from abundant data,

ensuring comprehensive interpretation of the observed phenomena.

MDA's incorporation in this study was not merely coincidental. It was chosen for its
expertise in tackling queries surrounding societal actions. Within this present research
scope, societal engagements are predominantly mediated via e-textbook content.
Reading, therefore, is more than an individual act; it connects the individual with the
larger community. As participants traverse this digital landscape, they utilise specific
digital literacy techniques. Deciphering these methods and their associated discourse

is essential to understanding modern learning settings.
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Methodology

This research adopted a qualitative strategy, taking cues from the seminal work of
Lincoln and Guba (1985). This method was preferred to delve deep into participant
experiences, yielding insights that are likely more detailed than those from

guantitative approaches (Flick, 2018).

Case Study Design

In line with Yin's guidelines (2003; 2009), this investigation was organised as a singular
case study, comprising two interconnected analytical units. Each unit, while unique,
related to the other, facilitating a comparative study of the central theme. The primary
sample involved chemical engineering students from the Faculty of Chemical
Engineering and the secondary sample encompassed nautical science students from
the Department of Maritime Studies. Both samples collected from the same university

of technology.

Participant Selection and Data Collection

From the two aforementioned departments, 12 first-year engineering students were
purposively selected for participation, ensuring a balanced representation with six
students from each department. The criteria for selection were student willingness to
participate and their provision of informed consent, ensuring the ethical integrity of
the research. Upon securing student agreements and signed consent forms, a series
of interactions were initiated. The researcher conducted individual interviews with the
participants, aiming to understand their experiences, perceptions and challenges
related to reading digital physics e-textbooks. Additionally, observations were made
as they engaged with these e-textbooks, providing a holistic view of their reading
habits, strategies and potential areas of struggle. In combining both interviews and
observations (Flick, 2018), this study was designed to capture a comprehensive picture
of participant experiences, shedding light on the nuances of digital textbook usage

among budding engineers in two distinct academic disciplines.
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Data Analysis

Before moving data transcripts into ATLAS.ti, the researchers did automatic
transcription via Otter.ai software and corrected manually where meaning and
spelling were incorrect due to accent and pronunciation of the diverse participants
(Smit, 2002; Friese, 2019). Then, data analysis occurred in ATLAS.ti software in two
cycles: first, researchers coded inductively and after that, | coded the same data
deductively using theoretical concepts from MDA. Interviews comprised the

qualitative data analysed through MDA (Scollon, 1998; 2001; 2014) procedures.

The MDA procedures include three steps of data analysis. The first step is engaging
with nexus of practices. The analysis of data does not constitute discrete processes:
the researchers analyses (parts of) the data during the process of gathering data,
which in turn allows the researcher to assess what other kinds of data might be useful.
Following Scollon (1998), the researchers kept in mind that this step constitutes how
the students engage in digital and social literacy practices. In the second step,
researchers navigated the nexus of practice. In this study, MDA applied as the
researchers engaged with data from the audio and visual recordings. This allowed a
more detailed analysis of not just phonological and grammatical aspects of language
but also the non-verbal and contextualised language use of the participants. The third
step comprises changing the nexus of practice. By engaging with data, the researchers
may produce a positive social change in practices. In other words, researchers
explored how the nexus of practice has already changed over the course of the
research and how the relationship between the researchers and participants has
changed. In this study, this approach was applied by the findings of the study and for

writing recommendations for future investigation.

Ethics

A letter of invitation was given to all registered students explaining the requirements
for student participation and the research purpose. Those students who volunteered
to be part of this study signed an informed consent form and returned it to the

researcher for record-keeping purposes. As this study involved human participants,
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the research design was deliberately crafted to ensure that the research did not pose
any risks to any participants, the researcher, the departments or the institution. The
researcher indicated to participants that there were no correct answers to interview
questions. Participants were allowed to withdraw consent freely and discontinue
participation in the study at any time without prejudice to the participant. Finally,
participants were given pseudonyms to ensure no bias in the data and full

confidentiality (Mertens, 2018; Dewey & Tufts, 2022).

Data Analysis and Discussion

This section delves into two pivotal facets of digital literacy in the realm of e-
textbooks: curation and annotation. Both elements play a significant role in how
students interact with digital content, so understanding their nuances can provide

educators with insights on how best to guide their students in the digital age.

Curating

This section discusses digital curation as a reading strategy and explores why it is
important to train students on how to read a digital text and curate the information.
The plethora of available information and resources can confuse or even misguide a
student, but digital curation can guide student choices, as seen in this admission from
student 13: / don't just watch videos that are random. | watch videos which are in the
e-textbook then | note down. This student expresses a desire access all the idea
presentation options in an e-textbook from a single location where students may read

text, view videos and annotate.

It was evident that students do not know how to check the information; for example,
student 13 has full trust that Google provides accurate answers: Because it's well
known that Google gives accurate answers. However, other students experienced
problems with many of the available resources; selecting the correct one was a
challenge.

| get confused. Because sometimes they will explain things. And then | would get it.
And then when | watch another video, though, explain. They don't explain it in the

same way they do the difference. Let's say that when | watch this topic, they're more
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dynamic. So let's say when | go to YouTube and search for it, there will be different
platforms on which | can watch this video. So they show different views. | choose when
I want to listen first. When | don't understand the first one, | prefer to go to the next
one. | will always want the information that I've learned to try to interpret the way
they tend to interpret it, but not that | will always listen to the videos and be like,
"Okay, what they're saying is correct," because | always ask questions like, "Why?"
They're saying this. Why are they doing so? Usually, that's how | understand. (Student
11)

A similar view of uncertainty about curating information was expressed by student 9:

I don't think you can know for sure if it's right. But if you read a sentence from the e-
textbook, you will start to get a sense of the meaning. And if you see another
description, you can see that there is some correlation if they do mean similar things,
just that one you understand more. So I wouldn't just simply go straight to the Internet,
but if | do go to the Internet, | go to a well-known website, or a name I've seen before,

not just anything.

Some students find that the most trusted resources come from lecturer
recommendations. For example, student 3, during the interview discussion,
mentioned, Our lecturer always recommends the e-textbook because he always says
that it's better than a paper textbook when it's trusted. So that's why | prefer to read
e-textbooks. | was usin