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Abstract 

The integration of Information and Communication Technology (ICT) in education has become 

a global priority for enhancing teaching and learning. In South Africa, ICT supports diverse 

learning styles, improves classroom engagement, and equips learners with skills for the digital 

economy. This study explores ICT integration into Business Studies pedagogy in six secondary 

schools within Johannesburg Central District, examining how six teachers understand, 

implement, and experience ICT in their classrooms. The Substitution, Augmentation, 

Modification, and Redefinition (SAMR) model guided the analysis of ICT integration levels 

and their pedagogical implications. 

A qualitative research design was employed, using semi-structured interviews and document 

analysis to generate rich, contextualised data. All participants taught in township schools and 

agreed that ICT is essential for effective teaching. However, they expressed concerns about 

top-down curriculum expectations, such as ATP coverage and facilitator directives, which 

limited their instructional autonomy. Participants reported significant challenges, including 

limited technological resources, load-shedding, inadequate training, and poor technical 

support, creating uneven learning environments across schools. 

Findings indicate that teachers’ ICT practices varied: some primarily used ICT at the 

substitution level, while others demonstrated advanced integration at the modification and 

redefinition levels, employing interactive and technology-driven approaches. Key benefits of 

ICT integration included increased learner engagement, improved understanding of business 

concepts, and opportunities for practical application. Effective practices identified included 

interactive web applications, digital collaboration tools, and virtual simulations for teaching 

practical business concepts. 

The study recommends targeted professional development, investment in ICT infrastructure, 

and strengthened policy support to facilitate meaningful ICT integration. By addressing these 

challenges and implementing these recommendations, Business Studies teachers can create a 

technology-driven learning environment that enhances pedagogy and prepares learners for the 

demands of the 21st-century economy. This research contributes to the discourse on digital 

transformation in education by providing empirical insights into ICT use in South African 

classrooms, informing educators, policymakers, and curriculum developers seeking to bridge 

gaps between business education and technological advancement. 
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CHAPTER 1: 
OVERVIEW OF THE STUDY 

 
1.1 INTRODUCTION 

 
This chapter presents the study entitled "Exploring the integration of Information 

Communication Technology (ICT) into the pedagogy of Business studies in Johannesburg 

Central District Schools”. The “main goal of this study is to determine how school stakeholders 

(teachers, department heads, principals, subject education specialists, and curriculum 

designers) have supported and facilitated the conceptual learning of Business Studies in schools 

through the integration of” ICT. First, “I will provide the study's background and offer a detailed 

overview of teaching business studies using ICT instruments. Next, I provide a clear overview 

of the study's purpose, objectives, assumptions, and significance. Thereafter, I aim to provide 

a concise overview of the research methodology I have selected, with a more comprehensive 

analysis in Chapter three. In conclusion, I will provide a concise overview of the chapters in 

this study, followed by a brief explanation of the key concepts and a summary of this chapter.” 

 

1.2 RATIONALE AND MOTIVATION OF THE STUDY 
 
As a child growing up in Zola, Soweto, I witnessed firsthand the difficulties young people face 

in accessing quality education. Township schools often lacked efficiency, resources and 

consistent standards, which limited learner achievement. While some teachers showed 

remarkable dedication, others delivered lessons in ways that did not meet learners’ diverse 

needs. 

 

At secondary school level, teaching followed a “one-size-fits-all” approach. Lessons were 

rushed, textbook-bound and rarely catered to different learning styles. This left many learners 

disengaged, particularly those with short attention spans. I personally struggled to remain 

focused, even in subjects I cared deeply about, such as Business Studies. 

 

After matric, I worked as a computer lab facilitator under the Gauteng Online programme, 

which aimed to provide township learners with basic computer skills. This role gave me the 

opportunity to engage with both learners and technology. Later, I qualified as an end-user 

computer trainer, supporting professionals with ICT tools. Through this work, I built strong 

relationships with teachers and even stepped in to teach Business Studies lessons when asked. 
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Encouraged by a friend who had just qualified as a teacher, I eventually left the corporate sector 

to pursue teaching Economics and Business Studies. 

 

As a student teacher, I gained further experience through Saturday classes at Bhukulani 

Secondary. Around this time, Gauteng’s push for “paperless classrooms” introduced Smart 

Boards and digital learning, aligning with my own comfort as a “digital native” (Autry Jr. & 

Berge, 2011). I could see how these tools helped learners with different learning styles remain 

engaged and I wished I had benefited from such resources in my own schooling. This 

experience, however, also highlighted that teaching Business Studies with ICT was not 

straightforward. Schools faced persistent challenges such as limited resources, inadequate 

infrastructure and insufficient policy support (Amin & Mahabeer, 2021). These barriers slowed 

implementation and left many teachers hesitant to embrace ICT, often due to differing 

perceptions of its value. This realisation led me to question how best to support learners who 

are drawn to technology but not always benefiting from it in meaningful ways. 

 

Previous studies (Koc, 2005; Mohammadi, Abrizah, Nazari & Attaran, 2015; Gebremeskel, 

Kebede, & Chai, 2016; Tarling & Ng’ambi, 2016) have examined ICT integration, but mostly 

in terms of training, access, and infrastructure. Few explore teachers’ own philosophies and 

motivations, or learners’ perspectives. Wilson-Strydom and Thomson (2005) argue that it is 

essential to consider both the concept of “integration” and the reasons behind it. These gaps 

provide the starting point for this study, which seeks to explore how ICT can be integrated into 

the pedagogy of Business Studies in Johannesburg Central District schools. 

 

1.3 BACKGROUND AND STUDY CONTEXT 
 

The Business Studies curriculum in South Africa is designed to provide learners with a 

foundational understanding of business concepts, principles, and practices. According to the 

Curriculum and Assessment Policy Statement (CAPS), the subject aims to equip learners with 

the knowledge and skills necessary to navigate the complexities of the business world, foster 

entrepreneurial thinking, and promote economic literacy (Department of Basic Education, 

2011). The teaching of Business Studies provides learners with essential knowledge of 

management, marketing, finance, and entrepreneurship, which are valuable for employment, 

self-employment, and economic contribution. However, the subject has traditionally been 
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delivered through lectures, textbooks, and classroom discussions, which limit opportunities for 

innovation and learner engagement. 

 

The COVID-19 pandemic exposed further weaknesses in the system. Statistics South Africa 

(2022) found that only 11.7% of schools were able to provide remote learning during the 2020 

lockdowns, largely due to technological limitations. This highlighted not only the lack of ICT 

access but also the limited skills needed to use digital tools effectively in many schools. 

UNICEF (2021) reported a 54% reduction in contact time across South Africa, a decline that 

was compounded by poor ICT readiness among both teachers and learners. Such deficiencies 

risk undermining education and job productivity in the future. As Kim and Park (2020) caution, 

declining skills among current learners may have significant long-term consequences. 

 

Integrating ICT into Business Studies has therefore become a priority, as it can enhance 

learning, bridge the gap between education and industry, and improve learners’ practical 

competencies (Bright, 2022; Chen, 2022; Jumde et al., 2023). With rapid technological change 

and the proliferation of digital tools, there is growing recognition of the need to embed ICT in 

Business Studies teaching. Research confirms the pedagogical benefits of ICT integration. 

Bright (2022) shows that digital technologies can improve planning, presentation, assessment, 

and administrative tasks. Moreover, ICT tools prepare learners for the evolving skill demands 

of industry by aligning teaching practices with digital workplace realities (Goh, Pan & Yuen, 

2020; Jumde et al., 2023). 

 

ICT also improves engagement, collaboration, and learner participation. Torres (2023) notes 

that digital tools foster collaborative activities and learner confidence, while Malik (2023) 

highlights their impact on academic achievement, knowledge retention, and critical thinking. 

Learners themselves express positive attitudes toward technology, recognising its influence on 

their skills, confidence, and motivation (Yilmaz, Williams, Alegre & Kendrick, 2023). 

Platforms such as Moodle, Blackboard, and Canvas provide flexible access to content, allow 

immediate feedback, and support self-assessment (Hamaluba, 2022; Pšenák, Pšenáková, Szabó 

& Kováč, 2019; Yasa, Agung & Sulindawati, 2023). These findings point to the value of 

innovation in the classroom and the need for professional development to sustain ICT 

integration. 

In addition to digital platforms, emerging technologies like Virtual Reality (VR) are 

increasingly applied in education. VR enhances presentation skills, engagement, and creativity 
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by offering immersive environments where learners can practise and refine competencies 

(Rencewigg & Joseph, 2024; Yoffie, Jain, Villasenor, Xu & Yang, 2020). Studies indicate that 

learners using VR display higher cognitive engagement and produce more creative outcomes 

than those taught through traditional methods (Al-Gindy et al., 2020). Other research shows 

that VR supports knowledge acquisition, motivation, and practical skills development across 

disciplines (Moslehi et al., 2022; Luo, 2023). These innovations hold particular promise for 

Business Studies, where applied, real-world learning is vital. 

 

The broader significance of Business Studies in South Africa underscores the importance of 

ICT integration. The subject prepares learners for tertiary education in commerce, 

entrepreneurial ventures, and future participation in the economy (Olatunji, 2017). 

Entrepreneurship education can reduce unemployment and stimulate economic growth, 

especially if introduced early at the Further Education and Training phase (Prasakti & Idrus, 

2024). Given the role of Business Studies in economic development and the proven value of 

ICT in improving pedagogy, there is a need to explore how ICT can be effectively integrated 

into Business Studies teaching and learning. This study therefore examines ICT integration in 

Business Studies classrooms in schools within Johannesburg Central District. 

 

1.4 PROBLEM STATEMENT 
 
The integration of ICT into educational practice has recently gained considerable attention for 

its potential to enhance pedagogy (Kandel, 2022). This interest arises within a rapidly changing 

education system where the role of ICT in teaching remains a central focus of research (Rana 

& Rana, 2020). Although access to ICT tools and resources is expanding, schools still face 

persistent challenges in harnessing these technologies effectively, highlighting the need to 

explore both the obstacles and opportunities of ICT integration in education (Simin, Logeswary 

& Annreetha, 2016; Mlambo, Rambe & Schlebusch, 2020). 

 

In Business Studies classrooms, these challenges are particularly pressing. This study seeks to 

investigate the extent to which ICT is currently utilised in teaching, the barriers educators and 

learners encounter, and the pedagogical benefits that may arise from effective integration. 

Addressing these issues could enhance the quality of Business Studies instruction and better 

prepare learners for a business environment increasingly shaped by digital technologies 

(Kumar et al., 2022). 
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Recent performance statistics highlight the urgency of this problem. The National Senior 

Certificate report (GDE, 2018) reveals a decline in Business Studies achievement nationally, 

with the pass rate dropping from 77.9% in 2014 to 64.9% in 2018. In Gauteng, results fell from 

87.7% in 2016 to 74.3% in 2018, with most successful candidates averaging only 30%. 

Research suggests that continued reliance on conventional lecture methods contributes to this 

underperformance (Sithole, 2018). Despite evidence that such approaches foster rote learning, 

low retention, and passive participation (Kimotho, 2016), they remain dominant in classrooms. 

ICT integration therefore presents an opportunity to enrich pedagogy in Business Studies and 

raise learner performance. The central aim of this study is to explore how ICT can be 

meaningfully embedded into the teaching of Business Studies in schools within Johannesburg 

Central District. 

 
1.5 RESEARCH QUESTIONS 
 

1.5.1 The main research question is: 
 
Is Information Communication Technology (ICT) integrated into the pedagogy of business 

studies in Johannesburg Central District Schools? 

 

1.5.2 The secondary (sub-research) questions are: 
 

1. What do teachers understand by ICT integration when teaching Business Studies 

in Johannesburg Central District Schools? 

2. How do teachers currently integrate ICT into their teaching of Business Studies in 

Johannesburg Central District Schools? 

3. What are the experiences of teachers who have integrated ICT into their teaching 

of Business Studies in Johannesburg Central District Schools? 

 

1.6 AIM AND OBJECTIVES OF THE STUDY.  
 

1.6.1 Research aim. 
 
Considering “the above research question and secondary questions, the aim of the study is to 

explore the integration of ICT into the pedagogy of Business studies in Johannesburg Central 

District Schools.” 
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1.6.2 The research objectives: 
 
The research objectives of this study are as follows: 

 

1. To explore the understanding of teachers with respect to ICT integration into 

Business Studies in Johannesburg Central District Schools. 

2. To examine ways in which “teachers integrate ICT in their teaching and learning 

encounters in the current South African Business Studies classroom” in Johannesburg 

Central District Schools, 

3. To unpack the experiences of teachers who have integrated ICT into their teaching 

of Business Studies in Johannesburg Central District Schools. 

 

1.7 SIGNIFICANCE AND CONTRIBUTION OF THE STUDY 
 
Several studies have investigated modern curricula and teaching methods worldwide, with 

particular attention to the effectiveness of ICT in supporting teaching and learning (Amin & 

Mahabeer, 2021; Pinar, 2021). Research shows that curriculum implementation often varies 

across economic sectors, largely due to infrastructural limitations that hinder the use of ICT 

during times of crisis (Manyongo & Ngubane, 2021). Against the backdrop of the Fourth 

Industrial Revolution and increasing reliance on technology, it is essential to conduct empirical 

research on ICT integration in Business Studies. This study therefore seeks to generate insights 

for stakeholders on how ICT can be effectively embedded in FET Business Studies to enhance 

pedagogy and extend learning beyond the classroom. 

 

The study also aims to identify both the challenges and benefits Business Studies teachers 

experience when using ICT to deliver the curriculum in today’s demanding context. Its findings 

are expected to inform curriculum designers and policymakers by highlighting the relationship 

between policy intentions and classroom realities, contributing both theoretical and practical 

knowledge to the field. 

 

Most previous research on ICT integration has focused mainly on infrastructure and access 

(Lim & Khine, 2006; Ndlovu & Lawrence, 2012) and has struggled to establish a 

comprehensive conceptual framework (Du Plessis & Webb, 2008; Graham, 2011). This study 

extends the literature by examining the teaching practices used to incorporate ICT in Business 

Studies, particularly within South African schools where such challenges are most acute. 
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1.8  RESEARCH DESIGN AND METHODOLOGY 
 

1.8.1  Research design. 
 

Research design (RD) provides a framework for collecting and analysing data to answer 

research questions (Johnson & Christensen, 2024). In their explanation, McMillan and 

Schumacher (2010) provide “a clear and structured definition of research design. They describe 

it as a detailed plan encompassing the necessary conditions, steps and methods for collecting 

and analysing data. Specifically, this study adopts a qualitative research design (see chapter 

four). RD outlines the methodology for gathering empirical evidence to address each research 

question. Maree (2007) explains that RD involves selecting specific participants, determining 

appropriate data-gathering methods and collecting data. To address the research question and 

sub-questions, the selection of RD was a crucial decision made for this study. The formulation 

“of RD helps to outline the structure of my study by summarising the procedures and processes 

used to conduct it. The RD was utilised to effectively strategise and generate concrete evidence 

to address the research questions (McMillan & Schumacher, 2006). In addition, the crucial 

enquiries posed in the determination of the RD, as outlined by Wilson (2014), were carefully 

examined. This provided a comprehensive understanding of the effectiveness and constraints 

of different research methodologies and methods. 

 
1.8.2 Research methodology. 

 
Research methodology, as described by Leedy and Ormond (2005), refers to the fundamental 

methods that researchers use in their projects, including the tools and techniques applied in the 

study. Nyathi (2015) expanded the scope of research methodology to encompass the full 

research process, spanning from theoretical underpinnings to the collection and interpretation 

of data. Betts (2024) defines research methodology as the collection of methods, tools, 

processes, techniques, and procedures that are distinctive to a study. The primary classifications 

of research methodologies include quantitative, qualitative, and mixed methodologies 

(McMillan & Schumacher, 2010). These methodologies impact the research procedures, data 

gathering, analysis tools, and guiding philosophies. According to McMillan and Schumacher 

(2010), several approaches can be appropriate when used correctly. This “study employed a 

qualitative research methodology to explore the integration of Information Communication 

Technology (ICT) into the pedagogy of business studies in Johannesburg Central District 

Schools. A qualitative research methodology was chosen to address the study’s enquiries. 
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Pandey (2024) argues that qualitative research prioritises the exploration of real-world contexts 

and does not rely on statistical processes or quantification to generate findings. According to 

Hasan Emon (2024), qualitative research entails gathering data through words, which are then 

analysed through interpretation rather than statistical approaches. This study utilised a generic 

qualitative research approach within an interpretive paradigm to obtain a thorough 

comprehension of participants' experiences, events, and situations (Cleland, 2017). The study 

employed semi-structured individual interviews and document analysis to explore the research” 

questions. 
 

1.9 RESEARCH POPULATION AND SAMPLING 
 
According “to McMillan and Schumacher (2010), a population is a collection of objects, events, 

or individuals meeting specific criteria used to streamline research findings. This study focuses 

on six purposefully selected secondary public schools in the Johannesburg Central district of 

the Gauteng” Province of South Africa. Utilising purposive sampling, the study involved six 

Business Studies teachers from six purposefully chosen schools within the Gauteng province, 

all of which adhered to the CAPS curriculum as prescribed by the Department of Basic 

Education. This selection allowed for a comparative analysis of ICT integration across different 

schools to identify successful systems that could be implemented in other schools. As Lix, 

Ahmed, Fung, Al‐Azazi, and Hamm (2024) advocated, research should be conducted across 

multiple sites to yield more reliable results. It is worth noting that while all schools offering 

Business Studies are recognised as research sites, they employ different strategies for teaching, 

learner engagement, and assessment due to technological variations. 
 

1.10  DATA GATHERING INSTRUMENTS 
 
Document “analysis and semi-structured individual interviews were the two data collection 

methods that I used for collecting data for this study. This is briefly explained below.” 
 

1.10.1  Semi-structured one-on-one interviews 
 
This study “adopted a semi-structured one-on-one interview which allowed the use of open-

ended questions to gather information. The aim of the interview was to gather information that 

would be essential in providing facts, perspectives, sentiments, ideas, opinions, beliefs, and 

philosophies pertaining to the subject matter being” reviewed (Maree, 2007; Punch, 2009; 

Cohen, Manion & Morrison, 2011). According to Bloom, Alexander-Urquhart, and Falcão 
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(2024), interviews provide a wealth of opportunities for interviewers to gather data based on 

participants' firsthand experiences and the interpretations attached to those experiences. 
 

1.10.2  Document analysis. 
 
Document analysis is “a technique used to gather research data from sources such as videos, 

journals, letters, internal and external school policies, diaries, minutes of meetings, and other 

structured note-taking methods (McMillan and Schumacher, 2010). Consequently, the CAPS 

document for teaching business studies, the updated yearly teaching plans (R-ATP), and the 

updated examination rules for business studies were the basis for the document analysis 

conducted in this study. This is also in accordance with Johnson and Christensen (2012), who 

view document analysis as one of the most useful sources of data for research. 

 

1.11 ETHICAL CONSIDERATIONS 
 

According to “McMillan and Schumacher (2010), the researcher is ethically and legally 

responsible for protecting the interests and well-being of the participants in a study. Therefore, 

written consent from the principals of the designated schools as well as the Gauteng 

Department of Education (GDE) was obtained to conduct this research in an ethical and legal” 

manner. Furthermore, before “beginning the data generation procedure, ethical clearance from 

the University of Witwatersrand Ethics Committee was acquired. All participants were 

required to sign a consent form. This form gave a brief overview of the study conducted and 

made it clear that participation was completely voluntary.” 
 

To ensure the privacy and anonymity of all information collected for this study, pseudonyms 

were employed to guarantee the confidentiality of all participant names and school names 

(Leedy & Ormrod, 2010). 
 

1.12  EXPLANATION OF OPERATIONAL TERMS 
 
For the purposes of this study, the following terms are understood and interpreted as follows: 

Information “and communication technology (ICT) is the combination of networks, hardware, 

and software with tools for engagement, collaboration, and communication (Department of 

Education, 2004). Moreover, the Basic Department of Education (2004) keeps bringing up a 

few instances that are thought to be fundamental components of ICT. Hardware including PCs, 
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laptops, DCs, DVDs, scanners, digital cameras, and interactive whiteboards are among” them 

(Siddiqui, 2024; Thomas & Schmid, 2010).  
 

Curriculum “and Assessment Policy Statement (CAPS): a curriculum that was enhanced to 

provide excellent teaching and learning through standardised curriculum” coverage. The 

National Curriculum Statement contains "policy documents stipulating the aim, scope, content, 

and assessment for each subject" (DBE, 2011, p. 3). 
 

Annual Teaching Plan (ATP): An official document provided to aid educators and provide 

guidance on how to carry out the teaching plan. It also highlights important details and offers 

recommendations for the abilities that educators should possess to successfully teach the 

material as it is written. According to Ajibade and Bertram (2020), ATP is supplied to illustrate 

the projection of a specific portion of content coverage for a given subject that should be 

addressed. 
 

Blended learning refers to a variety of instructional strategies that combine traditional 

classroom teaching techniques with online digital media (Watson, 2008). 
 

1.13  OVERVIEW OF THE STUDY 
 
-Chapter 1- 

This chapter “aims to provide background information about the study and the context from 

which it is coming. The overall goal and purpose of this investigation are presented in this 

chapter. The problem statement is described, the reasoning behind the research, the study's 

importance, and its contribution are covered. A summary of the research methodology, 

techniques, ethical issues are also provided in this chapter.” 

-Chapter 2- 

This chapter “reviews the literature to place the study within the current conversation about the 

use of ICT in business studies instruction. The Curriculum and Assessment Policy Statement 

(CAPS) criteria for teaching business studies are covered in the first section of this chapter. A 

discussion of constructivist perceptions regarding the ways in which teachers use ICT in the 

classroom–to of business studies, as well as instructors' perspectives on this regard, is included. 

Finally, this chapter discusses several methods of teaching business studies and aims to clarify 

the necessity of integrating ICT into business studies instruction.” 
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-Chapter 3- 

In this chapter, “I present the Theoretical Framework for this study which will be the lens that 

I use to both interpret and analyse the data that will be collected. The SAMR model will be 

discussed at length, where its background will be clearly explained, its benefits and” criticism 

will be considered, and lastly, how it applies to this study will be explained. The SAMR model 

will also be used to guide the recommendations for the findings established in this study. 

-Chapter 4- 

Throughout this chapter, “I go over the research design and technique that were used in this 

study to give the reader a better understanding of the strategy I used to collect and analyse 

participant data. Finally, an explanation of the ethical and trustworthy issues is also included 

in this chapter.” 

-Chapter 5- 

 This chapter “presents the data generated through semi-structured individual interviews. The 

presentation of the data will be guided by the themes and subthemes that emerge from the 

patterns of responses provided by the participants. Direct quotation of the participants will be 

used in this chapter to ensure that their responses are captured in their true context.”  

-Chapter 6- 

The purpose “of this chapter is to present findings and propose recommendations which will be 

relevant to the research objectives as well as the context of South Africa. The findings and 

recommendations will also be presented under the same themes and subthemes established in 

Chapter 5. The recommendations presented will be linked to the literature reviewed in Chapter 

2, as well as the theoretical framework discussed in” Chapter 3. 

-Chapter 7- 

This chapter “presents a summary of the study, giving specific attention to the research aims 

and objectives. A synopsis of the study will be presented in this chapter, followed by a summary 

of the recommendations according to all stakeholders that may be affected in this study. This 

chapter also presents the limitations of the study and future research directions. A conclusion 

of the study will then be presented before the list of references is presented.” 
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1.14  CHAPTER SUMMARY 
 
This chapter attempts to elucidate the study’s background and viewpoint. Additionally, this 

study attempts to solve the present gaps in the subject of Business Studies which may be caused 

by the integration or lack of integration of ICT in the teaching process. Furthermore, claims 

are also made to support the necessity of doing this study by pointing out the successes and 

achievements that business studies teachers have made in incorporating ICT learning into the 

classroom in the recent past.  

Chapter Two presents the literature review. 
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CHAPTER 2 

LITERATURE REVIEW AND CONCEPTUAL ANALYSIS 

 

2.1 INTRODUCTION 
 
The previous “chapter introduced the study on ICT integration in the subject of Business Studies 

through the framing of the background, the problem statement, purpose and rationale, research 

objectives, and outline of the entire study” guided by three sub-questions: (a) What do teachers 

understand by ICT integration when teaching Business Studies in Johannesburg Central 

District Schools? (b) How do teachers currently integrate ICT into their teaching of Business 

Studies in Johannesburg Central District Schools? (c) What are the experiences of teachers who 

have integrated ICT into their teaching of Business Studies in Johannesburg Central District 

Schools? These questions sought to serve as guidance in answering the main question which 

seeks to determine whether or not ICT is being integrated into the pedagogy of business studies 

in Johannesburg Central District Schools. This “chapter reviews pertinent literature on ICT 

integration, drawing precisely from theory and empirical studies which were conducted on ICT 

integration in the field of education. It draws upon domestic and international literature with 

respect to what shapes the discernments, attitudes and practices of teachers in integrating ICT 

in the classroom by interrogating the hypothetical point of view on what influences ICT 

integration and how these hypothetical viewpoints influence the utilisation, perceptions and 

practices of teachers.” 

 

2.2 LITERATURE REVIEW ON BUSINESS STUDIES AND ICT INTEGRATION. 
 
A literature review “is well defined as an analysis of trends and debates in a certain discipline 

which defines the past as well as the current research on a particular topic (Pandey, 2024). In 

support of the above statement, Ebidor and Ikhide (2024) state that a literature review makes 

available a level of consciousness and limitations of what previous studies have to say on a 

particular” matter. Ferreira (2012) “declares that literature review gives a basis of knowledge 

for the enquiry at hand and empowers the researcher to better comprehend the research problem 

and the ground of study. Hence, appropriate viewpoints in the literature which include the 

background of the subject of Business Studies as stated in the Curriculum and Assessment 

Policy Statement (CAPS), were reviewed. This led to a review of the literature on the different 
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approaches to teaching Business Studies. This is followed by a review on literature about the 

teachers’ perceptions on the use of ICT as well as teacher practices in the use of ICT.” 

2.2.1 Introduction to the field of Business Studies and ICT integration. 
 
The integration of ICT into education has transformed the teaching landscape, particularly in 

subjects such as Business Studies, where digital tools can enhance learning experiences and 

engagement (Makura, 2014; Msila, 2015). As teachers increasingly adopt these technologies, 

understanding their perceptions is crucial for effectively implementing ICT strategies that align 

with pedagogical goals and improve learner outcomes (Akram et al., 2022; Chisango et al., 

2020; Kgosi et al., 2023). This literature review aims to explore the various perceptions of 

teachers regarding ICT usage in Business Studies classrooms, examining factors such as 

training, access to resources, and the impact on teaching methodologies (Akram et al., 2022; 

Chisango et al., 2020; Kgosi et al., 2023). The findings of this review will provide valuable 

insights into the challenges and opportunities that teachers face, ultimately guiding future 

professional development initiatives and policy decisions in South Africa's “educational context 

(Investigating the Barriers of ICT Use in Teaching and Learning at Public Schools in South 

Africa, 2022). By identifying the key areas of concern and success, this review contributes to 

a more nuanced understanding of how ICT can be used to foster an engaging and effective 

learning environment” in Business Studies (Akram et al., 2022; Shambare & Jita, 2024). This 

exploration also highlights best practices and innovative strategies that can be adopted to 

enhance the integration of technology in teaching, ensuring that both teachers and learners 

benefit from a more interactive educational experience. 

2.2.2 Context of Business Studies in South Africa 
 
Business studies “in South Africa is a vital component of the educational landscape, providing 

learners with essential knowledge and skills related to economics, finance, and 

entrepreneurship that are crucial for navigating today's competitive job market (Shah, 2022). 

Integrating real-world applications and case studies into the curriculum can further enhance 

learners' understanding of these concepts, preparing them for future challenges in the business 

environment” (Memon & Abdullah, 2024). By “fostering partnerships with local businesses and 

industry leaders, educational institutions can create opportunities for learners to engage in 

practical experiences that bridge the gap between theory and practice (Wilson, 2017). This 

hands-on approach not only enriches the learning experience but also equips learners with the 

confidence and expertise needed to succeed in their careers (Guo, Everage, & Zhang, 2024). 
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Employers increasingly seek candidates who can demonstrate not only theoretical knowledge 

but also practical skills that are applicable in real-world situations, making such initiatives vital 

for learner success” (Ansari, 2024). As a “result, integrating experiential learning into academic 

programs is essential for cultivating a workforce that is both knowledgeable and adaptable to 

the ever-evolving demands of the job market (Horany, 2022). The integration of ICT into this 

can enhance the learning process by providing learners with access to a wealth of resources, 

tools, and platforms that facilitate collaboration, innovation, and problem-solving in real-time 

scenarios which can also be beneficial for those who collaborate with diverse teams across 

various” industries (Anastasopoulou, Tsagri, Avramidi, Lourida, Mitroyanni, Tsogka, & 

Katsikis, 2024). This approach not only prepares learners for immediate employment but also 

equips them with the skills necessary to thrive in a dynamic and interconnected global 

economy. By fostering critical thinking and creativity, experiential learning combined with 

ICT empowers learners to become proactive and navigate complex challenges and contribute 

meaningfully to their organisations (Thaanyane & Jita, 2024). This transformative educational 

model encourages lifelong learning, enabling individuals to adapt to the ever-evolving 

demands of the workforce while cultivating a sense of responsibility and ethical awareness in 

their professional pursuits (Jedrinović et al., 2019).  
 

2.2.3 Business Studies in the Curriculum and Assessment Policy Statement 

(CAPS).  

 
South Africa is a former British colony “and therefore shares features of the curriculum 

restructurings that took place in countries such as the United Kingdom, Australia, New 

Zealand, Canada and briefly the United States” of America (Gumede & Biyase, 2016). These 

colonial influences have shaped South Africa’s educational landscape, resulting in a diverse 

system that aims to address both historical inequalities and contemporary global standards in 

education (Rapanyane, 2024). The “integration of various educational philosophies and 

practices has led to a unique approach that seeks to balance local needs with international 

benchmarks, fostering an environment where learners can thrive in a globalised world (Tella, 

2022). Therefore, it is not surprising that the subject of Business Studies is offered in secondary 

schools in” South Africa. There “are 12 organising fields for approved subjects in terms of the 

National Qualifications Framework (NQF), and the subject of Business Studies is categorised 

in the field of Business, Commerce and Management Studies (DBE, 2011). There is a total of 

29 subjects (including Business Studies) offered in the Further Education and Training (FET) 
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phase that fall under commercial” subjects (Russel, 2009). Business Studies is described as a 

subject that: 

deals with the knowledge, skills, attitudes, and values critical for informed, productive, 

ethical, and responsible participation in the formal and informal economic sectors. The 

subject encompasses business principles, theory, and practice that underpin the 

development of entrepreneurial initiatives, sustainable enterprises, and economic 

growth (CAPS document, 2011). 

 

The “subject of Business Studies is divided into four main topics”, namely the “Business 

Environment, Business Ventures, Business Roles and Business Operations” (CAPS document, 

p. 8). Each of these topics has a variety of subtopics and has a total of 25% weighting per main 

topic. The main topics are standardised in the FET phase for Business Studies. There are two 

main topics covered per schooling term, with a selection of sub-topics (GDE, 2017). Table 1 

shows the list of all subtopics covered throughout the year.  
 

Table 1: The four “main topics and sub-topics in Business Studies for the FET” phase. 

 
 Source 1: Business Studies CAPS document (2011, p. 8) 
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2.2.4 The purpose of Business Studies as articulated in the CAPS document 
 
The purpose of Business Studies is articulated in the CAPS document (2011, pp 8-9). First, it 

guarantees that learners will “acquire and apply essential business knowledge, skills, and 

principles to productively and profitably conduct business in changing business environments”. 

Second, learners will “create business opportunities, creatively solve problems and take risks, 

respecting the rights of others and environmental sustainability”. Third, the purpose of 

Business Studies is to produce learners that “apply basic leadership and management skills and 

principles while working with others to accomplish business goals”. The fourth purpose is to 

scaffold learners into being “motivated, self-directed, reflective lifelong learners who 

responsibly manage themselves and their activities while working towards business goals”. 

The fifth purpose is to produce learners that “are committed to developing themselves and 

others through business opportunities and ventures”. The sixth and last purpose of Business 

Studies is to ensure that learners “are able to secure formal employment and are in a position 

to pursue sustainable entrepreneurial and self-employment career pathways” (CAPS document, 

2011, pp 8-9). With technology playing a role in many different sectors of the economy, 

integrating ICT in teaching Business Studies becomes a necessity when attempting to align 

learners with the purpose of the subject. ICT integration could also assist in producing learners 

who are technologically inclined, as they will be exposed to technology before they exit the 

schooling system.  
 

2.2.5 Teacher requirements for Business Studies  
 
The CAPS document (2011, p. 9) states that “a teacher should have a variety of textbooks for 

reference” and a “Partnership’s Articles of Association”. Furthermore, the CAPS document 

(2011, p. 9) states that there should be a collection of legislation that the teacher should have. 

This collection of legislation includes [but is not limited to] the “Companies Act, 71 of 2008, 

Employment Equity Act No. 55 of 1998, National Credit Act No. 34 of 2005, Consumer 

Protection Act No. 68 of 2008, Basic Conditions of Employment Act No. 75 of 1997, Labour 

Relations Act No. 66 of 1995, Black Economic Empowerment Act No.53 of 2003, Skills 

Development Act No.97 of 1998, Compensation for Occupational Injuries and Diseases Act 

No. 130 of 1993, Hire Purchase Act, Long-term Insurance Act No. 52 of 1998 [and the] Short-

term Insurance Act No. 53 of 1998” (CAPS Document, 2011, p. 9). 
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In addition to the requirements stipulated in the CAPS document, Sithole and Lumadi (2012) 

asserts that to effectively teach Business Studies, a teacher needs to possess extensive 

knowledge of instruction and learning, content knowledge of the subject, technical and soft 

skills which “are accompanied by relevant qualifications that enable them to engage learners 

effectively and adapt their teaching methods to meet the diverse needs of learners in the 

classroom. In concurrence, Mohsin (2024) states that to teach Business Studies with the aim of 

promoting the learners’ learning and engaging in lifelong learning, the teacher needs to master 

the subject knowledge and know effective” pedagogy. Schreurs and Dumbraveanu (2014) 

suggested the attributes that teachers must possess and be able to do. These attributes include 

a teacher being able to: (a) “identify and to describe the learning outcomes of the curriculum”; 

(b) “construct and to implement the curriculum map of alignment”; (c) “define the learning 

outcomes per each program course”; (d) “identify and implement the appropriate teaching, 

learning and assessment techniques to guarantee the fulfilment of the constructive alignment”; 

and lastly (e) “provide evidence of quality assurance of the approaches used” (Schreurs & 

Dumbraveanu, 2014, p. 1). Integrating ICT into the above-mentioned attributes could enable 

teachers to promote life-long learning and also allow teachers to effectively execute their duties 

in a quicker and sustainable way.  

2.3 IMPORTANCE OF ICT IN EDUCATION 
 

The successful integration of ICT in Business Studies classrooms not only depends on teachers' 

perceptions but also significantly relies on their professional development and ongoing support 

systems (Shambare & Jita, 2024). Research indicates that while many teachers acknowledge 

the potential benefits of digital tools, a lack of adequate training can lead to feelings of 

inadequacy and resistance to adopting new technologies (Msila, 2015). This highlights the 

necessity for comprehensive teacher training programs that encompass not only basic computer 

skills but also pedagogical strategies tailored for integrating ICT into specific subjects such as 

Business Studies (Gamage & Tanwar, 2018; Ndlovu & Moll, 2016; Shambare & Jita, 2024). 

By fostering an environment where teachers feel competent and supported, schools can 

enhance the overall educational experience, ultimately leading to improved learner engagement 

and learning outcomes. As such, crafting targeted professional development initiatives is vital 

“for equipping teachers with the confidence and skills needed to effectively utilise technology 

in their teaching practices. Investing in these initiatives not only empowers teachers but also 

creates a ripple effect that benefits learners, preparing them for a technology-driven future and 
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fostering the critical thinking skills essential” for success in the modern workforce (Kgosi et al., 

2023). This holistic approach ensures that both teachers and learners are well prepared to 

navigate the complexities of a rapidly evolving digital landscape, ultimately bridging the gap 

between traditional education and innovative learning methodologies (Padayachee, 2017). 

Such initiatives include hands-on workshops, collaborative learning sessions, and ongoing 

support networks that encourage teachers to share best practices and innovative strategies for 

integrating technology into their classrooms. (Boobalakrishnan & Pichandy, 2016). 

 

These efforts not only enhance the teaching experience but also cultivate a culture of 

continuous improvement, where teachers feel motivated to adapt and evolve their methods in 

response to emerging trends and tools (Zarabanda, 2019). This dynamic environment fosters a 

sense of community among teachers, enabling them to collectively tackle challenges and 

celebrate successes as they embrace new technologies that enhance learner engagement and 

outcomes (Zarabanda, 2019). By prioritising professional development and fostering 

collaboration, educational institutions can bridge the gap between conventional teaching 

methods and modern pedagogical approaches, ultimately preparing learners for a rapidly 

changing world (Kumar et al., 2022). As technology continues to advance, it becomes 

imperative for teachers to remain agile and open-minded, continuously seeking innovative 

ways to incorporate digital tools that not only support their teaching but also empower learners 

to take an active role in their learning journeys (Gaur, 2025). 

 

While the integration of ICT in education, particularly in Business Studies, is often presented 

as a transformative approach, it is essential to critically examine the potential drawbacks and 

limitations associated with this trend. Many teachers may perceive ICT as a beneficial tool, but 

this perception does not necessarily translate into effective implementation or improved 

outcomes (Bai, Mo, Zhang, Boswell, & Rozelle, 2016; Kafu-Quvane & Chikoko, 2019). The 

emphasis on technology can overshadow fundamental pedagogical principles, leading to a 

reliance on digital tools that may not enhance learning but complicate it (Memon & Abdullah, 

2024). Moreover, the assumption that ICT will automatically improve learner engagement and 

outcomes is overly optimistic. A significant number of teachers face challenges that go beyond 

training and resource access, such as large class sizes, varying learner abilities, and a 

curriculum that may not align with digital learning strategies (Ntsobi, 2022; Nyathi & Joseph, 

2024; Orhani & Saramati, 2023). These factors can hinder the effective use of ICT and lead to 

frustration among teachers who feel pressured to adopt technology without adequate support 
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or consideration of their unique classroom dynamics. Additionally, focusing on professional 

development initiatives aimed at enhancing teachers' ICT skills may inadvertently divert 

attention from other critical areas of teacher training, such as classroom management and 

differentiated instruction (Ghavifekr & Rosdy, 2015). While equipping teachers with 

technological skills is important, it should not come at the expense of developing their 

fundamental teaching abilities (Kennedy & Cronjé, 2023). Furthermore, the push for ICT 

integration in Business Studies may widen the digital divide, creating disparities between 

schools with ample resources and those without (Thakral, 2015). This can worsen inequalities 

in education, as learners in under-resourced environments may miss out on the benefits of 

technology-enhanced learning (Fletcher et al., 2020; Kaur, 2023). In light of these concerns, it 

is crucial to approach the integration of ICT in education with a balanced perspective, 

recognising that while technology has the potential to enrich learning, it is not the overall 

solution (Karpliuk, Moyseyenko, Lysenko, Moroz, & Протас, 2024). Effective teaching 

requires a thoughtful blend of traditional and innovative methods, ensuring that all learners 

receive a comprehensive education that prepares them for the future without compromising the 

quality of their learning experience (Chuaungo, Lalnunsiami, & Mishra, 2022). 

 

Furthermore, the challenge of integrating ICT in Business Studies is worsened by the varying 

levels of digital literacy among both teachers and learners, which can lead to a lack of 

confidence and uneven participation in technology-enhanced learning environments (Tayaban, 

2022). For instance, research indicates that while some teachers show positive perceptions of 

technology integration, many still struggle with the fundamental skills necessary for effective 

implementation, often remaining at basic levels of proficiency (Bingimlas, 2009; Dhir & 

Dubey, 2021). This discrepancy affects teaching methodologies and learner engagement, as 

learners may feel disengaged or overwhelmed when faced with advanced technological tools 

without adequate guidance (Chuaungo et al., 2022). Consequently, educational institutions 

must prioritise tailored training programs that address these disparities, ensuring that all 

teachers possess a foundational understanding of ICT, alongside pedagogical strategies that 

foster inclusivity and adaptability within diverse classroom settings (Guo et al., 2024; Jiang, 

2023; Ngcapu et al., 2024; Sithole & Mbukanma, 2024). By doing so, schools can create an 

equitable environment where every learner has the opportunity to thrive in a digitally enriched 

curriculum, ultimately bridging the gap between varying skill sets and enhancing overall 

educational outcomes (Akram et al., 2022). Furthermore, “collaboration among teachers, 

technology specialists, and administrative staff is essential to develop comprehensive 
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professional development initiatives that not only equip teachers with the necessary skills but 

also promote a culture of continuous learning and innovation within the institution. (Akram et 

al., 2022; Shah, 2022).” 
 

2.4 THE PERCEPTION OF TEACHERS ON THE USE OF ICT 
 

As a Business Studies teacher, I have witnessed first-hand the hesitancy of other teachers to 

integrate ICT in the teaching process. This “could be the result of the different perceptions that 

the teacher could have. A number of studies have explored teacher perceptions on the use of 

ICT for teaching and learning” (Koc, 2005; Mohammadi, et al., 2015; Gebremeskel et al., 2016; 

Tarling and Ng’ambi, 2016). These “studies however focus more on the barriers that exist which 

have to do with issues of access to ICT infrastructure, the training of teachers and the learning 

environment. These studies rarely focus on integral perceptions and motivations related to the 

philosophies or beliefs of” teachers. The reason for this could be the “argument put forward by 

Wilson-Strydom and Thomson (2005) which states that it is challenging to locate the teachers’ 

perceptions on the use of ICT for teaching and learning because it is a task that necessitates the 

conceptualisation of the concept ‘integration’ and also the conceptualisation of ‘why’ teachers 

integrate.” 

 

Answers “could be traced back to when teachers were training to become teachers. Assuming 

that the perception of teachers on the use of ICT is influenced by their attitude towards ICT 

combined with the lack of exposure to ICT related teaching experience, Dogan (2010) argues 

that these factors need to be attended to during the training period as a way of ensuring that the 

skills acquired are used efficiently when stating that:” 

 

If trainee teachers have demonstrated proficiency in integrating technology into their 

teaching but do not believe that technology has a use in the classroom, they will 

probably avoid teaching with technology. In this respect, attitudes and beliefs about 

teaching with and about technology […] could exclude well-planned teaching in teacher 

training. On the other hand, trainee teachers who believe in the potential and utility of 

technology in the classroom may persevere through the many challenges that novice 

technology users face and become models for learners to follow (Dogan, 2010, p. 690).  
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The attitudes and lack of exposure to ICT should be addressed at the teacher training stage. 

This can help curb ignorance or lack of interest in integrating ICT into the classroom. 

 

In-service “teachers serve as mentors to pre-service teachers, and therefore, ICT-related 

teaching is minimised during teacher training practicum. Experienced teachers are less likely 

to integrate ICT into their lessons, while young teachers are more eager to integrate ICT into 

their” lessons (Ankiewicz, 2021). This generational gap in technology adoption can lead to 

varied teaching approaches, significantly influencing learner engagement and learning 

outcomes (Memon & Abdullah, 2024). To concur with this statement, Kafu-Quvane and 

Chikoko (2019) argued that mentor teachers’ expectations generally do not cater to ICT 

integration in the classroom. This “negative perception of ICT from in-service teachers is the 

major opposition to pre-service teachers’ use of ICT in their classroom, even when ICT is 

believed to provide adequate opportunities for meaningful learning and pushing learner 

conceptualisation in a faster and effective” manner (Ankiewicz, 2021; Padayachee, 2017). This 

is because they are mostly focused on achieving milestones rather than teaching with the 

intention of providing meaningful knowledge that learners understand and can relate to, as 

mentioned in the CAPS document (Memon & Abdullah, 2024). Consequently, addressing these 

perceptions and fostering a culture of innovation among mentor teachers is essential for 

empowering pre-service teachers to fully utilise ICT tools in their teaching practices, ultimately 

enhancing learner engagement and learning experiences (Jita & Sintema, 2022; Msila, 2015). 

Teachers therefore need to find ways of planning the delivery of their lessons while staying in 

line with the Annual Teaching Plan (ATP) which guides them on what they should be teaching 

at the time. Proper planning of the presentation of the lesson while using ICT could lead to a 

more effective and exciting classroom which provides meaningful knowledge which they can 

visualise and relate to because of how ICT was utilised to present the content.  

 

Dinh (2015) and Steiner and Mendelovitch (2017) attest that meaningful knowledge that 

learners understand is feasible through the integration of ICT. Their findings suggest that most 

teachers have a positive perception of ICT integration because it promotes simulated learning 

and relevance. Furthermore, Steiner and Mendelovitch (2017) found that in the subject of 

science, teachers found ICT useful in their teaching, especially in promoting learners’ 

concentration and active learning. 
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The teachers’ role in utilising ICT is contingent to their willingness to use it (Alzaidiyeen, 

Leong, & Fong, 2010; Groff & Mouza, 2008; Hew & Brush, 2007; Mirzajani, Mahmud, Ayub, 

& Wong 2016). Teachers need to be willing to prepare lessons through ICT and learn new 

skills which can assist them in the process of interacting with the technology in the ICT 

classroom. However, Dinh (2015) believed that teachers’ beliefs, knowledge, skills, and 

attitudes are important factors in utilising ICT in the teaching process. Similarly, Shah and 

Empungan (2015) posit that attitudes toward the utilisation of ICT tend to imitate the general 

feelings of teachers and learners towards ICT. Wilson-Strydom and Thomson (2005) are of the 

view that teachers’ epistemological assumptions influence their perceptions of the use of ICT 

for teaching and learning. Similarly, Mohammandi et al. (2015) posit that the skills, pedagogic 

value, and philosophy that teachers endorse reflect the choice of technologies that teachers 

choose. Unlike previous studies (Hew & Brush, 2007; Groff & Mouza, 2008) which contend 

that teachers’ role is more important in ICT, Sabiri (2020) proclaims that the teacher is the most 

significant factor in the process of integrating ICT in teaching. Furthermore, Sabiri (2020) 

found a link between the use of technology and the years of experience of the teacher; 

nevertheless, did not find no connection between gender and ICT use was found. The above 

debates clearly indicate the gaps that exist in relation to the perceptions of teachers and the 

utilisation of ICT in teaching. The training process and age of the teachers seem to be the major 

influences on the perception of integrating ICT into the classroom.  

 

2.5 THE PERCEPTIONS OF CONSTRUCTIVISTS ON THE USE OF ICT. 
 
Considering “that the theoretical framework adopted in this study is extracted from 

constructivism as a learning theory, this section will focus on constructivism as a learning 

philosophy, in which Moll (2013) states that it will provide a different way of thinking about 

integration. Therefore, I will expand on how this learning philosophy influences the 

perceptions of teachers, in other words, this approach challenges the reader to think and work 

in light of teacher practice, action and motivation inside the classroom about the utilisation of 

ICT for teaching and learning.” 

 

Constructivism is an expansion which originates from behaviourism, then moves to 

cognitivism, and finally to constructivism. This is not only growth in epistemology and 

progress in learning psychology, but it is also a transformation of the outdated traditional 

education methods into a more dynamic and interactive approach that encourages critical 
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thinking, collaboration, and real-world application of knowledge (Sharma & Bansal, 2017). 

This shift in educational philosophy emphasises the importance of active learning 

environments where learners can construct their own understanding through hands-on 

experiences and collaborative projects, thus preparing them for the complexities of modern 

society (Mijanović, 2023). By fostering an environment that values enquiry and exploration, 

constructivism not only enhances learner engagement but also cultivates essential skills such 

as problem-solving and adaptability, which are crucial for success in today's rapidly changing 

world (Mugambi 2018). As teachers embrace this paradigm shift, they are increasingly 

integrating technology and innovative teaching strategies that support personalised learning 

experiences, allowing learners to thrive in diverse ways, tailored to their individual strengths 

and interests (Ardiansyah & Ujihanti, 2017; Mijanović, 2023). This shift not only empowers 

learners to take ownership of their learning but also encourages a lifelong passion for 

knowledge that extends beyond the classroom (Mijanović, 2023). Additionally, Turza (2023) 

argues that the process of learning is where knowledge is constructed in which the learners are 

the main participants of the learning process where they independently construct knowledge 

on their own with the teacher guiding the process of knowledge construction. This collaborative 

approach fosters “critical thinking and problem-solving skills, enabling learners to engage more 

deeply with the material and apply what they have learned in real-world contexts Turza, 

(2023).” 

 

Inside a classroom that subscribes to constructivism, “the learners are presumed to be social and 

active participants in the process of learning. According to Gebremeskel et al. (2016), 

constructivism emphasises learners’ ability to construct their own connotation of innovative 

information as they engage with the content and interact with others in the” classroom. 

Subsequently, constructivism assumes that “teachers should create an environment for learning 

which will grant learners the opportunity to construct their own skills and knowledge through 

interaction, experience, and the necessary support from an adult. As articulated in the CAPS 

document (2011), the subject of Business Studies requires learners to develop core problem-

solving skills in their process of learning which they will be able to utilise on their quest of 

becoming active participants of the” economy. In concurrence, Moll (2013) proposes three 

separate predispositions which are in support constructivism. First, Moll (2013) posits “that 

knowledge is externally acquired and learned from experience or audio-visual presentations. 

The second predisposition links to the new conceptualisation of innate factors concerning the 
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development of reasoning and how these factors relate to maturation which is viewed as a 

precondition to learning but not regarded as the result of learning (Moll, 2013). The third 

predisposition relates to the idea of utilising applications or technologies that promote 

interaction among learners through activity-based learning” (Moll, 2013). Therefore, the 

activities of learners should be based on problem solving driven by teachers’ ability to 

formulate and structure activities that challenge learners and motivate them to become critical 

thinkers. ICT can be operationalised in this process through the use of ICT interfaces such as 

interactive whiteboards which allow learners to interact with the device and other learners 

through the proper planning of activities designed by the teacher. Based on the above 

discussion, it is evident that this learning theory has some assumptions about learners and 

teachers, as well as how learning ought to take place (Siddiqui, 2024). The next section focuses 

on ICT integration and the teacher practices used in teaching Business Studies. ICT can be 

linked “to constructivism when taking into consideration how the subject matter is shared and 

how learning is achieved through active engagement with the learners (Chand, 2018). 

Furthermore, the link between ICT and constructivism exists through the integration of active 

learning which will be further discussed later on in this chapter under the model of cooperative 

or collaborative learning.” 

 

2.6 TEACHER PRACTICES WHEN INTEGRATING ICT.  
 
On “the one hand, a number of authors (Dinh, 2015; Empungan, 2015; Mohammandi et al., 

2015; Wilson-Strydom & Thomson, 2005) are of the view that teacher practices are influenced 

by beliefs, perceptions, knowledge, and skills which results in effective teaching while using” 

ICT. On the other hand, “Koehler and Mishra (2009) utilised Technological Pedagogical 

Content Knowledge (TPACK) to identify knowledge domains required for effective teaching 

with ICT. TPACK is an instrument which can be utilised to investigate pedagogically sound 

ways in which technology can support both teachers’ and learners’ knowledge while ensuring 

that it remains on par with the technology, content, and pedagogy frameworks” (Brantley-Dias 

& Ertmer, 2013). Hilton (2016) states that “TPACK is an extension of Shulman’s (1989) 

concept of Pedagogical Content Knowledge (PCK) which incorporates the links between 

Content Knowledge (CK), Pedagogical Knowledge (PK) and Technological Knowledge (TK) 

(Harris & Hofer, 2011; Voogt, Fisser, Pareja Roblin, Tondeur, & van Braak, 2013), which in 

turn contributes towards teacher competences which are needed for effective classroom 

technology integration” (Brantley- Dias & Ertmer, 2013). Figure 1 below which was created by 
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Mishra and Koehler (2006), is “a common representation of the TPACK model which seems to 

suggest that each of the three domains work individually and also together at the same time 

while demonstrating that effective teaching with technology needs the ability to comprehend 

and design learning activities that simultaneously draw on the three areas namely the CK, the 

PK and the TK (Archambault & Barnett, 2010; Harris & Hofer, 2011; Koehler & Mishra, 2009; 

Hofer & Grandgenett, 2012).” 

 

Figure 1: TPACK Model 

Source: http://www.tpack.org/  

 

However, Mishra and Koehler (2006) did “not make it clear what these knowledge domains are 

in terms of attempting to define the type of knowledge that forms each constituent. Although 

it is easy to conceptualise ICT integration using the TPACK model, its shortcomings of 

TPACK are the difficulty in identifying these domains in teachers’ practices. Meanwhile, 

CAPS (2011) is clear on its requirements that teachers should develop good content, 

pedagogical and assessment knowledge and skills which are necessary for teaching and 

learning given the deployment of ICT into schools to promote the latter.” 

 

Therefore, “a more theoretical invention of the link between TPACK knowledge domains and 

what teachers do in precise learning contexts needs more than one theory to develop the link 

http://www.tpack.org/


 27 

between TPACK and teaching activities. Presented below are practices that have been 

observed.” 

2.6.1 Orthodox View vs Emerging View in ICT integration 
 
Because there are two “opposing positions that propose two different perspectives on how 

technology and pedagogy are both comprehended, it can be argued that the fields of educational 

technology and pedagogy are not yet conversing with one”  According to Dron (2012), there is 

the orthodox view of ICT integration as well as an emerging view of ICT integration. The 

debate surrounding the Orthodox and Emerging Views in ICT integration highlights the 

contrasting philosophies and approaches to incorporating technology into educational practices 

(Mishol-Shauli, Shacham, & Golan, 2019). These differing perspectives influence not only 

how technology is integrated into classrooms but also the broader implications for teaching and 

learning outcomes (Gros, 2016). Understanding these two viewpoints is essential for teachers 

and policymakers as they navigate the complexities of technology integration to enhance 

learner engagement and improve educational effectiveness (Chuaungo et al., 2022). The 

Orthodox View typically emphasises a structured, traditional approach to technology use, often 

focusing on established pedagogical methods and the importance of teacher-led instruction in 

the classroom. In contrast, the Emerging View advocates for a more flexible and innovative 

approach, prioritising learner-centred learning experiences that leverage technology to foster 

creativity, collaboration, and critical thinking skills (Bonfiglio-Pavisich, 2018). Balancing 

these perspectives can lead to a more holistic approach, where teachers can draw from both 

traditional and innovative practices to create an enriched learning environment that meets the 

diverse needs of learners (Bonfiglio-Pavisich, 2018; Luhamya, Bakkabulindi, & Muyinda, 

2017).This synthesis encourages the exploration of diverse teaching methodologies, allowing 

teachers to tailor their approaches to maximise learner potential while effectively integrating 

technology into their curricula (Çapuk & Kara, 2015). This dynamic interplay between 

traditional and modern educational strategies not only enhances engagement but also prepares 

learners for the complexities of a rapidly changing world, equipping them with the skills 

necessary to thrive in various contexts (Çapuk & Kara 2015). By promoting an atmosphere of 

adaptability and creativity, teachers can cultivate a generation of learners who are 

knowledgeable and resilient problem solvers ready to tackle future challenges (Chuaungo et 

al., 2022). This holistic approach to education emphasises the importance of collaboration, 

critical thinking, and emotional intelligence, ensuring that learners develop a well-rounded skill 

set that extends beyond academic achievements (Dela Rosa, 2016). As a “result, schools are 
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increasingly focusing on experiential learning opportunities that encourage learners to apply 

their knowledge in real-world situations, bridging the gap between theory and” practice 

(Chuaungo et al., 2022; Luhamya et al., 2017). 

2.6.1.1 Orthodox View of ICT Integration 
 

The orthodox view of ICT integration is often characterised by a focus on technology as a mere 

tool for delivering content rather than as an integral part of the learning process that enhances 

engagement and fosters deeper understanding (Chuaungo et al., 2022). This perspective limits 

the potential of technology to transform education, as it overlooks the dynamic ways in which 

digital tools can facilitate collaboration and innovation among learners (Çapuk & Kara, 2015). 

In contrast, a more progressive approach recognises that technology can serve as a catalyst for 

interactive learning experiences, empowering learners to explore concepts creatively and 

collaboratively “while preparing them for the demands of a rapidly evolving digital landscape 

(Feist & Reid, 2018). By embracing this comprehensive view of ICT integration, teachers can 

create a more inclusive and engaging learning environment that not only supports academic 

achievement but also nurtures critical thinking and problem-solving skills essential for success” 

in the 21st century (Yilmaz, 2021). This shift towards a technology-enhanced educational 

framework encourages the development of personalised learning pathways, allowing learners 

to progress at their own pace and engage with material that resonates with their individual 

interests and strengths (Feist & Reid, 2018). This approach not only fosters a sense of 

ownership over their learning but also cultivates a lifelong love for knowledge, equipping 

learners with the adaptability needed to thrive in an increasingly complex world. Embracing 

ICT integration also empowers teachers to utilise data-driven insights, enabling them to tailor 

instruction and interventions that address the diverse needs of their learners more effectively 

(Jedrinović et al., 2019). 
 

2.6.1.2 Characteristics of the Orthodox View 

 

Moreover, the integration of ICT in education necessitates ongoing professional development 

for teachers to harness its full potential. Training “programs should not only focus on technical 

skills but also emphasise pedagogical strategies that align with both Orthodox and Emerging 

Views, fostering a deeper understanding of how technology can enhance learning” outcomes 

(Haji, Shiyo & Mrutu, 2023; Krishna, 2023; Theodorio, 2024; Umar, Isah, Ibrahim, Shuaibu, 

Musa, 2024; Van Slyck, 2019). This commitment to continuous growth ensures that teachers 
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are equipped to navigate the complexities of digital tools while adapting their instructional 

methods to meet diverse learner needs (Ramaila & Molwele, 2022). As teachers embrace 

innovative practices, they can create collaborative environments where learners actively 

participate in their learning journey, thus bridging traditional content delivery with interactive 

experiences that resonate with today's learners (Tan, Ji, Lim, & Tseng, 2017). Ultimately, this 

shift towards an integrated approach highlights the importance of community engagement and 

support among all stakeholders, namely teachers, administrators, and parents, in an effort to 

cultivate an educational ecosystem that champions both academic excellence and personal 

development (Orhani & Saramati, 2023; Padayachee, 2017). By promoting strong partnerships 

and open communication, schools can utilise collective resources and expertise to implement 

effective strategies that enhance both teaching and learning experiences, ultimately preparing 

learners for success in an increasingly digital world (Padayachee, 2017). This collaborative 

“effort not only enriches the educational landscape but also empowers learners to take 

ownership of their learning, encouraging critical thinking and problem-solving skills essential 

for navigating the complexities of modern” society (Orhani & Saramati, 2023). This holistic 

model not only benefits individual learners but also strengthens the entire community, 

promoting a culture of shared responsibility and continuous improvement that can adapt to 

future challenges and opportunities (Techno-Pedagogical Concepts with Digital Skills, 2022). 
 

2.6.1.3 Advantages of the Orthodox View 
 

 Some advantages of the orthodox view of ICT integration include a strong emphasis on 

tradition and stability, which can provide a sense of continuity and identity for learners as they 

engage with established knowledge and practices (Ramaila & Molwele, 2022). This 

perspective often promotes a structured approach to learning, ensuring that foundational skills 

are prioritised and mastered before learners explore more innovative or experimental 

methodologies (Jones & McLean, 2012). This structured framework can help create a solid 

educational foundation, equipping learners with the essential tools they need to navigate 

complex subjects and fostering a sense of discipline that is crucial for lifelong learning 

(Adhikari, 2021; Valente, Monteiro, & Lourenço, 2018). In addition, the orthodox view 

encourages a clear assessment of learner progress through standardised evaluations, allowing 

teachers to measure learning outcomes effectively and identify areas that may require 

additional support or intervention (Quadros-Flores, Flores, Ramos, & Peres, 2019). Such 

evaluations not only provide insights into individual learner performance but also help refine 
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teaching strategies to better address diverse learning needs within the classroom (Shukla & 

Yadav, 2019). This approach ultimately promotes an inclusive educational environment in 

which all learners can thrive, ensuring that no learner is left behind in the pursuit of knowledge 

and skills (Techno-Pedagogical Concepts with Digital Skills, 2022; Karagianni & Drigas, 

2023). By prioritising collaboration among teachers, parents, and learners, the orthodox view 

fosters a community-oriented approach to education that enhances motivation and engagement 

while reinforcing the importance of shared responsibility in the learning process (Manzoor, 

2018). This collective effort not only enriches the educational experience but also cultivates a 

sense of belonging and accountability among all stakeholders involved (Lomos et al., 2023; 

Orhani & Saramati, 2023; Paone, 2020). 

 
2.6.1.4 Limitations of the Orthodox View 

 

Some of the limitations of the orthodox views of integrating ICT are that they may include a 

lack of flexibility “in adapting to the unique needs of individual learners, as it often relies on 

standardised methods that may not resonate with every learner (Hussain et al., 2024). 

Additionally, this approach can sometimes overlook the importance of innovative teaching 

methods and technologies that could better address diverse learning styles and foster creativity 

in the classroom” (Hussain et al., 2024). Recognising these limitations is crucial for teachers 

and policymakers, as it encourages the exploration of more personalised and adaptive teaching 

strategies that can effectively engage all learners “while utilising the full potential of technology 

in education (Botello, Hernández, & de Luna Caballero, 2019). Emphasising the need for 

professional development and training for teachers is essential, as it equips them with the skills 

to implement these innovative strategies effectively and tailor their approaches to meet the 

varied needs of their learners (Valente et al., 2018). By fostering a culture of continuous 

learning and collaboration among teachers, schools” can create an environment that not only 

embraces innovation but also encourages the sharing of best practices to enhance learner 

engagement and achievement (Gerhardt & Mackenzie-Philps, 2018). This collaborative 

approach can lead to the development of a more inclusive educational framework, where 

diverse learning styles are acknowledged and addressed, ultimately benefiting every learner in 

their academic journey (Sithole & Mbukanma, 2024). As a result, schools can cultivate a 

dynamic learning atmosphere that empowers both teachers and learners to thrive, fostering 

resilience and adaptability in an ever-evolving educational landscape (Mustafa et al., 2024). 
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2.6.1.5 Emerging View of ICT Integration 
 

The emerging view “of ICT integration is centered around the idea that technology should be 

seamlessly woven into the fabric of teaching and learning, enhancing instructional methods 

and providing learners with access to a wealth of” resources (Hussain, Wen, Jiang, Waheed, 

Ali, & Khan, 2020). This integration of technology within the emerging view enriches learning 

experiences and necessitates a shift in assessment practices to align with new pedagogical 

frameworks (Budnyk & Kotyk, 2020). Traditional evaluation methods may fall short in 

capturing the depth of learner engagement and understanding fostered by interactive 

technologies; thus, formative assessments that emphasise creativity, collaboration, and critical 

thinking have become increasingly vital (Tok & Sora, 2013). Furthermore, as teachers embrace 

this dynamic landscape, they must consider how digital tools can facilitate differentiated 

instruction tailored to individual learner needs, promoting inclusivity and equity in educational 

settings (Tok & Sora, 2013). By adopting a more holistic approach to assessment, schools can 

better prepare learners for real-world challenges, ensuring that they are equipped not only with 

knowledge but also with the skills necessary to navigate an interconnected and rapidly evolving 

society (Quadros-Flores et al., 2019). This shift not only enhances the learning experience but 

also “encourages learners to become active participants in their education, fostering a sense of 

ownership and responsibility towards their own learning journey (Quadros-Flores et al., 

2019).This transformation calls for ongoing professional development for teachers, enabling 

them to effectively integrate these digital resources into their teaching practices and create 

engaging learning environments that inspire creativity and critical” thinking (Karagianni & 

Drigas, 2023). By utilising “technology, teachers can personalise learning experiences to meet 

the diverse needs of their learners, ultimately promoting a more inclusive educational landscape 

where every learner has the opportunity to thrive (Karagianni & Drigas, 2023). As a result, 

educational institutions must prioritise investment in training programs and resources that 

empower teachers to harness the full potential of technology, ensuring that they are well 

equipped to guide their learners through this dynamic learning landscape (Karagianni & Drigas, 

2023; Montgomery, 2022). This commitment to professional development not only enhances 

teachers' skills but also fosters a culture of continuous improvement, where innovative teaching 

methods can flourish and adapt to the ever-evolving demands of the digital age (Karagianni & 

Drigas, 2023). 
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2.6.1.6 Characteristics of the Emerging View 
 

Some characteristics of the emerging view of ICT integration in education emphasise 

collaboration, flexibility, and personalised learning experiences that cater to individual learner 

strengths and interests (Chandra & Mills, 2015). By embracing these principles, educational 

institutions can “create an environment where learners are actively engaged in their learning 

journey, encouraging critical thinking and problem-solving skills that are essential for success 

in the 21st century (Chandra & Mills, 2015). Moreover, the integration of ICT in education can 

serve as a vital tool for promoting global citizenship among” learners. By utilising digital 

platforms and collaborative technologies, learners can engage with peers from diverse cultural 

backgrounds, enhancing their understanding of global issues and promoting empathy (Thomas, 

2019). This interconnectedness not only broadens learners' perspectives but also prepares them 

to navigate an increasingly multicultural world in which collaboration across borders is 

essential (Harris et al., 2020). As highlighted by recent studies, effective ICT integration has 

been linked to improved learner engagement and learning outcomes, particularly when it 

supports interactive and participatory learning environments (Godat, 2012; Jackson et al., 

2011; Tok & Sora, 2013). Thus, embracing the emerging view of ICT integration enriches 

academic experiences and cultivates socially responsible individuals equipped to contribute 

positively to society (Dedrick & Esmail, 2018). By promoting “critical thinking and problem-

solving skills, these educational approaches empower learners to tackle real-world challenges 

collaboratively (Jones & Le Fevre, 2021). This holistic approach to education not only 

enhances academic performance but also instils a sense of global citizenship, encouraging 

learners to become active participants” in addressing pressing societal issues (Karkuzhali & 

Senthilkumar, 2020). This transformation in educational practices is essential for preparing 

learners to navigate an increasingly complex and interconnected world, where their 

contributions can lead to meaningful changes (Choon & Patrick, 2018). Such an educational 

framework not only prepares learners for future careers but also inspires a lifelong commitment 

to learning and civic engagement, ultimately shaping a generation of leaders who prioritise 

innovation and social impact (Bloom et al., 2019; Coleman, Gibson, Cotten, Howell-Moroney, 

& Stringer, 2016). By promoting critical thinking and collaboration, this approach equips 

learners with the skills necessary to analyse problems from multiple perspectives and develop 

sustainable solutions that benefit both their communities and the world at large. 
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2.6.1.7 Advantages of the Emerging View 
 

Some of the advantages of the emerging view of ICT integration include the enhancement of 

learner engagement “through interactive learning experiences, improved access to information 

and resources, and the development of digital literacy skills that are essential in today's job” 

(Tikam, 2021). This integration also encourages personalised learning pathways, allowing 

learners to progress at their own pace while cultivating a sense of ownership over their 

educational journey (Tikam, 2021). Furthermore, it fosters collaboration among peers and 

teachers, “creating a dynamic learning environment that promotes creativity and critical 

thinking skills essential for success in an increasingly interconnected world (Van Slyck, 2019). 

These advantages not only prepare learners for future employment but also equip them with 

the adaptability needed to thrive in a rapidly evolving technological” landscape (Omariba, 

2019). Consequently, educational institutions are increasingly adopting innovative teaching 

methods and tools that harness technology to enhance learner engagement and improve 

learning outcomes (Rebelo & Guimarães, 2020). This shift towards personalised and 

technology-driven education is transforming traditional classrooms into vibrant hubs of 

exploration, where learners are encouraged to take the initiative and pursue their interests 

(Gunhold, 2015). This evolution promotes a culture of collaboration and lifelong learning, 

empowering learners to become not only consumers of information but also active contributors 

to their fields of interest (Tikam, 2021). By integrating project-based learning, interactive 

simulations, and digital resources, “teachers are creating immersive experiences that cater to 

diverse learning styles and promote critical thinking skills essential for success in the 21st 

century (Yilmaz, 2021). Consequently, learners are better equipped to adapt to an ever-

changing job market, developing the resilience and creativity needed to tackle complex 

challenges in their future careers (Murrie, 2019). This shift in educational paradigms not only 

enhances academic performance but also cultivates a sense of purpose and passion among 

learners, inspiring them to explore new ideas and innovate within their chosen disciplines (A 

Hybrid Connected Approach of Technologies to Enhance Academic Performance, 2022).” 

 

2.6.1.8 Limitations of the Emerging View 
 
The limitations of the emerging view when integrating ICT include the potential for unequal 

access to technology, which can exacerbate existing educational inequalities and hinder the 

effectiveness of immersive experiences (Pezo, 2024; Yilmaz, 2021). Addressing these 
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disparities requires a concerted effort from policymakers, teachers, “and communities to ensure 

that all learners have the necessary resources and support to thrive” in a technology-driven 

educational landscape (González-Mohino et al., 2023). To effectively address the limitations 

of the emerging view, it is crucial to implement strategies that ensure equitable access to 

technology and resources across diverse educational settings. This includes developing 

partnerships with local businesses and community organisations to provide the necessary tools 

and training for both learners and teachers, thereby bridging gaps in technological availability 

(Tadeu et al., 2019). Additionally, schools must invest in ongoing professional development 

that focuses on the integration of ICT and emphasises cultural competency and inclusivity 

within their teaching practices (Aji, 2019). By promoting an environment in which all 

stakeholders, including teachers, parents, and community members, collaborate towards shared 

goals, educational institutions can cultivate resilience against disparities and enhance the 

overall learning experience for every learner (Dalal, 2016). Ultimately, this holistic approach 

not only mitigates the risk of exclusion but also enriches the educational landscape, preparing 

learners to thrive in a complex and interconnected world while nurturing their potential as 

innovative problem solvers (Putri & Ilmi, 2023). This commitment to inclusivity and 

collaboration empowers learners to develop critical thinking skills, adapt to diverse 

perspectives, and embrace “the challenges of a rapidly changing global society (Anastasopoulou 

et al., 2024; Paulo et al., 2024; Teixeira et al., 2024). By integrating these principles into the 

curriculum, teachers can create a dynamic learning environment that values diversity and 

promotes equity, ensuring that every learner's voice is heard and respected (Patrix, 2017). This 

inclusive framework fosters a sense of belonging among learners, encouraging them to actively 

engage in their education and collaborate with peers” from various backgrounds (Bell et al., 

2022). This collaborative spirit not only enhances their learning experiences but also prepares 

them for future roles as global citizens who can navigate and contribute positively to an 

increasingly diverse world (Scamati, 2020). Such an approach empowers learners to develop 

empathy and cultural awareness, equipping them with the tools necessary to address complex 

societal issues and build meaningful connections across differences (Ramos, 2023). 

2.6.1.9 Comparative Analysis Between Orthodox and Emerging Views 
 
In examining these contrasting perspectives, it becomes evident that orthodox views often 

prioritise traditional methods and established norms, whereas emerging views advocate for 

innovative approaches that embrace change and adaptability in educational practices (Garcia 

Garcia et al., 2022). This shift in perspective highlights the necessity for educational 
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institutions to evolve, fostering environments that encourage creativity and critical thinking 

while valuing diverse viewpoints and collaborative problem-solving (Pletser, 2017). This 

evolution not only enhances learner engagement but also prepares learners to navigate an 

increasingly interconnected world, where the ability to collaborate with individuals from 

various backgrounds is essential for success (Vong & Song, 2015). As educational paradigms 

continue to shift, it is crucial for stakeholders to recognise the implications of these changes on 

curriculum design and teaching methodologies. By prioritising interdisciplinary learning and 

integrating technology, teachers can create dynamic curricula that respond to the needs of a 

diverse learner population, ultimately equipping learners with the skills necessary to meet 

future challenges (Haniya, 2021). This holistic approach not only fosters a deeper 

understanding of complex concepts but also cultivates adaptability, resilience, and innovation 

among learners as they prepare to face the demands of a rapidly evolving global landscape 

(Clifford, 2021). By embracing collaboration among teachers, industry professionals, and 

community members, schools can further enhance their educational strategies to ensure that all 

learners are prepared to thrive in an interconnected world (Choy et al., 2018). 
 

2.6.1.10 Impact on Educational Practices 
 
The integration of interdisciplinary methods and technology in education is reshaping 

traditional practices, encouraging a shift towards more collaborative and experiential learning 

environments that prioritise learner engagement and real-world application (Miskioglu, 2016). 

This transformation not only enriches the learning experience but also equips learners with 

critical thinking skills and a sense of agency, empowering them to navigate challenges 

effectively in their future careers (Hayford & Kattwinkel, 2018). As educational institutions 

adapt to these changes, they must also prioritise inclusivity and accessibility, ensuring that all 

learners, regardless of their backgrounds or abilities, have equal opportunities to succeed in 

this dynamic environment (Mendoza & Venables, 2023). This commitment to inclusivity not 

only fosters a diverse learning community but also enhances the overall educational experience 

by bringing together varied perspectives and ideas that enrich discussions and collaborations. 

(Hayford & Kattwinkel, 2018; Kuryliak, 2023).  

2.6.2 Process Approach vs Product Approach in ICT integration 
 

Most studies “that focus on ICT integration (Lloyd, 2005; Hennessy et al., 2010; Hennessy, 

2010; Peeraer and Van Petergen, 2015; Ndlovu, 2015) seldomly attempt to define the concept 
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of integration. Lloyd (2005) makes it clear of what ICT integration is, while other studies 

(Hennessy, et al., 2010; Peeraer and Van Petergen, 2015; Ndlovu, 2015) approached the 

concept from theories 

formulated in educational technology hence giving fragmented understanding of the concept.” 

According “to Lloyd (2005), the process of integration is to combine components into a 

harmonious whole. Lloyd (2005) uses the metaphor of language and attempts to convince the 

reader to view integration through the lens of a language which is at times measured against 

fluency. In this case, Lloyd (2005) advocates measuring integration through technological 

fluency. Interestingly, Lloyd (2005) views integration as either context or” content. The 

difference between context and content is that context relates to the method of teaching, while 

content “relates to technological and subject matter knowledge. The didactic interpretation of 

integration is captured as an argument in various studies (Dron, 2012; Peeraer and Van Petegen, 

2015; Ndlovu, 2015), where others view integration in the form of levels of adoption, while 

other studies view integration in terms of types (Wilson-Strydom and Thomson,” 2005; Ndlovu, 

2015). Ndlovu (2015) “uses her conceptual framework to explain ICT integration using the 

process approach which assumes integration to be an invisible operation hidden around dots 

meant to represent different resources, activities and classroom practices represented in figure 

2 below.” 

 

Figure 2: Process approach vs Product approach 

“Source: Ndlovu, 2015” 
 

This understanding is acknowledged by Lloyd (2005), who describes ICT integration as 

conditional knowledge which relates to “how” and “when”. I would assume that within 

Business Studies teaching, the “how” relates to the method and medium used to teach a concept 

or “principle while the “when” will be determined by either teacher wisdom or feedback from 



 37 

learners. This understanding of ICT is currently dominant in South Africa. The challenge with 

this interpretation is that it does not state explicitly how ICT integration should take place in 

practice, this is at odds with the current understanding of the two-guiding policy documents, 

namely the CAPS document for Business Studies (DBE, 2011) and the White paper (DBE, 

2004) whose interpretation has been challenged as not translating to real classroom practice.” 

2.6.3 The Generative use of ICT vs The Representational Use of ICT 
 
According “to Du Plessis and Webb (2008), integration is the transformation which occurs in 

teaching practice. Their view attempts to distinguish between use and integration, where use is 

interpreted as a form of transposition of old practice into new mediums without change in 

pedagogy.” While “transformation relates to change in practice, Proctor, Watson, and Finger 

(2003) are of the view that ICT integration is a rare occurrence, somehow acknowledging 

Lloyd’s (2005) assertion that ICT integration is easy to conceptualise but empirically difficult 

to ascertain its existence. Wilson-Strydom and Thomson (2005) distinguish between ICT use 

and integration; they assert that the acquisition of technical skills and learning about computers 

amounts to implementation without” integration. Furthermore, they “view implementation with 

integration as a situation where learners use ICT to learn and ICT being the centre for learning. 

Wilson-Strydom and Thomson (2005) coined two terms to explain the use of ICT in teaching: 

representational use of ICT, which involves using ICT to project content, and the assumption 

that learners are passive. On the other hand, they assert that generative use of computers 

involves the use of ICT to facilitate learning, and the assumption is that learners are active in 

the process of teaching and learning.” 

 

Gauteng “province has experienced a lot of success in providing ICT infrastructure to schools. 

According to the GDE close out report on the ICT project (2016), ICT integration is reported 

to be very low in” practice. “The challenge is in identifying what constitutes an ICT integrated 

learning experience, hence this study seeks to determine whether teacher in Johannesburg do 

utilise ICT in the classroom, and if so, how do they utilise it.”  

 

2.7 DIFFERENT APPROACHES TO TEACHING BUSINESS STUDIES  
 

Teaching is regarded as both an art and a science. As an art, it emphasises the 

imaginative and artistic abilities of the teacher in creating a worthwhile situation in the 

classroom to enable learners to learn. As a science, it sheds light on the logical, 
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mechanical, or procedural steps to be followed to attain effective goal achievement 

(Rajagopalan, 2019, p. 5).  

Teaching “is a collaborative process through which teachers share subject knowledge and skills 

with learners, with intentions of promoting learner’s understanding of the social, economic, 

and political environment to improve their survival in the ever-changing global world (Odundo 

& Gunga, 2013). As Pele (2014) noted, the key objective of teaching is to create opportunities 

for learning to occur and develop a desire to” learn. Therefore, “the teacher ought to influence 

learners to critically think in certain ways as guided by the curriculum. In this regard, learners 

can be considered to have learned if they can display a clear understanding of the subject 

knowledge and skills, which are important for solving societal problems and improving human 

life in the ever-changing world. While current teachers’ undergraduate training makes specific 

recommendations in” favour of active teaching methods, “the efforts of the teachers are in most 

cases motivated by the combination of cognitive orientation and objectives of the process of 

teaching and learning (Odundo & Gunga, 2013).” 

 

In the process of teaching and learning, the approach could be teacher-centred, learner-centred, 

or a mixture of both “approaches (Moate & Cox, 2015). According to Mascolo (2009), the 

distinction between the two approaches is often linked to the sharing of expertise and authority 

in the classroom. Teacher-centred pedagogy, also known as traditional teaching methods, is 

generally defined by Kain (2003) as an approach in which the teacher accepts primary 

responsibility for the mediation of knowledge to” learners. “From this view, judgments about 

the appropriate body of knowledge, subject structure, and expertise rest with the teacher. 

Drawing upon Cichelli (1983), Hancock, Bray, and Nason (2003) as cited in Mascolo (2009, 

p. 366), teacher-centred pedagogy is defined as the process where the teacher:” 

(a) is the dominant leader who establishes and enforces rules in the classroom; (b) 

structures learning tasks and establishes the time and method for task completion; (c) 

states, explains, and models the lesson objectives and actively maintains learner on-task 

involvement; (d) responds to learners through direct, right/wrong feedback, uses 

prompts and cues, and, if necessary, provides correct answers; (e) asks primarily direct, 

recall-recognition questions and few inferential questions; (f) summarises frequently 

during and after a lesson; and (g) signals transitions between lesson points and topic 

areas (Cicheli 1983); Hancock et al., (2003) as cited in Mascolo (2009, p. 366).  
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Empirical “evidence confirms that using teacher-centred pedagogies, such as the lecture 

method, notes writing and ‘chalk and talk’ to teach Business Studies, results in facts cramming, 

poor knowledge retention and constraints application as learners become inactive participants 

during teaching and learning process (Chand, 2018); Sithole, 2012; McDowell, 2001; Odundo 

& Gunga, 2013; Mkala & Wanjau, 2013).” It “is worth pointing out that literature suggests that 

there are teachers who, even in the age of technology are reluctant from leaving these traditional 

methods of teaching for the use of technology (Abedi, Prestridge, & Hodge, 2024; Boonmoh 

& Sanmuang, 2024; Kosiorek, 2023).” 

 

In contrast, “learner-centred pedagogies originate from constructivist theory, in which mastery 

of the subject matter is shared and learning is achieved through active learners’ engagement 

(Chand, 2018) Odundo & Gunga, 2013 views learner-centred pedagogy as collaborative 

learning.” According “to Schreurs and Dumbraveanu (2014), when the learner-centred approach 

is employed, the focus changes from teacher to learner; now the learner assumes a participative 

role by engaging in self-directed learning while leading discussions in the classroom, while the 

teacher becomes a facilitator or coach. Learner-centred methods have many benefits; for 

instance, this approach promotes democratic) democratic participation in the learning process, 

elicits critical thinking in learners, improves learners’ communication needs, and results in a 

knowledgeable person” (Mkala & Wanjau, 2013). “ICT can form part of the learner-centred 

approach whereby in the facilitation process, the teacher could give instructions and then allow 

the learners to search for the information for themselves. For example; in the subject of 

Business Studies, the teacher could write down main concepts for a particular chapter or section 

and allow the learners to use their mobile phones to search for the meaning of those concepts 

and give feedback in the classroom through reading out of their findings.” 

 
It is for this reason that “that the current global education studies propose a shift from the 

teacher-centred to learner-centred approach with learning outcomes of deeper learning to equip 

learners with skills and competencies they will need to succeed in the” (Martinez et al., 2016; 

Yelland, Neal & Dakich, 2008). The existing literature suggests that “deep learning rather than 

surface learning of information, facts, and formulas should be the aim of education;  a move 

well beyond test prep pedagogy to interactive pedagogies” (Gore, 2019). Deep learning is 

defined as an “umbrella term for the skills, dispositions, and knowledge that learners must 

possess to succeed in 21st-century jobs and civic life. At its heart is a set of competencies 

learners must master to develop a keen understanding of academic content and apply their 
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knowledge to problems in the classroom and on the job” (William and Flora Hewlett 

Foundation’s Education Program, 2013). 

 

Teachers “who aim for deep learning outcomes, tend to focus more on empowering learners, 

rather than worrying about pass percentage (Smith & Colby, 2010). For this reason, they 

employ in their classroom learner-centred teaching methods that assist learners in becoming 

active participants during teaching and learning rather than becoming passive followers.” 

According to Mikala and Wanjau (2013, p.19), “team teaching, group assignments, field 

tours/visits, internet search, cooperative learning, print media, business plan, case study, 

problem-based learning, learner presentations seminars/workshops, decision-making 

exercises, attachment, internship, consulting assignments, actual running of a small business, 

research project on an existing business” are some of the recommended learner-centred 

pedagogies which can be utilised for delivering business content with the aim of ensuring that 

deep learning outcomes are achieved. For this study, only project-based learning, cooperative 

and collaborative teaching and learning, problem-based learning, and field tours/visits will be 

researched. 

 

Inside “the Business Studies classroom, the focus is on theory rather than the practical reality 

of how to be an asset in the competitive business world (Kimotho, 2016). The lack of 

developing business practicality in the classroom leaves Business Studies learners without the 

necessary skills and competencies needed for a future career in the global” marketplace. 

Therefore, “transforming the current teaching pedagogies will put learners at the advantage of 

being exposed to real-world problems and settings that enable them to become more effective.” 

2.7.1 Project Based learning 
 
Sekwena (2014) describes “project-based learning as an approach that uses a problem approach 

and allows learners to solve realistic problems that reflect the decisions” and dilemmas that 

people face on a daily basis. Moreover, Vasiliki, Panagiota and Maria (2016) view this method 

as an experiential teaching method that helps learners develop many skills, such as the 

management and implementation of complex plans. The two studies agree that this method 

allows for active learning and participation. ICT can be operationalised in the project-based 

learning approach, where a teacher could present the real-life struggles of the business world 

and then ask learners to research international solutions which could be applied domestically 

to try and curb the presented problem. The international search for solutions could be done 



 41 

with the use of ICT, where learners can engage in a web search, watch online videos, download 

and read journal articles, and have Skype or Zoom meetings with people who could assist with 

possible solutions. 

 

2.7.2 The Cooperative and The Collaborative learning 
 
The “integration of the active learning approach has been used for decades, but in the current 

century, it has had a positive trend in both secondary school and tertiary education. These 

models are often referred to as cooperative or collaborative learning, both of which relate to 

the constructivist approach. Granting that cooperative and collaborative learning have two 

different meanings, for this study, the two terms will be used as” synonyms. According to 

Sithole (2018), this is justifiable as both terms favour completion of tasks through small group 

efforts over passive learning. Similarly, Kirschner (2001) cited in Scager et al. (2016) noted 

that collaborative, cooperative, and team-based learning are usually considered similar 

concepts with different” definitions. Sithole (2018, p.11) states that “cooperative learning is an 

instructional approach to teaching and learning that involves groups of learners working 

together to solve a problem, complete a task, or create a product”. A “small group of learners 

collaborates to complete academic tasks with intentions of learning together as a team and get 

rewarded for the group's performance (Ng & Lee, 1996). Similarly, Vasiliki, Panagiota, and 

Maria (2016) state that cooperative learning involves the use of group work to complete tasks. 

They explain that groups are assigned tasks by the teacher or other learners and the key success 

of this method is the interdependence of learners in completing the task.” 

 
Furthermore, Klepetar (1992) and Scager et al. (2016) “maintain that cooperative learning not 

only discourages passive learning but also encourages the development of interpersonal skills 

such as good communication, social skills, and independence. Carroll (1991) cited in Sithole 

(2012) contends that cooperative learning is the most appropriate teaching strategy for Business 

studies because businesses are in need of employees with interpersonal abilities that will enable 

the employees to work in a team with the common goal of producing quality products.” 

 
Like “any other teaching method, cooperative/collaborative learning has some weaknesses. In 

a real classroom, some cooperative groups are dysfunctional, and other group members might 

be reluctant to perform difficult activities. Challenging tasks are left to be done by learners 

with capabilities, while those with fewer capabilities are deprived of the opportunity to develop 

new skills and are often referred to as ‘free riders’ (Scager et al., 2016). Additionally,” 
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interpersonal “conflicts and time factors are other weaknesses associated with this teaching 

methodology (Klepetar, 1992). Sithole (2018) advised that learners should be placed in groups 

of three to four, which will force collective participation. Sekwena (2014) points out that this 

is a common and preferred method, but it can be chaotic if not properly managed and structured. 

Although the cooperative/collaborative learning model is not without its weaknesses in 

execution, the benefits are incredible. Laal and Ghodsi (2012) argue that benefits of 

collaborative learning teaching method can be social and psychological.” 

ICT can be operationalised in cooperative/collaborative learning through the use of social 

media as a planning platform where the social skills and the psychological skills can be tested 

and developed with the aim of developing team players that will be workplace ready to work 

in a team and also have good communication skills that will drive the business forward. 
 

2.7.3 Problem-based learning (PBL) pedagogy 
 
The “problem-based learning (PBL) teaching method is well recognised for developing 

professional proficiencies among learners and graduates. However, in the field of Business 

Studies, there is a narrow discussion about PBL teaching methods. According to Savery (2015, 

p.5), the PBL teaching method emerged more than three decades ago and continues to gain 

recognition in more professional schools in different educational” domains. PBL “teaching 

method first emerged in the medical field in North America as an answer to the criticism 

brought about by traditional teaching methods in” preparing “medical learners for solving 

problems in clinical settings (Hung et al, 2008).” Traditional “teaching methods that were 

employed mostly at that time required medical learners to study content knowledge and then 

practice in a problem-free environment, while PBL entrenches learners' learning progressions 

in real-life problems.” 

 
Leonard et al (2008) associate the PBL approach with the learning theories of "situated 

cognition, constructivism, social learning and communities of practice." According to Savery 

(2015, p.7) “PBL approach is an instructional (and curricular) learner-centred approach that 

empowers learners to conduct research, integrate theory and practice and apply knowledge and 

skills to develop a viable solution to a defined problem." In agreement, Ali et al. (2010) 

“describe the PBL model as a learner-centred teaching method that transforms learners from 

being passive listeners to being active participants and problem solvers. Ali (2010) views PBL 

as a philosophy aimed at empowering learners as it shifts the emphasis of educational programs 

from teaching to” learning. Flint (2007) “emphasises that implementation of the PBL approach 
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begins with placing learners in groups of five or eight and presenting them with a problem to 

solve. Once learners start discussing and analysing the problem at hand, deep learning occurs 

as they work towards the application of content knowledge to real-life problems. During this 

process, numerous skills such as communication, collaboration, critical thinking, and problem-

solving skills tend to develop as they work towards achieving their set goals.” 
 

2.7.3.1 The characteristics of Problem-based learning pedagogy 
 

Globally, “teachers are using the PBL method as an educational tool that offers practical 

experience, resulting in many societal problems being solved. Barrows (1997) cited in Savery 

(2015) and Nazir & Zabit (2010) discuss in detail a set of eight generic PBL characteristics 

reduced into bullet forms below;” 

 

• Learners take responsibility for their learning (learner-centred) 
 
Because “PBL is learner-centred, the learner solely engages with the problem at hand, while the 

teacher becomes a facilitator that offers advice to the learner to make the right decisions while 

tackling the problem. Savery (2015) notes that learner enthusiasm escalates when responsibility 

for discovering a solution to a problem rests with the learner, new abilities start showing and 

learning starts occurring as they start working with the group to develop viable solutions.” 

 

• The problem to be used is ill-structured 

 

The “problems that exist in the real world are not well structured; therefore, learning must also 

contain ill-structured problems. In this way, learners can develop the critical skill of identifying 

problems as they arise and developing viable solutions (Savery, 2015). Margetson (1991: 45) 

cited in Nazir & Zabit (2010) share the same view that the second PBL characteristic 

encourages critical thinking and active learning.” 

 

• Learning that is integrated into a wide range of discipline 

 

Savery (2015) “declared that Barrows emphasised that learners should learn to integrate 

information from various disciplines that might be useful for developing a feasible solution to 
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a problem. "Multiple perspectives lead to a more thorough understanding of the issues and the 

development of a more robust solution” (Savery, 2015, p.8)” 

 
• Collaboration is vital 

 

The “PBL process requires group collaboration. Thus, the 21st-century world of work requires 

employees to share information and work effectively in teams when tackling business 

problems. Proper implementation of the PBL approach in the classroom enables learners to 

develop the essential skills required in the workplace. Group members share information when 

working on a group project to find a solution.”  

 

• Self-directed learning 

 

According “to Nazir and Zabit (2010), "learners can justify what they must learn and this is 

based on their task to solve the problem". In agreement with this statement, Savery (2015) 

asserts that, in a group project, learners are assigned research tasks to collect information to be 

used to develop a solution to a group problem. After the collection of information, all members 

must share what they have learned during the process and how their information can be used 

to derive a solution.” 

 
• Reiterative 

 

Nazir and Zabit (2010) “further state that when learners complete self-directed learning, they 

will then apply newly acquired knowledge to the problem at hand with the use of problem-

solving. This will result in the construction of new knowledge. Learners use the experience 

they gain to construct new knowledge. This is similar to the view of Savery (2015) that PBL is 

consistent with the theory of constructivism that emphasises knowledge is constructed through 

practical experience.” 

 

• Self and peer assessment 

 

After “solving a group problem, learners must do self and peer assessment.” According to Savery 

(2015) "the significance of this activity, is to reinforce the self-reflective nature of learning and 

sharpen a range of metacognitive processing skills.”  
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• Self-monitoring 

 

Barrows “cited in Nazir & Zabit (2010) emphasise the importance of learner’s self-evaluation 

to keep track of the progress made, including personal achievement. This self-evaluation is 

done through the use of teacher or peer responses.” 

 

Many “scholars and researchers have reported the great benefits of the PBL approach when 

employed in the education field. According to Pawson et al. (2006) and Carrió et al. (2016), 

PBL pedagogy has the potential to promote deep learning through a greater understanding of 

concepts and foster learner participation through the meaningful application of information to 

real-life situations. Another study conducted by Chan ( 2000) revealed that through the correct 

use of PBL methodology, learners become motivated to conduct meaningful research that has 

the potential to solve some of the societal” problems. In addition, Lian and He (2013) noted that 

the PBL “approach increased learner satisfaction, as they became highly motivated to extend 

their learning beyond the borders of the subject of biochemistry. Finally, Nariman & Chrispeels 

(2016), recommend the PBL approach because it has helped their learners in their study to learn 

effectively and retaining information longer.” 

 

As mentioned earlier, PBL requires “group collaboration in order to be effective. The 21st-

century world of work requires employees to share information and work effectively in teams 

when tackling business” problems. ICT can be operationalised well in such instances because 

of how quickly and effectively information can be shared and cross-referenced to ensure the 

validity of the sources. ICT can make communication more effective through the use of 

communicative applications which promote collaboration through group chats. This could push 

individuals to research a particular problem, present their findings to the group, and engage in 

discussions which will see the group members being active participants while striving to solve 

the realistic problem at hand. 
 

2.7.4 Field trips 
 
Constructivist learning theorists argue that collaboration between classroom and out-of-school 

learning is vital for effective learning (Sithole, 2012). For this reason, field trips are suggested 

as an effective pedagogical tool for supporting teaching and learning in Business Studies. 

According to Behrendt and Franklin (2014), field trips, also known as excursions, are class 
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trips organised by the school with academic intentions, in which learners familiarise themselves 

with the visited setting or exhibits to gain a practical connection to the theoretical subject 

concepts mediated in the” classroom. Kenna (2014) described “field trips as a visitation to an 

educational setting which is out of the school premises which aims at allowing learners the 

opportunity to gain primary knowledge and experience which could further support the theory 

learnt at school. Within a business context, Kalafsky and Raymond, (2025) noted that exposing 

learners to global business environment can be a crucial asset not only for enhancing teaching 

and learning of the subject theory but also for equipping the learners with valuable knowledge 

of the mechanisms driving the forever changing global markets.” 

According “to Sorrentino and Bell (1970), field trips may be ventured into for the purpose of 

offering direct experience to learners, provoking interest and motivation in that particular 

subject, enhancing significance to learning and interrelationships, reinforcing awareness skills 

as well as observation skills, and to endorse social development in the learners.” 

 
Furthermore, “Bell (1970) advises that careful planning needs to be considered before a field 

trip can be undertaken. Wong and Wong (2008) cited in Donovan, et al (2010) suggest a three-

stage Porth's model of planning field trips can be utilised by trip organisers to plan. The first 

stage of Porth's model is pre-trip planning and research. In the first stage, the field trip organiser 

develops learning objectives aligned with the field trip activities. In addition, a pre-debriefing 

session should be organised with the learners to communicate and review the learning 

objectives. The second stage is known as the during the trip” stage. The “organiser and tour 

guide ensures the safety of the learners while constantly encouraging learners to engage in 

activities that support learning objectives through constant interaction. In addition, measures 

should be implemented for any unexpected crises that may arise. The final stage is the post-

trip stage. In this stage, a post-debriefing session is held with the learners to emphasise what 

has been learned during the field trip. Learners share their experiences, while the teacher, on 

the other hand, gives feedback on written tasks submitted by the learners about learning 

objectives set at the beginning stage (Donovan et al, 2010).” 

 
Kenna (2014) revealed that teachers no longer plan for field trips as they believe these tips are 

more expensive and time-consuming. In this case, Sithole (2012) suggests that teachers should 

utilise local businesses and government companies in their communities to cut costs, while 

learners are exposed to the practical side of running a business. For example, teachers can 

organise educational visits to local supermarkets to enable the learners to learn” about “retail 



 47 

trading or take the learners to a resident farm to learn more about business sectors and 

production processes. This pedagogic approach should be utilised, as it has the potential to 

elicit intellectual growth and cultural sensitivity, develop learner and teacher relationships 

while developing sensible individuals who in the future will be able to work effectively in a 

diverse business environment (Donovan et al, 2010).” 

 

ICT could be operationalised in field trips with the use of gadgets such as tablets and mobile 

phones to take note of the most critical information as well as taking pictures of the most 

significant activities which could assist with recalling information upon the presentation of 

pictures to learners. This could assist the teacher when he/she attempts to connect the content 

from the textbook with the practical activity which the learners had witnessed.  

 

This section “attempted to gain insight into ICT integration by reviewing debates in the field of 

ICT integration in teaching with the aim of understanding the teacher practices in ICT 

integration as well as the teacher practices used in teaching high school Business Studies in 

South Africa. In this section, I briefly explore the history of the Subject of Business Studies. 

From there, I explored the requirements specified under the CAPS” document (2011) for 

“teachers to teach the subject of Business Studies. This enabled me to explore the literature on 

the various conceptions of ICT integration and teacher practices used in the instruction of high 

school Business Studies. The main challenge identified was defining the concept of ICT 

integration since the concept takes many forms when applied to teacher practice.” 

 

2.8 ICT INTEGRATION AND TEACHER PRACTICES- A CONCEPTUAL 

REVIEW 

 

While the literature review above attempts to grasp the pedagogical value of integrating ICT 

into the teaching of Business Studies, the question about teachers’ understanding of integrating 

ICT as well as the question about how teachers integrate ICT in the classroom will be answered 

through empirical research. The fusion of two theories, namely the Interactive Equivalency 

theorem (Anderson, 2003) and ICT Affordances conceptualised by Colone and Dyke (2004), 

will be utilised to formulate a conceptual framework. In addition to these two theories, the 

context of the classroom which is an ICT-mediated classroom, must also be considered. I will 
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now engage in a discussion of the above-mentioned theories and conclude by presenting the 

conceptual framework.  

 

2.8.1 Interactive Equivalency Theorem 

 

According to Wagner (1994), interaction can be defined as a shared event which requires at 

least two actions to take place between at least two objects; however, these two objects and 

events can only be regarded as interacting objects if they influence each other. To put the above 

statement bluntly, interactions should cover only activities where a learner is in reciprocal 

contact with another person or multiple people (Daniel & Marquis, 1988).  

Anderson (2003) argues that interaction greatly assists in various functions in the education 

sector. These functions make provisions for granting learners some control with the aim of 

facilitating program adaptation based on the inputs extracted from the learners, consenting to 

numerous formulas of involvement and communication, and thus assisting with the 

development of meaningful learning (Sims, 1999). Additionally, Lipman (1991) and Wenger 

(2001) advocate the notion that interaction is important in learning communities. Finally, 

Jonassen (1991) states that the value of the viewpoint of other people which is gained through 

interaction, is an important constituent in constructivist learning theories. 

 

According “to Moore (1989), there are three types of interactional modes that exist in the 

classroom: learner-to-teacher, learner-to-learner, and learner-to-content. I will utilise these 

three modes of interaction to analyse the observed teacher practices in this study. Anderson 

and Garrison (1998) further expanded on Moore’s (1989) idea by including “two more 

interactions, namely the teacher to teacher as well as the teacher to content. Anderson and 

Garrison (1998) do not explain how these two interactions are utilised in practice. Therefore, 

it can be assumed that these two elements are utilised during the process of the teacher 

preparing for the” lesson. For the sake of this study, the interaction of teacher-to-teacher and 

teacher-to-content will not be utilised because this study does not focus on the teacher 

preparation process which may fall outside the scope of the classroom context. Only the three 

interactions proposed by Moore (1989) were utilised. 

 

While the “interactive equivalency theorem mentions the types of interactions that exist, it does 

not define the contents of the interactions. To put it bluntly, using the interaction of learner to 

content as an example, there is no specified kind of knowledge which makes up the content. In 
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addition, there is no clarity on the kind of activities involved in teacher to learner as well as 

learner to learner” interaction. Therefore, “in the context of teaching Business Studies in South 

Africa as adopted in this study, content will refer to the subject matter and its concepts, the 

procedures, ideas, as well as its explanations. In the context of this study, the interaction of 

learners with content is when the learner participates cognitively, physically, and emotionally 

with the content through digital media. Teacher to learner interaction could include acquiring 

knowledge which is transmitted from the teacher to the learner through technology.” This “could 

be activities which include guided or unguided learning. Learner-to-learner interaction could 

involve group and peer learning activities which could (or could not) be mediated through ICT. 

Below is a figure which demonstrates the flow of the Interactive Equivalency Theorem.” 

 

 

Figure 3: Interactive Equivalency Theorem 

Source: Anderson, 2003 

2.8.2 Taxonomy of ICT Affordance  
 

According to Colone, Ingraham and Cook (2003), there “has been a significant increase in 

research about the use of ICT which is also supported by evidence which shows that learning 

technology as a research discipline is growing rapidly. However, while there is an increase in 

research about the use of ICT, research still leans towards the focus of specific case studies and 

deviates from developing theories and approaches which will assist in underpinning research” 

(Colone, 2004). Furthermore, “Colone and Dyke (2004) are of the view that there is little 
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understanding about the ‘affordances’ of the various technologies and, more specifically, how 

these properties could be effectively used in the context of teaching and learning. This view 

was ignited by their belief that a better understanding of the nature and properties of 

technologies will result in a more efficient application of ICT for learning and teaching. To 

achieve this, Colone and Dyke (2004) build on Gibson’s concept of affordance (Gibson, 1979) 

coupled with Beck’s conceptualisation of ‘risk’ (Beck, 1992)” 

 

The concept of ‘affordance’ is contested and difficult to apply (Hammond, 2010). Gibson’s 

concept of affordance is described by Salomon as: 

 

… the perceived and actual properties of a thing, primarily those functional properties 

that determine how the thing could possibly be used. (Salomon, 1993,  51) 

 

forwards the idea that affordance could be viewed as a tool that gives a descriptive 

interpretation of actual and perceived use of ICT. Colone and Dyke (2004) drew from a number 

of theories and critiques, in particular the work of Giddens (1990, 1991) which focused on late 

modernity, Castells’ work, which focused on the networked society (Castells, 1996), and 

Engestrom’s critique of activity” theory (Engestrom et al., 1999). Finally, Colone and Dyke 

(2004) analysed the literature on the use of technology which resulted in a list of potential 

themes and commonalities which were condensed into the taxonomy of ICT affordances.  

 

There are “a total of ten affordances in the taxonomy of ICT affordances which was created by 

Colone and Dyke (2004). For the purpose of this study, only six of the ten affordances will be 

utilised because of their relevance to the use of ICT in the classroom for teaching and learning. 

The taxonomy of ICT affordance is valuable for this study because it helps capture teachers’ 

perceptions of how they use ICT in the” classroom. It will also assist in understanding the 

reasons behind teachers’ choices of utilising certain features in particular ways. This “study 

goes further by categorising the features and tools offered by the Smart Notebook. This will 

enable me to attach an affordance to the use of specific tools and features. The language used 

in describing affordances offers this study a technical language to describe the reasons behind 

the use of a tool or feature. The table below provides a list and interpretation of the six ICT 

affordances by Colone and Dyke (2004) which will be used in this study.” 
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Table 2: Taxonomy of ICT Affordance 

AFFORDANCES INTERPRETATION 

Accessibility  Relates to the variety of ICT which individuals are exposed to which 
offers uncomplicated access to information through the use of a range 
of diverse mechanisms.  

Speed of Change Refers to the convenience of access to information or events through 
technology which “enables unparalleled speed of access to materials 
and world events as they happen.” 

Diversity  Refers to the access to the immense array of diverse experiences 
offered “by ICT which can promote learning. For example, 
international websites, access to subject experts, and simulations 
which can assist with replicating complex behaviour.” 

Communication and 
Collaboration  

Refers to the potential for “learning which is enriched by an individual 
engaging with the ‘other’ through technology which allows the 
possibility of new dialogs and communication to exist.” 

Multimodal and non-linear  Refers to the different routes and forms of learning from the web 
which “are non-sequenced and are characterised by hypertext and the 
use of search engines such as Google, Ask.com, Microsoft Bing and 
Yahoo just to name a few.” 

Immediacy  Refers to the expected response time by the user because of the speed 
in which information can be exchanged through the web and e-mails.  

Source: Colone and Dyke (2004) 

 

2.8.3 The ICT classroom context 
 
Because “the concept of ICT takes different forms when it is used by various education 

practitioners, it is difficult to define ICT in the context of education. Thus, Clark (2005) 

attempts to understand ICT integration by utilising two concepts, namely, instructional media’ 

and ‘multimedia’. Clark (2005) describes instructional media as any instrument which is 

utilised with the purpose of delivering and bestowing instructions such as the interactive flat 

panel display, computers, television, newspapers, books and people just to name a” few. Clark 

(2005) further “defines multimedia as the size and ability of computers to avail real time 
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representations of existing media and sensory modes of instruction. Therefore, both 

instructional media and multimedia are examples of ICT in education. According to Clark 

(2005), the gains of media originate from the cost of instruction, which he narrowed down to 

‘time’ and ‘access’ to a number of instructional designs. Notwithstanding the cost advantage 

of ICT in teaching, Conole and Dyke (2004) contend that the kind of affordance that ICT can 

offer may impact its actual use in the classroom. The figure below depicts a classroom context 

which is an ICT mediated classroom.” 

 

Figure 4: ICT Mediated Classroom 

 

2.8.4 The interactive Flat Panel display in the classroom 
 
In Gauteng classrooms, the most dominant instructional media is the interactive flat panel 

display, also known as the Smart Board. I only discuss the interactive flat panel display because 

it is a popular choice in the province of Gauteng and is the most relevant and utilised instrument 

in this study. According to Bourbour (2014), this “is a type of hardware that looks like a 

standard whiteboard but is able to connect to a computer as well as a projector. Bourbour (2014) 

further described that the interactive flat panel is touch-sensitive which means that a person 

can perform certain activities by physically touching the board. When connected, it can also be 
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controlled by a mouse or a special” pen. It can also be utilised in collaboration with special 

software which is pre-installed which allows it to project images, audio, and text. In Gauteng, 

“Classrooms the Interactive flat panel display is used with Smart Notebook software which 

offers a variety of tools and features that can be manipulated to create the desired learning 

environment. The Smart Notebook features have been designed to accommodate educational 

activities; however, these tools are scattered across the software. In other words, most tools 

have not been categorised and packaged in such a way that teachers are able to identify a 

specific tool in relation to a particular pedagogic” activity. This study “discusses these tools and 

features through the taxonomy of affordance (see Table 2) and offers possible educational uses 

of the tools, although use is dependent on teacher innovation. For the purpose of this study, 

ICT and Interactive Flat Panel display will be used interchangeably.” 

 

With “the Interactive Equivalency Theorem by Anderson (2003), the Taxonomy of ICT 

Affordance by Colone and Dyke (2004) as well as the context of the classroom” (which is an 

ICT mediated classroom) has been discussed, I am now able to illustrate this in a graphical 

presentation where the diagram demonstrates the flow and link to the theory and concepts 

which may lead to meaningful learning. Ede et ali (2024)found that integrating ICT into 

teaching allows teachers to  cater to  individual differences among learners. By providing 

various digital resources and instructional strategies, educators can create inclusive learning 

environments that accommodate the individual needs and preferences of all learners, regardless 

of their learning styles or abilities. 

In addition, it was found that in South African secondary schools facing challenges of 

overcrowded classrooms, ICT integration can help alleviate some of the pressures associated 

with traditional instructional methods. Digital technologies enable educators to deliver content 

more efficiently and effectively, allowing for greater flexibility in instructional delivery and 

differentiation of instruction to meet the diverse needs of learners (Valtonen, Leppänen, 

Hyypiä, Kokko, Manninen, Vartiainen, Sointu, & Hirsto, 2021). 

Vahedi and Zannella (2021) found that there is a downside to the integration of ICT in the 

classroom, such as learners using it for non-academic purposes while lessons are ongoing. This 

behaviour undermines the effectiveness of ICT integration, compromises the learning 

environment, and diminishes the educational experience for both learners and educators. Sabiri 

(2020) and  Eden et al. (2024) assert that the lack of resources, the Internet, and technical 

support are demotivators of ICT integration in schools. These challenges not only disrupt 
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teaching and learning activities but also exacerbate existing disparities in educational 

opportunities, particularly for learners in underprivileged communities. 

Teachers’ knowledge of technology in the 21st century is another important factor in ICT 

integration. Many can operate some gadgets but find it difficult to integrate them into teaching 

learning activities in the classroom. Hero (2020) found a significant relationship between 

teachers’ level of technology preparedness cum proficiency and integration of ICT to teaching 

and learning in many schools. Hafifah and Sulistyo (2020) found that a lack of skills and 

facilities may create fear in the minds of users, leading to resistance to embracing new 

technology. 

The taxonomy of ICT affordances provides a useful lens for examining how teachers perceive 

and employ technology, while the interactive flat panel display represents a practical 

embodiment of these affordances in South African classrooms. Conole and Dyke’s (2004) 

categories such as accessibility, immediacy, collaboration, and multimodality all materialise 

through Smart Board functions and software. In Gauteng, this device mediates opportunities 

for differentiated instruction and multimodal learning, yet its pedagogical value ultimately rests 

on teachers’ capacity to interpret and mobilise its tools amid constraints of skills, resources, 

and learner behaviour. Positioning the Smart Board within the framework of ICT affordances 

thus enables this study to move beyond mere availability of technology to interrogate the 

pedagogical and contextual conditions shaping its educational impact. 

2.9 CHAPTER SUMMARY 
 
This chapter focuses on a literature review relating to the subject of Business Studies and the 

requirements to teach Business Studies in line with the CAPS document (2011). I also 

attempted to look at literature which could shed light on the research questions posed by 

exploring the various ways in which Business Studies can be taught. The literature reviewed 

then led to a discussion on Anderson’s (2003) interactive equivalency theorem which unpacks 

the different dialogs which may exist in an ICT mediated classroom. Moving forward, I then 

engaged in a discussion about Colone and Dyke’s (2004) taxonomy of ICT affordance which 

seeks to shed light on the pedagogical values of teachers in an ICT-mediated classroom. The 

chapter then expands on what an ICT-mediated classroom is and what it comprises. The next 

chapter, Chapter Three, focuses on the theoretical framework.  
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CHAPTER 3:  

THEORETICAL AND CONCEPTUAL FRAMEWORK 

 

3.1 THEORETICAL FRAMEWORK  

3.1.1 INTRODUCTION 

In an era defined by rapid technological advancement, effectively integrating ICT into 

education is no longer a luxury but a necessity. Teachers have the enormous task of moving 

beyond utilising technology as a substitute that seeks to stand in for traditional ways of teaching 

and moving towards a paradigm where technology transforms and enriches the learning 

experience. This chapter delves into the SAMR model, a widely recognised framework that 

provides a structured pathway for achieving transformative integration.  

By exploring the model's development, its practical applications across the four levels of 

Substitution, Augmentation, Modification, and Redefinition, and its potential to enhance 

learner engagement as well as the learning outcomes, this chapter presents the SAMR model 

as a theory which seeks to equip Business Studies teachers  in Johannesburg Central District 

Schools with a valuable tool for navigating the evolving scenery of educational technology in 

the South African Educational context, where Business Studies teachers face unique challenges 

and opportunities in integrating technology effectively. The SAMR model offers a particularly 

relevant framework for these teachers, as it addresses the need to move beyond the mere 

substitution of traditional tools with digital equivalents towards a more transformative use of 

technology. Given the diverse range of learners and the specific economic and social contexts 

within South Africa, Business Studies teachers can utilise the SAMR model to design engaging 

and relevant learning experiences that cultivate essential 21st-century skills, such as financial 

literacy, entrepreneurship, and data analysis, as specified in the CAPS document. By embracing 

the higher levels of the SAMR model, namely the modification and redefinition levels, these 

teachers can empower learners to become active participants in the digital economy and 

contribute meaningfully to South Africa's future. 

While acknowledging critiques, the chapter ultimately positions the SAMR model as an 

enduring and adaptable framework which is meant to foster meaningful and impactful learning 

experiences in the 21st century classroom. 
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3.1.2 BACKGROUND OF THE SAMR MODEL 
 
The “SAMR model, developed by Dr. Ruben Puentedura in 2006, serves as a framework for 

teachers to evaluate and enhance the integration of technology into teaching and learning 

processes. The acronym SAMR stands for Substitution, Augmentation, Modification, and 

Redefinition, representing a continuum of technology integration that ranges from basic to 

transformative” use. The model emerged from the need to provide teachers with a structured 

approach to effectively incorporate technology into their pedagogical practices, thereby 

improving student engagement and learning outcomes (Bicalho, Coll, Engel, & Oliveira, 2022; 

Romrell, Kidder, & Wood, 2014).  

 
The historical context of the SAMR model can be traced back to the early 2000s, when 

educational technology began to gain traction in classrooms. As teachers began to adopt 

various digital tools, there was a growing recognition of the need for a framework that could 

guide them in making informed decisions about technology use. Puentedura's initial work 

focused on understanding how technology could not only support but also transform 

educational practices. The SAMR model was introduced to categorise the different levels of 

technology integration, allowing teachers to assess their current practices and identify 

opportunities for enhancement (Lyddon, 2019; Nyayu, Setiawan, & Sulaiman, 2019). 

 
In the years following its introduction, the SAMR model gained popularity among teachers and 

researchers. Its “simplicity and clarity made it an appealing tool for professional development 

and training programs that are aimed at enhancing teachers’ technological pedagogical content 

knowledge (TPACK) (Koehler et al., 2013). The model's four levels–Substitution, 

Augmentation, Modification, and Redefinition–provide a clear pathway for teachers to 

progress” from using technology as a direct substitute for traditional tools to employing it in 

ways that fundamentally change the learning experience (Romrell et al., 2014; Tseng, 2019).  

 
Studies have shown that the SAMR model is particularly effective in promoting higher-order 

thinking skills and learner engagement. These studies indicate that when teachers apply the 

SAMR framework, they are more likely to create learning environments that encourage 

collaboration, creativity, and critical thinking (Ali et al., 2021; Lestari, 2022). For instance, the 

model has been successfully utilised in various educational contexts, including language 

learning, vocational education, and mobile learning, demonstrating its versatility and 
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adaptability across different subjects and teaching methodologies (Wahyudi, 2023; Arnold, 

2019). 

 
In addition, the SAMR model has been linked to other educational frameworks, such as 

Bloom's Taxonomy, which further enhances its applicability in the classroom.  

Blooms Taxonomy serves as a de facto framework influencing the South African educational 

landscape (Stumke, 2023). Its emphasis on higher-order thinking skills aligns with the national 

curriculum's goals of developing critical thinking, problem-solving, and creative abilities in 

learners (Lawley, 2020). While not always explicitly named, the principles of the taxonomy 

are embedded within curriculum documents across various subjects, including Business 

Studies. This is evident in the learning objectives and assessment criteria, which often progress 

from basic knowledge recall to more complex cognitive skills, such as analysis, evaluation, 

and creation (CAPS, 2011). In Business Studies, for example, learners are expected not only 

to understand business concepts but also to apply them to real-world scenarios, analyse case 

studies, evaluate business decisions, and create innovative solutions. This progression reflects 

the hierarchical structure of Bloom's Taxonomy, demonstrating its implicit influence on 

curriculum design and pedagogical practice in South Africa. By aligning the cognitive levels 

of the SAMR model with those of Bloom's revised taxonomy, teachers can better understand 

how to design learning activities that promote deeper learning and skill development (Ali et 

al., 2021; Rachman, Rochma, & Widiatmoko, 2022). It also makes possible a connection with 

the research aim of this study which is to explore the integration of ICT into the pedagogy of 

Business Studies. This connection highlights the importance of integrating technology in a way 

that not only supports the learning experience but also improves it substantially. 

 
In recent years, the SAMR model has been extensively researched and discussed within the 

educational community. Scholars have explored its implications for teacher training, 

curriculum design, and learner outcomes, contributing to a growing body of literature that 

supports its efficacy as a framework for technology integration (Abdullah, Siraj, Hussin, & 

Leng, 2015; Moodley, 2023). For example, studies have highlighted how the SAMR model 

can guide teachers in selecting appropriate digital tools and resources that align with their 

instructional goals and the needs of their learners (Bicalho et al., 2022). 
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Moreover, the SAMR model has been instrumental in shaping the discourse on mobile learning 

(mLearning) and the use of ICTs in education. As mobile devices become increasingly 

prevalent in classrooms, the SAMR model provides a valuable lens through which teachers can 

evaluate the effectiveness of technology-enhanced learning activities (Romrell et al., 2014). 

Furthermore, research indicates that when teachers utilise the SAMR model to inform their 

mLearning practices, they are better equipped to create engaging and meaningful learning 

experiences that utilise the unique capabilities of mobile technologies (Arnold, 2019; Rachman 

et al., 2022). 

 
The SAMR model is designed to help teachers critically assess their use of technology and 

encourage them to move beyond the mere substitution of traditional tools. Below is a graphical 

illustration of the SAMR model and what each level entails:  Below follows a description of 

how the model is envisioned in this study, specific to the South African context. 

 

 

Figure 5: SAMR Model 

Source: Puentedura (2006). 
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3.1.2.1 Substitution 
 

At the Substitution “level, technology acts as a direct replacement for traditional tools, with no 

functional” improvement. For example, using a word processor instead of a pen and paper 

exemplifies this level. The primary functionality here is to maintain the same task while 

changing the medium through which it is performed. While this level may not significantly 

enhance learning outcomes, it does provide learners with access to digital tools that can 

facilitate their work. Research indicates that many teachers often remain at this level due to a 

lack of understanding of how to utilise technology effectively (Reedy, Carmichael, & Kelly, 

2020). Substitution can serve as a starting point for teachers who are new to technology 

integration, allowing them to become comfortable with digital tools before progressing to more 

advanced levels of integration. In a Business studies classroom, this could be possible when 

looking at a scenario where a teacher asks learners to write a business plan. Instead of 

handwriting the plan, learners typed it using a word processor on a computer. The task remains 

the same (creating a business plan), but the tool changes (from a pen and paper to a digital word 

processor). This does not fundamentally change the learning activity, but it introduces learners 

to a digital tool commonly used in business environments. 

3.1.2.2 Augmentation  
 
The Augmentation level “introduces functional improvements to the task, such as using a word 

processor with spell check and grammar suggestions enhances the writing process compared 

to traditional pen and” paper. This level allows for increased efficiency and effectiveness in 

completing tasks, as technology provides additional features that support learning (Lyddon 

2019). Augmentation can lead to improved learner engagement, as it often incorporates 

multimedia elements or interactive features that make learning more dynamic and engaging. 

Studies have shown that when teachers utilise technology at this level, they can positively 

influence learners’ motivation and learning outcomes (Ames, 2023; Lestari, 2022). The 

functionality of augmentation lies in its ability to enhance the learning experience without 

fundamentally changing the task itself. In a Business studies classroom, this is possible in a 

case where the teacher instructs the learners to create a presentation about the different types 

of businesses, such as sole proprietorships, partnerships, and public companies (CAPS, 2011). 

Instead of using poster boards and markers, learners use presentation software such as Google 

Slides or PowerPoint. The software's features, such as readily available templates, embedded 
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videos demonstrating business concepts, and easy integration of charts and graphs, enhance the 

presentation and make it more engaging than a traditional poster. The core task (presenting on 

business types) remains the same, but digital tools improve the quality and impact of the 

learners' work. 

 
3.1.2.3 Modification 

 
At the Modification level, technology enables significant task redesign. This means that 

learning activities can be transformed in ways that were not possible without technology. For 

example, learners might collaborate on a shared document in real time, allowing for peer 

feedback and interaction that enhances the learning process (Choi & Lam, 2018; Mangwegape 

& Paseka, 2023). This level encourages teachers to rethink their instructional strategies and 

design activities that utilise technology to foster collaboration, creativity, and critical thinking. 

Research indicates that when teachers implement the SAMR model at the Modification level, 

they often see improvements in learner engagement and the quality of learning experiences 

(Zhai et al., 2018). The functionality of modification lies in its potential to create more 

interactive and collaborative learning environments, which can lead to a deeper understanding 

and retention of knowledge. In a classroom setup where ICT is utilised and the teacher is 

teaching the theme of Business Ventures, the teacher may want learners to understand the 

challenges and opportunities of running a small business (CAPS, 2011). Instead of assigning a 

traditional research project, the teacher may use ICT tools by utilising a free online simulation 

platform where learners manage a virtual business in groups. They make decisions about 

pricing, marketing, production, and staffing, experience real-time consequences, and compete 

with other virtual businesses run by their classmates. This online simulation transforms the 

learning activity, providing an interactive and engaging experience which is not possible 

without technology. The teacher acts as a facilitator, guiding learners through the simulation 

while explaining key concepts which may be specified in the CAPS document as well as the 

ATP that learners may encounter.  

 

3.1.2.4 Redefinition 
 
The Redefinition level represents the most transformative use of technology, where teachers 

can create entirely new tasks that were previously inconceivable. For instance, learners might 

engage in virtual reality experiences that allow them to explore historical sites or scientific 

phenomena in immersive ways (Paulauskaitė-Tarasevičienė et al., 2022). This level not only 
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enhances engagement but also allows authentic learning experiences that connect learners with 

real-world applications of their knowledge. Research has shown that when teachers 

successfully implement technology at the Redefinition level, they can significantly enhance the 

learning outcomes of learners as well as foster a deeper understanding of complex concepts 

(Handina, Rochintaniawati, & Nugraha, 2020; Rachman et al., 2022). The functionality of 

Redefinition lies in its ability to fundamentally change the learning experience, enabling 

learners to engage with content innovatively and meaningfully. This could be possible in an 

instance where the teacher wants the learners to develop their entrepreneurial skills and 

understanding of market research (CAPS, 2011). Instead of a traditional business plan 

assignment, the teacher uses a combination of online survey tools (such as Google Forms or 

SurveyMonkey), social media platforms (for market analysis and promotion), and collaborative 

project management software (such as Trello or Asana). Learners, in groups, develop a 

business idea, conduct market research using online surveys targeting real potential customers, 

analyse their findings, and refine their product/service based on the feedback. They then use 

social media to promote their products/services to a wider audience, gather further insights, 

and build a basic online presence. The teacher guides the process and provides feedback on the 

survey design, market analysis strategies, and online promotional activities. This project 

empowers learners to apply their business knowledge in a real-world context, using technology 

to create, research, and market a product/service in a manner not possible with traditional 

classroom methods. The teacher's role shifts from direct instruction to facilitation and 

mentorship, guiding learners as they navigate the complexities of entrepreneurship in the digital 

age. 
 

3.1.3 EVOLUTION AND TRAJECTORY OF THE SAMR MODEL  
 
The SAMR model has undergone significant evolution since its inception, adapting to the 

changing landscape of educational technology and pedagogical practices. Initially designed to 

help teachers assess and enhance their integration of technology in teaching, the model has 

gained traction as a framework for understanding the varying levels of technology use in 

educational settings. Its four levels provide a clear pathway for teachers to progress from basic 

technology use to transformative educational experiences (Vásquez, 2023). 

 
In the early years following its introduction, the SAMR model was primarily utilised in K-12 

education, where it served as a guide for teachers to evaluate their technology integration 
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practices (Shamir‐Inbal & Blau, 2021). K-12 education refers to the educational system 

encompassing primary and secondary education, typically from ages 5 to 18. In the South 

African context, it includes compulsory nine years of education starting at age seven, followed 

by non-compulsory further education and training (FET) from grades 10 to 12. This structure 

aims to equip learners with the foundational skills and knowledge necessary for further studies 

or entry into the labour market, aligning with the goals of human capital development for 

economic growth (Matashu, 2023). In K-12 education, teachers began to recognise the 

importance of moving beyond the mere substitution of traditional tools to utilising technology 

in ways that could fundamentally change the learning experience. This shift was particularly 

relevant as schools increasingly adopted digital tools and resources, prompting the need for 

frameworks that could facilitate effective technology integration (Shamir‐Inbal & Blau, 2021). 

 
As the model gained popularity, it began to be applied in various educational contexts beyond 

K-12 settings, including higher education and professional development. Researchers and 

teachers have explored the implications of the SAMR model for different subjects and teaching 

methodologies, demonstrating its versatility and adaptability (Boateng & Kalonde, 2024; 

Krisbiantoro & Ashari, 2024).  This broad applicability has contributed to the model's status as 

a foundational framework in the field of educational technology. 

In recent years, the SAMR model has continued to evolve in response to the challenges posed 

by the COVID-19 pandemic, which necessitated a rapid shift to remote and online learning. 

Teachers worldwide were compelled to rethink their approaches to technology integration, and 

the SAMR model provides a framework for navigating this transition. Richardson, Sales, and 

Sentocnik (2015) highlighted how the model can guide teachers in selecting appropriate digital 

tools and resources that align with their instructional goals and the needs of their learners during 

times of crisis.  

 

As the educational landscape continues to change, the SAMR model remains a relevant and 

practical tool for teachers seeking to enhance technology integration. Its structured approach 

allows for a clear progression from basic technology use to transformative educational 

experiences, thereby improving learner engagement and outcomes. Ongoing research and 

application of the SAMR model in diverse educational contexts demonstrate its enduring 

significance in the field of educational technology (Érsek, 2021). 
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3.1.4 BENEFITS OF USING SAMR MODEL 
 
The SAMR “model offers several advantages and benefits for teachers and learners that 

facilitate the effective integration of technology into teaching and learning processes. Each 

level of the model provides unique opportunities for enhancing educational practices and 

improving learning” outcomes. These include having an enhanced learning experience, 

encouraging higher-order thinking skills, offering flexibility and adaptability while using the 

model, supporting collaborative learning and professional development for teachers, and 

having improved assessment practices.  

 

One of the primary benefits “of using the SAMR model is its ability to enhance learning 

experiences. By moving beyond the simple substitution of traditional tools, teachers can create 

more engaging and interactive learning environments. Studies have shown that when teachers 

implement the SAMR model effectively, learners demonstrate increased interest and 

participation in learning activities (Ames, 2023; Ayu et al., 2023).  Additionally, the SAMR 

model is inherently flexible and adaptable, allowing teachers to tailor their” technology 

integration strategies to meet the specific needs of their learners and learning contexts. This 

“adaptability is particularly valuable in diverse educational settings, where learners may have 

varying levels of technological proficiency and learning preferences (Alfiana, 2021; Niswatin 

& Zainiyati, 2021). By providing a clear framework for technology integration, the SAMR 

model helps teachers make informed decisions about the tools and resources they use, ensuring 

that technology enhances rather than hinders the learning process (Bicalho et al., 2022).” 

 
Another benefit of using the SAMR model is “that it encourages teachers to design learning 

activities that promote higher-order thinking skills (Setiyawati, Basori, & Efendi, 2023). As 

teachers progress to the Modification and Redefinition levels, they can create tasks that require 

learners to analyse, evaluate, and create, aligning with Bloom's higher-order thinking levels 

(Yok et al., 2020). This shift not only fosters critical thinking and problem-solving” skills but 

also prepares learners for real-world challenges which aligns with the aims of the CAPS 

document for Business Studies (CAPS, 2011). Studies have indicated that learners engaged in 

tasks at these higher levels of the SAMR model tend to perform better academically (Drugova, 

Журавлева, Aiusheeva & Grits, 2021).  
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While the SAMR model “encourages teachers to design learning activities that promote higher-

order thinking, it also promotes collaborative learning by encouraging teachers to design 

activities that facilitate interaction among learners. At the Modification and Redefinition levels, 

technology can enable real-time collaboration, peer feedback, and group projects that enhance 

social learning experiences (Reedy et al., 2020). Research has shown that collaborative learning 

fosters a sense of community among learners, leading to improved communication skills” and 

a deeper understanding of the subject matter (Ames, 2023; Ayu et al., 2023). This collaborative 

aspect is particularly important in today's interconnected world, where teamwork and 

communication are essential skills. 

 

Implementing the SAMR model can also serve as a catalyst for teachers’ professional 

development. As teachers reflect on their practices and seek to integrate technology more 

effectively, they engage in continuous learning and improvement (Lyddon, 2019; Arantes, 

2022). The model encourages teachers to explore new pedagogical strategies and collaborate 

with colleagues, fostering a culture of innovation and growth within educational institutions 

(Wahyudi, 2023). This professional development benefits teachers and translates into better 

learning experiences for learners.  

 
The SAMR model can enhance assessment practices by providing teachers with tools to 

evaluate the learning process for learners more effectively (Ames, 2023; Drugova et al., 2021). 

Additionally, the SAMR model allows for the creation of authentic assessments that reflect 

real-world applications of knowledge, making assessments more meaningful and relevant to 

learners (Ames 2023). This alignment of assessment with learning objectives subsequently 

contributes to improved educational outcomes. 

 

3.1.5 CRITICISM OF THE SAMR MODEL 
 
The SAMR model has gained significant attention in educational discourse, but it is not without 

its criticisms. Scholars and teachers have raised various concerns regarding its applicability, 

effectiveness, and assumptions underlying its framework. Below are some of the most noted 

criticisms of the SAMR model in academia. 
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3.1.5.1 Oversimplification of technology integration.  
 
One of the primary criticisms of the SAMR model is that it oversimplifies the complex process 

of technology integration in education. Critics argue that categorising technology use into just 

four levels may not adequately capture the nuances of how technology can be effectively 

utilised in diverse educational contexts (Nair & Chuan, 2021; Binangbang, 2020). This 

simplification may lead teachers to focus on achieving higher levels of the model without fully 

understanding the pedagogical implications or specific needs of their learners (Wahyudi, 2023). 

As a result, the model may inadvertently promote a checkbox mentality, in which teachers feel 

pressured to reach the Redefinition level without a clear strategy for meaningful 

implementation (Arnold, 2019).  
 

3.1.5.2 Lack of Empirical Evidence. 
 
Another significant criticism is the lack of robust empirical evidence supporting the SAMR 

model’s effectiveness in improving learning outcomes. While some studies have demonstrated 

positive results when implementing the model, critics argue that these findings are often 

subjective or based on small sample sizes, limiting their generalisability (Marlatt, 2018; Miles, 

2019). Furthermore, the model's reliance on subjective interpretations of technology use can 

lead to inconsistencies in how it is applied across different educational settings (Lestari, 2022). 

This lack of empirical validation raises questions about the model's reliability as a framework 

for guiding technology integration.  
 

3.1.5.3 Focus on Technology Over Pedagogy. 
 
Critics also highlight that the SAMR model tends to prioritise technology over pedagogical 

considerations. While the model emphasises the role of technology in enhancing learning, it 

may unintentionally downplay the importance of sound pedagogical practices (Handina et al., 

2020). Some teachers argue that effective teaching should be grounded in pedagogical theories 

and that technology should serve as a tool to support these theories rather than dictate them 

(Wahyuni, Mujiyanto, Rukmini, & Fitriati, 2020). This suggests that the SAMR model may 

lead to a technology-driven approach that neglects the foundational principles of effective 

teaching and learning.  
 

3.1.5.4 Limited Scope of Application 
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The SAMR model has been criticised for its limited scope of application, particularly in terms 

of the types of technology it encompasses. Some scholars argue that the model does not 

adequately address the diverse range of digital tools and resources available to teachers today 

(Aiyegbayo 2014). For instance, the model may not fully account for the potential of emerging 

technologies, such as artificial intelligence and virtual reality, to transform learning experiences 

(Tunjera & Chigona, 2020). This limitation raises concerns regarding the model's relevance in 

an ever-evolving technological landscape.  

 

3.1.5.5 Potential for Misinterpretation 
 
The SAMR model framework can be subject to misinterpretation, leading to inconsistent 

application among teachers. For example, some teachers may mistakenly equate the levels of 

the model with a linear progression, assuming that all technology use must follow a specific 

path from Substitution to Redefinition (Adams, Cornford, Martin, & McCorquodale, 2019). 

This misunderstanding can result in frustration and disillusionment when teachers fail to 

achieve the desired outcomes. Additionally, the model's terminology may be confusing for 

some teachers, particularly those who are new to technology integration (Ames, 2023). 

 

3.1.6 THE APPLICATION OF THE SAMR MODEL INTO THIS STUDY 
 
While acknowledging the limitations of the SAMR model, this study recognises its value as a 

widely recognised framework for categorising and analysing technology integration in 

education. This study does not treat SAMR as a rigid hierarchy or a simplistic checklist for 

evaluating "good" technology use. Instead, it employs SAMR as an analytical lens to examine 

the depth and nature of ICT integration in Business Studies classrooms. The focus remains on 

pedagogy, with SAMR serving as a tool to understand how technology choices align with 

specific learning objectives and impact teachers and learners’ experiences. 

 

Furthermore, this study acknowledges the context-specific nature of technology integration. 

By focusing on a particular subject area and specific geographical location, this study aims to 

provide nuanced insights relevant to this unique setting. The findings do not present SAMR as 

a one-size-fits-all solution but rather as a starting point for critical reflection and ongoing 

dialogue about effective and meaningful ICT integration in diverse educational contexts. 
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3.2 CONCEPTUAL FRAMEWORK 
 

3.2.1 INTRODUCTION 
 

A conceptual framework in education provides a structured foundation for organizing and 

guiding research, curriculum development, and teaching practices by linking theories to 

specific educational challenges and objectives (Scheerens, 2016; Kaffenberger, 2022). Within 

this study, the integration of Information and Communication Technologies (ICTs) into 

Business Studies teaching is examined through the complementary lenses of the SAMR model 

(Puentedura, 2014) and the Technological Pedagogical Content Knowledge (TPACK) 

framework (Mishra & Koehler, 2006). The SAMR model conceptualizes ICT use as a 

continuum from enhancement to transformation, allowing for the evaluation of how technology 

reshapes teaching and learning processes. In contrast, the TPACK framework emphasizes the 

interplay between teachers’ technological, pedagogical, and content knowledge, highlighting 

the skills and professional capacity needed to integrate ICT meaningfully into subject-specific 

contexts. Bringing these two frameworks together provides both a practical and theoretical 

lens: SAMR addresses the extent and depth of ICT use, while TPACK examines the knowledge 

base enabling such integration. This dual focus is particularly relevant in South African 

classrooms, where issues of access, teacher readiness, and contextual constraints often shape 

ICT practices (Antonenko, 2015). By combining SAMR and TPACK, the study is able to move 

beyond simplistic evaluations of ICT adoption to interrogate how Business Studies teachers 

can harness digital tools not only to substitute or augment existing practices but also to 

transform pedagogy in ways that foster critical thinking, collaboration, and learner 

engagement. Thus, this conceptual framework is justified as it offers a comprehensive, multi-

dimensional structure for examining both the quality and the sustainability of ICT integration 

in the teaching of Business Studies. 

Below is a graphical illustration of the conceptual framework which is used as a lens in this 

study:  
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Figure 6: Conceptual Framework of the Study 

Source: (Puentedura, 2014; Mishra & Koehler, 2006). 
 

3.3 CHAPTER SUMMARY 
 
This chapter provides a comprehensive exploration of the SAMR model, a prominent 

framework guiding technology integration in Business Studies education. It traces the model's 

evolution and highlights its enduring relevance in today's classrooms. This chapter emphasises 

SAMR's structured approach, outlining how it empowers teachers to progress from basic 

technology substitution to transformative learning experiences that redefine traditional 

pedagogy. By detailing the benefits of enhanced learner engagement, higher-order thinking 

skills, and collaborative learning environments, the chapter highlights the SAMR model's 

capacity to create richer, more effective learning experiences in, among others, the Business 

Studies classroom. In addition, the chapter presented the conceptual framework for the study, 

which combines the SAMR model with the TPACK framework to provide a multi-dimensional 

lens for analysing ICT integration in Business Studies teaching. While acknowledging 

criticisms, this chapter ultimately positions SAMR as a valuable tool for Business Studies 

teachers to navigate the evolving landscape of educational technology. Chapter 4 presents the 

research design and methodology of this study. 
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CHAPTER 4: 

RESEARCH DESIGN AND METHODOLOGY 

 
4.1 INTRODUCTION 
 
In this chapter, I set out to “present discussion on research design, the strategies employed to 

collect and analyse data for this study. I also describe the population and sampling techniques. 

The qualitative methods used will also be explained further as part of this discussion. In 

addition, this chapter outlines the ethical issues that were followed, which guided the research 

process,” especially major highlights during the data collection stages. 

 

4.2 RESEARCH PHILOSOPHY AND RESEARCH PARADIGM 
 

4.2.1 Research philosophy 
 
Research philosophy is the foundation upon which research is built, guiding the choice of 

methods and shaping how data are interpreted within a specific context. (Turgunova, 2022). 

This philosophical framework influences not only the research questions posed but also the 

overall approach taken in collecting and analysing data, ensuring that the findings are valid and 

reliable (Kiyala, 2019). Understanding the various “research paradigms, such as positivism, 

interpretivism, and critical theory, is essential for researchers to align their methodological 

choices with their philosophical beliefs, ultimately enhancing the credibility of their work 

(Mayer, 2017). Research philosophy also plays a crucial role in defining the relationship 

between the researcher and the subject of study, impacting how knowledge” is constructed and 

understood within different disciplines (Kiyala, 2019). By recognising these paradigms, 

researchers “can better navigate the complexities of their field, promoting a more distinct 

understanding of how context shapes both data interpretation and the implications of their 

findings (Sun, 2020). As stated in the research aims and objectives, this study sought to explore 

and evaluate teaching practices used in the lessons of Further Education and Training (FET) 

Business Studies when ICT is integrated into the teaching process. Therefore, a practical 

philosophical view was used as a research paradigm.” 

 

Practical philosophy is also known as pragmatic philosophy, which concentrates on the 

fundamental importance of the research questions and “results thereto rather than on the 
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research methods, and the usage of different methods for data collection such as questionnaires, 

individual and focused group interviews to unpack the study underway (Brown & Gulchexra, 

2022). This approach not only allows for a comprehensive analysis of teaching practices but 

also facilitates the gathering of diverse perspectives from both teachers and learners, ultimately 

enriching the understanding of how ICT integration impacts learning” outcomes in FET 

Business Studies (Turgunova, 2022). By prioritising real-world implications, this “paradigm 

encourages researchers to explore the practical applications of their findings, promoting a 

deeper connection between theory and practice in educational settings (Turgunova, 2022). This 

alignment between research and practice is essential for driving meaningful change in the 

classroom, as it empowers teachers to implement strategies that are informed by evidence and 

tailored to meet the needs of their learners effectively (Brown & Gulchexra, 2022).” 

 

This study aimed to answer questions on teachers’ perceptions, experiences, shortcomings, 

beliefs, benefits, knowledge, attributes, skills, habits, competencies, and their understanding of 

ICT integration when teaching Business Studies to the FET phase for the benefit of school 

improvement. Johnson and Christensen (2014, p. 489) states that pragmatism “holds in high 

regard that reality of and influence of the inner world of human experience in action”. In 

consideration of such a view, teachers' involvement, perceptions, experiences, beliefs, 

knowledge, skills, competencies, and understanding of teaching using ICT may influence how 

schools create collaborative structures where stakeholders such as principals, parents, teachers, 

staff, learners, and the community can operate in a healthy environment with high inclusivity 

for all inputs regardless of social status. 

 

4.2.2 RESEARCH PARADIGM 
 
A research paradigm “is a framework that guides researchers in their approach to enquiry, 

shaping the methods they use and influencing how they interpret data (Kobayashi, 2023). It 

establishes the foundational beliefs and assumptions that inform the research process, 

ultimately determining the validity and reliability of the findings” produced (Alam, 2019; 

Mentarang, 2023). Different types of research paradigms include positivism, interpretivism, 

and critical theory, each offering unique perspectives on how knowledge is constructed and 

understood within various” contexts (Kobayashi, 2023; Scotland, 2012). Understanding these 

paradigms is essential for researchers as they navigate the complexities of their studies and 

strive to produce meaningful insights that contribute to their fields (Sinaulan, 2022). By 
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aligning their research questions and methodologies with a specific paradigm, researchers can 

ensure that their work is coherent and relevant, ultimately enhancing the impact of their 

contributions to the body of knowledge (Brown, 2021). This alignment not only guides the 

research design but also influences how data are collected, analysed, and interpreted, shaping 

the overall narrative that emerges from the study (Haigh & Withell, 2020). These narratives 

reflect the underlying assumptions and values inherent in each paradigm, highlighting the 

importance of critical reflection throughout the research process (Kobayashi, 2023). 

 

Each paradigm “has its own characteristics which are related to ontology, epistemology, 

axiology, and methodology (Kobayashi, 2023). According to Scotland (2012), ontology 

focuses on the inherent features of a reality. This can include attitudes, beliefs, thoughts, and 

ideas about reality. In the interpretivist paradigm, it is accepted that social reality is the product 

of an individual’s mind, as the individual is subjective in interpreting” the world (Senaulan, 

2022). The “interpretive interpretation of ontology is therefore relevant in this study as the 

experiences and realities of the Business Studies teachers would be explored to gain more 

knowledge about ICT integration in the Business Studies classroom.” 

 

Kobayashi (2023) posits that “epistemology focuses on the nature and philosophy of 

knowledge. Similarly, Fouche and Schurink (2011) state that knowledge is the result of an 

individual’s ability to understand symbols and meaning. The epistemology of this study is 

interpretive in nature because it is subjective and context-dependent. The participating teachers 

provided information about how the integrate ICT in the teaching of Business Studies.” This 

information “differed from teacher to teacher because the information was based on the 

individual’s distinctive involvements of the phenomena.” 

 

Axiology “is primarily concerned with the origins of truth and the values that influence research 

outcomes, highlighting how researchers' beliefs and biases can shape their interpretations” 

(Gretschel et al., 2023). Understanding these values is crucial, as they not only inform the 

research design but also affect how findings are perceived and applied in educational settings, 

ultimately impacting the effectiveness of ICT integration strategies employed by teachers 

(Kivunja & Kuyini, 2017). Furthermore, Haigh and Withell (2020) posited that axiology within 

the interpretivism paradigm agrees that many subjective truths can coexist, each shaped by 

individual experiences and perspectives, thereby emphasising the importance of recognising 

diverse viewpoints in the evaluation of ICT integration practices. Recognising these diverse 
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viewpoints allows for a more holistic understanding of how technology can be effectively 

integrated into education, thus promoting an environment in which multiple narratives 

contribute to the development of inclusive and adaptive teaching methodologies. (Schäfer, 

2023). With regards to ontology and epistemology, this study acknowledged that the 

participants would provide their own versions of the truth when providing information about 

ICT integration when teaching Business Studies. This acknowledgment highlights the need for 

a flexible research approach “that values the insights of participants which will enable me to 

capture the complexities of the lived experiences and interpretations in the context of ICT 

integration (Senaulan, 2022).” 

 

4.3 RESEARCH DESIGN AND METHODOLOGY. 
 

4.3.1 Research design. 
 
This study adopted a qualitative research design of the phenomenological type. 

Phenomenological research is a process undertaken to understand the perceptions and realities 

“of the participants from their point of view which means participants play an important role in 

the research, the view from the phenomenology is from what the research observed, which not 

reality is as such, but an” interpreted reality. (Fraser, 2020). This interpretive nature of 

phenomenological research “allows for a deeper exploration of how individuals make sense of 

their experiences, ultimately providing valuable insights that can inform effective ICT 

integration strategies in Business Studies education. (Adam, 2020). In addition, 

phenomenology is pronounced as a philosophic view that inspires all qualitative design 

prototypes, but when employed to examine the meaning of an event, a process, or context from 

the participant who is currently having a direct experience of factors researched” about (Ataro, 

2020). This approach emphasises the importance of understanding subjective experiences, as 

it recognises that individuals construct their own meanings based on personal interactions and 

perceptions within their specific environments (Maffei et al., 2019). The above confirms that 

people perceive things differently from others. It is also clear that high-quality data can be 

obtained if the population and sampling are clear. Therefore, I will also set out to engage with 

different participants who have different views, perceptions, and experiences of this research 

problem. 
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McMillan and Schumacher (2010) “explain research design (RD) as a plan that outlines the 

conditions, steps, and methods of data collection and analysis. RD also specifies the plan for 

collecting empirical evidence used to address each research question. This is in agreement with 

Leedy and Ormrod (2005), who stated that RD follows a clear-cut method detailing how a 

specific chosen research method will be applied in a certain study to answer specific research” 

questions. Furthermore, it pertains to the plan and structure of the research undertaken to obtain 

the required evidence to answer the research question(s) that would be identified. Therefore, I 

engaged in empirical research which was analysed using qualitative research methods. Semi-

structured, one-on-one interviews and document analysis were used as data collection methods. 

 

In other words, RD outlines a “plan that guides the “arrangement of conditions for the collection 

analysis of data in a manner that aims to combine relevance to the research purpose with 

economy in procedure” (TerreBlance & Durrheim, 1999, p. 29). To answer the research 

question and sub-questions, the choice of RD was an important decision” taken for this study. 

The formulation of the RD assists in describing the structure of my study as it condenses the 

procedures and processes followed to carry out “the study. The selection of RD helped me to 

plan and come up with practical evidence which is used to respond to the research questions 

(McMillan & Schumacher, 2006).” 

 

4.3.2 Research methodology. 
 
Research “methodology is a supreme approach that researchers engage in” when conducting a 

research project; this approach entails describing the research tools the researcher opted to use 

in a single study (Czerkawski & Berti, 2021). This comprehensive methodology not only 

guides the selection of appropriate data collection techniques but also shapes how the findings 

are interpreted and presented, ensuring that the research is both valid and relevant to the context 

in which it was conducted (Boadu, 2021). Additionally, Nyathi (2015, p. 5) indicates that 

research methodology is “an overall approach evident in the research process from theoretical 

foundation to the strategies that are used in the collection and analysis of data”. Research 

methodology emphasises the research methods, instruments, processes, techniques, and 

procedures followed in a particular study. (Larkin et al., 2019). By adopting a systematic 

approach, researchers can ensure that their studies are thorough and contribute “meaningfully 

to the existing body of knowledge in their field (Cariaga, 2018). Research methodologies are 



 74 

classified into three broad categories, namely, Quantitative, Qualitative, and Mixed approach 

(Adam, 2020).” 

From the above, it is evident that research methods, data collection and analysis techniques, 

research design, and research philosophies are all informed by the research methodology. All 

research methodologies, as mentioned by McMillan and Schumacher (2010), are appropriate 

if they are used in the appropriate research process. Thus, in this study, qualitative data 

facilitated understanding and explanation of the current practices, experiences, and perceptions 

in no-fee public schools to integrate ICT into teaching Business Studies. This process assisted 

me in achieving the purpose and intended objectives of the study.  

 

4.3.2.1 Qualitative research approach was chosen for this study.  
 

To answer the research questions, I deemed the qualitative research method relevant for this 

study. Qualitative research can be defined as a method that focuses on understanding human 

behaviour and the reasons that govern such behaviour, often employing techniques such as 

interviews, focus groups, and content analysis to gather in-depth insights (Tuapawa, 2019). 

Qualitative research can also be used to explore complex phenomena that are not easily 

quantifiable, allowing researchers to capture the richness and depth of participants’ experiences 

and perspectives. (Murillo et al., 2022). This “study followed a generic quality research method 

within an interpretive paradigm and focused on teacher practices used when ICT is integrated 

into the teaching of Business Studies. In particular, the study aims to explore how these teachers 

use and integrate ICT in teaching high school Business Studies.” 

 

Punch, as cited by Lee (2009, p. 69), writes that “there are two broad categories of qualitative 

research design, namely ethnographies and case studies. After having reviewed critically the 

various viewpoints, which will be discussed below, on case studies, I decided that the most 

fitting design to research objectives that focus on my research intentions was to adopt a case 

study approach.” 

 

A case study “approach should be employed when setting out to answer the “how and why” 

questions as opposed to those that place focuses on specific events (Greening, 2019). This 

approach can be particularly valuable in providing a comprehensive understanding of the 

contextual factors and the intricate dynamics at play, thereby yielding insights that may not 
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emerge from more traditional quantitative methods” (Koopman, 2017; Wilson, 2015). 

Therefore, in this study, teachers were interviewed and observed in their place of work, as it is 

the setting where they spend their time and execute their duties. Qualitative “research tries to 

explore the perceptions and attitudes of individuals given to certain event and thing; thus, this 

study drew on the qualitative approach because it is concerned with the practices of the teachers 

when ICTs are integrated in the teaching of Business Studies. This means that a qualitative 

research approach is descriptive and not abstract because the researcher is selective when 

making an argument from the generated” data (Creswell, 2003; Ngwenya, 2002). The 

qualitative research approach was thus relevant to “this exposition as it allowed the participating 

teachers to reflect at a deep level about their experiences and perceptions of the enquiry at hand 

which is being explored. Thus, I concur, and I am in line with Potokri (2011, p. 101) who said 

qualitative methods are used to facilitate ‘understanding’ while quantitative methods are used 

to facilitate ‘explaining’. It was my wish to elicit an “understanding” of the research 

phenomenon from the research participants.” 

 

4.4 RESEARCH SITE, POPULATION, SAMPLING AND PARTICIPANTS’ 

PROFILES 
 

4.4.1 Research site. 
 
The consideration of the research site where the study is to be conducted is an important factor. 

McMillan and Schumacher (2010) mention that this process entails determining the suitable 

site to locate people involved in the research where data can be collected. In “this study, data 

were collected in six schools in the Johannesburg Central District, affectionately known as 

“D14”, in the Gauteng Province, South Africa. These schools were selected mainly because of 

the notable reputation they had in their overall school performance rating, the easy access to 

them, and the fact that working with them is likely to minimise costs and time of traveling for 

me as the researcher.” 
 

4.4.2 Research Population 
 
Johnson and Christensen (2014, p. 250) define the population as the "large group to which a 

researcher wants to generalise his or her sample results". Similar to this definition, McMillan 

and Schumacher (2010, p. 129) define a population as “a group of elements or cases, whether 
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individuals, objects, or events, that conform to specific criteria and to which we intend to 

generalise the results of the research”. This study included more than 240 schools in the 

Johannesburg Central District, Gauteng Province, South Africa. Since it was not possible to 

draw insights from all the relevant participants from this population due to its massive size, a 

purposive sampling technique was used to select six public schools from the population. 
 

4.4.3 Research sampling. 
 
According to Greening (2019), sampling research participants is crucial as participants that are 

selected are “most likely to be informed and knowledgeable about the research enquiry 

underway. Participants were selected based on unique characteristics that certified them as sole 

custodians of the crucial information needed to unpack the research problem (Leedy & Ormrod, 

2010; Maree, 2007). Therefore, purposeful sampling was adopted for this study. Purposeful 

sampling implies that participants are selected based on distinguishing characteristics that 

qualify them as the sole custodians of the key information to unpack the problem under” review 

(Qutoshi, 2018). This method not only enhances the depth of the data collected but also ensures 

that the voices and experiences of those most affected by the issue are accurately represented, 

leading to richer and more nuanced qualitative research findings. (Elbardan & Kholeif, 2017). 

Similarly, Cresswell (2012) states that “purposive sampling involves the intentional selection 

of individuals or sites that will help develop an in-depth exploration of the central issue. In this 

regard, six schools were chosen where research has taken” place. The selection of the school 

“was based on its classification as a Full ICT school in the Johannesburg Central District. A full 

ICT school is endowed with ICT infrastructure in the form of learner tablets and smartboards 

provided by the Gauteng Department of Education. The provincial MEC conferred this status 

on the then provincial MEC as a reward for outstanding matric results. The six schools under 

study are all township schools in Johannesburg Central District.” 

 

This “has helped me gather useful information regarding the use and integration of ICT in the 

teaching of Business Studies. Creswell (2003) states that purposeful sampling intends to select 

relevant participants to provide the most valuable responses to research enquiries. Purposeful 

sampling was used to select the participants. The study selected six in-service Business Studies 

teachers who used ICT in the instruction of high school Business Studies. The in-service 

teachers were chosen based on Business Studies teaching and their ability to utilise ICT in the 

teaching of high school Business Studies.” This was deliberately done “to gain an understanding 



 77 

of their practices in integrating ICT in teaching Business Studies focusing on what ICT is used, 

how it is used and why it is used.” 

 

The “schools that participated in this study were located in an urban township area in Soweto, 

Johannesburg. The six schools are in a challenging neighbourhood, both financially and 

socially. However, all schools defied the odds and managed to acquire full ICT status based on 

their previous matric results. The six schools are no-fee schools and have been resourced under 

the Schools of the Future Project in” Gauteng Province (GDE, 2014). The six schools are 

endowed with similar ICT infrastructures. Table 2 captures the resource and biographic 

information of the six schools “which have been sampled for this study. Most learners in both 

schools are African and are second-language speakers of English which is the language of 

Teaching and Learning in schools. Business Studies is offered in English and does not have 

substitute resources in the 11 official languages, except for Afrikaans, a previously dominant 

language for teaching and learning. Table 3 gives a summary of the background of the school 

as well as their resources for each of the participating schools.” 
 

4.4.4 Research profiles. 

 
The teachers selected for this study were of different ages. Three teachers were male and three 

were female. They have different years of experience when it comes to teaching, with the least 

number of years being three years, and the greatest number of years as a teacher being 19 years. 

All six teachers taught FET phase Business Studies and used ICT in the process of teaching. A 

summary of the teacher profiles is presented in Table 4.  

The “following tables, Table 3 and Table 4 outline’s school background and resources and 

profile of participants for teachers respectively:” 
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Table 3: School Profile and Resources 

Name of School Number 

of 

learners 

Number 

of 

teachers 

Interactive 

Smartboards/ 

Interactive White 

Boards 

Laptops 

provided to 

Teachers 

Internet 

Access 

ICT policy Maximum 

Class size 

ICT Resources 

Avengers 

Secondary School 

1346 44 12 44 Yes Yes  35 -Smart Boards 

Laptops 

-Overhead projector 

-Tablets 

Justice Secondary 

School 

1268 41 11 41 Yes Yes 38 -Overhead projector 

-Smart Board 

-Tablets 

Laptops 

Xavier School of 

Excellence 

1058 38 9 38 Yes Yes 27 -Laptops 

-Tablets 

-Overhead Projector 

-Smart Board 

Titans Secondary 

School 

1226 39 11 39 Yes Yes  42 -Laptops 

-Tablets 

-Overhead Projector 

-Smart Board 
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Fantastic Girls’ 

High 

1364 47 13 47 Yes  Yes  49 -Overhead projector 

-Smart Board 

-Tablets 

Laptops 

Shield Secondary 

School 

1167 40 10 40 Yes  Yes  38 -Overhead projector 

-Smart Board 

-Tablets 

Laptops 

  

 

Table 4: Participants Profiles 

School Name Participants Gender Age Experience Subjects Qualifications 
Avengers Secondary 
School 

Participant 1 Male 30 5 years Business Studies, EMS, Social Science B.Ed, B.Ed (hons) 

Justice Secondary 
School 

Participant 2 Female 28 3 years Business Studies, EMS, Life Orientation B.Ed. 

Xavier School of 
Excellence 

Participant 3 Female 33 3 years 3 
months 

Business Studies, EMS B.Ed 

Titans Secondary 
School 

Participant 4 Male  37 10 years 7 
months 

Business Studies and EMS B.Ed  

Fantastic Girls’ High Participant 5 Female 54 19 years  Business Studies B.Ed, ACE, B.Ed (hons) 
Shield Secondary 
School 

Participant 6 Male  49 16 years Business Studies, EMS B.Ed, ACE 
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4.5 DATA COLLECTION TOOLS 
 
According “to Leedy and Ormrod (2010), successful qualitative researchers utilise various forms 

of data collection. Researchers typically use interviews and document analysis, to gather the 

required information. This study used two data collection methods: semi-structured individual 

interviews and document analysis. These two data generation methods were selected to triangulate 

the data. Triangulation involves cross-checking and cross-validation of data generated from 

various methods” (McMillan & Schumacher, 2010; Wahyuni et al., 2020). The data collection 

instruments “are examined in terms of their utilisation for gathering relevant data corresponding to 

the research questions. I initiated the study by submitting a formal request to the GDE for 

permission to conduct research at the specified schools, which was approved (see Appendix A). 

Subsequently, the principals of the identified schools were contacted and briefed about the study 

and its implementation in their schools. Furthermore, teachers from each school were contacted to 

confirm their availability and obtain their consent to participate in the study (see Appendix B). 

Next, I will address each data generation method utilised in this study.” 

 

4.5.1 Semi-structured individual interviews 
 
Semi-structured “individual interviews can be defined as a flexible data collection method that 

allows researchers to explore participants' perspectives in depth while still maintaining a consistent 

framework for comparison (Patnaik, 2019). They include the” interviewer and the interviewee. The 

dynamic interaction during these interviews promoted an environment in which participants felt 

comfortable sharing their insights, ultimately yielding valuable qualitative data that can illuminate 

complex social phenomena. (Lyon, 2023) This approach not only encourages open dialogue but 

also enables researchers to adapt their questions based on the flow of conversation, thus uncovering 

deeper layers of meaning and understanding that may not surface in more rigid interview formats 

(Paril, 2023). Researchers typically have the responsibility of asking questions that allow for a 

wide range of participant responses. The purpose of the interview was to collect essential data that 

provide facts, views, perceptions, feelings, ideas, opinions, beliefs, and philosophies related to the 

topic being reviewed (Maree, 2007; Punch, 2009; Cohen, Manion, & Morrison, 2011). In addition, 

interviews allow researchers to observe the behaviour and gestures of the participants. Interviews 
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are a research strategy in which one person asks questions of another. According to Bloom et al., 

(2024) interviews provide a valuable opportunity for interviewers to gather information directly 

from participants about their experiences and the significance they attach to those experiences. 

 

According “to Leedy and Ormond (2010), a typical qualitative research sample consists of 5-25 

participants who have direct experience of the phenomenon. Six interviews were conducted. 

According to Patton (2002), semi-structured interviews are a method used in qualitative research. 

This approach involves the interviewer asking questions and recording the responses from each” 

participant. The interviews were “recorded using a digital voice recorder to capture all verbal 

responses. According to McMillan and Schumacher (1997), tape recordings were used to ensure 

that verbal interactions were fully captured. The recorded data were transcribed and served as the 

primary source for data analysis. The interviews were transcribed to provide a comprehensive 

understanding of ICT integration in the subject of Business Studies. I acknowledged and captured 

verbatim the responses given in African languages, including IsiZulu, IsiXhosa, Sesotho, and 

Setswana. As I am familiar with these languages, I translated them into English for general 

understanding. 

 

4.5.2 Document Analysis 
 
In “addition to interviews, various documents were analysed to gain a comprehensive 

understanding of the school's operations. These included minutes of the SMT meetings, school 

policies, learner performance statistics, and school improvement and development plans 

(McMillan & Schumacher, 1997). According to Johnson and Christensen (2012), document 

analysis is a highly” valuable source of data. According to McMillan and Schumacher (2010), 

document analysis is a research method that involves gathering data from various sources, such as 

documentaries, video clips, diaries, meeting minutes, school policies, letters, journals, and other 

forms of structured notes. According to Yin (2009), document analysis is beneficial because it 

saves researchers time and money by eliminating the need for transcriptions. Documents can be 

easily accessed in both hard and soft copy formats.  

The documents were gathered and analysed to extract pertinent information regarding the past and 

present efforts made by schools to integrate ICT tools into their daily teaching activities. McMillan 
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and Schumacker (1997) state that documents are carefully evaluated to ensure they are relevant 

and comprehensive in relation to the research objectives, goals and enquiries. Document analysis 

is valuable for building empirical knowledge (Bowen, 2009). According to Merriam (2009), 

documents are convenient sources of data. These documents typically include private and public 

records that qualitative researchers analyse to explore a research interest in a single study. Using 

documents to collect data can pose challenges and limitations, as schools may consider some 

documents to contain highly confidential information that cannot be disclosed. Prior to this, 

schools were assured that the documents they provided would be kept strictly confidential. To 

address any concerns about potential leaks, permission to analyse the documents in their presence 

was sought. 

 

4.6 DATA ANALYSIS AND INTERPRETATION 
 
According to Merrima (2009), the goal of data analysis is to interpret the collected data by 

gathering, merging, condensing, and comprehending the participants' statements from the 

interviews and connecting that information to the relevant literature. Data were collected through 

semi-structured individual interviews. The interviews were conducted with teachers who had 

direct experience teaching Business Studies. A journal was maintained during the interviews to 

document the behaviour and posture. This study used content analysis. Content analysis is a 

method in which researchers collect and arrange data into codes and categories that are relevant to 

their research questions (Bowen, 2009). In a similar vein, Merriam (2009) highlights the data 

analysis process, which involves collecting, categorising, and interpreting data. Efficient data 

management is crucial for successful analyses. Data analysis involves a methodical and logical 

approach to collecting, storing and retrieving data (De Vos, 1998). Data were collected by 

transcribing the audio recordings of the interviews. Through this process, I identified distinct 

recurring themes and grouped those that were similar.  

4.6.1 Method of qualitative data analysis 
 
Tashakkori and Teddlie (2009) assert that qualitative data are primarily analysed thematically, 

which is essential for identifying recurring concepts that warrant further investigation. After 

collecting data through individual interviews and document analysis, I recorded all interviews with 
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participants’ consent and transcribed them verbatim. I carefully reviewed the transcripts alongside 

my field notes to familiarise myself with the data and to ensure a comprehensive understanding of 

the participants’ perspectives. 

 

I then initiated the coding process, following Creswell’s (2012) guidelines and informed by Braun 

and Clarke’s (2006) approach to thematic analysis. I began with open coding, examining the 

transcripts line by line and highlighting significant statements, phrases, or paragraphs that reflected 

participants’ experiences, perceptions, or challenges related to ICT integration in Business Studies. 

Each meaningful segment was assigned an initial code, which was a short descriptive label 

summarising the content. I allowed codes to emerge naturally from the data rather than imposing 

pre-existing categories. 

 

Following open coding, I conducted a refinement process. I reviewed all initial codes to identify 

overlaps, redundancies, and nuances. Similar codes were grouped together into broader categories, 

while unique codes that captured specific insights were retained for consideration. This iterative 

process ensured that the coding was both comprehensive and focused. I also compared codes 

across different participants and documents to identify recurring patterns, trends, and potential 

divergences. 

 

To illustrate, during coding, I identified statements such as “Universities prepared me to use ICT 

tools before entering the classroom” and “The Department of Basic Education provides occasional 

ICT workshops”. These statements were initially coded as “teacher preparation for ICT 

integration”. As other participants expressed similar experiences, these codes were grouped under 

the theme “The significant role of teachers in promoting ICT integration in schools”, with 

subthemes including “The views of having ICT in the classroom”, “The role of universities in 

introducing pre-service teachers to ICT”, “The role of the Department of Basic Education in 

introducing teachers to ICT”, and “The collaborative role of universities and the Department of 

Basic Education in introducing teachers to ICT”. Similarly, statements like “I often revert to 

traditional teaching methods” and “I am not aware of the school’s ICT policy” were coded and 

grouped under “Teachers’ experiences and perceptions of integrating ICT tools into their daily 

teaching practices”, with subthemes including “Resistance to abandoning traditional teaching 
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methods”, “Frequency of ICT integration”, “Commonly used ICT tools”, and “Lack of awareness 

of ICT school policies”. 

 

Next, I developed themes and subthemes by examining relationships among the refined codes. 

Each theme was documented with supporting evidence, including direct participant quotes and 

excerpts from document analysis. This step ensured that the themes were grounded in the data and 

addressed the research questions. Additional themes included “The impact of ICT integration on 

teaching practices in Business Studies”, with subthemes such as “ICT integration as a means to 

enhance engagement and understanding”, “Enhancing efficiency and assessment through ICT 

integration”, “ICT as a tool for optimising resources”, “Issues of learner deception and misuse of 

devices”, “Professional development and teacher support”, and “Infrastructural and technical 

challenges related to ICT integration in the Business Studies classroom”. These themes were 

reviewed to ensure they captured the pedagogical significance of integrating ICT into Business 

Studies classrooms. 

 

To ensure trustworthiness, I used several strategies. I maintained a reflective journal throughout 

the analysis to record my thoughts, decisions, and interpretations. I employed triangulation by 

cross-referencing interview data with document analysis to confirm consistency. Member 

checking was used, where participants verified the accuracy of their transcribed interviews. 

Finally, the analysis was audited to provide external validation of the coding and thematic 

development (Merriam, 2009). 

 

The data were organised into six folders, each named after a participating school (Avengers 

Secondary, Justice Secondary, Xavier School, Titans Secondary, Fantastic Girls High, and Shield 

Secondary School). Each folder contained transcripts from the respective participants, who were 

assigned pseudonyms (Participant 1, Participant 2, etc.) to ensure anonymity. I repeatedly 

reviewed the transcripts, condensing the data into brief descriptions, comparing and categorising 

them, and identifying patterns, trends, and themes. This process allowed me to align the themes 

with the research questions and objectives, emphasising the pedagogical value of ICT in Business 

Studies education. 
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Below is a diagrammatic representation of the coding and thematic analysis process by Creswell 

(2012), which illustrates the flow from data collection, transcription, open coding, code 

refinement, theme development, and thematic mapping. The diagram complements the detailed 

textual explanation, providing a clear and systematic account of how the qualitative data were 

analysed and interpreted in this study. 

      

 

 

 

 

 

  

 

 

 

 

 

 

 
 
Source: Creswell (2012, p. 237). 
 

4.7 THE STANDARDS RELATING TO VALIDITY, RELIABILITY, AND 

TRUSTWORTHINESS OF THE STUDY 

 

The concept “of validity refers to the accuracy of inferences, interpretations, or actions derived 

from test scores (Johnson & Christensen, 2024). In the same breath, Malhotra (2012) states that 

“The text is coded for themes of the 
research report.” 

“The text is coded for the description of 
the research report.” 

“The researcher codes data (i.e.) located text segments and assigned code 
labels to them.” 

“The researcher read through data (i.e.) obtained a general sense of the 
material.” 

“The researcher prepared data for analysis (i.e.) transcribed the field notes.” 

“The recorder collected data (i.e. a text file such as field notes, transcriptions, 
or optically scanned material).” 

Figure 7: Stages in Qualitative data analysis and interpretation 
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reliability is the extent to which research findings can be replicated in another study. In addition, 

the research instrument is considered reliable when it consistently produces consistent” results 

when measuring a specific phenomenon. In addition, according to Joppa (2000), the reliability of 

accurately representing the entire population under study can be determined by replicating the 

research results using a similar design, methodology, and methods. 

 

To enhance the credibility of the qualitative research data, specific interview schedules were 

created and implemented during each interview session. As previously stated, six teachers were 

interviewed to obtain their perspectives. I carefully prepared interview schedules for both 

individual and group sessions. The interview questions were provided to my supervisor. My 

supervisor thoroughly examined the accuracy and validity of the interview questions used. She 

provided feedback on the questions, offering suggestions, corrections, and comments. After 

carefully considering and implementing the suggestions, corrections, and comments, the final 

questions for the individual and focus group interviews were generated. I maintained clear and 

regular communication with my supervisor throughout the process. It is crucial to ensure that a 

research study effectively “addresses the research questions in order to easily evaluate its 

trustworthiness (Marshall & Rosmann, 2015). I aim to align myself with the fundamental questions 

that researchers must ask to ensure the trustworthiness of their study, as outlined by Marshall and 

Rosmann (2015, p. 143-145).” 

 

It is important to consider the credibility of the research findings. Qualitative researchers often ask 

themselves this question. 

• Can my findings be applied to different settings or groups?  

• How can I ensure that my findings are easily reproducible in future studies with the same 

participants and in similar fields? 

• How can I guarantee that the findings accurately represent the participants' experiences, 

perceptions, and examination without being influenced by the researcher's biases?  

 

The data collection “process involved multiple techniques to ensure accuracy and reliability. This 

was crucial for maintaining the integrity of our study. Furthermore, this study considered Guba 
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and Lincoln’s (2005) standards of trustworthiness, which include transferability, credibility, 

conformability, and dependability (Shenton, 2004; De Vos, 2006). These standards were deemed 

suitable for ensuring the validity and reliability of the study.” 

 

4.7.1 Transferability  

 

Transferability, as described by Polit and Beck (2012), pertains “to the degree to which findings 

from one study can be applied and adapted to another study. In addition, Foster (2005) 

acknowledged the importance of transferability, which refers to the ability of findings from one 

study to be applicable in a different context. According to Cope (2013), achieving this criterion 

involves ensuring that participants who are not directly involved in the study or readers can connect 

the results to specific experiences in their lives.” 

 

4.7.2 Credibility  

 

For credibility, researchers “should perform member checking by going back to the participants to 

confirm the accuracy and completeness of the collected data, allowing for verification (Creswell, 

2003). In this study, I made it clear to the participants that they would not face any judgment or 

evaluation based on their roles or responsibilities. Our focus was on” ensuring compliance with 

education laws and identifying strategies for involving women parents in school governance to 

enhance school improvement. According to Thomas (2006), it is crucial for researchers to ensure 

that participants feel included in a project and that their inputs are important. 

 

4.7.3 Conformability  

 

Rangongo (2011) and Cope (2013) argue that conformability is crucial in research, emphasising 

the importance of prioritising research findings and conclusions over the biases and opinions of 

the researcher. Foster (2005) states that conformability involves ensuring that research findings 

are acceptable or can be supported by others. This was achieved by performing data audits to 
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identify any biases present, thus ensuring that the study's limitations were clearly stated (Foster, 

2005). All relevant documentation was provided for further examinations. 

 

4.7.4 Dependability 
 
Dependability is “crucial for researchers to effectively navigate and respond to the dynamic nature 

of the problem being studied. It requires a deep understanding of the research setting and the ability 

to make the necessary adjustments to the design. Similarly, according to Merriam (2009), research 

design is built on the recognition that participant experiences and the research design itself are 

adaptable and subject to change. Therefore, I had to adapt and refine the research design to align 

with the collected” data. The dependability of this study was ensured by meticulously documenting 

the research process and providing a detailed description of the study context. 

 

4.8 ETHICAL CLEARANCE 
 

Research ethics involves ethical considerations, “ensuring that the research process maintains 

ethical standards (Wisker, 2008). According to McMillan and Schumacher (1997), it is crucial for 

research to carefully consider ethical principles. In a scholarly publication, De Vos, Strydom, 

Fouche, and Delport (2006) explained that research ethics encompass principles rooted in widely 

accepted moral values. These principles provide explicit instructions and guidelines for 

appropriate societal behaviour. Researchers have a duty to ensure that all aspects of the research 

process adhere to ethical standards. This includes coordinating the pre-research phase, as well as 

compiling” the research report, which encompasses all findings and recommendations for future 

research (Potokri, 2011, 2012). To comply with ethical guidelines, I obtained written permission 

from the Gauteng Department of Education (GDE). A letter was sent to the GDE requesting 

permission to conduct research at six schools, and the letter also provided an explanation of the 

purpose of conducting research. Subsequently, I obtained a letter of permission from the GDE (see 

Annexure A) and was prepared to begin data collection. The research has obtained internal 

permission from the University of Witwatersrand Ethical Clearance Committee.” 
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4.8.1 Consent for Voluntary Participation 
 
According to Rangongo (2011), “informed consent refers to the freedom individuals and/or groups 

have to choose whether or not to participate in a study. After informing participants about the 

study's expectations and the potential impact of their decisions, this follows.” Morgan (2022) also 

stated that informed consent involves participants deciding whether or not to participate in the 

study. Prior to collecting data, I requested the participants’ voluntary participation. According to 

De Vos (2006:59), participants “should be provided with information about the study, research 

goals, and procedure in order to obtain their consent to participate. The participants were informed 

that their involvement in this study was completely optional and that they had the freedom to 

withdraw at any time without facing any consequences or judgment. Next, the participants were 

asked to sign a voluntary consent form (see Annexure D) to confirm their understanding of the 

study requirements.” 

 

4.8.2 Privacy, anonymity, and confidentiality. 
 
It is important to provide “participants with a guarantee of privacy, anonymity, and confidentiality 

when it comes to the data collected about their perceptions. According to Mouton (2011), privacy 

and anonymity involve safeguarding the” identities of participants so that they are not revealed, 

while confidentiality ensures that the data they provide cannot be linked back to them. Privacy 

refers to an individual's right to control the disclosure of their attitudes, beliefs, and behaviours to 

others (De Vos, 2006).  

To uphold the rights mentioned, I committed to the participants that their identities and affiliations 

would remain confidential. Therefore, no actual names were used when analysing the data and 

presenting the findings. Pseudonyms were used to replace the actual names of the participants and 

schools. It was crucial to consistently reassure the participants that their identities would remain 

confidential and their information would be securely protected. The participants received detailed 

information regarding the research objectives, methods, potential risks, and requirements of this 

study. 

 



 90 
 
 

4.8.3 Deception of participants 
 
In his work, De Vos (2006) “explains that deception of participants involves intentionally 

misrepresenting facts in order to make someone believe something” false, thereby violating their 

right to respect. According to Neuman (2000), deception in research occurs when the researcher 

deliberately provides false or fabricated information about people's actions or certain aspects of a 

setting. It was crucial to maintain accuracy and avoid misinformation while conducting this study, 

both for the participants and myself. 

 

4.8.4 Researcher's Actions and Competency 
 
As stated by De Vos (2006), researchers need to demonstrate their competence and skills to 

successfully carry out the proposed study. As a researcher, it is crucial to grasp the ethical 

obligations associated with research design, methodology, methods, population, sampling, and 

reporting the findings and conclusions in the final report. It is crucial to acknowledge all sources 

of borrowed information in this study to prevent plagiarism. To meet this requirement, I utilised 

plagiarism software to thoroughly examine and confirm my adherence to it. 

 

4.9 LIMITATIONS OF THE STUDY 
 

The limitations of this study are associated with the research sample and simplification of the 

findings. This study employed a qualitative research design and focused on six participants from 

one educational district in Johannesburg. This study aimed to gather insights from teachers with 

direct experience teaching Business Studies to learners in the further education and training phase 

(Grades 10 to 12). The teachers were anticipated to possess unique experiences and insights 

concerning ICT integration. Only schools currently piloting as "ICT enabled" were approached. I 

did not consider all schools, as my aim was to gain insights from teachers responsible for 

integrating ICT learning into their daily routines. The study concentrated on one educational 

district within the Johannesburg region, out of a total of 15 districts in the Gauteng province, 

leading to a limited sample size. Despite the small sample size, the significance of the findings 

was maintained because of the enhanced data obtained from semi-structured individual interviews, 
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which adhered rigorously to standards of validity and trustworthiness. However, the inability to 

generalise the findings to a larger population is not a significant limitation, as the 

oversimplification of the research outcomes was not an objective of this study. 

 

4.10 CHAPTER SUMMARY 
 
In this chapter, I “have covered the research design and methodology used to address the question 

regarding the pedagogical value of teachers' use of ICT on instructional practices in teaching 

Business Studies. A qualitative methodology within an interpretive paradigm was chosen to fulfil 

the study objectives. This chapter provides a clear and succinct account of the sampling procedure, 

data collection tools, and the process used for data analysis. In conclusion, this chapter provides a 

summary of the study's limitations and the strategies implemented to address ethical concerns in 

research. In Chapter five, I present the data that has been generated through individual interviews 

and document analysis by utilising themes and sub-themes based on the responses of the 

participants.” 
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CHAPTER 5: 

ANALYSIS OF RESEARCH CONVERSATIONS 

 
5.1 INTRODUCTION 
 

The previous “chapter discussed the research design, including the methodology and methods used 

to collect data from the selected participants in this study. Semi-structured individual interviews 

were conducted to explore the research questions and sub-research questions. This chapter presents 

the data based on insights gathered from the participants.” 

 

5.2 RESEARCH QUESTIONS RESTATED  
 

The main research question is: 
 
Is Information Communication Technology (ICT) integrated into the pedagogy of business studies 

in Johannesburg Central District Schools? 

 

The secondary (sub-research) questions are: 
 

1. What do teachers understand by ICT integration when teaching Business Studies in 

Johannesburg Central District Schools? 

2. How do teachers currently integrate ICT into their teaching of Business Studies in 

Johannesburg Central District Schools? 

3. What are the experiences of teachers who have integrated ICT into their teaching of 

Business Studies in Johannesburg Central District Schools? 
 

5.3 DATA ORGANISATION: THEMES AND SUB-THEMES 
 
Pham (2024) posits that “data analysis in qualitative research involves the process of interpreting 

and making sense of non-numerical data to understand complex phenomena. Furthermore, Pham 

(2024) suggests that data analysis is a meticulous process influenced by various factors, including 

the research context, researchers' subjectivity, and the nature of the data collected. Similarly, 
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Babbie (2020) supports this suggestion by asserting that data” analysis is a methodical use of logical 

techniques to describe, explain, and evaluate research data to discover valuable information, draw 

conclusions, and assist in decision-making. Data analysis is an essential part of the research 

process, as it enables researchers to interpret and make sense of extensive data (Vogt & Johnson, 

2011).  

 

This study employed inductive data analysis to present various themes and subthemes. The 

development of themes and subthemes in qualitative research is essential for transforming raw 

data into meaningful interpretations. Thematic analysis is a structured approach to identify and 

explain these themes, involving several systematic steps. For instance, Suwanbamrung and 

Kaewsawat (2020) outline a five-step process that begins with a thorough reading of the data, 

followed by coding, categorisation, interpretation, and finally, the establishment of main themes 

(Suwanbamrung & Kaewsawat, 2020; Bay, 2020). 

 

Therefore, this study presents a thematic analysis of the data presentation and research findings 

which is structured around key themes and subthemes. These themes and subthemes emerged 

through a coding process of the collected data, wherein responses were categorised based on 

frequent patterns and their alignment with both the research questions and the insights gathered 

from the literature review. This systematic approach ensures that the data presentation is not 

merely descriptive but offers a nuanced and insightful understanding of the phenomenon under 

investigation. 

 

The table outlining the main themes and sub-themes of this study is presented below. 



 94 
 
 

Table 5: Themes and Sub-Themes 

 
NO THEMES SUB-THEMES 

 

 

 

1 

The significant role of teachers in 

promoting ICT integration in 

schools 

• The views of having ICT in the classroom 

• The role of universities in introducing pre-service 

teachers to ICT. 

• The role of the Department of Basic Education in 

introducing teachers to ICT.  

• The collaborative role of universities and 

the Department of Basic Education in 

introducing teachers to ICT.  

 

 

2 

Teachers' experiences and 

perceptions of integrating ICT 

tools into their daily teaching 

practices. 

 

 

• Resistance to abandoning traditional teaching 

methods 

• Frequency of ICT integration.  

• Commonly used ICT tools. 

• Lack of awareness of ICT school policies. 

 

 

 

 

3 

The impact of ICT integration on 

teaching practices in Business 

Studies. 

 

 

• ICT integration as a means to enhance 

engagement and understanding 

• Enhancing efficiency and assessment through ICT 

integration  

• ICT as a tool for optimising resources.  

• Issues of learner deception and misuse of devices.  

• Professional Development and Teacher Support. 

• Infrastructural and technical challenges related to 

ICT integration in the Business studies classroom.  

 
 

Note: Table 5 forms the basis for each sub-section that follows in Section 5.4. To address a specific 
research question, I will extract each principal theme and its associated sub-themes based on the 
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insights gathered from participant conversations. Subsequent tables numbered Table 6, Table 7 
and Table 8 are presented to facilitate discussion on particular themes. 

 

5.4 IN-DEPTH EXPLORATIONS OF THEMES GARNERED FROM THE SEMI 

STRUCTURED INDIVIDUAL INTERVIEWS. 

In this section, I aim to create a comprehensive presentation by interpreting each of the three 

themes and juxtaposing them with their respective subthemes. During the process of interpreting 

and analysing themes, it is usual practice for researchers to use pieces of information from the 

participants’ verbatim responses. This is especially true in situations where the participants' voices 

should be heard. For this reason, I shall make use of such excerpts to imitate their voices and 

eliminate the possibility of falsifying any response(s) that they would have given. Usually, the 

utilisation of direct responses from participants tends to reinforce certain assertions that are 

demonstrated in the literature. Additionally, it offers a more effective method for creating 

recommendations for subsequent investigations. In addition, to demonstrate the differences 

between the voices of the participants and mine, I will utilise verbatim comments, which will be 

displayed in italics and indented specifically for the participants. My thoughts, on the other hand, 

will be referred to statements that begin with "I" and will not be recessed or italicised.  

5.4.1 THEME 1: The impactful role of educational stakeholders in advancing ICT 
integration in schools.  

 

Table 6: Themes and sub-themes on the impact of educational stakeholders in advancing ICT integration. 

 

 

 

5.4.1 

The significant role of teachers in 

promoting ICT integration in 

schools 

5.4.1.1  The views of having ICT in the classroom 

5.4.1.2 The role of universities in introducing pre-service 

teachers to ICT. 

5.4.1.3 The role of the Department of Basic Education in 

introducing teachers to ICT.  

5.4.1.4 The collaborative role of universities and 

the Department of Basic Education in 

introducing teachers to ICT.  
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The integration of ICT in education has emerged as a crucial element of contemporary teaching 

and learning. Within the field of education, the integration of ICT in classrooms has significantly 

changed the approach to teaching and learning methods. Given the rapid progress of technology, 

it is imperative for teachers and other stakeholders, including training facilities, policymakers, and 

administrators, to take on a vital role in promoting the integration of ICT in schools. This 

integration aims to improve learning outcomes. Stakeholders possess the authority to shape and 

propel the implementation of ICT in educational environments, thus impacting its overall 

effectiveness and influence on the learning outcomes of learners. Educational stakeholders have a 

crucial role in advancing ICT integration because of their extensive knowledge and persistent 

support for the potential benefits of technology in education, including its positive impact on 

learning outcomes (Padayachee, 2017). This view was pointed out by Participant 5 during her 

closing remarks of the interview after she was asked if there was anything of interest or that she 

felt needed to also be captured in relation to ICT integration in the subject of Business studies, she 

stated that:  

ICT is a good thing in classes. It is something that can even make our country move 

forward in these ever-changing times. However, this is only possible if we all come 

together with a common goal and vision. However, this may take some time because 

not all teachers are skilled in using ICT. Other departments may assist in equipping 

teachers with the necessary skills. (Participant 5).  

If teachers and other stakeholders want to see effective implementation of ICT in the classroom, 

they need to engage in dialogue. All concerned parties can work together and gain a better 

understanding through this discourse, which guarantees that everyone is concerns and 

requirements are considered. Additionally, by engaging in dialogue, we can ensure that everyone 

is pulling in the same direction when it comes to implementing ICT in the classroom. Furthermore, 

stakeholders are more likely to share ideas, experiences, and best practices when they engage in 

such discussions (Lomos et al., 2023). When engaging with the participants, I noticed a pattern in 

their responses to the questions. This pattern seems to allude to the idea that they are willing to 

have ICT in their classes as they see it as a positive tool to ensure that teaching and learning takes 

place. However, other stakeholders, such as universities and employers, who in this case is the 

Department of Education, appear to be the major role players in ensuring that the incorporation of 
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ICT in teaching and learning can be fast-tracked and made possible with their intervention, as they 

play a pivotal role in ensuring that the teachers are ready for the ICT classroom. The following 

sub-theme echoes these views.  

 

5.4.1.1 The views of having ICT in the classroom. 
 
I was intrigued by the consensus among the participants, which suggests that incorporating ICT 

into the classroom could significantly transform learners' learning experiences. The submission 

made by Participants submitted that ICT allows for more individualised lessons that consider 

learners' unique learning styles and demands. In addition, it provides tools that are both interesting 

and interactive, which can inspire learners to be more involved in class and more passionate about 

learning. Furthermore, the participants believed that by incorporating ICT, learners are better 

prepared for the tertiary environment. They are provided with the tools they need to thrive in the 

21st century, such as the capacity to solve problems digitally, adapt to new technologies, and 

become digital natives. Therefore, there is support for the use of ICT in education to improve the 

efficiency of instruction, increase participation from learners, and better equip them to face future 

challenges (Anastasopoulou et al., 2024; Teixeira et al., 2024). This became evident when 

Participant 1 was asked about how often ICT was used in the process of teaching business studies. 

Part of the response from the participant was a statement which said: 

I cannot imagine my lessons being productive without ICT in my classroom. ICT is 

a part of my classes now; it is a must-have in my classes. (Participant 1) 

When asked the same question, part of the response by Participant 2 expressed a similar 

view to that of Participant 1, as she stated that:  

…technology in classrooms should be standardised for each class. It can elevate 

the level of classroom participation and understanding of learners. (Participant 2) 

It is evident from the above utterances that teachers are interested in permanently migrating to a 

paperless system. However, this is not only to make the administrative part of the teacher much 

easier, but also to achieve academic achievement for the learners. This is further accentuated by 

Participant 3 in her closing remarks when she was also asked if there was anything of interest or 
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that she felt needed to also be captured in relation to ICT integration in the subject of Business 

studies, she states that:  

All I can say is that ICT really helps. Learners show greater understanding when 

taught using technology. It is definitely a good tool for the day-to-day running of 

the classroom. (Participant 3) 

While the statement by Participant 3 is debatable due to other views that advocate for writing as a 

way of learning, Participant 4 seems to support the view of Participant 3. Echoing the sentiments 

of Participant 3, when asked about the frequency of utilising ICT technologies in his lessons, 

Participant 4 stated that:  

ICT is there to make life easier; it is there to make lessons flow better. I personally 

would do away with anything that has books or printouts, but unfortunately, I 

cannot. I need to protect myself and my job, so I make sure that they write 

something, said one teacher. However, having ICT in the classroom is a must, 

especially now that we are in the era of the 4th industrial revolution. (Participant 

4) 

From the above, it is clear that a considerable number of participants unanimously agree that 

integrating ICT into business studies lessons is essential. They state that technology is bound to 

increasingly influence how education is shaped moving forward. 

The use of ICT in teaching business studies is not a temporary trend but a fundamental component 

of contemporary teaching and learning practices. The participants emphasised that technology 

enhances the learning experience by enabling the interactive and practical application of business 

concepts. This integration supports the development of critical skills necessary in today's digital 

economy, such as data analysis, digital marketing, and online collaboration. Consequently, 

teachers and institutions are urged to embrace and continuously evolve with technological 

advancements to prepare learners effectively for the dynamic business world (Anastasopoulou et 

al., 2024; Paulo et al., 2024).  

Not all teachers are willing to accept modern teaching styles which are technology-driven. Their 

view is that this is not because they are being defiant or are resisting the change; however, it is 
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because of other elements or circumstances which may well be beyond their control. A common 

issue that is brought to light is that of teachers who are not well equipped to utilise ICT in the 

classroom. This is made evident when revisiting what was stated earlier by Participant 5 when she 

stated that:  

ICT is a good thing in classes. It is something that can even make our country move 

forward in these forever changing times. But this is only possible if we all come 

together with a common goal and vision. However, this poses challenges.  It is 

unfortunate that not all teachers are skilled in using ICT. Maybe the other 

departments can assist in equipping teachers with the necessary skills. (Participant 

5) 

Similarly, Participant 6 confidently stated that:  

ICT is the future. As teachers, we need to prepare ourselves to adapt and live with 

technology in our classrooms. This is because technology advances every day. 

Fortunately, technology cannot remove the human element, which is us teachers, 

but it will forever be part of our lives. Therefore, we need to learn to adapt fast and 

make ICT a part of us in the classroom. Therefore, for me, it is a must-have. This 

is something that I enjoy in the classroom. I will not lie and say it was easy to adapt, 

but when I saw how learners enjoyed it, I decided to learn more about technology.  

The above response from the participants demonstrates that they are aware that in today's 

educational landscape, the integration of ICT in classrooms has evolved from being a luxury to 

becoming an essential requirement (Kumar, 2024). In South Africa, a country with immense 

potential but burdened by historical inequalities, it is crucial to prioritise the integration of ICT 

into all classrooms. Furthermore, the participants believed that this is essential for closing 

educational gaps and promoting inclusivity in society. 

I contend that the integration of ICT in South African classrooms is not just a reaction to global 

digitisation but rather a strategic imperative. The integration of ICT has the potential to 

revolutionise teaching methods, accommodate various learning preferences, and provide instant 

access to a wide range of information and resources (Sithole & Mbukanma, 2024). This is 

especially important in a country where educational resources have been historically unequal, with 
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rural and underprivileged communities experiencing significant disadvantages. These 

disadvantages unfortunately affect not only the learners in the classroom but also the teachers who 

are expected to excel in content delivery through ICT tools. For this reason, I present the voices of 

the participants in the second subtheme that tries to understand how stakeholders such as 

universities and the Department of Basic Education attempt to bridge these gaps of inequalities in 

relation to preparing teachers for a work environment which is technologically demanding. 

 

5.4.1.2 The role of universities in introducing pre-service teachers to ICT.  
 
As we progress further into the digital age, teachers’ ability to use ICT in their classrooms is 

becoming an increasingly important factor in the training of capable professionals. It is the 

obligation of universities, which are the key intermediaries for the training of future teachers, to 

provide pre-service teachers with the ICT skills that they need (Gachie, 2024; Ngcapu et al., 2024; 

Sithole & Mbukanma, 2024).  

In today's educational systems, the importance of ICT is emphasised for both teachers and learners. 

Digital native learners have a set of expectations for a learning environment that is enhanced by 

technology. These expectations are brought with them when they enter the class. To satisfy these 

expectations and effectively support learning in a culture driven by knowledge and information, 

pre-service teachers must possess strong ICT skills (Gachie, 2024; Ngcapu et al., 2024).  

Universities facilitate the integration of ICT in education, particularly through their Teacher 

Education Programs. Not only are they responsible for ensuring that pre-service teachers are 

consumers of technology, but they are also entrusted with ensuring that they adapt to utilising these 

tools to assist and enhance the teaching and learning processes. The participants in this study were 

teachers who utilised ICT in teaching business studies; therefore, I considered it fit to understand 

where the knowledge of utilising these ICT tools emanates from. The participants were asked 

whether they had been exposed to ICT as pre-service or in-service teachers. The responses were 

information-packed and offered different dimensions for understanding the phenomenon. I was 

amased by the statement made by Participant 4 when he exclaimed that he was not sure if he would 

answer the question correctly, and then proceeded to say:  
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 I studied in a school in a village in KZN, and there was no technology for us at 

school. My parents could not afford to buy fancy computers. ICT for me only started 

once I entered university. We were forced to learn how to use computers because 

everything was done on computers. Communication was sent to us using emails, 

and assignments and projects had to be written using a computer, so it was very 

tough to adjust because I had never used a computer. But [then]… that assisted me 

because now I can use these laptops that the department gives us, and I am also 

able to use the smartboard which you see here in my class. (Participant 4) 

 

To ensure that I understood the participant well, I posed a follow up question which was “Are you 

therefore saying that your exposure started when you were a pre-service teacher?” In his response, 

he further explained confidently as follows:   

 

Yes, I have been using technology since I was a university student. The university 

helped me learn the basics of computers; therefore, I can say  that I was exposed 

to technology while I was a pre-service teacher. (Participant 4) 

 

From the above response, it is evident that the infrastructure that universities have can benefit 

teachers in their training process. However, universities that train teachers have a set curriculum 

which needs to be followed. This means that there might not be sufficient time, resources, or 

infrastructure to customise the curriculum to be fitting for all teachers to complete their 

qualifications with the necessary skills that will prepare them for an ICT-driven classroom. Instead, 

most universities utilise their ICT infrastructure for the benefit of the institution and its smooth 

running. Once the pre-service teachers complete their qualification and must transfer to the work 

environment where they possibly have to utilise ICT for content delivery, the burden then rests 

with the Department of Basic Education to ensure that the teacher is equipped with the knowledge 

and skill to manoeuvre the technology in the classroom (Gamage & Tanwar, 2018). This therefore 

allows me to present the next sub-theme which focuses on the role played by the Department of 

Education to ensure that teachers are equipped with the ICT tools and skills to successfully deliver 

a lesson.  
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5.4.1.3 The role of the Department of Basic education in introducing teachers to ICT. 

 
The participants were all asked the same question which was: “Did you get exposed to ICT 

knowledge as a pre-service or in-service teacher?” It is worth pointing out that the question referred 

to the teaching methodologies taught at the university level which aim at preparing them for when 

they are in-service teachers. However, some participants’ responses spoke about exposure to ICT 

from a more general perspective. Participant 4 stated that he was exposed to ICT while being a 

pre-service teacher, and I was astonished by the contrasting position presented by participants 2 

and 3, who claimed that their ICT exposure came to existence once they were in-service teachers. 

Participant 2 stated:  

I was exposed to ICT knowledge as an in-service teacher because I only knew about 

interactive whiteboards when I started working as a teacher. (Participant 2). 

 

She further explained this by stating:  
 

I used to know them before I became a teacher; I knew that they existed, but it ended 

there. For me to use them… I started using them when I was practicing as a teacher. 

(Participant 2) 

 
In a similar vein, Participant 3 stated:  
 

I started using technology once I was employed. Before that, there was not much. 

(Participant 3) 

 
As a follow-up question, I asked Participant 3 about her tertiary education, where she trained to be 

a teacher, and whether she was exposed to the use of ICT in any form. Her response was:  

 
I was, but it was only for the sake of typing assignments and researching any 

assignments given to us. For teaching purposes, I only started using ICT equipment 

once I was employed. Even with exposure, you are not really trained. You are 

simply told what is expected of you. You mainly rely on your friends or trial and 

error. You will make mistakes until you get it correct. To be honest, the university 
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did not do much for me when it comes to ICT; my exposure came after I started 

working, as I have stated earlier. (Participant 3) 

 

In addition to the responses of Participants 2 and 3, a similar trend was observed with Participant 

6, who also stated that their exposure was when they were an in-service teacher. However, 

Participant 6 also included an element of being taught by learners how to use ICT. He mentioned 

how learners assisted him when he got stuck or challenged while attempting to utilise ICT during 

a lesson. He confidently stated:  

 

I must admit that I have always been a traditional teacher. I was very hesitant to 

accept that my class would be converted to a smart classroom with a smartboard 

installed. This is because I was worried about not being able to use it properly. As 

I stated earlier, once I saw how positive learners were towards this form of 

learning, I quickly changed my mentality. I accepted this and began to learn more. 

My learners showed me some things. You see the thing about me is that I am not 

scared or ashamed to admit when I don’t know how to do something. These learners 

know how to use technology, and they are always willing to assist if you are true to 

them and show them that it is for their benefit. They show me or correct me when I 

get stuck. They even taught me shortcuts to other things. [Yes], that is the 

relationship I have with my learners. I learned other things in the workshops 

provided by the department. They were not enough, but they helped me because at 

least now I cannot say that I am completely clueless about using smartboards and 

other technologies. (Participant 6) 

  

Based on the above utterances by the three participants, it is evident that the rapid progression of 

technology has surpassed traditional techniques for imparting knowledge to learners. As a result, 

teachers constantly find themselves in an ongoing process of adaptation. Therefore, as 

demonstrated by the participants above, learning about ICT on the job becomes a necessity as 

teachers strive to equip themselves with the skills essential for navigating the digital realm. This 

adaptability is a testament to teachers’ dedication to remaining relevant and providing 

contemporary education to their learners. 
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5.4.1.4 The collaborative role of Universities and the Department of Basic education 

in introducing teachers to ICT.  

 
While some participants were exposed to ICT as pre-service teachers, others were exposed as in-

service teachers. During the interview process, I came across responses which could be classified 

as both pre-service and in-service exposure. Participants 1 and 5 echoed similar sentiments when 

responding to the question of whether they were exposed to ICT as pre-service or in-service 

teachers. Participant 1 responded that she thinks it is both pre-service and in-service. She further 

explained this by stating:  

This is because in varsity, we did a course called New Literacies for teachers, and 

in that course, we were introduced to using a bit of ICT as teachers.  When we were 

doing EMS and Business Studies at varsity, we were also introduced to using 

simulations, videos, and slides when teaching these subjects. As an in-service 

teacher, I was also introduced to ICT, especially when we started using new 

platforms like Zoom and Microsoft Teams. Covid-19 has pushed us to use ICT more 

than ever before. Therefore, both times I have been introduced to ICT (Participant 

1). 

 

Similarly, Participant 5 explained her exposure to ICT, stating that “[she] was exposed to ICT 

through the Department of Education. She explained this as follows:  

I still remember the first time we were exposed; we went to Tembisa because I think 

it was launched on the East Rand side. It is where we were given an opportunity to 

work on it, and then we returned to our schools. From there he started to 

nationalise this program, especially in Gauteng where we found out that our school 

is one of the schools that was selected to operate under ICT. I was the first group 

to participate in ICT training. It was easy for me because I had a background in 

computer things. The government provided us with tables and laptops to make it 

easier for us to work on it, but time and again, there were calls for workshops so 

that we do not forget how to use these things (Participant 5).  
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The above statement leaves me perplexed. This is because I identified two contradictory statements 

made by the participant. This led me to seek clarity by asking follow-up questions. Participant 5 

stated that she was exposed to ICT with the Department of Education but later stated that it was 

not difficult for her because she had some background in the use of computers. This led me to ask 

for confirmation of her statement that she knew how to use computers. The participant confidently 

confirmed this statement. I then asked a follow-up question: “So where did you learn how to use 

computers?”. In her response, she stated:  

 

Ok! Before I went to university, I attended a TVET college somewhere in the East 

Rand, where I did a course in managerial and secretarial studies, where it was a 

must to learn how to use a computer. Therefore, I have had the necessary 

knowledge about how computers operate since then. I was not blank, like I knew 

nothing. However, the secretarial course I took really helped me. Even when I 

started teaching, the computer skills were already there from the previous course. 

I was able to help other students who were struggling to use computers when we 

were together pursuing our teaching degrees. (Participant 5). 

 

The participants displayed the will to learn and develop themselves so that they could be better 

agents of change who could best interact with the ICT tools, the content, and the learners. This 

willingness could be better sustained through partnerships between Universities and the 

Department of Basic Education.  Based on the statements from all participants under this main 

theme, “The impactful role of educational stakeholders in advancing ICT integration in schools”, 

my contestation is that a partnership between universities and the government in teacher training 

for computer skills is a prime example of effective teamwork to improve educational strategies 

and outcomes. Drawing from the participants, it is evident that universities are known for their 

expertise in pedagogical research and curriculum development, while governments play a crucial 

role in providing the necessary policy framework, funding, and infrastructural support for teacher-

training programs (Bouttavong, 2023; Retnowati et al., 2024). Through collaboration, they ensure 

that pre-service teacher education aligns with national educational technology standards. This 

should ensure that future teachers are not only skilled at integrating ICT into their teaching but 

also equipped to adapt to constantly evolving digital technology. This partnership should enable 
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the efficient scaling of training initiatives, ensuring that teachers in different regions have equal 

access to ICT resources and professional development opportunities. 

 

5.4.2 THEME 2: Teachers' experiences and perceptions of integrating ICT tools into 

their daily teaching practices. 

 

Table 7: Themes and sub-themes on the teachers’ experiences and perceptions of integrating ICT tools 
into their daily teaching practices. 

 

When teachers integrate ICT tools into their daily teaching, they are confronted with complex 

challenges that impact both their pedagogical methods and the learning environment (Nyathi & 

Joseph, 2024; Ntsobi, 2022). As they navigate the complex and constantly changing landscape of 

digital technologies, teachers’ experiences and perceptions of ICT are important in determining 

the extent to which devices are adopted and utilised effectively in the classroom. Due to the diverse 

backgrounds, experiences, and ICT training of the participants in this study, different views about 

ICT in their day-to-day teaching also began to emerge. On the one hand, there are participants who 

shared positive sentiments when discussing their experiences and perceptions. However, some 

participants shared experiences which could be viewed as negative. It is worth pointing out that 

this study does not dwell on the emotional aspect of the use of ICT in the classroom; however, the 

experiences which are emotional in nature also need to be considered, as they may also impact the 

overall flow of a lesson and the teacher’s views on ICT integration in the classroom. As mentioned 

above, there are both positive and negative experiences and perceptions that exist when looking at 

teachers’ integration of ICT tools on a day-to-day basis. When asked about the benefits of utilising 

ICT in a lesson, Participant 1 displayed a positive perspective about integrating ICT tools in the 

process of teaching on a day-to-day basis when he said, “It just makes life much easier”.  

5.4.2 Teachers' experiences 

and perceptions of 

integrating ICT tools 

into their daily 

teaching practices. 

5.4.2.1 Resistance to abandoning traditional teaching methods 

5.4.2.2 Frequency of ICT integration.  

5.4.2.3 Commonly used ICT tools. 

5.4.2.4 How ICT tools are used in the classroom. 

5.4.2.5 Lack of awareness of ICT school policies. 
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Similarly, Participant 6 attested to the statement of Participant 1 when he said:  

Personally, I think that ICT is good for us as teachers. My view of ICT is that it is 

there to make life easy. I honestly love this idea. (Participant 6).  

Participants 1 and 6 expressed positive views on the daily use of ICT in the classroom. However, 

Participant 6's additional insights, highlighting the pressures that discourage consistent ICT 

integration, led to the emergence of the sub-theme "Resistance to Leaving Conventional Teaching" 

within the broader theme of teachers' experiences and perceptions. This subtheme explored the 

challenges teachers faced in adopting technology despite recognising its benefits. 

 

5.4.2.1 Resistance to abandoning traditional teaching methods.  
 
When evaluating the likelihood of resistance to changing conventional teaching approaches, it is 

crucial to recognise the diverse elements that contribute to this resistance. Resistance to change 

can be attributed to real factors such as a preference for familiar methods of teaching, time, doubt 

over the effectiveness of new teaching strategies, and perceived difficulties in implementing 

change (Mlambo et al., 2020). However, there are other external factors, including the pressure 

that comes with a top-down approach to management style from district officials. As mentioned 

above, Participant 6 expressed his displeasure with the pressure applied by district officials which 

eventually forces teachers to abandon the utilisation of ICT in the classroom. When he was 

responding to the question about how often he used ICT tools in the classroom, he first expressed 

positive appreciation of ICT in the classroom. However, he continued to express how the issue of 

limited time and pressure from district leadership made it difficult for him to utilise ICT. This was 

evident when he stated:  

 

… it is not always easy to work with technology, and for that, I blame the 

Department of Education. They mostly put so much pressure on us that we end up 

leaving this technology and moving to the old way of teaching which now takes us 

back to papers. I am always honest with my learners; I tell them that the department 

is putting pressure on us to cover a specific topic in a specific time through their 

ATP, which means that we must pick up the pace. When we pick up the pace, we 
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then move to the conventional way of teaching, where we use the notes provided to 

us by the department. At that time, I knew that there was no time for videos or 

pictures that related to what I must teach. The sad part is that I know my learners 

do not like that, but what else can I do? The department will punish me and label 

me incompetent if I fall behind. This is why, in most cases, I find myself reverting 

to the old way of teaching. This is not by choice but by circumstance. (Participant 

6). 

 

This pressure from district leadership is also made evident by Participant 3, who agrees with 

Participant 6 about how the pressure eventually leads teachers to abandon ICT in the classroom 

and revert to the traditional way of teaching. This was made clear by Participant 3 when she said:  

… the facilitator sends the notes and activities to the learners. In most cases, I 

prefer to give learners hard copies so that there is proof in their books that the topic 

was covered. (Participant 3). 

In a similar vein to the reality of the experiences of Participant 3, Participant 4 also mentioned how 

he must sometimes revert to the traditional way of teaching which is influenced by the demands 

from the subject facilitators. Participant 4 stated:  

… it is not always easy [to use ICT] because when we have district visits, they take 

the learners’ books, and if the notes are not there, they say that you have not taught 

the learners a certain topic (Participant 4). 

The three above-mentioned participants alluded to the pressure from district officials. In a similar 

vein, Participant 5 pointed out that in her class, she is concerned about what the district officials 

will say. When asked how often she uses ICT in her class, she responded that she uses it two to 

three times a week. She justified her answer by stating the following:   

It is not always; this is because sometimes I want them to do work practically where 

they must write things down in their books because the government officials, who 

are the facilitators, always want to see exercises in the learners’ books. So, if I 

always concentrate on the smartboard and the laptop, then it means that the books 
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will be empty, and I will not have evidence that I have done certain topics 

(Participant 5).  

From the above-mentioned statements from the participants, it can be said that teachers generally 

want to use technology, but they cannot because of pressure from upper structures. This creates a 

frustrating and demoralising environment for teachers, who understand the potential benefits of 

utilising technology in their teaching practices. The participants’statements indicate that pressure 

from higher structures makes it difficult for teachers to effectively implement technology-driven 

lessons in the classroom.  

In addition, the lack of preparation and training provided to teachers contributes to their unease 

and uncertainty regarding incorporating technology into their instruction. Consequently, many 

teachers experience technological stress and struggle to navigate the complexities of educational 

technology. This was voiced by the participants in the following subtheme.  

5.4.2.2 Frequency of ICT integration. 
 

As part of the effort to uncover the perceptions of business studies teachers in secondary schools 

in South Africa, there is a vital need to assess the frequency of ICT integration. Some participants 

asserted that ICT has become a part of their routine. When asked how often they use ICT in 

technologies in their lessons, some of the participants said that some of the ICT gadgets are used 

daily, while others are used on a weekly basis. Participant 1 revealed this: 

 

I think I use these ICT daily. I use PowerPoint, YouTube, and PDF documents the 

most. I use other things, such as Class Dojo, on a weekly basis, sometimes twice or 

thrice a week (Participant 1). 

 

Echoing the sentiment of Participant 1, Participant 5 emphasised the integral role of ICT 

in her daily teaching practice. Specifically, she highlighted the smartboard as a tool she 

utilised consistently, stating, "… I use these smartboards daily…”.  This frequent 

integration of technology highlights the commitment of both educators to utilise digital 

resources to enhance their teaching and learning environments. 



 110 
 
 

 

In a similar vein, Participant 4 also alluded to the fact that ICT has become a routine in his 

classroom. This was evident when he was also asked about his frequency of using ICT in the 

classroom when teaching, he responded by asserting that “there is always technology used in my 

class”. However, in his response, he mentioned challenges that may attempt to derail him from 

using ICT in the classroom, but also mentioned contingency plans to ensure that ICT is always 

integrated when he is teaching business studies. This was evident when he stated that:  

 

If the smartboard is giving problems or there is load-shedding, I then move to my 

laptop, and we continue. I allow the learners to use their tablets or phones. It is a 

daily occurrence in my class.  (Participant 4).  

 

Meanwhile, other participants expressed that ICT learning tools are not frequently used because 

learners need to write down content in their notebooks. Other participants reiterated that they do 

not frequently use ICT tools because of the availability of hard copies of learning content. They 

use ICT mostly when a hardcopy is not available, or when the learners need to copy some content. 

When asked about the frequency of their integration of ICT tools in the classroom, one of the 

participants shared the determinants of her frequency of ICT integration as follows: 

It is not always the case, because sometimes I want them to do work practically 

where they must write things down in their books, because the government officials, 

who are the facilitators, always want to see exercises in the learners’ books. 

(Participant 3).  

 

Participant 3 further explicated this by sharing her views as follows: 

Not so often. As I have said, there is the problem of Wi-Fi and sometimes there is 

loadshedding, and as I have said, the facilitator sends the notes and the activities 

for learners. Therefore, in most cases, I prefer to give the learners hard copies so 

that there can be proof in their books that the topic was covered. I provide them 



 111 
 
 

with notes and activities to paste into their books. So, I can say not so often because 

of loadshedding and the Wi-Fi (Participant 3).  

 

Given the living conditions in South Africa, it comes as no surprise that the issue of loadshedding 

became a major factor raised by the participants as a reason for not frequently integrating ICT in 

their lessons. This was perceptible when considering the utterances of Participant 2 when she said: 

  

… my use of ICT is also controlled by the schedule of loadshedding as it is a major 

problem yhoo, you will want to use technology, but ESKOM will just say no to you. 

(Participant 2). 

 

The participants’ remarks indicate that the basic amenities needed to encourage teachers to 

integrate ICT into their 21st-century Business Studies lessons are lacking. Four of the participants 

unanimously agreed and confirmed that an unstable electric power supply because of frequent load 

shedding and lack of access to Internet connection negatively affected their frequent use of ICT to 

teach the subject.  

 

5.4.2.3 The commonly used ICT tools. 
 

When entering the classrooms in the sampled schools, one of the first things I noticed was the 

transformation in township schools. This transformation is a result of the former MEC of 

Education in Gauteng, Mr Panyaza Lesufi who had a mission of eradicating the paper system when 

it came to the process of teaching and learning in the classes of Gauteng by introducing a paperless 

system which would be driven by technology for both the teachers and learners. The focus started 

with schools in the townships, as they were the ones which were mostly previously disadvantaged. 

Upon entering the classroom, I appreciated observing that some of the classes were renovated and 

that the traditional chalkboard was substituted with smartboards. 

Smartboards, also known as interactive whiteboards, represent a technologically advanced 

evolution of the traditional blackboard. They provide teachers with a dynamic and versatile 

platform to deliver captivating lessons by seamlessly integrating a wide range of multimedia 
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content such as high-quality videos, interactive presentations, and intuitive digital annotations 

(Siddiqui, 2024; Thomas & Schmid, 2010). The participants pointed out that smartboards facilitate 

a more engaging and immersive learning experience by enabling teachers to illustrate complex 

concepts visually and interactively, catering to the diverse learning styles and preferences of 

learners in the classroom.  

During the interviews with the participants, I noted that they generally had their own preferences 

regarding the use of ICT tools in their classrooms. When the participants were asked about the 

technology or technologies they use in their classrooms for teaching and learning, the most 

featured ICT tool that was mentioned was the smartboard. The smartboard was the most preferred 

tool for teachers. This was evident when considering the response of Participant 1, who stated that:  

 

I use the smartboard, sometimes I use the data projector, but I prefer the 

smartboard over the data projector because the smartboard has everything that I 

need. It depends on the venue I will be using for teaching. However, when I use the 

smartboard, I mostly rely on PowerPoint presentations and YouTube because they 

are the most used. Sometimes I use other software to open things like PDF 

documents, videos, and images, but most of the time I use these two because they 

allow you to touch on many things all at once (Participant 1).  

 

Participant 2 used different terminology but had a similar preference to Participant 1. This becomes 

evident when responding to the same question about the commonly used technology or 

technologies, she responded by stating that “in [her] school there are interactive whiteboards.  

She further elucidated her remarks by stating that:  

 

I use that type of technology the most, [and that] there are other devices, but I use 

the interactive whiteboard whenever I switch to technology (Participant 2). 

 

Participant 3 also used ICT tools similar to those of Participants 1 and 2. Furthermore, she also 

attests to the utterances made by Participant 2 when responding to the question of the most used 
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ICT tools who spoke about “other devices”. Participant 3 mentioned “other devices”. This is 

evident when she stated:  

I am using eeh! I can say the smart board. Sometimes, learners use their phones if 

ever they need to research something. …I only use the smartboard and the laptop 

(Participant 3).  

While other tools such as laptops, cell phones, and tablets were prominent in the responses of the 

participants, Participant 4 clearly alluded to how he started off without technology but how he is 

now in the era of technology in the classroom and forever using one or the other form of ICT tools 

in his content delivery. He further mentioned that the smartboard is still the most used ICT tool 

when he is teaching. This becomes evident when he states:  

 

When I started, we used to only use textbooks. They then started issuing notes for 

us to use. It went to the point where I would sometimes borrow the projector in the 

office when I wanted to display something in class. You see, now things have 

improved; I can now use my laptop. But now! I now use a smartboard. I prefer it 

to other technologies. The learners receive tablets, so we also use them in class. 

Others come with their phones and sometimes use them, but only if I allow them to 

do so (Participant 4). 

 

Both Participant 4 and Participant 5 utilised a range of technological tools in their classrooms, 

including laptops, data projectors, and smartboards. Furthermore, Participant 5 allowed her 

students to incorporate their own devices into the learning environment under her guidance. She 

stated that “[she uses] the smartboard, sometimes I can use my cell phone because these days the 

government communicates via emails in most cases”. A follow-up question was then posed to the 

participant which aimed at eliciting further information about the most used ICT tools. She then 

further explained:  

 

Jah! The one that they come and operate for me, what is it called again… jah a 

projector! So that at least I can still move with the content. Sometimes I use a 

projector, so when I use that one, at least I know I am not stuck. I can be able to 
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work. With cell phones, also, mind you, our school has its own policies about cell 

phones, so what I usually do, because I was using these smartboards daily, I would 

write a letter to inform parents asking them to allow their children to come with 

phones to school because I am using it. I will also communicate with the entire 

school staff in my school to inform them that they should not confiscate cell phones 

because our school policy states that no learner is allowed to bring a cell phone to 

school. But just because I ask in advance, it was easier for me and for those learners 

to come with their cell phones, so that if I have something… because what we have 

again in our school; the government even installed this data this… what is it 

called… Wi-Fi! Yes, so it was easy for us to operate because Wi-Fi is free for 

everyone, she said. Jah, those are the tools that I use the most (Participant 5).  

 

While acknowledging his use of ICT tools, Participant 6 emphasised that time constraints often 

dictate his ability to integrate technology into his teaching. He prioritises the smartboard when 

time allows, citing its ease of access as a primary advantage. This is evident in his statement.  

 

As I mentioned earlier, sometimes it is not easy to use ICT, especially in our high-

pressure working conditions. So sometimes, as I had stated, I must go back to the 

traditional way of teaching, but when I do teach with ICT, I prefer the smartboard 

because it is just here and ready to be used. There are not many things to plug or 

connect in the system. I just open what I want, and we work as a class. Yes, there 

will be phones or tablets here and there, but the dominant one is the smartboard 

(Participant 6). 

 

This suggests that while Participant 6 recognised the value of ICT, practical considerations and 

accessibility played a significant role in shaping his technology integration practices. While the 

participants have access to a variety of ICT tools which they can incorporate in their process of 

teaching and learning in their classrooms, including cell phones, tablets, and data projectors, the 

smartboard emerges as the dominant choice across all the participants. This consistent emphasis 

on the smartboard across participant testimonies highlights its perceived value as a versatile and 

engaging teaching tool for teachers. Its interactive capabilities, ease of use, and ability to 
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seamlessly integrate multimedia content appear to resonate strongly with teachers who seek to 

create dynamic and learner-centred environments.  

Having established the prevalence of various ICT tools within the educational landscape, and 

particularly the dominance of the smartboard as a preferred choice among the participants, it 

becomes crucial to probe deeper into the specific ways in which these tools are utilised within the 

classroom. The next section explores the practical applications of ICT, examining how the teacher 

participants leverage these technologies to facilitate teaching and learning across diverse 

pedagogical approaches. 

 

5.4.2.4 How the ICT tools are used in the classroom. 
 

This section shifts my focus from the frequency of how ICT is incorporated in the classroom which 

raised concerns around infrastructure and limitations, to pedagogical possibilities, exploring the 

specific ways in which teachers utilise ICT tools for teaching and learning within the context of 

Business Studies. By understanding the diverse applications of these tools, I gained valuable 

insights into the creative strategies employed by teachers to overcome challenges and harness the 

power of technology to enhance student engagement and learning outcomes. 

During the interview with Participant 6, when she was asked about how she uses ICT in her 

classroom, I noted that there was frustration in her voice which was caused by her not being able 

to always use ICT tools in the classroom. She mentioned how the department officials put pressure 

on teachers to be at a certain topic by a certain date. She mentioned that whenever the department 

officials put pressure on her as a teacher, she tells her learners because she understands that this 

pressure will mean that they need to pick up the pace, and as a result, some of the content will not 

be explained to the satisfaction of the learners. Furthermore, she mentioned that this pressure 

meant that ICT usage would have to be suspended in her class and that they must move to the 

traditional form of teaching. This was evident when she said the following:  

 

… it is not always easy to work with technology and for that I blame the department 

of education. They mostly put so much pressure on us that you end up leaving this 

technology and move to the old way of teaching which now takes you back to 
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papers. I am always honest with my learners; I tell them that the department is 

putting pressure on us to cover a specific topic in a specific time which means that 

we must pick up the pace. When we pick up the pace, we then move to the 

conventional way of teaching, where we use the notes provided to us by the 

department (Participant 6).  

 

However, in her frustration, as she was expressing herself, she revealed how she used ICT in her 

classroom when she had the opportunity. She further stated:  

… I know that there is no time for videos or pictures that relate to what I must teach. 

The sad part is that I know that my learners do not like that, but what else can I 

do? The department will want to punish me and label me as incompetent if I am left 

behind (Participant 6). 

 

From the above statement, I was able to gather that the most common way in which ICT is used 

in her class is pictures and videos which are played through the smartboard. In a different but 

related event, Participant 1 shared how he used ICT in his school. He also mentioned how ICT 

helps him to virtually bring the classroom to the learners if they are at home as he can give learners 

the lessons through recordings but also be able to also communicate with the parents. This was 

evident when he stated that:  

 

When children are at home, I can record a lesson and send it to them.  

PowerPoint is mostly used when there are pictures; I want to show the learners and 

mix those pictures with the content of Business Studies. Class Dojo is mainly used 

for communication with parents; however, we also use it to communicate with 

learners. YouTube is used to show educational videos. Sometimes, I download 

videos from YouTube and play them during lessons. I can incorporate these videos 

through PowerPoint, or I can also just play them using any media player like VLC 

(Participant 1).  

 

Participant 2's response was a succinct summary, highlighting the key points when she stated:  
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I utilise the interactive whiteboard; there is an app called VLC which I use to play 

videos for the learners so that they can get a better understanding of the concept 

which I am teaching. I also use Microsoft Word and PowerPoint; it all depends on 

what I am teaching and what I aim to achieve in that lesson (Participant 2).  

 

Building upon the discussion of the practicality of ICT integration, Participant 3 shared her 

experiences of using interactive whiteboards in the classroom. She stated that:  

I can use the smartboard if I want to… eeeh! If ever I want to… ok, I can use the 

smartboard if ever I want to open activities for the learners in the GDE content. 

These can be activities or notes. However, in most cases, as I said, I prefer… or I 

can say my facilitator, as they send the notes or activities. Sometimes they do hard 

copies for the learners, but if I fail to do copies, I can use the GDE content; it can 

be notes or activities. For the laptop, I can use the USB stick…. For any additional 

information, I project it on the smartboard. (Participant 3).   

 

In addition to Participant 3's perspective, Participant 4 highlighted the practical benefits of 

integrating ICT by detailing how the school receives and utilises digital notes from the Department 

of Education. He emphasised the cost-effectiveness and sustainability of this approach, stating:  

 

The department sends us notes and activities for each topic. So, mina I save the 

school money because I do not do copies for the learners, hhay it is just too much. 

I just shared the notes with them on WhatsApp, in our group chat days or weeks 

before. I will then direct them to the relevant section in class and we will learn. On 

other days, I use the smartboard and project from the smartboard the section that 

I want to teach, and then I explain what they are reading in the notes. On other 

days, the learners will come to the front to do presentations based on the notes, so 

I will allow them to use the smartboard, point at the sections, read, and explain to 

the class. On other days, I just make them watch short videos of things that I would 

like them to see; for example, if I am teaching about leadership and management, 
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I can find a video on YouTube and then download it for them to watch in the 

classroom so that they understand what I am talking about or trying to teach them. 

They also use their phones to read notes because sometimes the smartboard is not 

working or is slow. The lesson must continue, so I tell them to access the notes from 

their tablets because I always make sure that I share everything with them weeks 

in advance. Ey, you cannot trust technology (Participant 4). 

 

Highlighting the importance of visual and experiential learning, Participant 5 emphasised the 

effectiveness of using smartboards to enhance learners’ understanding. She further explained that 

time constraints remain a challenging factor; however, she explained that by incorporating this 

technology into her teaching, she can present information in a more concrete and engaging manner, 

allowing students to better grasp the practical applications of the concepts being taught. This is 

illustrated by her statement when she said:  

 

When we were attending, they showed us how to divide the screen into two, and let 

us say I need to help them understand or teach them about how to write an essay in 

business studies; I will go to the previous question paper in PDF, and then on the 

other side I will have a memo so they can see how the essay is supposed to be 

structured and how the marks will be allocated. If they see all these things 

practically, then they understand what is expected of them when they answer 

questions, and they tend to know which mistakes will make them lose marks 

(Participant 5).   

 

The integration of technology using smartboards, laptops, tablets, and cell phones, in conjunction 

with readily available tools like Microsoft Office applications, VLC Media Player, and online 

resources such as YouTube, has demonstrably transformed the educational landscape (Al Sindi et 

al., (2023). Teachers are no longer confined to traditional textbooks or static presentations. Instead, 

they can use these tools to create dynamic and engaging learning experiences (Keane, 2002). 

Microsoft Word facilitates the creation and dissemination of well-structured lesson plans and 

assignments, whereas PowerPoint allows for visually appealing presentations incorporating 

multimedia elements. VLC Media Player provides a versatile platform for incorporating audio and 
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video content, further enriching the learning process (Keane, 2002; Tantowi et al., 2024). 

Moreover, the ability to seamlessly integrate images, videos, and online resources such as 

YouTube videos into lessons allows teachers to cater to diverse learning styles and capture 

students' attention more effectively (Dyantyi, 2023; Sithole & Mbukanma, 2024). The use of saved 

digital content ensures easy access to a wealth of information which fosters a richer and more 

comprehensive learning environment (Masenya & Ngulube, 2021). By embracing these 

technological tools, teachers can move beyond the limitations of traditional teaching methods and 

create dynamic, interactive, and student-centred learning experiences that foster deeper 

understanding and engagement (Nyathi & Joseph, 2024).  

 

While ICT holds undeniable potential to revolutionise education, its effective implementation 

depends on a crucial factor: a comprehensive understanding and awareness of existing ICT school 

policies. The absence of such awareness presents a significant obstacle to the successful integration 

of technology in educational settings. This gap between ICT integration and awareness of ICT 

school policies highlights a critical gap between the availability of powerful ICT tools and the 

knowledge required for their responsible and effective utilisation (Mkhonto & Mubangizi, 2024). 

The following subtheme interrogates this statement through the contributions of the participants.  

 

5.4.2.5 Lack of awareness of internal and external ICT policies: 
 
In an era defined by rapid technological advancements, the integration of ICT in educational 

settings has become vital. Teachers and policymakers alike recognise the transformative potential 

of ICT to enhance teaching and learning experiences, providing access to a wealth of information, 

fostering collaboration, and personalising education. However, the mere presence of technology 

within schools does not guarantee its effectiveness for teaching and learning, nor does it guarantee 

that it will be used responsibly by both teachers and learners. A critical yet often overlooked aspect 

of successful ICT integration is a comprehensive understanding and awareness of school policies 

that govern its use. 

Lack of awareness of ICT school policies poses a significant obstacle to harnessing the full 

potential of technology in education. A disconnect arises when teachers, administrators, and even 

learners are not fully cognisant of the guidelines, regulations, and expectations surrounding ICT 
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use. This disconnect can manifest in various ways, from unintentional policy violations and 

inconsistent implementation to missed opportunities for leveraging technology strategically to 

enhance learning. Ultimately, a lack of awareness of ICT policies can undermine the goals of 

technology integration seeks to achieve (Mnisi et al., 2024; Mkhonto & Mubangizi, 2024). 

 
Through the interviews, I was able to identify that most of the participants were not fully informed 

about government and internal policies on the use of ICT in schools in South Africa. Regarding 

awareness of external policies on ICT integration in schools, Participant 5 stated the following: 

 

No! I have never read it. I do not want to lie; there is just no time for this. I 

remember the district coordinator asking us who had read the policy, and I was the 

first one to raise my hand and confess that I had not read it because there was just 

no time. First, remember that I am a teacher, results are expected from me, and the 

number of classes I have and the little time I have just do not match. I also have a 

personal life; I am a wife and a mother. Where will I get the time to sit and read a 

long document about ICT policy? For me, if I have the basics of how to use the 

device, then I am sorted. (Participant 5). 

 

When asked whether he had read the Department of Education policy about ICT, 

Participant 1 honestly responded by first laughing and then saying the following: 

  

No! No, I have never read the Department of Education’s policy on ICT. To be 

honest, I did not even know that such a thing existed. I have never seen that 

document (Participant 1).  

 

Similarly, Participant 2 stated that she read her school policy. However, she continued to 

speak about the policy from the Department of Education:  

 

To be honest, I did not even know that the Department of Education had such a 

policy. These are not even mentioned to us when we do our undergraduate studies, 

the part where we look at policy studies; we are just not exposed to such policies. I 
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did not know that there was a policy on ICT. I just know about the basic policies 

which focus on the day-to-day running of a school (Participant 2). 

 

Voicing similar sentiments, Participant 4 stated the following:  

 

I am unaware of any such policy. We always receive new circulars through our 

principal, but I do not remember ever receiving anything about ICT. In fact, I do 

not think that the district officials know about such a policy. This is new to me; I do 

not want to lie, she said. (Participant 4). 

 

While sharing similar sentiments to Participants 2 and 4, Participant 5 further admitted to knowing 

that there was a policy from the department of education; however, she explained why she had 

never read the policy. While recalling an event from the past, Participant 5 stated:  

 

No! I have never read it. I don’t want to lie, there is just not time for this. The 

district coordinator once asked us who had read the policy, and I was the first one 

to raise my hand and confess that I had not read it because there was just no time. 

Remember first before anything I am a teacher, results are expected from me, the 

number of classes I have and the little time I have just don’t match. I also have a 

personal life, I am a wife, I am a mother. Now where will I get the time to sit and 

read a long document about ICT policy. For me, if I have the basics of how to use 

the device then I am sorted (Participant 5).  

 

Participant 6 gave a holistic response to the questions on policies when he stated:  

 

I honestly do not think that there is an ICT policy in our school. If there is, then I 

must admit that I have never read it or seen it. Similarly, one participant stated, I 

don’t know about a policy from the Department of Education that speaks about ICT 

(Participant 6).  

 

Reinforcing this viewpoint, Participant 3 clarified his position by explaining the following:  



 122 
 
 

 

I am not sure about the existence of such policies. There are things that I see, but I 

am not sure if they belong to the school or the department; they are there, but I am 

not sure. There are charts that speak about what learners should and should not 

do; I do not know if that is part of the policy or not. As for a physical copy or book 

on ICT policy, I would honestly be lying; I have never read such a thing (Participant 

3).  

 

Although Participants 3 and 6 discussed ICT policies holistically, encompassing both internal and 

external aspects, Participants 1 and 2 drew a clear distinction between them. While acknowledging 

that they had not reviewed any ICT policies disseminated by the Department of Education 

(referring to external policies), Participants 1 and 2 nonetheless articulated the presence of internal 

policies within their school governing ICT utilisation. When asked about whether their school has 

an ICT policy and whether they have read it, on the one hand, Participant 1 responded by saying: 

 

No, we do not have a policy on ICT, mainly because I think the school is not where 

it wants to be in terms of ICT capability (Participant 1).  

 

In contrast, Participant 2 said: 

 

Yes, my school has a policy on ICT, and I briefly read it when I started at the school. 

It mostly speaks about the dos and don’ts when it comes to the ICT equipment, for 

example, as teachers, we should not instal any software into these systems. We 

should also not attempt to perform any repairs, as we may cause more damage. It 

also speaks about how learners should not be exposed to violent or explicit content 

in the classroom (Participant 2). 

 

South African public school teachers rely on the National Policy Statement, known as the CAPS 

document, for guidance on curriculum content and pacing. This document also informs both formal 

and informal learner assessments (Sepadi & Molapo, 2024). However, the advent of ICT in 

education necessitates an understanding of how the CAPS document supports teachers in 



 123 
 
 

integrating these technologies into their pedagogical practice. To explore this, participants were 

asked: "Is the South African CAPS curriculum clear on how technology ought to be integrated into 

teaching and learning?" Their responses reflect a range of perspectives. For example, Participant 

1 responded as follows:  

 

Not really; they only say “use videos” and in some lesson plans, they just give you 

links to videos that you need to use. They do not explain how you must use that 

video or what you should say about the video. Therefore, I think it is a bit 

superficial; the way they are presenting it makes it unattractive. CAPS is not clear 

on these (Participant 1). 

 

When asked the same question, Participant 2 responded as follows:  

 

I am not sure about that. However, I honestly feel like it should be… it should be 

clear in the CAPS. It should be clear how teachers need to use technology in 

teaching and learning, since some schools only use interactive whiteboards. 

Therefore, I think it should be in CAPS and made clear. But as things stand, 

personally I feel like it is not clear, I do not know… maybe I am the one who is 

ignorant or just uninformed (Participant 2).  

 

Participant 3 noted that the CAPS document for business studies is clear regarding content. 

However, she was unsure about how clear it was when it came to the use of ICT in the classroom 

when teaching the content. In her response, she stated the following:  

 

Eish hay eeeh! What can I say! I think it is clear. When it comes to content, 

everything is clear. The information is there, but only for business studies; I do not 

know about other subjects, but I think it is clear. It is clear that the content that 

needs to be taught and when it needs to be taught. However, I am unsure. Content-

wise, I know, but with ICT, I would be lying. It does not speak to ICT, according to 

me (Participant 3).  
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Similarly, Participant 4 responded clearly by stating:  

 

Hhay let me be honest, I do not know what CAPS says about the use of ICT, to be 

honest, all I know is that it speaks about resources that can be used when teaching, 

but in my view, it does not speak about how to use technology. The focus is on what 

topics to teach and when to teach them; that is all (Participant 4).  

 

While admitting that the government, through the Department of Basic Education, is trying to 

incorporate ICT through various support programs, Participant 5 asserts that the CAPS document 

is not doing enough to guide teachers on how to integrate ICT. This is evident when she states:  

 

Ay I think when it comes to this one of CAPS curriculum. Yes, they are trying. The 

government is trying because for FET, as I have told you, we only…eish I do not 

know how to explain it. However, in the senior phase, they support them a lot 

because they come up with programs for coding and robotics which is very much 

in line with ICT, and time and again, there is a workshop about coding and 

robotics. I remember attending a workshop at UJ where they taught us how to 

create animations and make them do all sorts of things which can assist us in 

teaching. This is how I saw that they were trying to incorporate ICT into this CAPS 

curriculum. However, in CAPS, especially in the FET phase, it is not clear how 

technology is supposed to be used. Their focus is more on the content, and how the 

content should be delivered to the learner using ICT (Participant 5).  

 

When asked the same question, Participant 6 echoed similar sentiments to other participants 

when he stated the following:  

 

To be honest with you. I do not think that the CAPS curriculum is designed to cater 

to the integration of ICT. The major focus is on the topics that need to be taught, 

but there is not much specification about how the technology needs to be used. 

(Participant 6).  
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The preceding discussion highlights a critical gap between externally mandated ICT policies and 

teachers' awareness and understanding of these policies. While some participants demonstrated 

familiarity with internal school-based policies governing ICT use, there was a clear lack of 

awareness regarding the broader ICT policies disseminated by the Department of Education. This 

suggests a potential disconnect between policy development at higher levels and the dissemination 

and implementation of these policies in individual schools. In addition, all participants 

unanimously shared the view that the CAPS document was not clear on how ICT should be 

implemented.  

 

The preceding discussion reveals a significant disconnect between externally mandated ICT 

policies and their practical implementation in schools. While some teachers demonstrated 

familiarity with internal, school-level ICT policies, there was a consistent lack of awareness of 

broader departmental (external) policies. This suggests a potential breakdown in the dissemination 

and uptake of these policies as they move from development at higher levels to implementation 

within individual schools. Furthermore, the study found a unified perspective among participants, 

who consistently expressed that the CAPS document lacks clarity regarding the integration of ICT 

into pedagogical practice. This lack of clear direction from overarching policy documents may 

further exacerbate the disconnect between policy aims and classroom reality. 

Furthermore, even in cases where teachers expressed awareness of internal ICT policies, their 

understanding of the specific content and implications appeared tenuous. This suggests that the 

existence of policies does not necessarily translate into effective implementation or adherence.  
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5.4.3 THEME 3: The impact of ICT integration on teaching practices in Business Studies. 
 

Table 8: Themes and sub-themes on the impact of ICT integration on teaching practices in Business 
Studies. 

 

While the previous discussion highlighted a critical gap between established ICT policies and 

teachers' awareness of these guidelines, the following analysis shifts focus to the tangible effects 

of ICT integration within Business Studies classrooms. Despite the noted inconsistencies in policy 

awareness, exploring how teachers utilise technology to enhance their teaching practices and 

engage learners in meaningful learning experiences is crucial. By examining the practical 

applications and observed impacts of ICT integration, I gained valuable insights into its potential 

to transform Business Studies education, regardless of the challenges in policy dissemination and 

implementation. 

This section presents the real-world impact of integrating ICT into Business Studies teaching 

practices in South African secondary schools. The analysis of the teacher interviews revealed both 

positive and negative aspects of incorporating technology into the Business Studies curriculum. 

These first-hand perspectives from teachers directly informed the structure and focus of the 

subthemes explored in this section. 

 

 THEME SUB-THEME 

 

 

 

5.4.3 

The impact of ICT 

integration on 

teaching practices 

in Business 

Studies. 

 

 

5.4.3.1 ICT integration as a means to enhance engagement and 

understanding 

5.4.3.2 Enhancing efficiency and assessment through ICT integration  

5.4.3.3 ICT as a tool for optimising resources.  

5.4.3.4 Issues of learner deception and misuse of devices.  

5.4.3.5 Professional Development and teacher support. 

5.4.3.6 Infrastructural and technical challenges related to ICT 

integration in the Business studies classroom.  
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5.4.3.1 ICT integration as a means to enhance engagement and understanding 
 
The landscape of education is undergoing rapid transformation, with ICT shifting from a novel 

teaching aid to a cornerstone of effective pedagogy (Kola, 2013). This integration is particularly 

relevant for subjects such as Business Studies, where real-world applications and dynamic data 

analysis are essential for developing a nuanced understanding of the subject. By embracing and 

utilising the power of ICT, teachers can move beyond the limitations of traditional classroom 

settings, which in turn could create a dynamic learning environment that fosters learner 

engagement, encourages active participation, and equips learners with the tools necessary to grasp 

complex business concepts (Martinez et al., 2016; Yelland et al., 2008).  

ICT tools offer a wealth of opportunities to move beyond passive learning models and create active 

learner-centred classrooms. Interactive simulations, multimedia presentations, and collaborative 

platforms can make abstract business concepts more tangible and relevant to the lives of learners. 

This, in turn, can ignite curiosity, encourage deeper exploration, and ultimately lead to a more 

profound understanding of the subject (Ma & Sun, 2022). The participants highlighted several 

benefits of ICT integration in the classroom. These include shedding light onto how ICT supports 

struggling learners, captures the attention of learners, promotes active participation in the class, 

and facilitates understanding. This is evident when considering the participants’ responses. For 

starters, Participant 6 believed that ICT tools assist with the betterment of learner understanding 

as well as learner participation. This is evident when he said the following:  

 

[The] benefit is that it makes full participation in class possible because the 

learners love the interaction with the ICT; therefore, they are more focused, and 

they understand better as the ICT caters for their different learning styles 

(Participant 6).  

 

In line with what Participant 6 mentioned, Participant 4 attests to this by further explaining that a 

learner that pays attention in class tends to show better understanding of what is taught. This is 

displayed in his response when he said,  
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I can say that another benefit is that you get a more interested audience. These 

learners get bored of looking at notes all day, but when it is done in different ways, 

they stay focused and interact with me as the teacher even more because they are 

interested in what is being taught. The more attention they pay, the more they pass. 

This is why I favour the use of videos and pictures; you see, those things make it 

easy for them to even understand things that they have never seen before in their 

lives. They relate better through seeing in the videos. I also think that this 

generation prefers to swipe and touch; our generation relied on turning the page 

and highlighting our notes, and I think it is fun for them to do that digitally. This 

keeps them interested and engaged. I rarely see learners sleeping in my class when 

I am teaching (Participant 4).  

 

Similarly, Participant 3 stated,  

 

With technology like the smartboard, we can go the extra mile because we can even 

manage to use the videos so that the learners can see what we are talking about. 

The learners pay attention to those types of things, such as the videos and staff 

(Participant 3).  

 

Participant 3 above mentions going the extra mile which could be translated to doing more than 

expected with the aim of assisting the learners. This sentiment is also shared by Participant 2, who 

also mentioned that:  

 

ICT really helps a lot with concepts that children struggle to grasp because I can 

use videos to show them practically how that concept works in real life or 

something needs to be done. For example, I am a Business Studies teacher, and 

when teaching the topic of production function and my sub-topic is Mass or Bulk 

Production, I can show learners videos of how mass or bulk production takes place 

and how the conveyor belt system works. I easily downloaded all these videos from 

YouTube (Participant 2).  
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The above discussion shows that using technology in Business Studies classrooms has a positive 

effect on how learners learn and how engaged they remain. Teachers noticed that they were better 

able to help struggling learners by using individualised digital resources and adapting their 

teaching methods. Additionally, interactive tools and multimedia content, such as videos and 

simulations, were successful in grabbing learners' attention, getting them to participate more in 

class, and helping them understand difficult business ideas more deeply. 

 

5.4.3.2 Enhancing efficiency and assessment through ICT integration. 
 

While the previous discussion highlighted how ICT integration can significantly enhance learner 

engagement, comprehension, and support for struggling learners, this section delves into a crucial, 

yet often overlooked, aspect which focuses on how ICT can be beneficial to both the teacher and 

learner through time saving as well as improving the assessment process. Beyond fostering a more 

interactive and engaging learning environment, ICT tools offer Business Studies teachers valuable 

tools to streamline their teaching practices, save valuable time, and facilitate more effective 

informal assessments. This shift towards efficiency empowers teachers to dedicate more time to 

individual learner needs and create a more dynamic and responsive classroom experience 

(Siddiqui, 2024; Thanyaane & Jita, 2024). Regarding the benefits of ICT in the classroom, the 

above sentiments were echoed by two of the participants who respectively mentioned how ICT 

can save time and how ICT makes it easy to assess informal activities in the classroom. On the one 

hand, Participant 1 stated that for him, “the benefit is that it brings reality into the classroom, and 

it also helps with saving time”. He further explained this by stating that:  

 As teachers, we are always under pressure to be on par or ahead of the ATP; 

therefore, it just makes life much easier for us. (Participant 1).  

Participant 6 emphasised the positive impact of ICT on informal classroom assessments, stating 

the following: 

 

Another thing is that it also makes it super easy for me to assess when we have our 

informal assessments, such as classwork, group work, and homework. They 
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perform simple activities such as dragging and dropping, matching images to 

concepts, and taking quizzes which will instantly provide corrections. All of this 

can be done using ICT in the classroom, and it can be done as individual or even 

group activities. It makes life much easier. (Participant 6).  

 

Participant 5 echoed the sentiment of time-saving benefits offered by ICT, particularly during 

teacher absences. She emphasises that ICT can ensure learners engage with learning materials, 

preventing wasted time and potential disruptions caused by a teacher's absence. She elaborates on 

this point by stating the following: 

 

Besides whatever challenges that we are experiencing, but ey… it helps a lot. As I 

am a departmental head, teachers sometimes tend to be absent from school. When 

a teacher sends me a message stating that they will not be coming to work, I check 

their timetable and then, where it was supposed to be a business studies period, I 

will go to that class and open the smartboard. From there, I will open an activity 

which they will do during that period. This is how we can maintain order in the 

class and school. The period will not have been completely wasted; it is unlike when 

there is no educator and there is no form of learning whatsoever which is taking 

place (Participant 5).  

 

Maintaining an orderly learning environment is paramount to maximising instructional time. 

Disruptions within the classroom detract from both the teacher's ability to teach effectively and the 

learners' ability to learn effectively. When classroom management becomes a significant time 

consumer, it detracts from valuable instructional time, potentially leading to curriculum gaps as 

teachers struggle to address content within a limited time frame (Walters 2021). Participant 5 

highlighted how ICT can contribute to a more orderly and efficient learning environment, stating: 

 

They are interested in ICT; the class will be disciplined and focused. However, 

when faced with loadshedding, learners start losing concentration. This forces you, 

as a teacher, to start monitoring issues of discipline in the classroom. This is 

difficult for other teachers; I have seen them and had to intervene in some cases. 
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For me, discipline is not a problem because usually, if a learner is out of line, I 

keep that learner busy. (Participant 5).  

 

The above discussion reveals two prominent benefits of integrating ICT into educational settings: 

enhanced engagement and understanding, and improved teaching and assessment efficiency. First, 

ICT has emerged as a powerful tool for fostering a more engaging and effective learning 

environment (Anastasopoulou et al., 2024; Paulo et al., 2024). Participants highlighted how ICT 

tools, particularly interactive whiteboards (smartboards), captivate learners' attention, facilitate the 

visualisation of complex concepts, and cater to diverse learning styles. This, in turn, contributes to 

a deeper understanding of the subject matter and a more positive learning experience overall. 

Second, ICT has proven instrumental in streamlining teaching practices and assessments 

(Awotunde et al., 2024). Participants emphasised the time-saving benefits of ICT, allowing 

educators to dedicate more attention to individual student needs. Furthermore, ICT tools facilitate 

efficient and effective informal assessments by providing immediate feedback and supporting 

various assessment formats (Awotunde et al., 2024). This shift towards efficiency empowers 

teachers to create a more dynamic and responsive classroom experience. 

 

5.4.3.3 ICT as a tool for optimising resources. 
 

During the interview process, two of the participants illuminated an often-overlooked benefit of 

integrating ICT into the classroom which is the potential for significant cost savings at the 

institutional level. These participants noted that as their reliance on technology increased, their 

need for traditional paper-based resources, such as printed worksheets or photocopied handouts, 

decreased. This shift towards digital materials resulted in a measurable reduction in printing and 

photocopying expenses for the school. This observation underscores how embracing digital tools 

can translate into tangible economic advantages, allowing schools to allocate resources more 

efficiently and potentially freeing up funds for other pressing needs of the school. In a brief 

statement, Participant 6 postulated:  
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… it makes life a whole lot easier. It just makes my work a whole lot easier because, 

for starters, it saves a lot of money for the school in terms of costs for photocopying 

(Participant 6).  

 

Echoing the sentiment of cost-effectiveness, Participant 4 elaborated on how his integration of ICT 

contributes to resource optimisation within the school environment: 

 

Ok ok ok! As I mentioned earlier, this saves the school money. The benefit is that it 

limits the number of copies. Printing is expensive, and in business studies, there are 

many notes, activities, and previous question papers that are needed for the whole 

year. Therefore, technology makes things easier in that sense. This means that using 

ICT in the classroom, such as smartboards, cell phones, tablets, and laptops, the 

school can eventually save thousands of rands in printing costs because it means 

less printing paper is bought, and it also means less printing toners are bought 

which can also be very expensive. And when all of this is happening, you see it 

leads to the school not having to use more money for repairs of the printer because 

the machine is in good working order because it is running fewer copies. So jah, 

ICT is a very good thing because even the school benefits from it (Participant 4).  

 

From the data discussion above, the participants revealed a key aspect of the sub-theme by 

shedding light on the idea of cost savings, particularly in reducing reliance on traditional paper-

based resources. This shift towards digital materials, facilitated by increased ICT integration, 

translates to a tangible reduction in printing and photocopying expenses for schools. 

This capacity for resource optimisation through ICT adoption has the potential to be a game 

changer in the teaching profession. By alleviating the financial burden associated with traditional 

teaching materials, schools can reallocate funds to address other pressing needs, such as investing 

in additional teacher training, expanding access to technology for all learners, or enriching 

extracurricular programs (Syafaruddin, Amiruddin, & Ibbar, 2024; Trichkova-Kashamova, 2021).  

Moreover, this shift towards cost-effectiveness can empower teachers to embrace innovative 

teaching practices without being hampered by budgetary constraints. This newfound freedom to 
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explore and implement creative pedagogical approaches, fuelled by the efficient use of resources 

through ICT, can ultimately lead to a more engaging and enriching learning experience for all 

learners (Anastasopoulou et al., 2024; Paulo et al., 2024).  

While the integration of ICT in educational settings presents compelling advantages for both 

teachers and learners, it is essential to acknowledge that the implementation of technology in the 

classroom is not without complexity. A balanced examination of ICT integration requires 

consideration of the potential hurdles and challenges to ensure its successful and sustainable 

adoption in diverse educational contexts. The following sub-theme discusses some of the 

challenges which have been identified through the interviews with the participants.  

 

5.4.3.4 Infrastructural and technical challenges related to ICT integration in a Business 

Studies classroom. 

 
The integration of ICT into education holds huge potential to transform traditional pedagogical 

approaches and equip learners with the necessary skills. However, the path towards smooth ICT 

integration is not without its challenges, particularly within the context of developing countries 

such as South Africa which is grappling with resource constraints and infrastructural limitations 

(Graham et al., 2024; Kennedy & Cronjé, 2023; Ogenyi, 2023; Sithole & Mbukanma, 2024). This 

is particularly significant in the Business Studies classroom, where access to current technologies 

and reliable Internet connectivity is crucial for simulating real-world business environments and 

preparing learners for the demands of the modern and forever changing workplace. 

This section focuses on presenting and discussing the lived experiences of the participants in this 

study, who are Business Studies teachers. These experiences draw upon valuable insights to shed 

light on the infrastructural and technical challenges they face in integrating ICT into their teaching 

practices. By amplifying the voices of the participants who navigate these challenges on the 

frontlines of education, this study aims to gain a deeper understanding of the difficulties that can 

delay the successful and sustainable adoption of ICT in the Business Studies classroom. 

This discussion explores a range of critical issues raised by the participants of this study, including 

infrastructural and technical challenges relating to ICT integration, deception by learners coupled 

with the wrongful use of devices, and the lack of professional development and teacher support. 
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Turning my attention to the first sub-theme, I explored the infrastructural and technical challenges 

directly impacting ICT integration in the Business Studies classroom. This exploration delves into 

the first critical issues raised by the study participants which focus on the lack of sufficient devices 

as well as devices which are not fixed into the classrooms.  

Participant 1 highlighted the significant impact of inadequate ICT infrastructure on instructional 

time. He expressed frustration over the insufficient number of classes with smartboards. This 

shortage often necessitates the use of data projectors for classes that do not have smartboards. 

However, the process of obtaining, setting up, and connecting the projector involves cumbersome 

administrative procedures, which cut into valuable teaching time and detract from the overall 

productivity of the lesson. Participant 1's frustration was unmistakable as he stated: 

 

Therefore, the first challenge is that classes without smartboards use projectors. 

Therefore, the problem starts with projectors not being mounted in classrooms. I 

have to go down to the office, come back and connect the projector, and at the end 

of the lesson, move to a different class and repeat the process of connecting the 

projector. This would be time-consuming and somewhat demotivating, as it is a 

tedious process. That is the main challenge for me, not having access to these ICT 

resources (Participant 1).  

 

Participant 1's explanation of the difficulties associated with acquiring and setting up data 

projectors resonated with other participants. Participants 5 and 6 echoed these concerns, 

emphasising that even when devices are available, their functionality is not guaranteed. Participant 

6 stated:  

 

 [The] challenge is when the equipment, such as smart boards, decides not to work. 

It either does not work or has technical glitches which make it super slow 

(Participant 6).  

 

The above-quoted words by Participant 6 highlight the practical challenges faced in the classroom. 

Participant 5 further emphasised this point, stating:  
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Sometimes, you even have to check which class has a smartboard that is working 

because sometimes they decide not to work; I do not know whether it is because of 

the issue of power being on and off. However, these are major setbacks for us when 

we want to teach. Therefore, if you are a teacher that strictly uses ICT, you will not 

finish the syllabus. This forces us to go back to the manual way of doing things 

which means that learners must come with their textbooks, and I too must do the 

lesson plan manually. All of these are time-consuming (Participant 5).  

 

The utterances of Participant 5 further emphasised the detrimental impact of unreliable technology 

on teaching and learning. These first-hand accounts highlight the critical need for ongoing 

maintenance and technical support to ensure that existing ICT resources are readily available and 

operational.  

While both Participant 5 and Participant 6 agreed on the challenges of malfunctioning devices, 

Participant 5 introduced another layer of complexity, namely, inconsistent power supply. This is 

evident when she mentioned “the issue of power being on and off” This frequent "on-and-off" 

nature of electricity is a direct attribute of Eskom’s inability to meet fluctuating demands for 

electricity. This often results in power cuts, a challenge echoed by most participants who 

emphasised its disruptive impact on ICT-dependent teaching. Participant 5 eloquently captured the 

generality of this issue, stating the following: 

 

Jah! Ever since we started experiencing loadshedding, we are no longer enjoying. 

If it is not cabling theft, it is loadshedding. However, we can say with absolute 

certainty that the issue of having power cuts is a serious problem (Participant 5).  

 

Similarly, Participant 2 agrees with Participant 5 when she states:  

 

Eskom is a problem. These power cuts make it difficult to execute a well-planned 

lesson. We just need a reliable power supply because it is easy to derail a lesson 

that relies on technology (Participant 2).  
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Similarly, Participant 4 also attests to the above sentiments when he states:  

 

… the major issue for technology in South Africa will always be load-shedding. 

Sometimes I come to class prepared to show the learners a certain video or 

pictures, but because of load shedding, I end up having to change the plan. Because 

remember, load shedding or no-load shedding, when district comes here, I will be 

asked what I have done to manoeuvre around the problem, so lessons end up not 

being what I had planned because I now need to improvise because of loadshedding 

(Participant 4). 

 

In a comparable tune, Participant 6 stated:  

The first major challenge is load shedding. Sometimes, you are just prepared to 

teach, and then you are failed by the fact that there is no electricity. It is one of the 

most frustrating things because it is at that last-minute point where you now must 

make alternatives (Participant 6).  

 

Echoing the concerns raised by other participants regarding the disruptive impact of power 

outages, Participant 3 drew a direct link between power cuts and the unavailability of Wi-Fi, 

further hindering the seamless execution of planned lessons. She highlighted this challenge, stating 

the following: 

Ok! I am not sure if the one that I had already spoken about, the one about 

loadshedding and the Wi-Fi. These are the major challenges that I think are notable 

(Participant 3).  

Participant 1 also expressed his frustration with Wi-Fi by stating that it hinders learners’ 

epistemological access due to its unavailability:  

 

… the Wi-Fi coverage… Oh My God! We have been fighting this for so long. 

However, our school does not have high-speed Wi-Fi in the first place. Even if I 

want to show them something as a class in one class, it will work, but in the other, 
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it will not work because of the network coverage, so it means I must set time aside 

to download the videos or whatever that I want to show the learners and have it 

saved. However, other things are simply not downloadable. For example, if I want 

to show the learners a video from Study.com, you cannot download a video from 

that website, so as a teacher, you must change your plan and find different ways to 

get things done. (Participant 1).   

 

From the above data, it is evident that participants consistently pointed to inadequate and unreliable 

infrastructure as a major obstacle to their efforts to utilise technology for teaching and learning 

purposes. These challenges ranged from a lack of basic equipment to persistent malfunctions of 

existing resources. One prominent concern was the lack of properly installed equipment in the 

facilities. Participants cited instances where essential ICT tools, such as projectors, were available 

but rendered unusable because of the absence of proper mounting infrastructure. This lack of 

anticipation and planning forces teachers to resort to improvised solutions, compromising the 

quality of instruction and hindering the smooth integration of technology into pedagogical 

practices. Furthermore, the participants expressed frustration with the frequent malfunctioning of 

the available devices. Even when equipment was available, its reliability was often questioned, 

with participants reporting frequent breakdowns and technical difficulties. 

Combining these challenges were broader infrastructural issues related to power supply and 

internet connectivity. Participants lamented the frequent power cuts that disrupted lessons and 

rendered ICT tools unusable. The unreliable electricity supply, attributed to the failures of the 

national provider, introduced an unwelcome element of uncertainty in lesson planning and 

execution. Similarly, inconsistent Wi-Fi access is a significant barrier to ICT integration. 

Participants highlighted the frustration of preparing technology-dependent lessons only to be met 

with inadequate or non-existent internet connectivity, hindering access to online resources and 

interactive learning platforms. 

This combination of infrastructural shortcomings and unreliable technology creates an 

environment conducive to learner deception and misuse of devices (Hlatshwayo, 2022; Kell, 

Thandar, Bhundoo, Haffejee, Mbhele, & Ducray, 2024). Frequent disruptions and technical 

difficulties provide learners with ample opportunities to disengage from the learning process and 
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utilise devices for personal entertainment or other unauthorised activities. The lack of consistent 

access, coupled with the unpredictable nature of device functionality, makes it challenging for 

teachers to effectively monitor and manage learner engagement, creating loopholes for off-task 

behaviour and hindering the transformative potential of ICT integration in the classroom. The 

following sub-theme presents the participants’ experiences of how learner deception coupled with 

wrongful use of devices becomes a challenge when incorporating ICT in teaching and learning.  

 

5.4.3.5 Learner deception and wrongful use of devices. 
 

Considering the above discussion with the participants, it is evident that the challenges outlined 

by the participants highlight a crucial point which relates to the many obstacles that impede ICT 

integration which, as discussed above, are beyond their control. Systemic issues, ranging from 

inadequate infrastructure to unreliable technology, create major delays in the teaching and learning 

process, disproportionately impacting learners (Brown et al., 2008; Hlatswayo, 2022). While these 

external factors are undeniably impactful, the feedback from participants also revealed a 

contributing factor which is a result of the behaviour of the learners in the classroom. 

Participants, including Participants 3 and 4, expressed concern over how learners' actions or 

inactions often exacerbate existing challenges, ultimately impeding their own learning 

experiences. This self-sabotaging behaviour manifests in various ways, including negligence in 

handling devices, a lack of responsibility towards shared resources, a dismissive attitude towards 

technology-based learning, and deception towards teachers. This was evident when considering 

the statements made by Participants 3 and 4, as they both agreed about their experiences.  

 

I can say that when it comes to phones, if they are doing their research, they can 

use their phones to do that, but sometimes in class, it happens that others pretend 

to be working or doing their schoolwork, but the learner is busy with Facebook or 

whatever and pretends as if they are studying. However, it is not only Facebook; 

there are also many things that they could be doing. Facebook is used as an 

example. (Participant 3).  
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The above quotation from Participant 3 eloquently illustrates this point, highlighting the 

unintended consequences of learner behaviour on their educational journey. Participant 4 agreed 

with Participant 3 and added in a disheartened voice that:  

 

Another issue is that learners tell you about low batteries because they have been 

playing music from the morning, and now they cannot use their tablet for a 

productive thing. Some people will tell you that they lost it or that it is broken. These 

learners are sometimes ungrateful. We were never lucky enough to have all these 

privileges. (Participant 4).  

 

Based on the above contributions by the two participants, it is evident that the issues of learner 

deception and device misuse add a layer of complexity that cannot be ignored. The unfortunate 

reality is that devices intended to empower learners are overshadowed by distractions and misuse. 

This highlights the need for a proactive, multifaceted approach that goes beyond simply providing 

access to technology. Teachers need to prioritise cultivating digital citizenship which focuses on 

emphasising responsible device use and fostering an understanding of the ethical implications of 

technology within the learning environment. By addressing both external barriers and internal 

challenges posed by learner behaviour, schools can create an ecosystem where ICT integration 

truly serves its intended purpose of enhancing and enriching the learning experience for all learners 

(Kritzinger, 2014; Kell et al., 2024). 

 

5.4.3.6 Professional Development and teacher support.  
 
While the challenges mentioned above are self-inflicted or intentional, it is necessary to look at 

challenges that exist in the classroom but may not be necessarily intentional. These challenges also 

have the potential to hinder the teaching and learning processes.  

Both Participant 4 and Participant 5 emphasised that the underutilisation of ICT tools can 

significantly hinder the effectiveness of a lesson. While teachers often possess innovative 

pedagogical ideas which incorporate technology, the lack of necessary technical skills can impede 

their implementation. This inability to effectively operate and utilise available devices presents a 

significant barrier to realising the full potential of ICT integration. Despite the presence of 
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innovative pedagogical approaches and a willingness to incorporate technology, the lack of 

technical proficiency among teachers can ultimately undermine lesson objectives and limit the 

transformative impact of ICT in classrooms. This is evident when considering what Participant 5 

puts forward when she stated:  

 

It is unfortunate that not all teachers are skilled in using ICT. Maybe the other 

departments can assist in equipping teachers with the necessary skills. We should 

not attempt to divorce ICT in the classroom; however, we need to look at how we 

can continue to make it a part of our lives and work. (Participant 5).  

 

… Another challenge is that the ey! Sometimes I try to do something with this 

smartboard and fail, but I do not worry too much because the learners are always 

knowledgeable about shortcuts for how to use technology effectively. Not knowing 

how to use certain apps is a challenge, but the learners are always there to assist 

(Participant 4).   

 

While learning how to use ICT tools in the classroom is a good thing, it may sometimes have 

unintended consequences which can be a disruption to even neighbouring classes. Participant 2 

argued that teachers who lack technological proficiency may involuntarily disrupt not only their 

own classrooms but also neighbouring classes. When teachers struggle to operate ICT tools or 

troubleshoot technical issues during lessons, it can create distractions and divert learners' attention, 

impacting the flow of learning for all parties involved. Participant 2 emotionally illustrated this 

point with her statement when she says: 

 

Sometimes the videos I play can be a bit loud which means that other classes get 

distracted and the other way around. When other teachers play videos in their 

classes, it distracts the learners in my class. I see this when I am teaching, so I can 

imagine that this is what happens when I am doing it. However, this rarely happens 

with me because I know how to use ICT tools. However, for other teachers who 

struggle to use ICT, this is a usual occurrence. I think they are not doing it 
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intentionally, but sometimes someone needs to go into their class and assist them 

just to get it to the right volume which does not disrupt neighbours (Participant 2).  

 

Her experience highlights the need for comprehensive ICT training that not only equips teachers 

with the necessary skills but also emphasises strategies for seamless classroom integration and 

troubleshooting. Providing adequate support and resources for teachers during this learning 

process is essential to minimise disruptions and ensure that technology enriches, rather than 

hinders, the overall learning environment (Ahmad et al., 2023; Theodorio, 2024; Wang et al., 

2024). 

 

5.5 CHAPTER SUMMARY 
 

This chapter presents a thematic analysis of the qualitative data generated through in-depth 

interviews with the participants. Employing a coding process, key themes and subthemes were 

identified, providing a structured framework for understanding the multifaceted nature of 

participants' experiences and perspectives. This approach moved beyond data description, offering 

a detailed and insightful interpretation of the complex issues being investigated. By organising the 

findings around these significant themes and subthemes, this chapter illuminates the 

interconnectedness of participant narratives and facilitates a deeper comprehension of the 

phenomenon of ICT integration. Chapter 6 reflects on the data presented in Chapter 5 through the 

use of literature which has been reviewed as well as the theoretical framework. This will be done 

through the use of themes and sub-themes to establish findings and present recommendations. 
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CHAPTER 6 
FINDINGS AND RECOMMENDATIONS 

 

6.1 INTRODUCTION 
 
The previous chapter presented the data gathered from the participants. The data were structured 

using themes and sub-themes to highlight valuable insights aligned with the research questions 

and objectives. Maintaining the established themes and subthemes, this chapter intertwines the 

generated data with insights from the literature review (see Chapter 2) and the theoretical 

framework (see Chapter 3). Each finding, presented under its respective sub-theme, will be 

followed by a recommendation, ensuring that the study offers practical solutions for the finding. 

This section reflects on the data collected by drawing connections between the findings, the 

relevant literature, and the theoretical framework of the study.  

 

By analysing “the data in the context of existing theories and research, I aim to deepen the 

understanding of the themes and sub-themes that emerged and provide a comprehensive 

interpretation of how they align with or challenge the existing body of knowledge. This reflection 

also demonstrates how the theoretical framework guided the analysis and interpretation of the data 

throughout the research. As a result, I will separate findings as emulated by empirical research and 

theoretical framework.” 

 

6.2 FINDINGS EMULATED BY THE LITERATURE REVIEW AND EMPIRICAL 

RESEARCH COVERED BY THIS STUDY.  

 

6.2.1 The significant role of teachers in promoting ICT integration in schools 
 
Finding 1 

 

The literature reviewed in this study found that teachers typically demonstrate a character that is 

receptive and conducive to the integration of ICT within their classrooms as a mechanism to 

support and enhance their pedagogical approaches (Alzaidiyeen et al., 2010; Mirzajani et al., 
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2016). A significant number of teachers exhibit an optimistic perspective on the integration of ICT 

into their teaching practices, acknowledging its possible advantages while simultaneously dealing 

with barriers that demand continuous professional growth and instructional change (Indah & 

Pupung, 2024). Furthermore, teachers regard ICT as essential for rendering the teaching-learning 

experience more engaging, enjoyable, effective, and efficient, thereby exerting a substantial impact 

on educational achievement through the enhancement of methodologies and techniques (Kabita & 

Helmina, 2024). 

 

Confirmation of Finding 1 

 

The findings from the literature correspond with those from the empirical research. From the 

empirical research, it is evident that the participants view ICT tools as a progressive approach to 

improving the teaching and learning process. The participants were unanimously receptive to 

having ICT in their classrooms as they all mentioned that it is a good thing to have in the class. 

Furthermore, some participants elaborated further by stating that ICT “makes life easy in the 

classroom” (Participant 4) and that ICT “should be standard for each class. It is something that can 

elevate the level of classroom participation and understanding of learners” (Participant 2).  

 

Finding 2 

 

This study also found that, beyond the contributions of individual teachers, institutions dedicated 

to the training of teachers assume a pivotal role in promoting the integration of ICT within the 

educational setting (Umar et al., 2024). These institutions are essential in preparing prospective 

teachers with the necessary skills and instructional methodologies to effectively apply and utilise 

ICT within their classrooms (Sagufta, 2018). 

 

Confirmation of Finding 2 

 

The empirical research in this study found that training institutions play a pivotal role in exposing 

pre-service teachers to ICT. For most of the participants (Participant 2, Participant 3, Participant 

4, and Participant 6), their exposure to ICT was at the training institutions where ICT tools were 
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only used for communication with lecturers, as well as for researching, typing, and the submission 

of assignments. The findings suggest that these training institutions have a huge role to play in 

ensuring that pre-service teachers enter the professional space as qualified teachers with the 

necessary skills to utilise and integrate ICT in their teaching.   

 

Finding 3 

 

It was found that the ongoing provision of comprehensive training sessions, coupled with the 

implementation of anticipatory support mechanisms for teachers, is of paramount importance in 

ensuring the successful integration of ICT within their pedagogical practices, as this not only 

augments their technical competencies but also significantly contributes to the enhancement of 

overall learning outcomes for their learners (Theodorio, 2024; Haji et al., 2023; Krishna, 2023).  

 

Finding 4 

 

The literature reviewed in this study also found that creating a conducive policy environment is 

crucial for ensuring equitable access to ICT, developing digital skills, and facilitating necessary 

curricular adaptations, ultimately supporting effective adoption in schools (Pezo, 2024). However, 

the findings also display a gap between policy and practice in relation to policy expectations for 

ICT integration and the readiness of teachers to meet those ICT-related policy expansions (Howie, 

2010; Kafu-Quvane & Chikoko, 2019; Van Der Ross & Tsibolane, 2017). 

 

Confirmation of Finding 3 and Finding 4 

 

The empirical research also sheds light on the need for training for in-service teachers, as they may 

need empowerment programs that will also allow them to effectively utilise ICT in the classroom. 

This becomes evident when looking at the contributions of Participants 1 and 5, who state that 

their experience with ICT was mainly while they were in-service teachers. They also mentioned 

that they had basic computer skills due to their exposure to ICT at university; however, they 

expressed how the training institutions do not necessarily equip teachers for the reality that awaits 

them once they are qualified teachers who will be expected to utilise smartboards while they have 
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never been previously exposed to them. This gap therefore poses a challenge to the training 

institutions as well as the Department of Education because the participants pointed out that there 

is a need to be trained so that they remain relevant in the forever-changing ICT world. While the 

participants are of the view that the Department of Basic Education is responsible for training and 

ensuring that the in-service teachers are continuously trained to remain relevant in the forever 

changing space of ICT, they also unanimously believe that the Department of Education is 

responsible for making policies that can make the integration of ICT possible and equal to 

everyone in all schools. The participants were of the view that policy should not only be good on 

paper but should translate to equitable execution which will favour both teachers and learners.  

 

The findings on the significant role of teachers in promoting ICT integration in schools were 

emulated by the theoretical framework covered in this study. 

 

The findings related to teachers' promotion of ICT integration suggest that most teachers remain 

at the substitution or augmentation levels of the SAMR model, using technology primarily to 

enhance existing tasks rather than to fundamentally redesign or redefine their pedagogical 

approaches (Erica, Hamilton, Joshua, Rosenberg, Mete, Akcaoglu, 2016). The limited exposure 

during pre-service training and the need for ongoing professional development prevent their 

progression to higher levels of the SAMR model, such as modification and redefinition (Arantes, 

2022). 

 

6.2.2 Teachers' experiences and perceptions of integrating ICT tools into their daily 

teaching practices. 

 
Finding 5 
 
There is a sense of reluctance by teachers to abandon traditional ways of teaching (which include 

the lecture approach, reading of notes and highlighting the concepts from hard copy print outs) 

because of the pressure which comes from upper structures in the form of subject advisors, or 

district officials as they are most commonly known as in schools (Abedi et al., 2024; Boonmoh & 

Sanmuang, 2024; Kosiorek, 2023). 
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Confirmation of Finding 5  
 
The empirical research shows a commonality in the participants’ responses regarding their 

reluctance to abandon the traditional ways of teaching Business Studies for ICT-inclusive 

methodologies. Participants 3, 4, 5, and 6 all cited the pressure that comes from district officials 

which forces them to resort to traditional ways of teaching. Furthermore, they also express how 

the district officials do not acknowledge the evolution in education which caters for the use of ICT 

when teaching Business Studies. This was evident when Participant 4 expressed that “…when we 

have district visits, they take the books of the learners and if the notes are not there, they say that 

you have not taught the learners a certain topic.” This further highlights the existing gap between 

ICT implementation and policy development that speaks to the integration of ICT when teaching 

business studies.  

 
Finding 6 
 
The frequency of integrating ICT into teaching is also limited because of the pressure imposed on 

them by district officials (Abedi et al., 2024). In addition, it was found that rolling blackouts, 

known as load shedding, severely influenced the limited use of ICT tools in South African schools 

(Bawinile & Mthanti, 2023; Mbaleki, Elegbeleye, Esan, & Rabotapi, 2023; Moetlhoa, 2023). 

 

Confirmation of Finding 6  
 

The empirical research in this study shows a common frustrating factor displayed unanimously by 

the participants which relates to the issue of power cuts as a major cause for teachers to abandon 

the use of ICT in their classes. One of the participants expressed this frustration by stating that “… 

my use of ICT is also controlled by the schedule of loadshedding… you will want to use 

technology, but ESKOM will just say no to you” (Participant 2). 

 

Finding 7 
 
When ICT tools are utilised, teachers mostly use various ICT tools such as smartboards, laptops, 

data projectors, and mobile phones to enhance classroom instruction and learner engagement 

(Siddiqui, 2024). Furthermore, it was found that these devices are paired with software, 
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applications, and modes such as videos, pictures, PowerPoint slides, and word documents to 

conduct lessons (Rakhimzhanova, 2023). 

 

Confirmation of Finding 7 
 
In the empirical research of this study, it was found that the most commonly used ICT tool was 

the smartboard. Participants unanimously reported the use of Smartboards as their schools were 

all fitted with these devices in the classes as an initiative by the Gauteng Department of Education 

which sought to have paperless classrooms. However, other participants also mentioned that they 

used other ICT devices, including data projectors, laptops, cell-phones, and tablets. Furthermore, 

it was found that these ICT devices are used with certain computer applications which include 

Microsoft PowerPoint, VLC media player, PDF readers, and Microsoft Word. 

 

Finding 8 

 
Teachers are not aware of ICT-related policies which guide and control how ICT ought to be used 

because of the lack of standardisation of ICT integration through policy implementation (Halabi 

& Hill, 2024). Furthermore, teachers lack knowledge and awareness of ICT policies in schools 

(Mfaume, 2019; Mkhonto & Mubangizi, 2024).  

 

Confirmation of Finding 8 
 

The empirical research in this study shows that teachers are mostly unaware of internal and 

external ICT policies which are meant to standardise the implementation of ICT in the classroom 

(Participant 1, Participant 3, Participant 4, Participant 5, Participant 6). Participant 2 confirmed 

that there is an ICT policy in the school; however, the policy does not seek to standardise the 

implementation of ICT. It only aims to protect the infrastructure and integrity of the school by 

stating the dos and don’ts of using ICT in the school. Furthermore, Participant 2 confirmed that 

she did not know the contents of the ICT policy which came from the Department of Education 

(external policy).  
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Findings on teachers' experiences and perceptions of integrating ICT tools into their daily 

teaching practices emulated by theoretical framework covered in this study 

 

The current methods employed by teachers to integrate ICT into Business Studies classrooms 

primarily align with the substitution and augmentation levels of the SAMR model. Teachers utilise 

a variety of tools to enhance content delivery, but systemic pressures such as curriculum demands 

and a lack of policy awareness hinder them from progressing to the modification and redefinition 

levels, where ICT could lead to a transformative teaching experience (Abedi et al., 2024; Kafu-

Quvane & Chikoko, 2019; Kennedy & Cronjé, 2023).  

 

6.2.3 The impact of ICT integration on teaching practices in Business Studies. 
 
Finding 9 
 
The findings suggest that ICT operates as an instrumental mechanism that enhances the ability to 

cultivate a sense of discipline and sustained focus among learners throughout the duration of their 

lessons, while simultaneously promoting a heightened level of engagement and facilitating a 

deeper understanding of the subject matter being presented during these educational sessions 

(Adhikari, 2021; Ames, 2023; Lestari, 2022; Valente et al., 2018). 

 

Confirmation of Finding 9 
 
The above finding from the literature corresponds with the finding from the empirical study which 

found that when ICT is implemented in an orderly manner in a lesson, it can serve as a mechanism 

that instils discipline in the learners. This became evident when Participant 5 stated that “[the 

learners] are interested in ICT; the class will be disciplined.” Furthermore, it was found that ICT 

serves as a mechanism that fosters effective learning as learners are always engaged, even when 

the teacher may be absent. Participant 5 posited that ICT can be used to effectively use contact 

time with the learners even when the teacher is not present, and the allocated contact time does not 

completely go to waste. 
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Finding 10 
 

The theoretical framework also revealed that digital tools and resources present avenues for 

personalised learning experiences that are specifically designed to accommodate the distinct 

requirements and learning styles of individual learners, leading to improved learning (Alfiana, 

2021; Niswatin & Zainiyati, 2021).  

 

Confirmation of Finding 10 

 

While ICT contributes to effective learning, the empirical research of this study also shows how 

ICT integration accommodates different learning styles for different learners. This is attested to by 

Participant 6, who stated that learners “get to understand better as the ICT caters for their different 

learning styles”.  

 

Finding 11 
 
It was also found that interactive learning platforms and educational software can provide 

immediate feedback and assessment, enabling teachers to track learners’ progress more effectively 

and intervene when necessary to address areas of difficulty (Ames, 2023; Dahnoun, 2023; Drugova 

et al., 2021; Totaj, 2023).  

 

Confirmation of Finding 11 

 

The empirical research found that ICT makes the life of a teacher much easier because of its 

hardware and software features, and it was also found that these ICT tools make the process of 

informal assessments easier to administer in class as well as to give feedback to learners about 

their performance and areas of improvement. This was evident from the unanimous feedback from 

all participants who reported that ICT made life easier in class. Further elaboration of how ICT 

tools make the process of teaching easier is the benefit highlighted by Participant 6 who stated that 

“… it also makes it super easy for me to assess when we have our informal assessments such as 

classwork, group work, as well as homework”. 
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Finding 12 
 
Theodorio (2024) found that there is a potential deviation of lessons from their intended focus due 

to technical issues or teachers’ unfamiliarity with ICT tools. This finding is further supported by 

Hidson (2018), who attests that this can lead to teachers encountering difficulties in smoothly 

integrating technology into their lesson plans, leading to disruptions in the flow of the lesson.  

Confirmation of Finding 12 

From the empirical research of this study, it was found that lessons are most likely to deviate or 

not go as planned because of unforeseen malfunctions or technical glitches that may occur before 

or during the lesson. Participants 5 and 6 expressed how smartboards are not reliable as they 

sometimes decide not to work even when there is power in the school. In some instances, the 

smartboards get glitches which deviate the lesson, cause disruptions in class, and lead to loss of 

focus to the learners. Additionally, it was found that disruptions also occur due to teachers who 

are unable to utilise ICT tools. Participants 2 and 5 both highlighted that there are teachers who 

are unable to effectively utilise ICT tools, and this unfamiliarity or lack of ICT skills with ICT 

tools leaves a gap for disruptions in the classroom and, consequently, the neighbouring classes as 

well. 

 

Finding 13 
 
Another finding from this study is that learners misuse digital devices or online resources for non-

educational purposes, such as browsing social media or playing games, thereby detracting from 

their engagement with lesson content (Vahedi and Zannella, 2021).  

 

Confirmation of Finding 13 

 

The empirical research in this study found that a common challenge faced with the integration of 

ICT in the classroom is the issue of learner deception. Participants reported on issues of learners 

who pretend to be working during the lesson but are actually engaging in other unproductive 
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activities such as browsing the internet for non-educational content or being on social media 

chatting with friends which deviates them from learning (Participant 3 and Participant 4).  

 

Finding 14 
 
It was also found in the literature that there is insufficient provision of continuous training 

programs for teachers to enhance their ICT skills and pedagogical strategies  (Ajani & Govender, 

2023; SasereI & Makhasane, 2023). The literature found that teachers are not exposed to enough 

training programs that aim to update and  improve their ICT skills which will enable them to 

effectively integrate ICT when teaching Business Studies.   

 

Confirmation of Finding 14 

 

Empirical research has found that teachers need access to continuous development programs. 

Participants emphasised that this is because ICT is a space which has new inventions and 

developments regularly; therefore, teachers need to be refreshed on the knowledge that they 

currently possess and trained on new skills that they may need to successfully integrate ICT into 

the classroom (Participants 2 and 4). 

 
Finding 15 
 
Infrastructure-related issues, such as power outages and the unreliability of ICT devices, were 

found to pose significant barriers to ICT integration in South African schools. (Sabiri 2020; Chima 

et al. 2024). 

 

Confirmation of Finding 15 

 

From the empirical research covered in this study, it was also found that there is a challenge of 

power outages which hinders the progress of ICT integration. Participants unanimously agreed 

that the major challenge when integrating ICT is the issue of scheduled blackouts, which leave 

teachers looking for alternatives to teaching. This issue is coupled with other infrastructural 

challenges, such as the shortage or unavailability of devices for crowded classes coupled with 
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connection issues. These challenges leave teachers with the need to use their own private resources, 

such as downloading videos and other educational content, as they know that the school 

infrastructure, such as WI-FI, will not allow them to download the content they need to execute 

the lesson (Participants 1 and 3). 

 

Findings on the impact of ICT integration on teaching practices in Business Studies emulated 

by theoretical framework covered in this study 

 

Finding 16 

 

The experiences of teachers in Johannesburg Central District Schools reveal that while ICT has 

introduced significant improvements in Business Studies classrooms, challenges such as 

infrastructural limitations and a lack of training hinder full integration (Graham, Kruger, & van 

Ryneveld, 2024; Munje & Jita, 2020). It was found that teachers are currently utilising ICT tools 

mostly at the substitution and augmentation levels, with some reaching the modification level by 

redesigning lessons to improve engagement and understanding (Choi & Lam, 2018; Mangwegape 

& Paseka, 2023). However, to fully realise the redefinition level and unlock the transformative 

potential of ICT, issues of learner deception and systemic issues need to be addressed, particularly 

in terms of infrastructure and professional development (Kheswa & Dlamini, 2024). 

 

6.3 FINDINGS NOT EMULATED BY THE LITERATURE REVIEW AND 

THEORETICAL FRAMEWORK COVERED IN THIS STUDY.  

 
Finding 17 

 
Long-term use of ICT tools in schools can lead to significant cost savings and enhanced operational 

efficiency. ICT tools, such as computers, tablets, and software applications, facilitate a more 

interactive and engaging learning environment, which can reduce the need for physical resources 

like textbooks and printed materials, thereby saving costs for schools (Siddiqui, 2024; Singh, 

Sharma, & Gupta, 2024). 
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Confirmation of finding 17 
 

The empirical research covered in this study reflects the opinion of some participants that they are 

saving the school a significant amount of money by utilising ICT in their classrooms, thus cutting 

on printing and copying costs for the school (Participants 4 and 6).  
 
6.4 RECOMMENDATIONS 

 
6.4.1 Recommendations to the significant role of teachers in promoting ICT 

integration in schools 
 

Recommendation 1 

Both the literature and empirical findings in this study point to the fact that teachers accept and 

appreciate the idea of having ICT incorporated into their classrooms. Therefore, to capitalise on 

this positive disposition towards ICT integration, it is recommended that targeted professional 

development programs be implemented. These programs should focus on equipping teachers with 

practical skills and pedagogical strategies to effectively incorporate ICT into their teaching 

practices. When analysing this recommendation through the lens of the theoretical framework of 

this study, which is the SAMR model, it becomes clear that this process of equipping teachers with 

practical skills and pedagogical strategies moves beyond the basic technical skills, but delves 

deeper into the teachers’ innovative lesson design, the learner-centred approach, as well as 

improved assessment methods through the use of ICT. This signifies the modification level of the 

SAMR model, where teachers are not just substituting traditional methods with technology or 

augmenting existing practices; rather, they are modifying and redesigning learning activities to 

fully utilise the potential of technology, thereby creating new learning opportunities which were 

not previously possible or explored in the South African educational context. (Choi & Lam, 2018; 

Zhai et al., 2018). 
 

Recommendation 2 
 

Finding 2 suggests that teacher training institutions play a critical role in advancing ICT integration 

in schools. Therefore, to maximise the impact of teacher training institutions, South Africa's 



 154 
 
 

Department of Higher Education and Training should mandate ICT integration in all teacher 

training programmes. This should involve developing a standardised curriculum framework that 

equips aspiring teachers with the technical proficiency and pedagogical understanding needed to 

confidently and creatively utilise ICT in their future classrooms. This recommendation falls within 

the redefinition level of the SAMR model. It is not about substituting traditional teaching methods 

with technology, enhancing existing practices, or modifying lessons to include technology. This 

recommendation is aimed at transforming teacher training by making ICT integration a core 

component, thereby redefining how future teachers are prepared for the classroom (Handina et al., 

2020; Rachman et al., 2022). This initiative should be coupled with ongoing support and resources 

for teacher-training institutions to effectively implement this new standard. Furthermore, the 

government can play an active role by undergoing the process of policy review on Minimum 

Requirements for Teacher Education Qualification (MRTEQ). This may standardise the standard 

which will ensure that all teachers have basic knowledge which will assist them as in-service 

teachers to implement ICT effectively.  
 

Recommendation 3 
 

The literature and empirical data in this study led to finding 3 which suggests that the Department 

of Basic Education’s focus on creating a conducive policy environment is essential for guiding 

schools in adopting ICT effectively. Furthermore, Finding 3 suggests that there is a need for 

ongoing teacher support from the Department of Education to ensure that in-service teachers are 

not left behind in the advancements of technology in the classroom. To ensure sustained and 

impactful ICT integration, it is therefore recommended that the Department of Basic Education 

establishes a dedicated ICT support unit. This unit would provide ongoing assistance to schools 

and teachers, offering technical support, pedagogical guidance, and access to relevant resources. 

This dedicated support structure would be instrumental in addressing the practical challenges of 

ICT implementation and ensuring that both schools and teachers are well equipped to embrace 

technology in a way that benefits teaching and learning in South Africa. When analysing this 

recommendation through the lens of the SAMR model, the recommendation signifies the 

augmentation level. This is because the unit being recommended for establishment does not seek 

to replace existing structures but bolsters them with specialised ICT expertise and resources. This 
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added layer of support empowers teachers to integrate technology more effectively, moving 

beyond mere substitution to more innovative applications of ICT in the classroom, which in turn 

may result in a more productive teaching and learning environment (Ames, 2023; Lestari, 2022).  
 

Recommendation 4 
 

Finding 4 suggests that there are gaps between policy and practice in relation to policy expectations 

for ICT integration and the readiness of teachers to meet those ICT-related policy expansions. This 

finding suggests that the collaboration between DBE and universities needs to be upgraded to 

produce teachers who are ready to implement ICT and navigate challenges related to ICT 

integration. To bridge the gap between policy and practice, it is recommended that a collaborative 

task force be established, comprising representatives from the Department of Basic Education, 

teacher training institutions, and experienced teachers in the field of ICT integration. This taskforce 

would be responsible for developing a comprehensive framework for pre-service and in-service 

teacher training that aligns with the latest ICT policies and addresses the practical realities of 

integrating technology into South African classrooms. This collaborative approach would ensure 

that teachers are well prepared to meet the evolving demands of ICT integration and effectively 

utilise technology to enhance teaching and learning. In the lens of the theoretical framework 

utilised in this study, this falls under the Redefinition level of the SAMR model, as it signifies a 

systemic change and not merely substituting, augmenting, or modifying existing practices. It 

mainly focuses on fundamentally rethinking and redesigning how teachers are prepared for ICT 

integration (Handina et al., 2020; Rachman et al., 2022). Creating a taskforce with representatives 

from the DBE, teacher training institutions, and experienced teachers demonstrates a commitment 

to a comprehensive and collaborative approach aimed at addressing the gap between policy and 

practice. 

 

6.4.2 Recommendations for teachers' experiences and perceptions of integrating ICT 

tools into their daily teaching practices. 

 
Recommendation to finding 5 and 8 
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The findings suggest that teachers hesitate to fully integrate ICT due to pressure from authorities 

and a lack of clarity. This finding links with Finding 8, which suggests that the lack of standardised 

ICT integration policies leaves teachers unaware of guidelines and controls for using technology 

in the classroom. To address these intertwined challenges, the Department of Basic Education 

should adopt a multi-faceted approach which:  

• First, develop and disseminate a comprehensive ICT Integration Framework which 

focuses on creating a clear and holistic definition of ICT integration, outlining its practical 

implications for teachers, and distinguishing it from other teaching methods which exclude 

ICT. Using the SAMR model as a lens to interpret and implement this recommendation, it 

is evident that this recommendation falls within the substitution level. The creation of a 

comprehensive ICT Integration Framework could initially be seen as a substitution level. 

It replaces previous and less defined understandings of ICT integration with a clear, holistic 

definition (Reedy et al., 2020). This framework should be widely disseminated to all 

stakeholders, including district officials, subject advisors, and teachers through accessible 

channels, such as online platforms, workshops, and policy documents. This will ensure a 

shared understanding and vision of ICT integration across the educational hierarchy.  

• Second, the DBE should establish and implement clear and standardised ICT 

Integration Policies. This recommendation is within the Augmentation level of the SAMR 

model because it improves the existing teaching environment (Lyddon 2019). These 

policies provide structure and guidance which in turn enhances teachers' ability to 

effectively utilise technology by setting clear expectations and best practices. These 

policies should outline the guidelines, controls, and best practices for using technology in 

the classroom. Dissemination should occur through the same accessible channels used for 

the ICT integration framework. 

• Finally, the DBE should integrate mandatory ICT policy and practice training into 

professional development. This should include mandatory training on both ICT 

integration policies and their practical application. This training should cover not only the 

guidelines and implementation strategies but also provide hands-on experience with 

various ICT tools and pedagogical approaches. This combined approach equips teachers 
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with the knowledge, skills, and confidence to effectively integrate ICT into their teaching 

practices. This recommendation is within the modification level of the SAMR model.  This 

empowers teachers to redesign and modify their teaching practices while using technology 

to create new learning experiences which were previously not possible with traditional 

methods of teaching, such as the lecture approach (Choi & Lam, 2018; Zhai et al., 2018). 

Furthermore, showcasing successful ICT integration models, fostering mentorship, and 

recognising innovation within these programs will cultivate a supportive environment that 

encourages teachers to embrace technology. 

 

Recommendation 6 

 

Finding 6 suggests that district official pressure and frequent blackouts limit ICT integration in 

schools. While there is a collaborative professional development program that is recommended 

above that aims at addressing the pressure that comes with the top-down approach from the 

Department of Education, it is also recommended that, in order for teachers to address the pressure 

that they face regarding how frequently they integrate ICT during rolling blackouts, the schools 

should be empowered with reliable backup power solutions, such as solar panels or portable power 

stations that will prioritise computer labs and other ICT facilities for teaching and learning. This 

aligns with the modification level of the SAMR model, as it significantly changes how technology 

can be utilised in the classroom, enabling more consistent and reliable use. It moves beyond simply 

augmenting traditional teaching methods and opens up possibilities for redesigned learning 

experiences (Choi & Lam, 2018; Zhai et al., 2018). While this would be the ideal solution, it is 

worth mentioning that the successful implementation of independent power stations would be one 

that has financial limitations and inefficiencies which have become the norm in government sectors 

Hottenrott, (2022) ). This situation impacts the provision of quality education in South Africa and 

may result in a further technology divide between South Africa and the rest of the world for years 

to come.  

 

Recommendation 7 
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Finding 7 suggests that teachers primarily utilise ICT tools such as smartboards, laptops, 

projectors, and mobile phones, paired with software and applications that include multimedia 

players for videos and pictures, PowerPoint, and Word documents, to enhance teaching and 

engagement. To maximise the impact of existing ICT tools used by teachers in classrooms, it is 

recommended that the Department of Basic Education and teacher training institutions implement 

professional development programmes that guide teachers on transitioning from passive content 

delivery to active learning experiences. This includes training on project-based learning, where 

learners utilise ICT tools for research and collaboration, implement flipped classroom models with 

engaging video lessons and interactive activities, and introduce educational games and simulations 

that utilise technology for immersive learning experiences. These teaching methodologies fit well 

in the SAMR model as they cover the Modification and Redefinition levels. To be more specific, 

teaching styles such as the project-based learning where learners utilise ICT for research and 

collaboration falls within the Modification level as this modifies the traditional learning task in a 

way that it allows for deeper engagement with the content and develops 21st century skills (Choi 

& Lam, 2018; Zhai et al., 2018). This is similar to other styles, such as flipped classrooms, the use 

of engaging video lessons, and interactive activities which also modify the traditional lecture style 

and provide opportunities for a more personalised learning approach (Choi & Lam, 2018; Zhai et 

al., 2018). The utilisation of educational games and simulations aligns with the Redefinition level 

of the SAMR model, as these approaches can redefine how learning takes place. The redefinition 

level comes into existence when considering that these experiences are often impossible without 

the use of technology, which creates an entirely new opportunity for exploration and engagement 

for the learner (Handina et al., 2020; Paulauskaitė-Tarasevičienė et al., 2022; Rachman et al., 

2022). 

 

Such an approach can be implemented in conjunction with Recommendation 2 which proposes 

that the Department of Higher Education and Training should mandate ICT integration within all 

teacher training programmes. This approach will ensure that ICT tools are used to foster learner-

centred learning environments and maximise their educational impact. 
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6.4.3 The impact of ICT integration on teaching practices in Business Studies. 

 

Recommendation 9 

 

Finding 9 suggests that ICT serves as a tool that can assist in facilitating discipline and focus for 

learners during lessons and fosters engagement and understanding. To maximise the impact of 

existing ICT tools on learner discipline, focus, and engagement in Business Studies classrooms, it 

is recommended that the Department of Basic Education curate and share a publicly accessible 

online repository of interactive, curriculum-aligned Business Studies resources specifically 

designed for smartboards. The creation of a publicly accessible online repository of interactive, 

curriculum-aligned Business Studies resources specifically designed for smartboards falls under 

the  Substitution level of the SAMR model. This is due to the fact that it replaces traditional 

teaching materials with digital versions that offer the potential for increased interactivity and 

engagement. While smartboards offer interactive capabilities, simply using them to display digital 

resources does not fundamentally change the learning task (Reedy et al., 2020).  

 

This repository would include interactive simulations, data visualisation tools, case study 

platforms, and other engaging resources that teachers can readily incorporate into their lessons, 

making effective use of existing technology to create a more stimulating and focused learning 

environment. To enhance the effectiveness of this initiative, teachers should play an active role. 

This could start with them being encouraged to do the following: 

• First, they should actively explore and experiment with the resources in the proposed 

repository and adapt them to their specific classroom needs and teaching styles. This will 

promote ownership and the integration of resources into pedagogical practices. 

• Second, teachers can share their experiences and best practices using these resources with 

colleagues, fostering a community of practice and collaborative learning around ICT 

integration. According to As (2017), this newly established  peer-to-peer support system 

can be invaluable in driving the wider adoption and effective use of technology in the 

classroom.  
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• Lastly, teachers could embrace ongoing professional development in ICT integration by 

seeking opportunities to enhance their skills and knowledge of using technology effectively 

for teaching and learning. Hennessy, Harrison, & Wamakote (2010) posits that a 

continuous improvement mindset of this nature is important for staying up-to-date about 

advancements in educational technology and maximising its potential in the classroom. It 

is also worth mentioning that teachers must take ownership of their professional 

development and actively look for opportunities to improve their practice. 

The recommendations also encourage teachers to actively explore, adapt, and share these 

resources. This element of professional development and collaboration, along with the focus on 

interactive simulations and data visualisation tools, starts to move towards the Augmentation level 

of the SAMR model. These activities enhance traditional teaching methods, providing 

opportunities for a deeper understanding and more engaging learning experiences (Ames, 2023; 

Lestari, 2022; Lyddon, 2019).  

By combining a top-down approach (the DBE repository) with bottom-up engagement (individual 

teacher initiatives), this recommendation aims to create a more dynamic and impactful integration 

of ICT in Business Studies classrooms. According to Ramorola ( 2013), this approach recognises 

that while providing resources for teachers is important, it is equally important for teachers to 

promote a culture of innovation and continuous improvement among themselves. This is 

particularly relevant in the South African context, where teachers often face numerous challenges 

and have limited resources. Empowering teachers to take ownership of their professional 

development and embrace technology is a powerful catalyst for positive change in the classroom. 

 

Recommendation 10 

 

The literature and empirical research in this study suggest that digital tools and resources offer 

opportunities for personalised learning experiences that are tailored to individual learner needs and 

learning styles. To support the implementation of personalised learning experiences in Business 

Studies, the Department of Basic Education should develop and disseminate a framework for 

creating and utilising digital learning portfolios. This framework guides teachers on how to use 
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readily available platforms and tools to create individualised learning pathways for learners, 

incorporating multimedia resources, formative assessments, and personalised feedback 

mechanisms. This empowers teachers to cater to diverse learning needs and styles in the Business 

Studies curriculum. To achieve maximum compliance and participation from teachers, who will 

see this recommendation succeeding, the teachers should also be encouraged to actively engage 

with the framework and explore different digital portfolio platforms and tools, selecting those that 

best suit their teaching context and the needs of their learners. This may foster a sense of ownership 

among teachers, allowing them to tailor the approach to their specific classroom environment. This 

framework aligns well with the Modification and Redefinition levels of the SAMR model. With 

regard to the Modification level,  digital portfolios, the incorporation of multimedia resources, 

formative assessments, and personalised feedback mechanisms all modify traditional assessment 

methods because they offer a more dynamic and individualised approach that showcases the extent 

of learning and the progress of the learners. The framework's guidance on creating individualised 

learning pathways further supports this modification, allowing teachers to tailor instruction to 

individual learner needs (Choi & Lam, 2018; Zhai et al., 2018). When digital portfolios are 

effectively implemented, they can redefine the learning process in the sense that they can become 

platforms for learner reflection, self-assessment, and ownership of learning. This shift towards a 

learner-centred approach, facilitated by technology, represents a significant departure from 

traditional, teacher-centric approaches which aligns with the Redefinition level of the SAMR 

model (Handina et al., 2020; Paulauskaitė-Tarasevičienė et al., 2022; Rachman et al., 2022). 

 

 In addition, teachers should not view the use of digital portfolios as an additional burden, but as 

an integral part of their teaching practice, as they recognise its potential to enhance learning and 

cater to the different learner needs that exist within the classroom. According to Mgarbi, Chkouri, 

and Tahiri (2022), this shift in mindset is crucial for the successful integration of any new 

pedagogical approach. 

 

Recommendation 11 

 

Under finding 11, the literature and empirical research reveal that interactive learning platforms 

and educational software can provide immediate feedback and assessment that enables teachers to 
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track the learners’ progress more effectively, thus allowing the teacher to intervene when necessary 

to address areas of difficulty. This falls under the Augmentation level of the SAMR model because 

the integration of ICT improves the efficiency and effectiveness of existing practices (Ames 2023; 

Lestari 2022). To fully realise the benefits of the immediate feedback and progress tracking offered 

by interactive learning platforms, the Department of Basic Education should prioritise partnerships 

with telecommunications providers to offer affordable, if not free, data bundles specifically 

designated for accessing educational software and platforms. This will help bridge the digital 

divide and ensure that all learners, regardless of their socioeconomic background, can benefit from 

real-time feedback, personalised support, and equitable access to digital learning opportunities in 

Business Studies. The accomplishment of this recommendation. 

 

Recommendation 12 

 

The literature and empirical research found that technical issues and teacher unfamiliarity with 

ICT tools can cause lesson deviations which may disrupt the intended flow and integration of 

technology during the lesson. To mitigate potential lesson disruptions caused by ICT challenges, 

the Department of Basic Education should establish dedicated ICT support teams at the district 

level. These teams would offer schools regular on-site technical support, troubleshooting 

assistance, and tailored training on effectively utilising specific ICT tools in the classroom. This 

localised support system empowers teachers to confidently integrate technology, minimise 

technical disruptions, and ensure smoother lesson delivery. When analysing this recommendation 

through the lens of the theoretical framework of this study, it becomes evident that this 

recommendation directly supports the Augmentation level of the SAMR model by enhancing the 

effective use of technology. Providing regular on-site technical support, troubleshooting 

assistance, and tailored training empowers teachers to confidently integrate technology into their 

lessons, thus minimising disruptions and maximising its potential for enhancing teaching and 

learning (Ames, 2023; Lestari, 2022). 
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Recommendation 13 

 

Finding 13 suggests that learners misuse digital devices or online resources for non-educational 

purposes, such as browsing social media or playing games, which detracts from their engagement 

with the lesson content. To address the issue of learners misusing digital devices during lessons, it 

is recommended that the Department of Basic Education work with schools to develop and 

implement clear and consistent digital citizenship policies. These policies should outline 

acceptable and unacceptable uses of devices in the classroom, emphasise responsible online 

behaviour, and establish consequences for misuse. By setting clear expectations and promoting 

responsible digital citizenship, schools can create a more focused and productive learning 

environment. Both teachers and learners play a role in supporting the effective implementation of 

these policies.  

 

Recommendation directed to the teachers 

 

Training on digital citizenship principles and effective strategies for promoting responsible device 

use in classrooms must be offered. This training could be in line with or included in the targeted 

professional development programs proposed in recommendation1; as well as the dedicated ICT 

support unit which will focus on providing support to teachers, as mentioned in Recommendation 

3. This will empower teachers to model good digital citizenship, guide learner behaviour and 

address misuse effectively (Joseph, 2023). Teachers can also integrate digital citizenship education 

into the curriculum to foster critical thinking and responsible online behaviour among learners. 

(Krutka & Carpenter, 2017).  

 

Recommendation directed to the learners  

 

Learners should also be actively involved in the development and implementation of digital 

citizenship policies. This participatory approach fosters a sense of ownership and encourages 

learners to take responsibility for their online behaviour. (Joseph, 2023) According to Leatham 

and Robertson, (2017), learners should also be encouraged to reflect on their digital footprint and 

the potential consequences of their online choices. Open discussions about online safety, privacy, 
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and ethical behaviour can empower learners to become responsible digital citizens (Ghosn-

Chelala, 2018; Melhuish, Spencer, Webster, Spence, 2018). 

 

Recommendation 14 

 

In finding 14, the literature review and the empirical study found that there is insufficient provision 

of continuous training programs for teachers to enhance their ICT skills and pedagogical strategies. 

To empower teachers to continuously enhance their ICT skills spontaneously, the Department of 

Basic Education should foster a culture of peer-to-peer mentorship by establishing a voluntary 

online platform where teachers can connect with and learn from each other. This platform could 

facilitate the sharing of best practices, offer a space for troubleshooting ICT challenges, and 

provide a forum for showcasing innovative ways to integrate technology into Business Studies 

lessons. By fostering a community of practice, teachers can learn from each other's experiences 

and continuously develop their ICT skills within a supportive and collaborative environment. 

 

Recommendation 15 

 

Finding 15 presents a challenge related to infrastructure, whereby issues of power outages and the 

unreliability of ICT devices were found to potentially pose significant barriers to ICT integration 

in South African schools. To mitigate the impact of infrastructure-related challenges on ICT 

integration, the Department of Basic Education, through its provincial education departments, 

should pilot a program that equips schools with solar-powered charging stations for digital devices. 

This initiative would provide a reliable and sustainable power source for ICT tools, ensuring that 

teaching and learning can continue uninterrupted, even during power outages. This practical 

approach acknowledges the reality of infrastructure limitations while empowering schools to 

create a more conducive environment for ICT integration in education. By providing a reliable 

power source, the Augmentation level of the SAMR model is effective because these independent 

charging stations augment the functionality of digital devices, enabling their consistent use in 

teaching and learning, even during power outages (Ames, 2023; Lestari, 2022, Malatji, 2023). 
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6.5 RECOMMENDATIONS FOR FINDINGS EMANATING FROM THE 

THEORETICAL FRAMEWORK.  

 

Recommendation 16 

 

Finding 16 suggests that teachers remain at the substitution or augmentation levels of the SAMR 

model because they utilise technology primarily to enhance existing tasks rather than to 

fundamentally redesign or redefine their pedagogical approaches to teaching. To guide Business 

Studies teachers towards the modification, redefinition, and ultimately, transformation levels of 

the SAMR model, it is recommended that professional development programs be implemented 

that move beyond simply enhancing existing tasks with technology. These programs should 

empower teachers to redesign learning experiences by utilising ICT to facilitate learner-created 

content, collaborative online simulations of real-world business scenarios, and learner-led projects 

that utilise technology for research, design, and presentation, fostering deeper learning and 21st-

century skills. 

 

6.6 RECOMMENDATIONS FOR FINDINGS NOT EMULATED BY THE 

LITERATURE REVIEW AND THEORETICAL FRAMEWORK COVERED IN 

THIS STUDY.  

 

Recommendation 17  

 

The empirical research of this study found that the long-term usage of ICT tools in schools can 

lead to significant cost savings and enhanced operational efficiency. To help schools utilise ICT 

for cost savings, the Department of Basic Education should create a user-friendly guide promoting 

free, open-source software alternatives for administrative tasks. This initiative can be further 

strengthened by encouraging teachers to embrace and share their experiences with these tools, and 

parents can advocate for their adoption through school communication channels. This 

collaborative effort will ensure that schools can optimise resources, prioritise spending on learner-

centred initiatives, and realise the full cost-saving potential of ICT. 
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6.7 CHAPTER SUMMARY 
 
This chapter presents a comprehensive analysis of the research findings, drawing on the data 

obtained from the participants, as detailed in Chapter 5. The findings were examined and discussed 

considering the existing literature reviewed (see Chapter 2) and interpreted through the lens of the 

study’s theoretical framework (Chapter 3). This process of contextualisation and critical analysis 

illuminated the key challenges and opportunities surrounding ICT integration in Business Studies 

education. Informed by these insights, this study concludes by proposing a set of practical and 

actionable recommendations aimed at addressing the identified issues and fostering a more 

effective and sustainable approach to ICT integration in South African schools. 

 

Chapter 7 presents a summary of the study, conclusions derived from the data, and opportunities 

for future research. 
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CHAPTER 7 
SUMMATIVE REMARKS AND CONCLUSIONS 

 

7.1 INTRODUCTION 
 
The preceding chapter focused on the presentation and discussion of the findings and 

recommendations. The data collected through semi-structured individual interviews provided 

comprehensive insights from the participants, facilitating the compilation of findings aimed at 

understanding the pedagogical value of integrating ICT tools in teaching Business Studies to 

learners. The key findings of this study were emphasised using themes and subthemes derived in 

Chapter 5. This chapter concludes the research process and presents a summary of the study's 

results with a primary focus on demonstrating the fulfilment of research objectives after 

contrasting them with the literature reviewed in Chapter 2. 

 

7.2 SYNOPSIS OF THE STUDY 
 

The study involved “participants from six schools located in the Johannesburg Central District of 

Gauteng Province. All six schools were classified as ordinary public secondary schools with no 

fees. The study included six participants who engaged in semi-structured, individual interviews. 

This study aimed to gather teachers' perspectives on the integration of ICT tools in teaching 

Business Studies to learners. This study comprises seven chapters, including the current one. My 

supervisor emphasised the importance of acknowledging my rationale and maintaining a 

motivating drive. I” have developed justifications for my commitment to this study until its 

completion. This is where I drew from my personal ambitions, career aspirations, and academic 

motivations to gain a comprehensive understanding of the research process that I must undertake.  

 

I presented my first chapter, titled "Overview of the Study," which “provided a comprehensive 

description of the study, including the research aim, objectives, main research questions, and sub-

questions. Additionally, I discussed the research” paradigm, a synopsis of the research design and 

methodology, population and sampling techniques, standards of validity and trustworthiness, and 

ethical clearance from gatekeepers. I progressed to Chapter Two and utilised empirical research to 
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gather additional literature to support my study. This section references a substantial number of 

esteemed authors and scholars in the relevant field to select the theoretical framework (Chapter 3). 

Chapter 4 elaborates on the research design and methods, building upon the discussion presented 

in Chapter 1. Chapter 5 presents the analysis of conversation, which is guided by verbatim 

responses from participants for data interpretation and scholarly writings for data analysis. This 

conversation then allowed for Chapter 6, in which the findings and recommendations of the study 

are presented. 

 

The participants presented information that exceeded my expectations, considering my 

background as an ICT specialist. I was employed as a computer laboratory assistant immediately 

after secondary school and have maintained an interest in the integration of ICT in educational 

settings, particularly in township schools, where such resources are limited. I completed my 

secondary education at Dr BW Vilakazi Senior Secondary School in Zola 3, where ICT resources 

were limited. I currently have the privilege of working as a teacher in a semi-affluent school with 

the available resources. This transition allows for an examination of the disconnect between 

theoretical frameworks and their practical application, highlighting inequities within the education 

system in specific schools.  

 

These reflections represent my personal perspective during the development of this study. In the 

context of the Fourth Industrial Revolution, school policies delineate the integration of ICT into 

educational practices. However, policymakers often neglect the uneven distribution of resources 

and insufficient training for teachers, particularly those with more experience, to effectively 

incorporate ICT tools into their daily activities. This oversight hinders the realisation of the 

overarching goals of educational policy. This dissertation aims to serve as a foundation for 

inspiring policymakers to equitably distribute educational resources and tools to enhance 

instructional outcomes across all schools, rather than solely those involved in ICT integration pilot 

programs.  

 

This study presents narrative findings derived from the participants’ suggestions. These 

endorsements aim to foster a culture within schools that enables newly trained teachers, educated 

in various higher learning institutions utilising ICT, to effectively share knowledge with their 
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colleagues, thereby ensuring that all teachers remain informed about contemporary 21st century 

pedagogical practices. In contemporary society, educational institutions are influenced by the 

urgency stemming from both the pre-and present technological eras. To the best of my knowledge, 

the collaborative relationship between teachers from these distinct eras has not been effectively 

established or implemented in schools. This issue can be attributed to the ambiguous and stagnant 

advancement of ICT integration in schools, particularly those operating under significant poverty 

constraints and lacking access to educational resources.  

 

This is mentioned due to its “significance in understanding teachers' perceptions and experiences 

regarding the integration of ICT tools in their daily teaching and pedagogy. Therefore, it is 

essential to investigate the factors that hinder the effective integration of ICT in educational 

institutions. This study indicates that teachers play a central role in the implementation of ICT 

integration in teaching practice. Therefore, it is essential for teachers to comprehend their role” in 

the integration of teaching methodologies. This reflects the understanding that contemporary 

learners are increasingly inclined to utilise Information and Communication Technology (ICT), 

which plays a significant role in interpreting the outcomes of ICT integration during progress 

evaluation. Consequently, it is essential that learners are not overlooked during the implementation 

of teaching with ICT tools.  

 

7.3 SUMMARY OF RECOMMENDATIONS EMANATING FROM THE STUDY. 
  

Based on the study findings, comprehensive recommendations are provided to key stakeholders 

identified as essential for implementing ICT integration in educational settings. These 

recommendations may be utilised individually or in combination to accommodate specific learning 

environments and contexts. The stakeholders receiving recommendations include teachers, 

principals, policymakers, learners, parents, and guardians. 

 

7.3.1 Summarised recommendations for teachers 
 
Teachers need continuous professional development programs that equip them with technical skills 

and pedagogical strategies to integrate ICT effectively. These programs should emphasise learner-
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centred approaches, innovative lesson design, and improved assessment methods. Teachers should 

also receive training in digital citizenship to manage classroom technology and curb learner misuse 

of digital tools. Moreover, peer mentorship programs and online collaborative platforms should be 

established to facilitate knowledge sharing and troubleshooting among teachers. Teachers should 

actively explore and experiment with ICT resources and adapt them to their teaching styles to 

maximise learner engagement. They should also integrate project-based learning, flipped 

classrooms, and educational simulations into their teaching to transition from passive to active 

learning. Additionally, teachers must familiarise themselves with digital learning portfolios and 

interactive platforms to personalise learning, track learner progress, and provide real-time 

feedback. 

 

7.3.2 Summarised recommendations for Learners 
 

Learners should be actively involved in developing digital citizenship policies to foster a sense of 

ownership and accountability for responsible technology use. Open discussions on online safety, 

privacy, and ethical behaviour should be facilitated to cultivate responsible digital citizenship. 

Furthermore, learners should be encouraged to use ICT tools for collaboration, research, and self-

directed learning, and to utilise technology to develop critical thinking and problem-solving skills. 

To prevent the misuse of digital devices for non-educational purposes, structured classroom 

policies must be implemented to ensure that learners understand the expectations for using ICT 

responsibly. Digital learning portfolios should also be introduced to help learners track their 

academic progress, reflect on their learning experiences and receive personalised feedback from 

teachers. 

7.3.3 Summarised recommendations for Subject Advisors or District Officials 

District officials should establish dedicated ICT support teams to provide on-site technical 

assistance, troubleshoot challenges, and offer tailored training to teachers for ICT integration. 

These teams should also facilitate workshops and continuous training programs to keep teachers 

updated on the latest technologies and best practices. Additionally, district officials should 

collaborate with schools to address infrastructure challenges, such as ensuring a reliable electricity 
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supply through solar-powered charging stations. They must also work closely with teachers to 

ensure that ICT policies are effectively implemented and that schools receive adequate support to 

sustain ICT integration initiatives. 

7.3.4 Summarised recommendations for Policy Makers 

Policymakers should develop and implement standardised ICT integration policies that clearly 

outline expectations, guidelines, and best practices for technology use in the classroom. These 

policies should be aligned with teacher training programs to ensure that all teachers, both pre- and 

in-service, receive the necessary skills and knowledge to integrate ICT effectively. A collaborative 

task force consisting of representatives from the Department of Basic Education, universities, and 

experienced ICT-integrating teachers should be established to bridge the gap between policy and 

practice in teacher training. This task force should develop a framework that ensures that ICT 

integration is not only encouraged but also actively supported through clear policies and sustained 

funding. 

7.3.5 Summarised recommendations for the Department of Basic Education 

The DBE should create a dedicated ICT support unit to assist schools with technical challenges 

and provide pedagogical guidance. This unit should offer professional development programs, 

facilitate the adoption of best practices, and provide teachers with resources to enhance ICT 

integration. The DBE should also establish partnerships with telecommunications providers to 

offer affordable or free data bundles, specifically for accessing educational software and online 

platforms. Additionally, publicly accessible online repositories of curriculum-aligned resources 

should be developed to support teachers in engaging with digital content. Furthermore, the DBE 

must implement strategies to provide alternative power solutions, such as solar energy, to address 

the electricity shortages that hinder ICT use in classrooms. 

7.3.6 Summarised recommendations for Teacher Training Institutions (Universities 

and Colleges) 

Teacher training institutions should incorporate ICT integration as a mandatory component in all 

teacher education programmes. This should include both technical training and pedagogical 
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approaches that enable future teachers to use technology effectively for instruction. ICT integration 

should also be embedded in practical teaching experiences, ensuring that student teachers gain 

hands-on experience with various digital tools before they enter the workforce. Additionally, 

universities and colleges should collaborate with the DBE to align teacher-training programmes 

with ICT policies and classroom realities. By standardising ICT competencies within educational 

qualifications, institutions can ensure that all graduating teachers possess a baseline proficiency in 

using technology to enhance learning. 

 

7.4 FUTURE RESEARCH DIRECTIONS 
 
The research was conducted in the Johannesburg Central District. Future researchers may expand 

the scope of this study by conducting similar research in other provinces and incorporating a larger 

participant pool, thereby addressing the sampling limitations mentioned in the preceding section. 

Future researchers should investigate the long-term effects of ICT integration on learners’ 

academic performance rather than solely focusing on the experiences and perceptions of teachers. 

The utilisation of such lenses will enable schools and policymakers to investigate the challenges 

encountered by learners in the integration and implementation of ICT tools in public schools. The 

insights obtained from this study should be compared with those derived from private sector 

schools. This will facilitate the government's efforts to expedite the closure of the inequity gap in 

the allocation of state-owned resources. Furthermore, this will enhance advocacy discourse 

regarding the equitable allocation of resources to learners, irrespective of the type and location of 

their schools. This approach aims to address and mitigate, if not eliminate, the historical 

imbalances and inequities established during the apartheid regime, particularly in education. 

 

7.5 CONCLUSIONS 
 

The study examined teachers' experiences “and perceptions regarding the integration of ICT tools 

in their daily instruction. This study investigates the pedagogical value of teachers instructing 

Business Studies to learners. The investigation was conducted in six schools in the Johannesburg 

Central District. The integration of ICT in schools is essential for South Africa to remain 

competitive in the global educational arena. Numerous countries have made significant 
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advancements in education, receiving commendations for their effective” integration of ICT in 

teaching and learning processes. This ensures that learners acquire the contemporary skills and 

competencies necessary for navigating their career paths and adapting swiftly to the current 

discourse associated with the Fourth Industrial Revolution.  

 

In Johannesburg’s central district, the introduction and implementation of ICT tools in teaching 

has been accompanied by narratives of both success and failure. The uneven distribution of 

educational resources is attributable to the quintile system employed in schools, which dictates 

resource allocation, and the limited integration of ICT in some institutions. While some 

educational stakeholders view the introduction of ICT as chaotic, others emphasise that ICT tools 

have significantly improved teaching methods, enhanced learner engagement, strengthened the 

partnership between schools and parents, and positively impacted learning outcomes. ICT 

contributes to the creation of more effective and interactive learning environments, thereby 

maintaining learners' interest in ICT for their personal development.  

 

The incorporation of ICT tools in the instruction of Business Studies for learners provides 

significant pedagogical benefits. The integration of technological resources in educational settings 

enhances learner engagement and promotes interactive learning while providing open access to a 

vast array of resources that can challenge and deepen the understanding of complex concepts. The 

utilisation of ICT tools provides alternative methods for knowledge dissemination and instruction 

delivery in education. ICT integration addresses diverse learner needs and learning styles, thereby 

promoting inclusivity and providing tailored educational experiences. The integration of ICT in 

educational institutions not only supports the academic growth of learners but also equips them for 

the contemporary workforce, where ICT tools are employed to enhance efficiency and 

productivity. The introduction of ICT equips learners with the essential digital skills necessary for 

navigating the modern economy.  

 

The integration of ICT in skill “development promotes creative and critical thinking, which is 

essential for devising solutions in complex educational environments in the contemporary era.  

Furthermore, the integration of ICT is expected to enhance teamwork and problem-solving skills, 

which are essential for future” leaders. Successful ICT integration in schools necessitates 
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addressing existing challenges that hinder stakeholder participation. Challenges include 

insufficient teacher training, lack of investment in infrastructure, and unequal access to 

technological resources. Addressing these obstacles enables teachers and learners to fully 

appreciate the benefits of ICT, leading to improvements in academic performance across all 

subjects and enhancing the overall quality of education in the long run. The integration of ICT in 

teaching Business Studies to Grade 11 pupils significantly enhance traditional pedagogical 

methods, enriches the learning experience, and effectively prepares learners for future challenges.  
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Appendix D: Research Tools 
 

PROPOSED INTERVIEW QUESTIONS FOR TEACHERS 
1. Did you get exposed to ICT knowledge as a pre-service or in-service teacher? 

 

2. Which technology/technologies do you use in your classroom for teaching and 

learning? 
 

3. How do you utilise this/ these technology(ies) which you mentioned above? 
 

4. How often do you utilise this/ these technology(ies) mentioned earlier on? 
 

5. What are the benefits of utilising ICT in your lessons? 
 

6. What challenges do you often face when integrating digital technologies into 

teaching and learning? 
 

7. Is the South African CAPS curriculum clear on how technologies ought to be 

integrated into teaching and learning? 
 

8. Does your school have a policy on ICT? Have you read it? 

 

9. Have you read the Department of Education policies on ICT or your school policy? 
 

10. Are there any other details which you feel I have left out which may be related to the 

integration of ICT in the classroom?  
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LETTER TO THE PRINCIPAL 
 

Dear Sir/Madam, 

My name is Sydney Xolani Noyile. I am a Master of Education (M. Ed.) student. in the School of 

Education at the University of Witwatersrand. The title of my study is ‘Exploring ICT integration into 

the pedagogy of Business Studies in Johannesburg Central District 

 

My research focuses on identifying, understanding, and exploring teaching practices used in the 

teaching of high school Business Studies in an ICT school in Soweto. From the literature reviewed it 

is evident that there is limited research that has been done on schools which are  

categorised as Full ICT by the Gauteng Department of Education (GDE). In addition, there are few 

studies in South Africa that have focused on teacher practices used in the teaching of high school 

Business Studies when ICT is integrated into the lesson. Most studies appear to focus on the 

challenges, experiences, and acordances of ICT while ignoring the teacher practices in the 

classroom which are a primary avenue to teaching and learning.  

I intend to observe and interview one teacher who has been oriented through professional 

development workshops on the use of smartboards and is currently teaching Business Studies. The 

reason I have chosen your school is that it is fully endowed with ICT infrastructure. Your school also 

meets the criteria of my research sample, as it ocers Business Studies. I am inviting your school to 

participate in this research, the findings of which will be beneficial to the school and the Department 

of Education.  

The research participants will not be advantaged or disadvantaged. Face-to-face interviews and 

document analysis will be used to collect data. Participants will be reassured that they can withdraw 

their permission at any time during the project without any penalty. There were no foreseeable risks 

associated with participation in this study. Participants will not be paid for this study.   

 

The names of the research participants and the identity of the school will be kept confidential at all 

times and in all academic writing about the study. Your individual privacy will be maintained in all 
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published and written data resulting from this study. All research data will be destroyed–3-5 years 

after project completion. Please inform me if you require any further information. I look forward to 

your response at your earliest convenience. 

 

Yours sincerely, 

 

Sydney Xolani Noyile 

108A Sibeko Street, Zola 3 

Soweto 

Email: xs.noyile@gmail.com 

Contact No:  061 840 9977 

 

___________________________________________________________________________ 

 

DECLARATION 
 
 
I ___________________________________________________________________ (Name and surname of 

Principal) hereby confirm that I understand the contents of this document and the nature of the 

research project, and I agree that my school may participate in the research project. 

 

 

SIGNATURE OF PRINCIPAL ______________________  DATE_______________ 

 

 

 

 

mailto:xs.noyile@gmail.com
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LETTER TO THE TEACHER 
 

Dear Sir/Madam, 

My name is Sydney Xolani Noyile. I am a Master of Education student (M.Ed.) in the School of 

Education at the University of the Witwatersrand. The title of my study is ‘Exploring ICT integration 

into the pedagogy of Business Studies in Johannesburg Central District 

My research focuses on identifying, understanding and exploring teaching practices used in the 

teaching of high school Business Studies in an ICT school in Soweto. From the literature reviewed it 

is evident that there is limited research that has been done on schools which are  

categorised as Full ICT by the Gauteng Department of Education. In addition, there are few studies 

in South Africa that have focused on teacher practices used in the teaching of high school Business 

Studies when ICT is integrated to the lesson. Most studies appear to focus on challenges, 

experiences and acordances of ICT while ignoring the teacher practices in the classroom which are 

a primary avenue to teaching and learning.  

I intend to observe and interview you as a teacher who has been oriented through professional 

development workshops on the use of smartboards and is currently teaching Business Studies. The 

reason I chose you is that your school is fully endowed with ICT infrastructure. Your school also 

meets the criteria of my research sample as it ocers Business Studies. I am inviting you to participate 

in this research, the findings of which will be beneficial to the school and the Department of 

Education.  

You will not be advantaged or disadvantaged in any way by your decision. Face-to-face interviews 

and document analysis will be used to generate data. As a participant, you are reassured that you 

can withdraw your permission at any time during this project, without any penalty. There are no 

foreseeable risks in participating in this study. You will not be paid for participating in this study.  

Your name, identity, and the identity of the school will be kept confidential at all times and in all 

academic writing about the study. Your individual privacy will be maintained in all published and 

written data resulting from the study. All research data will be destroyed between 3-5 years after 

completion of the project. Please let me know if you require any further information. I look forward 

to your response as soon as is convenient. 
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Yours sincerely, 

 

Sydney Xolani Noyile 

108A Sibeko Street, Zola 3 

Soweto 

Email: xs.noyile@gmail.com 

Contact No: 061 840 9977 

 

 

 

__________________________________________________________________________ 

 

DECLARATION 

 

 

I ___________________________________________________________ (Name and surname of Teacher) 
hereby confirm that I understand the contents of this document and the nature of the research 
project, and I agree that my school may participate in the research project. 

 

 

 

SIGNATURE OF TEACHER _______________________  DATE_______________ 

 

 

 

 

 

mailto:xs.noyile@gmail.com
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Teacher’s Consent Form 
 

Please fill in and return the reply slip below indicating your willingness to be a participant in my 

voluntary research project called: Exploring ICT pedagogic integration of Business Studies 

teachers in three schools in Soweto.  

 

 I, _____________________________________________________ give my consent for the following: 

 

(Please circle on Yes or No as your response to the following) 

 

Permission to be interviewed 

 I would like to be interviewed for this study.   YES/NO  

 I know that I can stop the interview at any time and don’t have to  

 All questions were answered.    YES/NO 

 

Permission to be audiotaped 

 I agree to be audiotaped during the interview session    YES/NO  

 I know that the audiotapes will be used for this project only   YES/NO 

 

Permission to be observed and video recorded   

 I would like to be observed in this study.   YES/NO  

 I know that I can stop the observation at any time    YES/NO 
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Informed Consent   

 

I understand that: 

• My name and information will be kept confidential and safe, and my name and the name of 

my school will not be revealed.  

• I do not have to answer every question and can withdraw from the study at any time. 

• I can ask not to be audiotaped, photographed and/or videotape  

• All data collected during this study will be destroyed within 3-5 years after the completion of 

the project. 

 

 

Sign______________________________     Date____________________
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INTERVIEW QUESTIONS FOR TEACHERS 

 

Section A: Biographical Information 

 

A. Gender: M / F 

B. Age: 21-29  30-39        40-49 50-65         Above 65 

C. Experience in teaching (years) _________ 

D. Qualifications:  

 _______________________________________ 

 _______________________________________ 

 _______________________________________ 

 _______________________________________ 

 

Section B: Interview questions 

 

1. Did you get exposed to ICT knowledge as a pre-service or in-service teacher? 

 

2. Which technology/ technologies do you use in your classroom for teaching and 
learning? 

 

3. How do you utilise this/ these technology(ies) which you mentioned above? 
 

4. How often do you utilise this/ these technology(ies) mentioned earlier on? 
 

5. What are the benefits of utilising ICT in your lessons? 
 

6. What challenges do you often face when integrating digital technologies to teaching 
and learning? 
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7. Is the South African CAPS curriculum clear on how technologies ought to be 
integrated into teaching and learning? 
 

8. Does your school have a policy on ICT? Have you read it? 
 

9. Have you read the department of Education policies in ICT or your school policy? 
 

10. Are there any other details which you feel I have left out which may be related to the 
integration of ICT in the classroom?  
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INFORMATION SHEET PARENTS     Date: 18 August 2020 

 

Dear Parent/ Guardian  

My name is Sydney Xolani Noyile. I am a Master of Education student (M.Ed.) in the School of 

Education at the University of the Witwatersrand. The title of my study is ‘Exploring ICT pedagogic 

integration of Business Studies teachers in three schools in Soweto’.  

 

I am pleased to inform you that the school your child attends meets the requirements of my research 

on ICT integration in teaching. For this reason, I chose this school to conduct my research.  

While you will not be directly involved in this study, I will be observing your child’s teacher while 

teaching them in the classroom. The aim of my study is to determine how they use ICT in the 

classroom to teach Business Studies as an FET subject. My research focuses on identifying, 

understanding and exploring teaching practices used in the teaching of high school Business Studies 

in an ICT school in Soweto. In other words, the focus will be more on how the teacher teaches the 

child’s class using ICT and how the learners as a whole respond to the teaching strategy which 

integrates ICT.  

Your child is a member of the classroom in which I will be observing the teacher. Your child IS NOT 

the focus of the study, but the teacher who teaches the class. Your child will not be advantaged or 

disadvantaged in any way. They will be reassured that they can withdraw their permission at any time 

during this project without any penalty.  

By agreeing to the above, you will not be putting your child at any risk, but you will only be agreeing 

that I, as the researcher, can be in the same classroom as your child in the presence of his/her 

teacher as well as other learners while they are being taught; you will be granting me permission to 

observe his/her teacher while he/she teaches the entire class. In addition, by agreeing to this, you 

will be granting me the right to use a video recorder which will only focus on capturing ICT 

interactions that will occur during the lesson, mostly by the teacher during the teaching process. As 

mentioned earlier, the identity of your child will not be revealed at any point of this study; therefore, 

the camera will be positioned at the back of the classroom which will allow the video not to capture 

the faces of the learners. 
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There are no foreseeable risks associated with participation, and your child will not be paid for 

participating in this study. Your child’s name and identity will be kept confidential at all times and in 

all academic writings about the study. Individual privacy will be maintained in all published and 

written data resulting from the study. All research data will be destroyed between 3-5 years after 

completion of the project.  

Please let me know if you require any further information. 

Thank you for your consideration. 

 

Yours sincerely, 

 

Sydney Xolani Noyile 

108A Sibeko Street, Zola 3 

Soweto 

Email: xs.noyile@gmail.com 

Contact No: 061 840 9977 

 

DECLARATION 
 
 
I_____________________________________________________ (Name and surname of Parent/ 

Guardian), the parent of (name and surname of learner) 

_______________________________________________ hereby confirm that I understand the contents of 

this document and the nature of the research project, and I agree that my school may participate in 

the research project. 

 

SIGNATURE OF PARENT/ GUARDIAN _________________  DATE_______________ 

mailto:xs.noyile@gmail.com
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PARENT’S CONSENT FORM 
 

Please fill in the reply slip below if you agree to participate in my study called: ‘Exploring ICT 

pedagogic integration of Business Studies teachers in three schools in Soweto’.   

 

My name is: ____________________________________________________ and I am the Parent/ Guardian 

to _________________________________________________ 

 

NB: Please Circle Yes/No 

 

 

Permission for my child to be in class while the researcher is observing the teacher while 

teaching a lesson in Business Studies.  

I agree that my child may be involved in the teacher’s session, while the researcher is in class 

observing the teacher.        YES/NO 

 

Permission to be videotaped 

I agree that the researcher may videotape the teacher’s lesson while my child is in class.  

            

         YES/NO 

I know that the videotapes will be used only for this project.      

           YES/NO 

I know that my child’s face will not be shown in the videotape     

           YES/NO 

Informed Consent 

I understand that: 

• My name and information will be kept confidential and safe and that my name and 

the name of my school will not be revealed. 
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• I do not have to answer every question and can withdraw from the study at any time. 

• I can ask not to be audiotaped, photographed and/or videotape 

• All data collected during this study will be destroyed within 3-5 years after the 

completion of my project. 

 

 

Sign__________________________________           Date__________________ 
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INFORMATION SHEET LEARNERS     Date: 19 August 2020 

 

 

Dear Learner, 

 

My name is Sydney Xolani Noyile. I am a Master of Education student (M.Ed.) in the School of 

Education at the University of the Witwatersrand. The title of my study is ‘Exploring ICT pedagogic 

into the pedagogy of Business Studies in Johannesburg Central District 

 

Although you will not be directly involved in this study, I will be observing your Business Studies 

teacher while teaching you in the classroom. The interest of my study is to find out how your teacher 

uses ICT in the classroom to teach Business Studies as an FET subject. My research focuses on 

identifying, understanding and exploring teaching practices used in the teaching of high school 

Business Studies in an ICT school in Soweto. 

 

I would like to video record a lesson during which your Business Studies teacher will be teaching you. 

Should you feel uncomfortable in the course of my presence in your classroom to observe the 

teacher, you are at liberty to excuse yourself and leave the classroom. 

 

Your face will not be shown in the video. Should the angle of the video mistakenly capture your face, 

I will use Google editing tools to blur out your face during my data analysis. All information about you 

will be kept confidential in all my writings about the study. In addition, all collected information will 

be stored safely and destroyed between 3-5 years after I have completed my project. Your parents 

have also been provided with an information sheet and consent form. However, it is your decision, 

since you will be in the classroom when I come to observe your teaching. 

 

I look forward to your response. 
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Please feel free to contact me through your teacher if you have any questions regarding this. 

 

Thank you in advance  

 

 

DECLARATION 

 

I___________________________________________________ (name and surname of learner) hereby 

confirm that I understand the contents of this document and the nature of the research project, and 

I AGREE / DO NOT AGREE that I may be in the classroom while the researcher is observing the 

teacher during the lesson of Business Studies and video record the lesson.  

 

SIGNATURE OF LEARNER ___________________________  DATE___________ 
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LEARNER’S ASCENT FORM 
 

Please fill in the reply slip below if you agree to participate in my study called: ‘Exploring ICT into 

the pedagogy of Business Studies in Johannesburg Central District 

My name is: ____________________________________________________ 

 

NB: Please Circle Yes/No 

 

Permission to observe your teacher in class, while you participate in the lesson 

I agree to be involved in the teacher’s session while the researcher is in class.                YES/NO 

Permission to be videotaped 

I agree to being videotaped in class.                      YES/NO 

I know that the videotapes will be used for this project only.                   YES/NO 

 

Informed Ascent 

I understand that: 

• My name and information will be kept confidential and safe and that my name and 

the name of my school will not be revealed. 

• I do not have to answer every question and can withdraw from the study at any time. 

• I can ask not to be audiotaped, photographed and/or videotape 

• All the data collected during this study will be destroyed within 3-5 years after 

completion of my project. 

 

Sign_______________________________________         Date____________________ 

 


