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Abstract: Teachers’ access to technology in this day and age could have a positive effect on the teaching and learning of English 
First Additional Language (EFAL). This qualitative interpretive case study explored how limited access to technology resources 
affects the teaching practices of Intermediate Phase EFAL teachers in rural schools in Limpopo, South Africa. This study, 
underpinned by the Technology Acceptance Model (TAM), conducted semi-structured interviews to collect data from ten EFAL 
teachers who were purposively sampled. Thematic analysis was used to analyse the data. The study revealed that three of the 
ten EFAL teachers sampled integrated technology into their teaching despite challenges such as insufficient projectors, lack of 
learners’ smartphones and data bundles, and Internet connectivity. However, the other seven sampled participants did not use 
technology, citing a lack of digital tools and knowledge as a contributing factor. The study concludes that the lack of resources 
contributed to limited or no use of technology and the motivation to integrate technology into their lessons. Based on these 
findings, it is recommended that technological resources that can help EFAL teachers with digital teaching be made available so 
that they can integrate them to assist learners in developing language skills. Furthermore, in-service training and ongoing 
support should be provided to EFAL teachers to give them knowledge and skill to use available technology resources effectively. 
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Introduction 

Information and communication technology (ICT) has become a significant tool in teaching, aligning teaching 
pedagogies for learner development to the Fourth Industrial Revolution (4IR) requirements. Bećirović et al. (2021) 
assert that teaching using technology has significantly enhanced learners’ English First Additional Language (EFAL) 
acquisition and freed them from the confines of the conventional classroom environment. For example, teachers’ use of 
social media with platforms like WhatsApp and YouTube can benefit learners through effective listening 
comprehension, practising correct pronunciation, and repetition using digital speech technology. However, Eleyyan 
(2021) indicates that teachers must use a learner-centred approach to assist learners in developing technical skills, 
critical thinking, coordinating with others, and verbal communication, which are requirements of the 4IR. 

In many areas of South Africa, access to technology is a challenge for several reasons. Aruleba and Jere (2022) indicate 
that South Africa faces high poverty levels, inequality, unemployment, and low literacy levels, and a challenge with the 
dominant English language mainly used on the Internet. This situation is mostly experienced in rural areas where 
schools still lack access to digital resources in the teaching and learning process. In support of this, Malinga (2022) 
indicates that most rural South African schools lack internet access and are not equipped with technological tools. Jerry 
and Yunus (2021) indicate that a lack of adequate technical resources, such as computers and access to Wi-Fi or data 
bundles for Internet connectivity, may discourage teachers from utilising technology which would lead to a learner-
centred, activity-driven approach in contrast to traditional learning and teaching practices and denying learners the 
benefits brought about by technology. The use of technology in education simplifies and empowers the 
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teaching/learning process, ensuring that learners are engaged, motivated, and interested, which facilitates their 
learning.  

This paper argues that the lack of adequate technology resources hampers the effectiveness of EFAL teaching in the 
Intermediate Phase of schools located in rural Limpopo, thus necessitating targeted interventions. However, if teachers 
are encouraged to use technology to teach English as an internationally recognised language of communication, it will 
enhance their digital practices and may contribute to the knowledge and skills of learners for their future careers. 

Information communication technology (ICT) integration in teaching refers to incorporating computer-based 
communication into the usual teaching process in the classroom (Ghavifekr & Rosdy, 2015). Teachers are viewed as 
significant agents, facilitating the process of teaching, and in this paper, this refers to the teaching of EFAL using ICT in a 
modern digital environment. A study by Raja and Nagasubramani (2018) revealed that teachers’ usage of technology 
equipment such as laptops, tablets and smartphones and digital platforms like YouTube and WhatsApp increases 
learners’ interaction in learning an additional language. 

The usage of technology in schools varies greatly across South Africa. For instance, private and former Model C schools 
(previously whites-only schools) have better access to technology compared to the township and rural schools, which 
are attended by African children (Parker et al., 2020). The limited access to technology in poor rural schools affects the 
meaningful and effective teaching of the EFAL in preparation for 4IR requirements (Nokwali et al., 2015). This could 
lead to a lack of language acquisition that might influence modern communication needs.  

This study is significant since most studies on using technology for learning and teaching focus on high schools and 
higher education institutions. However, there seems to be a paucity of studies concentrating on the Intermediate Phase 
(Grades 4, 5, and 6) and schools located in remote areas, especially in teaching EFAL. Again, digital tools, such as 
interactive learning platforms like WhatsApp and YouTube, make EFAL learning more engaging and accessible 
especially where learners need to practice listening, speaking, reading, and writing skills. Technology can provide 
teachers and learners with access to quality teaching and learning materials, teaching tools, and teaching aids that 
might not otherwise be available in rural areas. Given the above context, the inquiry aimed to explore how technology 
resources affect the teaching practices of Intermediate Phase EFAL teachers in rural Limpopo schools and propose 
improvement recommendations. The research question guiding this paper is: How do technology resources affect the 
teaching practices of EFAL teachers in the rural Intermediate Phase of the province of Limpopo?  

Literature Review  

The Department of Education's (2004) White Paper aimed to ensure that every school has access to a wide choice of 
diverse, high-quality communication services that will benefit all learners and local communities. The objective is to 
build digital and information literacy so that all learners become confident and competent in using technology to 
contribute to an innovative and developing South African society. However, van Greunen et al. (2021) study found that 
the role of ICTs in rural education is not described in detail as an enabler of teaching and learning. The results reveal a 
marginal increase in the overall connectivity maturity of schools and that access is more readily available to teachers. 
However, access for learners is still lacking in most instances of those who participated in the study. 

Theoretical Framework 

This study is underpinned by the Technology Acceptance Model (TAM) (Davis, 1980), which predicts and evaluates the 
user’s willingness to accept a particular technology Harryanto et al. (2018) postulate that TAM offers a framework that 
helps monitor the effect of external and internal factors on technology acceptance. The proponents of TAM believe that 
Perceived Usefulness (PU) and Perceived Ease of Use (PEOU) are key to influencing the user’s intention to accept and 
use certain technologies (Pal & Vanijja, 2020). This suggests that PU and PEOU influence teachers’ willingness to accept 
and integrate technology into their teaching practices. The belief that using a certain technology will boost performance 
is known as PU, while the belief that using a particular technology will be free of effort. is known as the PEOU (Davis, 
1980). In the context of this study, PU implies that EFAL teachers will more likely be open to using technology in their 
teaching if they believe it would boost their pedagogical practices. On the other hand, PEOU suggests that EFAL 
teachers believe integrating technology in their teaching would be easy. Pal and Vanijja (2020) suggest that the more 
the person believes that using a particular technology is useful, the greater will be the usage intention.  

Despite the wider adoption of TAM in studies across different contexts, shortcomings have been associated with TAM. 
Teo and Jarupunphol (2015) criticised TAM for “being too parsimonious because it does not specify external factors 
that may influence the user’s acceptance of technology”. This criticism is valid because external factors such as lack of 
technologies and technological infrastructure may influence teachers’ acceptance and use of technology. Hence, PU and 
PEOU should not be considered absolute determinants of technology acceptance and use by teachers. Tsai (2015) also 
criticised TAM for only providing general information concerning accepting a specific technology. This assertion 
suggests that TAM assumes that PU and PEOU determine the user’s acceptance and use of any technology, which may 
not always be the case, as technology-related factors, such as technology affordances, may influence the user’s 
acceptance and use of technology. 
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Despite the shortcomings of TAM, as discussed above, this theory was deemed relevant to this study as teachers’ 
integration of technology into their practice may play a crucial role in their teaching of EFAL. Likewise, the theory was 
utilised to study the literature and underlined that teachers accept technology by using a wide range of available 
resources, such as YouTube videos, to help learners guess the meaning of new words and improve their speaking 
competence (Albahlal, 2019). TAM was, therefore, appropriate since it allowed the researchers to work from an 
interpretivist paradigm that explains why and how particular individuals behave and act in specific ways. According to 
Mulisa (2022), this paradigm offers researchers the opportunity to describe the day-to-day activities of participants 
and their significance in detail, which, in this study, was EFAL Intermediate Phase teachers’ description and 
explanations of their use of technology in the teaching of EFAL. Again, this paradigm allowed the researchers to view 
the data from an interpretivist standpoint, which is aligned with the study's findings.  

Digital Platforms and Devices Used for Teaching EFAL 

Digital platforms are recognised as a sustainable learning environment that facilitates interaction between teachers and 
learners in an online space. They provide a flexible environment for effective teaching and learning, free from time and 
place restrictions (Alshammary & Alhalafawy, 2022). Teachers can support learners beyond traditional teaching hours, 
while learners are encouraged to continue learning outside of school hours and access content from any location. The 
advantages of technology-driven learning environments, which support learner-centred education, motivation, and 
autonomy in the learning process, are also highlighted by Moldavan et al. (2022) in their study. 

The transition from traditional face-to-face teaching to digital methods is now essential. Al-Abdullatif and Alsubaie 
(2022) stress the significance of incorporating digital platforms in classroom teaching, as they have the potential to 
enhance teaching performance and improve learners' literacy skills. Digital technology not only makes learning 
enjoyable for both learners and teachers but also provides flexibility in completing school activities by enabling 
learners to engage with content beyond the classroom and set their own learning pace. To fully realise these benefits, 
teachers must identify suitable digital teaching platforms that align with their specific context. 

Although the adoption of digital platforms has been accelerated by the COVID-19 pandemic, they were already being 
used in some schools before the pandemic. The extent of their usage varies, with schools in more affluent areas having 
access to multipurpose platforms such as Amazon, Facebook, Google, Zoom, or Microsoft Teams due to their 
affordability (Garcia & Nichols, 2021). On the other hand, schools in less affluent or rural locations tend to rely on their 
perception of the value of technology integration in teaching and how accessible it is. Platforms like ClassDojo, Google 
Classroom, or widely used social media platforms like WhatsApp facilitate classroom management, communication 
with parents, and the assignment of additional work to be completed at home, which are commonly accepted in this 
context (Vonog et al., 2021). 

In light of the COVID-19 pandemic, research has highlighted the urgent need to embrace digital platforms for teaching 
and learning. According to Tatlici et al. (2021), distance learning was made possible in primary and secondary schools 
in Turkey during the pandemic using platforms such as Zoom, Class Dojo, WhatsApp, and Google Classroom. Similarly, 
in India, Alshammary and Alhalafawy (2022) reported on the widespread use of video conferencing platforms to 
mitigate the challenges of distance learning. In contrast, Maree (2022) highlighted the difficulties many South African 
schools faced and continue to face in transitioning to digital learning platforms, particularly in rural areas. Affordability 
has become a significant barrier, with digital communication platforms used primarily in more privileged areas. 
Consequently, using digital platforms to teach and learn EFAL in South Africa differs according to geographical location 
and economic disparities. 

For teachers and learners to access different digital platforms, they need access to digital devices. These devices include 
desktop computers, laptops, tablets, smartphones, and even hybrid devices such as 2-in-1 laptops or convertible 
tablets. For several decades, desktop computers have been widely recognised as the primary digital device during the 
technology era (Aruleba et al., 2022) and were commonly used in various domains, including education. However, with 
advances in technology, laptops have become another popular digital device in recent years. Continuous improvements 
in digital devices and their increasing prevalence in society have led to their integration in the education sector. 

EFAL Activities Taught Using Technology 

There is a belief that when learners use technology to learn EFAL there is a different outcome in comparison to those 
who do not. This is because technology integration creates an environment that supports EFAL language teaching and 
learning by giving teachers and learners access to excellent sources of materials where teachers may use multimedia 
like Microsoft PowerPoint presentations and apps like YouTube to supplement their English language teaching 
(Mohamed, 2022). The use of Microsoft PowerPoint presentations in teaching and learning the English language is 
particularly fascinating since it enables the teacher to deliver lessons supported with visual aids in the form of pictures, 
basic animation and sound, coloured word cards and letters (Hassan, 2019; Sahadevan & Mohamad, 2020). Sahadevan 
and Mohamad attest that English language teachers who use PowerPoint presentations in teaching are in line with 
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21st-century teaching and learning practices within and beyond the teaching space, improving learners’ listening, 
speaking, reading and writing skills. 

YouTube videos can help learners improve their listening skills anytime and everywhere (Sakkir et al., 2020). Teachers 
in Indonesia who enhanced learners’ pronunciation by using YouTube, according to Sakkir et al., motivated learners to 
learn English inside and outside the class. Meinawati et al. (2020) and Syafiq et al. (2021) revealed that teachers used 
YouTube clips during the COVID-19 pandemic to improve the spoken skills of learners, which included grammar, 
fluency, vocabulary, word choice, maintaining conversation and organising ideas. According to Saed et al. (2021), 
willingness to utilise YouTube in the EFAL classroom improves speaking abilities, reading fluency, and consistency 
through improving pronunciation. For instance, teachers would write and read examples of how to pronounce 
consonants and vowels on the board while asking learners to read and repeat them (Juma, 2021). 

In Saudi Arabia, Albahlal (2019) conducted a study that identified activities on YouTube that teachers used in teaching 
English. The study found that teachers accepted technology and used YouTube videos that assist learners in guessing 
what new words mean and enhancing their ability to speak. This aided learners’ learning and helped them pay 
attention throughout the lesson. In Bangladesh, Tahmina (2023) found that YouTube videos were used to make 
learning English interesting and assisted with vocabulary development. As a result, writing skills were improved 
among the learners. Mugo et al. (2017) found in their systematic review that mobile devices are being accepted as 
helpful tools for all pedagogical practices in English as an Additional Language despite attitudinal and technological 
challenges. Kolobe and Mihai (2021) discovered that teachers in South Africa employed Click Foundation software 
developed by a South African non-profit organisation that aims to improve literacy and numeracy skills among primary 
school children using technology to help improve reading and phonics. Through the programme, teachers taught 
reading skills to learners by utilising computer animations, images, melodies, and video clips to sound out words and 
explain their meanings. The implication is that EFAL teachers embraced the use of technology in their teaching since it 
was beneficial and simple to use. 

Challenges of Integrating Technology in Teaching EFAL 

Although there is a notable increase in technology integration in EFAL classrooms, the literature indicates that teachers 
often face challenges when attempting to integrate technological tools into their teaching practice. Chisango et al. 
(2020) mentioned that insufficient technology infrastructure in schools is a major challenge to EFAL teachers’ attempts 
to integrate technological tools into their teaching practice. The lack of technological tools, such as computers, and poor 
connectivity make it difficult for teachers to prepare for their lessons and search for additional resources on the 
Internet (Santosa et al., 2022). This assertion suggests that the lack of adequate technological tools in schools 
negatively affects the integration of teachers' technology because even teachers who have the skills to integrate ICT are 
hindered from integrating them. Tachie (2019) posits that an inadequate supply of technological tools in South African 
schools is a serious challenge for teachers who have the drive and ability to integrate technologies into their teaching 
practice. 

Furthermore, an inadequate supply of technological tools in South African rural classrooms also has implications for 
the teaching and learning process. Ntsala and Seabela (2023) found that EFAL teachers were concerned about 
integrating technological tools in overcrowded classrooms. Large class sizes and a lack of learning devices could hinder 
classroom engagement, and compromise learning. Hameed and Hashim (2022) corroborate this by stating that the lack 
of technological tools is a challenge for teachers because learners have to work in groups sharing technological tools 
available in their classrooms.  

Another challenge that appeared to be prominent in the literature is teachers’ lack of technology integration skills. 
Santosa et al. (2022) posited that some teachers lack ICT skills and find it difficult to integrate technology to improve 
their EFAL teaching. This assertion is also corroborated by the findings of several studies conducted in different parts 
of the world. Boonmoh et al. (2021) conducted a study in Thailand that revealed that 58% of English teachers lack basic 
ICT skills to operate applications such as Microsoft Word, PowerPoint, and Excel. Taghizadeh and Yourdshahi’s (2020) 
study in Iran reported that most language teachers lack pedagogical and technological skills to integrate technological 
tools in their English classrooms. Studies of a similar nature were also conducted in South Africa and revealed that most 
teachers still lack technology integration skills (Dube, 2020; Venketsamy & Hu, 2022). The foregoing discussion shows 
that EFAL teachers’ lack of ICT integration skills remains a challenge in different countries, including South Africa. 
Santosa et al. (2022) posit that teachers’ lack of ICT integration skills negatively affects their self-confidence when 
integrating technology into their practice. This view suggests that teachers’ lack of ICT integration skills affects their 
technology self-efficacy, which is also crucial for ICT integration in teaching and learning.  

Furthermore, integrating ICTs in teaching and learning can be time consuming for many teachers (Chisango et al., 
2020). Chisango et al. assert that teachers need sufficient time to identify and select suitable hardware and software to 
integrate into their classrooms. This view suggests that teachers experience time constraints when preparing to 
integrate ICTs. This might be due to the teaching load. Tondeur et al. (2017) acknowledge that overloaded curricula and 
standardised examinations demand much time for teachers, and some teachers end up seeing technology integration as 
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an additional load to their demanding workload. For technology integration to be successful, teachers need adequate 
time to test the technological tools before actual integration in the classroom (Francom, 2020). In short, some EFAL 
teachers may experience time constraints in technology integration due to the time required to prepare for the 
technology-enhanced lesson. 

The usage of digital platforms such as Amazon, Facebook, Google, Zoom, Microsoft, Teams Zoom, Class Dojo, WhatsApp, 
and YouTube and devices such as laptops, tablets, and smartphones vary with contextual factors of the schools. These 
tools have facilitated access to educational content during the COVID-19 pandemic. The tools supported teachers in 
improving learners’ listening, speaking, reading, and writing skills, which included grammar, �luency, vocabulary, word 
choice, maintaining conversation, and organising ideas. However, in rural areas, EFAL teachers faced challenges such as 
insuf�icient infrastructure, lack of resources, and inadequate training. This study extends the existing research on how 
rural EFAL teachers navigate the use of technology, offering insights into how language teaching bene�its from 
technology. This lens allows a deeper understanding of the context-speci�ic challenges and solutions in underprivileged 
areas. 

Methodology 

Research Design 

This study assumed an interpretivist qualitative approach to investigate how rural intermediate-phase teachers use 
technology to teach EFAL. Mulisa (2022) posits that the interpretivist qualitative approach is flexible and interpretive, 
allowing researchers to understand why and how people behave and act in certain ways. Furthermore, it permits 
gathering information from participants' natural settings, enabling the researcher to precisely characterise and detail 
participants' day-to-day activities and their relevance. Additionally, an intrinsic case study design was followed. 
According to Tight (2017), an intrinsic case study should be used when the researcher wants to obtain a 
comprehensive grasp of a case, and this study aimed to learn more about how teachers in Limpopo rural communities 
use technology in their classrooms.  

Sample and Data Collection 

Following the qualitative approach, ten Intermediate Phase EFAL teachers were selected using purposive sampling 
from six primary schools in a rural circuit of Limpopo. The Intermediate Phase (Grades 4, 5, and 6) is the second phase 
of the South African education system after the Foundation Phase. Most learners in this phase are between 10 and 12 
years old. Cohen et al. (2017) suggest that purposive sampling enables researchers to choose participants who have a 
rich knowledge of the phenomenon under investigation. These primary schools were a part of the engaged scholarship 
project which commenced in 2018, known as Classroom Interaction Pedagogy in teaching EFAL in the Intermediate 
Phase. The project aimed to assist teachers in integrating technology into their lessons. It is important to note that the 
researchers already had access to the circuit; therefore, purposive sampling was deemed suitable. 

Data collection for this study involved engaging participants in face-to-face semi-structured interviews. Face-to-face 
interviews allowed researchers to ask in-depth questions, gaining valuable insights and a deeper understanding of the 
topic (Yates, 2020). Through these interviews, participants had the opportunity to articulate their viewpoints, emotions 
and notions regarding incorporating technology in the teaching of EFAL within their classrooms. The researchers met 
to review the responses of the participants to ensure a shared understanding of the data. This peer debriefing session 
was undertaken to mitigate potential individual biases and validate the reliability of the gathered information. The 
interpreted data was shared with the participants to confirm that it had been accurately understood. A journal was 
maintained to document the entire process throughout the study. All the audio-recorded interviews were gathered and 
forwarded to a skilled transcriptionist for the conversion into written text.  

Analysing of Data 

For this study, the most appropriate approach to data analysis was thematic data analysis, guided by the six-step 
framework proposed by Braun and Clarke (2014). This systematic process involved initially familiarising oneself with 
the data, generating preliminary codes, identifying relevant themes, reviewing and refining these themes, and 
ultimately assigning meaningful names and definitions to them in the research report. Upon receiving the verbatim 
transcripts from the transcriptionist, we engaged in multiple readings to gain familiarity with the data. The 
participants' statements were categorised into common phrases. We assigned each sentence a code. Highlighters were 
used to identify similar or related ideas. These allowed us to identify and group relevant codes to form initial themes. 
These themes were then critically reviewed, refined, and combined where there was overlap, ensuring alignment with 
the original data. The core of each theme was identified and labeled using the participants' direct quotes that addressed 
the research question. Finally, a narrative report was written, summarising the findings from the analysed interviews. 
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Findings  

This study investigated how technology resources affect the teaching practices of English First Additional Language 
teachers in the rural Intermediate Phase of Limpopo and proposed recommendations for improvement. The 
participants' biographical details are presented in Table 1. 

Table 1. Biographical information of the participants 

School  Participant Gender Age range Years of experience 
A 1 Female 39 17 
B 2 Female  49 21 
B 3 Female  30 6 
C 4 Male  49 22 
C 5 Female  42 17 
D 6 Male  51 19 
D 7 Male  55 25 
E 8 Female  37 11 
F 9 Male  37 10 
F 10 Female  59 30 

The raw data revealed four themes: digital devices used for teaching EFAL, digital platforms used for teaching EFAL, 
using technology to teach EFAL components, and challenges of integrating technology in teaching EFAL. Below is a brief 
data presentation of each theme. 

Theme 1: Digital Devices Used for Teaching EFAL 

Digital devices such as laptops with data projectors, whiteboards, and smartphones were the most prominent tools, as 
indicated by P1, P2, and P7. One of the participants who integrated technology in teaching EFAL showed that: “The 
digital devices that we have been using in our school are projectors, whiteboards, laptops, and smartphones” (P1). Based 
on the latter, it can be argued that participating teachers used some digital tools, such as projectors, whiteboards, 
laptops, and smartphones, that were readily available to them when teaching EFAL. Moreover, these digital devices 
were useful in their daily teaching and easier to integrate as they were more familiar with their use. 

Theme 2: Digital Platforms to Teach EFAL 

When asked specifically about digital platforms, two platforms that teachers use to teach EFAL emerged from the data. 
WhatsApp was the most prominent digital teaching platform for participants. Two participants expressed similar 
views, and one indicated that: “I use the WhatsApp group when learners are at home and send them extra EFAL work that 
I could not cover during the lesson, and that encouraged parents to help learners with homework” (P7). In addition to 
WhatsApp, YouTube emerged from the data. Participants indicated that YouTube was a platform they found useful to 
teach EFAL, as one participant indicated when asked about digital teaching platforms and said: “It was easier because I 
connected and used YouTube and chose certain aspects of the EFAL lessons to teach” (P2). WhatsApp and YouTube 
emerged as platforms to support the pedagogical practices of the three participants. However, in some of the 
classrooms, digital practices were not implemented. The researchers concluded that the three participants had a sense 
of improvisation amid resource limitations. 

Theme 3: Using Technology to Teach EFAL Components 

The data revealed that some teachers used technology to teach certain EFAL components. The participants indicated 
four language components of EFAL, including listening, speaking, reading, and writing. Three of the participants 
indicated their willingness to use technology in their lessons. For example, this participant focused on listening and 
speaking: “I was doing listening and speaking comprehension tests. I recorded myself telling a story for the learners to 
listen and then they discussed what they heard” (P1). Another participant used technology to teach the language 
structures and conventions component: “I taught some verbs and nouns from the text using Microsoft PowerPoint 
presentations. These are some of the lessons I could teach in class using technology” (P2). Similarly, another participant 
used technology to teach reading comprehension: “I started teaching reading comprehension using technology. I asked 
the learners to read and respond to the questions that appeared on the whiteboard through the data projector. I wanted 
them to identify the verbs and capital letters. For example, identify capital letters and small letters” (P7). One participant 
used technology for a different purpose: “I advise learners to use YouTube videos downloaded in the classroom and sent 
via WhatsApp to research the projects as a group or independently. For example, if they are supposed to learn about a 
certain genre, such as drama or a short story. I explain and show them pictures or comics and sounds and let them write 
paragraphs using the past, present, and future tenses.” (P1).  
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Although there was limited access to technology resources and connectivity in the rural context in the study, the three 
teachers regarded technology integration when teaching EFAL lessons as useful. P2 perceived Microsoft PowerPoint 
software as easy to use when teaching some language aspects. Technology was used to reinforce lessons involving 
language structures such as verbs, nouns, letters of the alphabet, capital letters, and tenses. Integrating technology in 
their lesson, participants were able to teach the EFAL curriculum's four components: Listening and Speaking, Reading 
and Viewing, Writing and Presenting, Language Structures and Conventions. The implication is that the three teachers 
implemented digital practices to some extent in their lessons. 

Theme 4: Challenges to Technology Integration 

This theme reports on the challenges that were encountered by EFAL teachers when integrating technology into their 
teaching practice. From the main theme, two sub-themes emerged: lack of technological resources and poor 
connectivity. 

Sub-theme 1: Lack of Technological Resources 

The analysis of the interviews revealed that Intermediate Phase EFAL teachers in schools located in rural area face 
several challenges in integrating technology in their classrooms. Of the ten teachers, only three participants integrated 
technology in their lessons. The participant reported: “We encounter many challenges such as lack of Internet access, 
smartphones for other learners and insufficient projectors. Our school has only one projector, so it becomes difficult 
because I am not the only EFAL teacher, so it is not easy for us to use one projector simultaneously. When it comes to 
smartphones, not all learners have access to smartphones and data bundles. So, sometimes you will find that you post an 
activity on WhatsApp and some learners will say they did not see the activity because they did not have access to the 
Internet since data bundles are expensive” (P7).  

The other six participants shared similar views: “I am willing to use technology in my lesson; however, there are no 
laptops for teachers and projectors at school. I was also not trained to integrate technology using digital sources in the 
lessons” (P8). The responses of the participants indicate that technological resources are limited in some schools, while 
other schools do not have any resources that hinder their use of technology. Due to connectivity issues and non-supply 
of WiFi, learners need to buy data bundles to ensure they can access the internet or platforms such as WhatsApp or 
YouTube; data bundles are costly. The sampled teachers were willing to use various digital devices to teach EFAL in 
their classrooms. However, a lack of resources and knowledge about digital tools resulted in technology not being fully 
integrated into the teaching and learning process.  

Sub-theme 2: Poor Connectivity  

Another factor that was a challenge for EFAL teachers is poor connectivity in areas where their schools are located. It 
emerged that EFAL teachers were willing to integrate technology into their classrooms but could not because of poor 
connectivity. “When there is load shedding, the network is affected. You find that you have prepared what you want to 
teach with technology, but when you reach the school, there is no electricity. Gadgets cannot connect and teaching cannot 
continue using technology” (P7). It can be concluded from the responses of the EFAL teachers that poor connectivity due 
to load shedding (Eskom is South Africa's energy supplier, uses a controlled method of distributing electricity to 
customers known as load-shedding) and the lack of technological infrastructure in areas where their schools are 
located, hinder them from integrating technology. Load-shedding was also blamed for poor connectivity because power 
cuts affect the network. 

Discussion 

This investigation explored how technology resources affect the teaching practices of intermediate-phase English First 
Additional Language teachers in rural areas of Limpopo. This study found that EFAL teachers in rural primary schools 
are willing to use technology in their EFAL classrooms. This finding contradicts the study by Chisango et al. (2020), 
which found that some teachers in South Africa are reluctant to integrate technology to support their teaching practice.  

This study found that only three EFAL teachers used technological tools such as projectors, laptops, and smartphones 
to support their practice. Alivi (2022) discovered that incorporating digital tools into educational settings results in 
more effective engagement of learners. This integration fosters interactive discussions through visually captivating 
content, aids learners with varying educational requirements, offers effective identification of verbs and nouns, and 
teaches the use of letters of the alphabet, and capital letters. The three teachers' use of different devices and technology 
platforms may be related to their willingness to integrate technological tools and suggests that these EFAL teachers 
perceive the ease of use of (PEOU) technological tools as enhancing their pedagogical practice. This view also emerged 
from the analysis that one participant perceived Microsoft PowerPoint as an effective tool for nurturing learners’ 
language skills. This finding aligns with the aspirations of TAM, which advocates that PU and PEOU influence teachers’ 
acceptance and use of technology. The finding supporting the usefulness of Microsoft PowerPoint in strengthening 
learners' language skills is also corroborated by Sahadevan and Mohamad (2020), who revealed that the integration of 
Microsoft PowerPoint in English classrooms improves learners' language skills. Hence, showcasing visual diagrams and 
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video clips introduces learners to real-life language usage, enhancing language learning. Additionally, presenting 
images and pictures can strengthen learners’ vocabulary and social aspects of the language, like digital interactions, 
contributing to effective communication that fits in the 4IR. 

Furthermore, it transpired from the current study that teachers mainly adopted online platforms such as WhatsApp 
and YouTube videos to support their teaching practice. This finding is corroborated by Gcabashe and Adebola's (2023) 
study, which confirmed that it is easy for rural schoolteachers to integrate WhatsApp into their instructional practices. 
Tatlici et al. (2021) also revealed that teachers in Kenya prefer to use WhatsApp to support their pedagogical practices 
because these Apps are more well-known and used, and so teachers and learners are confident in using them. Again, 
EFAL teachers might rely on WhatsApp and YouTube videos because accessing WhatsApp is both easy and affordable 
for teachers and sometimes for learners. YouTube videos can be easily downloaded, saved in a technological gadget and 
played during the lesson without connecting to the internet. This suggests that teachers who effectively utilise scarce 
digital resources have the potential to foster a supportive learning environment as they recognise its perceived 
usefulness (PU).  

Although the findings mentioned earlier seem positive, this study discovered that schools, where teachers incorporate 
technology to some extent into their teaching, lacked adequate technological resources. It emerged that they have to 
share limited technological resources with their colleagues, which makes it difficult to integrate technological tools 
regularly in their lessons. This finding concurs with Chisango et al.’s (2020) study, which indicates that the issue of 
insufficient and limited technological tools in South African rural schools remains a major challenge for teachers. 
Moreover, some teachers indicated that in some cases, even if they have those few technological tools to use in their 
classrooms, the issue of poor connectivity also poses a challenge, which is the case in this study, and, as a result, 
teachers cannot connect to the internet. Santosa et al. (2022) stated that challenges such as poor connectivity hinder 
teachers from exploring and accessing more educational resources from the Internet to enrich learners’ learning 
experiences. The implication is that the perceived ease of use of digital practices was disturbed by the external 
affordance elements mentioned above.  

Findings of this nature may have drawbacks for teachers’ technology integration because some spend more time 
preparing to support their lessons with technology; however, poor connectivity disrupts their planning. However, a 
lack of technology resources, such as learners’ smartphones and data for Internet connectivity, appeared as a barrier to 
successful learning, particularly independent homework and research.  

Seven teachers did not integrate technology when teaching their lessons due to a lack of digital tools and knowledge. 
The teachers indicated a willingness to use technology in their teaching; however, limited digital tools and resources 
and knowledge of and skill with using ICT challenged integrating technology in EFAL classrooms. Therefore, they did 
not experience the PU and PEOU even though they were willing to use technology in their lessons. Munje and Jita 
(2020) and Molotsi et al. (2023) attest that the minimal support provided to teachers and the lack of digital tools affect 
the effectiveness of technology integration in the classes, resulting in depriving learners of the wide range of resources 
available digitally to support their learning process.  

Conclusion 

This research explored how technology tools and resources affect the teaching practice of Intermediate Phase English 
First Additional Language teachers in rural areas of Limpopo. It emerged that although EFAL teachers are willing to 
integrate technology into their lessons to support the teaching and learning process, they are hindered by limited 
resources and in addition, are challenged in integrating technology into their teaching practice. The study found that 
only three teachers attempted integrating different technological tools into their classrooms to develop EFAL learners’ 
speaking, writing, listening, and reading skills. However, seven participants did not use technology, citing a lack of 
digital tools, resources, and knowledge as a contributing factor. The study concludes that the shortage of tools and 
resources contributed to the limited usage of technology by the three and no usage of the seven rural Intermediate 
Phase EFAL teachers. 

Recommendations  

Based on these findings, it is recommended that technological resources that can help EFAL teachers with digital 
teaching be made available to support EFAL teaching with the aim of developing learners’ language skills. Furthermore, 
in-service training and ongoing support should be provided to EFAL teachers to use available technology resources 
effectively. The seven teachers should also think proactively and learn from their peers who possess technological skills 
and not only rely on schools and the Department of Education for development.  

Limitations  

The study was limited to five Intermediate Phase in a rural circuit located in Limpopo, with two participants being 
interviewed from each school; however, one school has only one teacher teaching EFAL in the Intermediate Phase. 
Therefore, the sixth school with similar characteristics was sampled to meet a sample of ten participants. This implies 
that the study was not representative of all rural Intermediate Phase schools in the province or the country and, as a 
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result, the findings cannot be generalised to all Intermediate Phase EFAL teachers. In addition, the study adopted a 
qualitative approach with only one data collection method – semi-interviews. This limitation limited the data that could 
have been obtained through methods such as observation. 
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Appendix  

Interview Guide 

1. What digital platforms do you regularly use in your English First Additional Language (EFAL) classroom, and 
how do you incorporate them into your lessons? 

2. Which technology devices (e.g. laptops, tablets, smartphones) are most effective in your EFAL classroom? 

3. How often and in what ways do you integrate technology into your teaching practices? 

4. What benefits have you observed in using technology to teach EFAL in your class? 

5. What kind of training or support have you received in using technology for teaching? 

What challenges do you face when implementing technology in your classroom? 


