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During the COVID-19 pandemic, a lot of previously face-to-face learning has been moved online. This
has meant that staff had to learn new tools for material delivery and adapt. Some staff members have
found working online to be easy and convenient, whereas as some has noted how the technological
solutions available to them are not fit for purpose. In 2021, as lockdowns are removed nationwide, a
lot of teaching will now be moving towards a blended format, which means staff will need to adapt yet
again from online towards this new format. The aim of this study is to ascertain what technology
staff have been using during lockdown, what technology they plan to use during blended learning
phase and how easy their current technological solutions are, as well as what technology staff would
require in an ideal world. Google Forms surveys were sent out to all staff as part of an outcome
evaluation, with a volunteer sample who participated in the study. Results showed trends in
technology use such as that staff used MS Teams and Zoom the most, that staff felt challenges were
related to lack of technology skills of both staff and students and weak internet connection, as well as
that staff already used interactive platforms (e.g. Flipgrid and Padlet) and that staff were keen to
explore new interactive platforms in the future such as Bulb.
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COVID-19 was global public health emergency of international concern on 30th January 2020 as well
as a pandemic on 11th March 2020 by WHO (Cucinotta & Vanelli, 2020). COVID-19 has affected many
educational organizations worldwide, with as many as 290 million students’ learning disrupted
(Mailizar et al., 2020; Purwanto et al., 2021) as campuses were shut down and learning was moved
largerly online (Toquero, 2020). According to UNESCO (2022), 81.8% of students around the world
were affected by closures of education providers during COVID-19 pandemic. During lockdown, many
education agencies and providers moved to online teaching, which meant that tutors had to adapt to
new technology and create new interactive materials (Chen et al., 2020). The online approach has
been found to be appropriate and acceptable, especially for countries that are digitally advanced
(Basilaia & Kvavadze, 2020). Several universities were more focused on transferring their lecture
slides and homework material online as opposed to delivery methods, online teaching, and necessary
technology (Wu, 2020).

Online learning systems are defined as “web-based software for distributing, tracking, and managing
courses over the Internet” (p.1, Mukhtar et al., 2020). Technology is used to deliver the content as
well as providing a way for students and tutors to communicate (Thanji & Vasantha, 2016). Examples
of software include Microsoft Teams (MS Teams), Google meet, Zoom, and Skype for business
(Mukhtar et al., 2020). The feasibility of online learning was assessed previously for staff and
students (Jawaid & Ashraf, 2012; Sethi et al., 2019). It was found that students were very satisfied, that
the access provision and online skills were of a good level, and that there was an institutional wide
readiness for online discussions. However, these studies were conducted before the pandemic, for
three universities in Pakistan. During COVID-19 lockdown, the use of online learning technology
increased, so it is necessary to assess how acceptable, user friendly and appropriate technology is in
the pandemic.

As some countries started slowly moving beyond lockdowns and allowing some face-to-face learning
in universities, blended learning was seen as a potentially useful approach for teaching in a post-
pandemic world (Batista-Toledo & Gavilan, 2022). It was predicted in 2020 that blended learning
would take place up to 2025 (Statista, 2020).

During blended learning, part of the material is delivered online on a laptop to access course
materials by themselves or in a group of peers and a part of material is delivered face-to-face
(Martyn, 2003; Picciano, 2006; Rossett et al., 2003). Learning in this manner gives learners more
control as it can be made more individualised and flexible (Martyn, 2003). Additionally, Graham
(2006) suggested blended learning can apply the best factors of online and face-to-face learning.
Innovative use of technology is important for blended learning, as it is important to ensure
socialisation of students and makes content very interactive to promote engagement.

The blended learning approach may require some further adjustments in terms of technology use for
staff. Students and tutors rated blended learning highly in terms of satisfaction, as it can be
customised for a diverse learning experience, accounting for different students’ needs, geographical
distance from their university and formats. Indeed, blended learning may be more accepted as
learners and tutors often prefer communicating face-to-face and online blend for learning as
opposed to just online.

Challenges experienced during blended learning were issues in navigation, time for preparation and
time-consuming resources, low student and staff skills in handling new tools, student lack of access
to technology, as well as staff feeling that blended learning increased student autonomy but
potentially decreased importance of tutors, and reduction in in-person interaction for students, and
low connection levels (Bezliudna et al., 2021; Calderdn et al., 2021; Colombi & Knosp, 2017; Power &
Kannara, 2016).

Research on blended learning during COVID-19 pandemic largely focused on students and there is
less evidence available about tutor attitudes (Batista-Toledo & Gavilan, 2022). Teachers seemed to
point out the benefits such as that they were able to adapt materials for varied student needs and
provide recordings for students to review whenever they wanted (Robson et al., 2022). Another
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benefit was about collaboration and interaction online, such as online forums (Lin et al., 2021;
Calderon, A. et al., 2021; Robson et al., 2022).

Teaching staff also felt that there were challenges such as lack of technological knowledge, and issues
in terms of privacy (as many tutors were required by their teaching centre to ask students to keep
their video cameras on and to record classes when online) (Green, 2022). Finally, some tutors felt that
online content cannot replace face-to-face learning and can result in worse attainment (Calderdn, A.
etal., 2021).

Therefore, it appears that online learning and blended learning have their own challenges and
advantages, and that tutors and students have been attempting to adapt to both teaching during and
post the pandemic. This study will delve into what the technology use and acceptability of has been
for staff during the pandemic phase (online learning) and how that should change in the post
pandemic reality (blended learning). It is important to find out the specific challenges in both online
and blended modes of delivery, in terms of what types of technology is necessary to facilitate a
smooth transition from online to blended learning. This outcomes and process evaluation will be
conducted based on a sample of staff from one institution. The findings can then be used to provide
suggestions for implementation across other universities. There is currently less information
available about the views of tutors. This is why the views of tutors is the particular focus of the
current pilot study.

Conceptual framework

It has been established above that online learning tools have been used extensively during lockdown
(Cheung, 2023; Damsa et al., 2021; Dharma et al., 2017; Fedorova et al., 2018; Ismail et al., 2021;
Kohnke & Moorhouse, 2022; Pal & Vanijja, 2020; Sobaih et al., 2021; Spathis & Dey, 2021;). The
highest percentage of people aged 16 to 24 compared to other age groups were using online learning
materials (46%) during Covid-19 lockdown (Statista, 2020), which means that staff had to adapt
their learning practices to online. Tutors have nonetheless experienced challenges in online teaching
such as low technological knowledge of certain staff members, privacy issues and potentially worse
student grades (Bautista et al., Calderoén, A. et al., 2021; Green, 2022).

When reviewing key supporting and challenging aspects of using different tools in online learning, it
is very important to ensure that relevant theory and empirical evidence are considered. One theory
that may be particularly useful when attempting to understand facilitators and challenging factors of
online learning is Self-Determination Theory. One key mediator between the intervention and
sustained behaviour is motivation. According to Self-Determination Theory (SDT; Ryan & Deci,
2000), people are actively involved in their own behaviour and motivation. It has been shown that
people are naturally focused on being autonomous (the need to experience self-direction), competent
(the need to feel effective), and related (the need to feel close to others) in social contexts (Deci &
Ryan, 2000). When these innate psychological needs are met, the behaviour is regulated by intrinsic
(rather than extrinsic) motivation, which fosters sustained engagement to health behaviours. There
is extensive empirical support for SDT, and the efficacy of SDT based behaviour change interventions
targeting autonomy, competence, and relatedness.

In terms of online learning, it has been shown that SDT is a relevant approach to gaining
understanding of the motivation to use online learning tools (Chen & Jang, 2010; Hsu et al., 2019;
Meihami & Husseini, 2022).

In the pre-Covid period, Chen and Jang (2010) considered the motivation of 267 online students
(studying for two online programmes) as well as hours per week studying, number of hits on the
course materials, expected grade, final grade, perceived learning, and course satisfaction. It was
found that basic need support and satisfaction resulted in better learning outcomes. This highlights
the importance of autonomy-supportive environments in terms of basic needs satisfaction (Standage
et al., 2005; Vallerand & Reid, 1984). Autonomy-supportive environments are when a teacher (or
doctor or policeman or parent — any figure of support) acts in a way that promoted the satisfaction of
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basic psychological needs (Reeve & Jang, 2006). For example, autonomy is supported by providing
choices, relatedness could be enhanced by providing supportive feedback and competency could be
satisfied via teaching students to complete class tasks. Vallerand and Reid (1984) and Standage et al.,
(2005) also showed that if basic needs are satisfied via the provision of autonomy-supportive
environments, then this leads to a higher quality motivation (called autonomous motivation) which
takes places due to intrinsic reasons (such as engagement and self-concept improvement of an
individual) and leads to positive behaviour change which is also more long-lasting. The theoretical
model which was tested in the Chen & Jang (2010) study was therefore from autonomy-supportive
environment to need satisfaction to intrinsic motivation to learning outcomes (i.e. behaviour
change). However, it was found that intrinsic motivation did not lead to improved learning outcomes
as predicted by the previous work of Vallerand and Reid (1984) and Standage et al. (2005). According
to Chen & Jang (2010), in the online learning situation, basic psychological needs could be more
important for learning outcomes than intrinsic motivation.

The importance of basic needs support was also supported by the work of Meihami and Husseini
(2022). In this study, online language learning was analysed based on the views ELF tutors. It was
shown that tutors felt that basic psychological needs are vital in terms of online materials
development in terms of accessibility (competence need), autonomy of learners (autonomy need) and
collaboration (relatedness need).

The research design in Meihami and Husseini (2022) allows a way of understanding the SDT based
explanation of motivation (in terms of whether psychological needs of students are satisfied when
the online class is introduced to students). SDT concepts allow to summarise the types of challenges
and facilitators to motivation and learning in a systematic manner. In this particular study,
theoretical assumptions of SDT are linked with practical examples of the basic psychological needs
(e.g., autonomy is depicted via the example of learners being able to take ownership of their learning
by having choices in material options; relatedness example from collaboration opportunities in the
learning platform; competence example of learners being given an opportunity to learn how to use
and engage in the online learning tools). The use of the narrative inquiry to explore a phenomenon
(Creswell & Poth, 2018) is the design used in this study. This approach includes gaining
understanding of key theory (basic psychological needs in SDT), asking participants to produce
narratives and analysing said narratives thematically based on the conceptual framework (searching
for examples of SDT basic psychological needs). The current pilot aims to use a similar approach in
terms of literature review of SDT studies and searching for examples of SDT concepts. It also expands
on the Meihami and Husseini (2022) design in including other SDT concepts (such as the creating of
an autonomy supportive environment and different types of motivation), as well as including both
qualitative and quantitative questions. The work of Meihami and Husseini (2022) uses only
qualitative narratives, although this has been shown to be subjective in certain cases. To capitalize on
the richness of qualitative data as well as the objective nature of quantitative data, this pilot study
uses a mixed survey.

The reason that concepts from SDT such as motivation and autonomy supportive environments were
considered is because this was partially shown in previous studies. For instance, Hsu et al. (2019)
found that intrinsic motivation does predict certain learning outcomes in online learning. In this
study, 330 undergraduate students studying online courses in agriculture, economics, management,
sociology, and statistics, were asked to complete a survey based on SDT constructs. It was shown that
basic psychological needs of students were satisfied, which resulted in improved intrinsic motivation,
resulting in higher knowledge and better course grades. This suggests that motivation concepts
should be considered, as well as basic psychological needs (as per Meihami & and Husseini [2022]
findings).

The reason autonomy-supportive environment concept was considered in the present pilot study is
that it was found to be a key predictor of behaviour change in Chen & Jang (2010).
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It appears that SDT is useful for explaining student motivation in online learning. However, no
research to date has considered the views of tutors in detail in a mixed methods approach, which can
help to capitalize on strengths of both qualitative and quantitative research.

METHODS
Participants

23 members of staff working at Study Group (Royal Holloway University centre in UK) completed a
brief mixed methods survey. This was a convenience sample, where the research was a member of
staff at the centre who asked available colleagues to fill in the survey. 30% (7 participants) were male,
rest were female. The highest age group was 35-44 years old (n = 11), followed by 25—34 years old (n
= 7), whereas the lower age groups were 45-54 years old (n = 2), 54—65 years old (n = 2) and 18—-24
years old (n = 1).

In terms of jobs, there were 17 tutors; 4 professional services staff; and 2 managers. The subjects
taught by the tutors are split by department: business and management (n=3), academic English
skills (n = 4), humanities/social sciences (n = 4), and science (n = 6).

Design

This was a repeated measures design, where all participants completed the same survey. This was a
survey which took 5—10 minutes to complete so counterbalancing was not used.

The approach used was mixed methods, which is one of three paradigms (quantitative, qualitative
and mixed) (Johnson et al., 2007). The present approach is based on the adaptation of Creswell et al.
(2011) mixed methods approaches in health science by Wong and Cooper (2016). The study of Wong
and Cooper (2016) is concerned with student learning offered by Hong Kong’s online education
facilities. At the present Study centre, the students are also international and online learning is one of
the major topics in the current study. Therefore, it was deemed appropriate to use similar
methodology. Whilst the work of Wong and Cooper (2016) was sequential (Morse, 2010), the present
pilot study involved both quantitative and qualitative questions in the survey. Initially, Wong (2015)
conducted a quantitative research study which established a cause-effect relationship, which was
followed by a qualitative study to confirm said relationship. Sequential and simultaneous mixed
methods were explained by Morse (1991) to be two types of triangulation. For simultaneous mixed
approaches, there is limited interaction between quantitative and qualitative methods during data
collection and more interaction during interpreting. Sequential triangulation is generally used when
results of one approach (e.g. quantitative study in Wong (2015)) is used to expand or prove the next
study (qualitative study in Wong and Cooper (2016)). In the present pilot study, quantitative
questions were used to ascertain key facts such as which subjects do the tutors teach and how they
rate their technological skills. The qualitative questions were used in the same survey to find out
more detailed opinions such as why a particular technology for online learning is the most useful. The
views of teachers about online learning have not been studied in as great an extent previously as that
of students, which is why it seemed important to gather both factual and opinion-based information
at the same time, to triangulate and find out whether more topics need to be discussed in larger
studies across Study centres in the UK and worldwide. Researchers considered that if certain views
about current available technology challenges were made clear in the current pilot, this could be used
as a starting point for further surveys and then could potentially lead to the adoption of new
approaches, as suggested by the tutors. It is more likely that new views and information would be
collected from open-ended questions.

One of the closed-ended questions is about tools tutors use during classroom teaching. Tutors are
asked to pick between Zoom, MS Teams, Skype for Business, Online Whiteboard and Other. These
options were chosen based on the author’s experience of online teaching, as well as based on the
literature. For instance, Zoom has been used extensively in online teaching (Cheung, 2023; Damsa et
al., 2021; Kohnke & Moorhouse, 2022; Spathis & Dey, 2021). This is also the case for MS Teams (Ismail
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et al., 2021; Pal & Vanijja, 2020; Sobaih et al., 2021), Skype for Business (Dharma et al., 2017; Fedorova
et al., 2018). Online whiteboards are tools found within videoconferencing tools like Skype or Zoom
and have been shown to be invaluable for student and tutor collaboration in learning (Menzel et al.,
2022; Rojanarata, 2020). This is why those options were included.

Materials

This survey was designed based on the needs of the current study which aimed to find out the
usability and acceptability of technology use during the lockdown (online learning) compared to
blended learning technology. The format generally followed that of a usability questionnaire (Sauro &
Lewis, 2016). Both closed and open-ended questions were used.

The survey questions are presented in Appendix 1.
Procedure

The advert for the survey was emailed out to all staff at Study Centre. The advert included the
information sheet, which includes the researcher’s name and email, so that participants can contact
the research if they have any questions. If participants agreed to fill in the survey, the researcher
asked them to fill in a consent form. The consent form was stored on a secure drive on the
researcher’s computer.

After that, the researcher sent a link to a survey in Google Forms. The participants filled in the survey,
which included demographic information (gender, age group and job title), as well as questions about
usability and acceptability. The first two questions are about confirming understanding of
information sheet and agreement with statements on consent form. The surveys took 5 to 10 minutes
to fill in overall. The participants were made aware of how their data will be kept anonymous
(participants will not be mentioned by name and only as a group in publication) and how the
researcher intends to use data (publications in UK) as well as how data will be stored and kept private
and confidential. Participants were encouraged to ask any questions throughout and were reassured
that participation was voluntary and that they could withdraw at any time.

RESULTS

In this Study Centre, 9 staff members (aged 25—-64 years old) have a medium computer/technological
skills level and 14 staff members (aged 18 to 44 years old) have a Very High skill level.

17 staff members (73%) tend to use 1 or 2 tools at a time, whereas as 4 staff members (17%) use 4 to 8
tools at the same time. Eight staff members who used 1 or 2 tools had Medium level of skills and 9
staff members who used 1 or 2 tools have Very High skill level. There was no significant difference in
terms of how many tools were used based on skill level (xA2 (6, N = 23) = 4.62, p > 0.05).

User friendliness
As can be seen in Table 1 below, most staff members used Zoom (n = 22, 96%) and least used CMS
such as Moodle (n = 2, 9%). Zoom was considered the most user friendly (n = 13, 57%), followed by

MS Team (n = 11, 48%).

Table 1. Tools currently used for teaching

Zoom MS Teams Online Whiteboard Padlet MS Office Quiz software CMS

22 11 6 2 4 3 22
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The reasons that Zoom was considered user friendly were that there are many options (e.g. Polls,
Whiteboards, breakout rooms), the call quality is good, and it’s easy to access and navigate/use. The
reasons MS Teams were user friendly is that it is integrated/multifunctional and saves chat/shared
files/recorded sessions. It appears that the reasons for considering MS Teams/Zoom user friendly are
similar for this group.

The user friendliness of MS Teams is supported by the following quote: “Even though I use ZOOM
mostly, MS Teams is most useful because it's multifunctional. I particularly like that what I need can
be centralised e.g., access to docs, chats.” (AES tutor, in the 45—54 age group).

The user friendliness of Zoom is further supported: “Zoom — because students don't need to be made
a user (unlike Moodle where students need to be added) — you can join Zoom without a special email
or username, just from sharing a link.” (Pure Maths and Applied Maths tutor, in the 54—-65 age

group).

Challenges

Zoom and MS Teams seem the most challenging tools (perhaps as they are the most used by teaching
staff). Across both platforms, staff find it difficult to monitor students, to annotate and note that a lot
of bandwidth used can cause glitching. In terms of Zoom in particular, staff noted that whiteboard is
not a user-friendly option (“The Zoom whiteboard has not worked for me”, stated Sociology and
Film tutor in 35-44 age group).

For MS Teams alone, staff suggested that call can be of a poor quality, breakout rooms do not work,
and some find it difficult to navigate. This is shown in the following quote: “MS Teams - difficult to
manage breakout rooms, poor quality calls.” (Politics tutor, in 35—44 age group).

Other challenging tools are Outlook (as email search is difficult to use), Skype (not suitable for
teaching), Virtual Learning Environments (“ ..lacking the user friendly interface and they are more
like a repository of files, data, information”, according to a Computer Science tutor in 35-44 age
group), and Wooclap (Music and Literature tutor in 25-34 age group stated that she found
“navigating it quite tricky”).

Future planning

More than half of staff stated that they will be teaching in the blended format in the future (n = 13,
57%). The tools that are currently used that were considered appropriate for blended learning were:
Zoom, MS Teams, Padlet, Wooclap, Moodle, Emails (Outlook), Flipgrid and MS Forms. Zoom was
mentioned by 12 tutors and MS Teams by 7 tutors.

According to a Computer Science tutor in the 35-44 age group, “all online teaching tools, Zoom,
Teams, Virtual Learning environments are offering a good range of tools for blended learning. On that
note, services from Microsoft and Google seems to be taking a lead on integrating all services under
one umbrella”.

Challenges in blended learning mentioned by tutors included internet connection issues, multiple
logins and systems, students turning off videos and not participating (in Zoom classes, for instance),
as well as staff not having high enough level of access to tools. Bad internet connection (of both
students and staff) was mentioned by 8 tutors.

Tutors also provides ideas for future. In terms of Zoom, tutors suggested having a whiteboard and
having chat transcripts saved for students to look at after class would be useful for future blended
learning. Tutors also stated that MS Teams should be used in the future (especially as RHUL has been
using it since start of pandemic — this is where most students will be going so makes sense to follow
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with university approaches) and that “as it is possible to integrate the leaning management system
with Moodle” (Computer Science tutor in 35-44 age group).

Other comments were that Padlet should be used in the future as it is “invaluable both for
synchronous and asynchronous work” (Music and Literature tutor in 25-34 age group), that there
should be on sign in for all tools (as currently staff have ISC and university access which is confusing)
and a “Built in camera's integrated with the class computer” to record sessions easily
(Sociology/Film tutor in 35—-44 age group), future blended learning should include “Bulb as it offers
an integrated and interactive platform that could be used for assessment as well as teaching” (AES
tutor in 35—-44 age group) and Pro version of Mentimeter for interactive lectures. In summation, it
appears that there is an interest in better hardware (“More powerful machines (in terms of CPU) with
large RAM and Large SSD storage” according to a Physics and Maths tutor) to run many programs at
the same time, and built-in camera to present easily to students. Also, it can be suggested that tutors
feel open to using interactive tools such as Padlet, Bulb and Mentimeter as it means students can
participate more effectively during blended learning.

CONCLUSION

The present study shows the views of staff on online and blended learning appropriate technological
tools. From the analysis of the results a series of conclusions can be made. Also, results can be linked
to SDT model proposing the link from autonomy-supportive environment to basic need satisfaction
to intrinsic motivation to positive behaviour change (Chen & Jang, 2010; Deci & Ryan, 2000; Meihami
& Husseini, 2022; Standage et al., 2005; Vallerand & Reid, 1984).

It appears that staff were using Zoom and MS Teams in online learning successfully, due to many
options available and ease of use. Indeed, it has been shown that Zoom use has positive effect on
student understanding (Natsir et al., 2021; Reviandani, 2021). Ease of use is related to the competence
basic psychological need satisfaction (as staff may feel competent in using tools) and having many
options to choose from may lead to staff feeling more independent in terms of choices they can make
(autonomy satisfaction).

At the same time, staff also found MS Teams and Zoom most difficult to use (e.g. Zoom whiteboard
was not simple to use and in MS Teams breakout rooms did not work well). Difficulty of use may
result in competence and autonomy frustration of staff, resulting in more extrinsic motivation or
amotivation to use online tools further — this is the so called “dark side” of SDT model (Haerens et
al., 2016). Other research also shows that many students reported issues in MS Teams teaching such
as technical issues and problems in terms of socialising (Tu & Luong, 2021) (this can be linked to
relatedness frustration). Previous evidence also supports the idea that certain online tools may be
problematic due to students and staff having weak technology skills as well as student lack of access
to technology (Bezliudna et al., 2021; Calderén et al., 2021) — this could be an example of competency
frustration. Therefore, it appears that challenges of online learning may lead to a basic needs
frustration in both students and tutors, resulting in lower quality motivation or lack of motivation
and therefore lack of willingness to use tools in online settings or annoyance at different aspects of
online learning.

It should also be noted that whilst potentially being cost-effective (Sadeghi et al., 2014), blended
learning simultaneously has issues for students who have fewer resources. To effectively participate
in blended learning, students need to have good understanding of technology, internet access and
reliable computer access (Carius, 2020). The fact that in the present study staff mentioned that
certain tools were not simple to use, suggests that appropriate tools are needed - tools that work
quickly and easily to make them accessible to students from different backgrounds.

In terms of future blended learning, staff felt that Zoom and MS Teams were most appropriate, as
well as mentioning interactive tools that are used in the centre already (Padlet, Wooclap, MS Forms)
and Flipgrid) and potential new tools (Bulb or Pro version of Mentimeter). More interactive options
could result in relatedness and competency satisfaction.
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Interactivity and potential for increasing social connection and collaboration have been mentioned in
the literature as key benefits of blended learning (Asghar et al., 2021; Calderon et al., 2021). Also, the
fact that staff mentioned different tools which were interactive suggests that staffs are willing to
engage and learn new approaches, be flexible and promote student-centred learning approaches
(Hadiyanto et al., 2021; Singh, 2003).

Tutors also predicted certain challenges related to internet connection issues, students turning off
video and low staff technological skills. This is also linked to competence frustration. Internet
connection issues have indeed been shown to be a problem for blended learning, supporting staff
predictions (Bezliudna et al., 2021).

In summation, whilst the present study is only a pilot of a larger potential usability study and does
not reflect on what took place once blended learning was established at this centre, or how the staff
transitioned back to face-to-face teaching from blended learning, it can provide key ideas and
lessons about tutor attitudes to technology and blended learning.

For instance, tutors seemed engaged in interactive aspects of technology, which shows that there is a
potential of blended learning to be collaborative and engaging for students. Also, staff understood
how important it is for technology to be accessible and simple to use for staff (some with low
technological skills) and students with diverse needs and resources. This awareness should then lead
to more learner-centred teaching and more flexible approaches to blended learning (as well as face-
to-face teaching in the post-pandemic climate). Finally, staff are very aware of benefits of existing
tools as well as their challenges, which suggests that they can find ways to overcome challenges to
provide appropriate and user-friendly blended learning environments to harness benefits such as the
multifunctionality and interactivity of said tools.

In terms of SDT, it can be suggested that key factors which are important for tutor engagement and
use of online tools in teaching are relatedness (example of interactivity and collaboration),
competency (importance placed on ease of use) and finally autonomy (staff feeling in control of the
tools due to ease of use and accessibility). If those key concepts are satisfied, then it is possible for
staff to use tools successfully in the future and be more autonomously motivated whilst using the
tools. This fits in with the findings of previous researchers concerning the importance of autonomy-
supportive environments which create a potential for basic needs satisfaction (Chen & Jang, 2010;
Hsu et al., 2019; Meihami & Husseini, 2022). However, in the case of the present study, it was not
possibly to fully exemplify intrinsic motivation, as was predicted by Vallerand and Reid (1984) and
Standage et al., (2005). Chen & Jang (2010) previously suggested that need satisfaction may be more
important for online learning behaviour of students than intrinsic motivation. It could be that this is
the case in the present study. However, it is also possible that as a pilot, the present study did not
have enough data to provide examples of intrinsic motivation leading to behaviour change. This study
used the phenomenon approach of Creswell and Poth (2018) which includes summarizing the
existence of SDT concepts from examples in the data. An alternative and more widely used approach
is using SDT surveys to highlight the same concepts and relationships. Whilst using the Creswell and
Poth (2018) was a more practical approach for a pilot study, future large-scale work could include
both phenomenon and survey-based approaches for comparative purposes.

It should also be noted that the present study also identified key challenges to accepting the online
tools by tutors. This can be viewed in terms of the “dark side” of the SDT model. This has not been
previously considered in terms of the online learning sphere. Haerens et al., (2016) showed how in
face-to-face teaching, if a controlling environment (one that frustrates (i.e., does not satisfy and
actively goes against basic needs support) is created by teaching, this results in basic needs not being
achieved, leading to controlled motivation (based on extrinsic factors such as fearing punishment or
monetary loss at work) or amotivation (no motivation at all). Controlled motivation then leads to
behaviour that is not sustainable over time, whereas amotivation could lead to no behaviour change.
In terms of the present study results, examples of competency and autonomy frustration were shown.
This could then result in lower quality or lack of motivation to use online tools in teaching. Further
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research should be conducted in order to show the potential “dark side” more fully (as opposed to for
just two basic needs frustration) as well as to learn more about what is needed to support tutors to
prevent the “dark side” of the online teaching SDT model taking place.

In the future, a large-scale study across all of Study Groups centres in the UK should be conducted to
confirm the present findings across different areas of internet connectivity and large numbers of
staff. Additionally, staff should be asked in more detail about their views on not only technological
but other challenges in the blended learning field (interviews should be used for summarising views
of staff from different disciplines and levels of technological skills). Also, staff could be asked to
reflect on what they thought blended learning would be like and what technological tools should be
used, compared to what they actually used during blended learning. A final aspect that may be of
interest is the transition from blended learning to face-to-face and how the fact that staff had to
teach online and in a blended manner for two years affected their relationship to technology for
teaching and their pedagogical approach.

Acknowledgements: None declared
Conflict of interests: None declared
Funding: None declared

Ethical approval: Study Group

74



Psychreg Journal of Psychology - Volume 8 - Issue 2 - 2024
Elizabeth Kaplunov

REFERENCES

Asghar, M. Z., Igbal, A., Seitamaa-Hakkarainen, P., & Barbera, E. (2021). Breaching learners’ social
distancing through social media during the COVID-19 pandemic. International Journal of
Environmental Research and Public Health, 18(21), 11012.
https://doi.org/10.3390/ijerph182111012

Basilaia, G., & Kvavadze, D. (2020). Transition to online education in schools during a SARS-CoV-2
coronavirus (COVID-19) pandemic in Georgia. Pedagogical Research, 5(4).
https://doi.org/10.29333/pr/7937

Batista-Toledo, S., & Gavilan, D. (2022). Implementation of Blended Learning during COVID-19.
Encyclopedia, 2(4),1763—1772. http://dx.doi.org/10.3390/encyclopedia2040121

Bautista, L., Relojo, D., Pilao, S.J., Tubon, G., & Andal, M. (2018). Link between lifestyle and self -
regulated development as components of academic performance: Basis for a
psychoeducational intervention. Journal on Educational Sciences & Psychology, 8(52), 68—72.
https://doi.org/f8nb

Bezliudna, V., Shcherban, I., Kolomiyets, O., Mykolaiko, V., Bezliudnyi, R. (2021). Master Students’
Perceptions of Blended Learning in the Process of Studying English during COVID 19
Pandemic in Ukraine. Rupkatha Journal on Interdisciplinary Studies in Humanities, 13, 1-14.
https://doi.org/10.21659/rupkatha.vi3n/.54

Calder6n, A., Scanlon, D., MacPhail, A., & Moody, B. (2021). An integrated blended learning approach
for physical education teacher education programmes: Teacher educators’ and pre-service
teachers’ experiences. Physical Education and Sport Pedagogy, 26, 562—577.
https://doi.org/10.1080/17408989.2020.1823961

Carius, A.C.(2020). Network Education and Blended Learning: Cyber University concept and Higher
Education post COVID-19 Pandemic. Research in Social Development, 9, €8209109340.
http://dx.doi.org/10.33448/rsd-v9i10.9340

Chen, K. C., & Jang, S.]. (2010). Motivation in online learning: Testing a model of self-determination
theory. Computers in Human Behavior, 26(4.), 741—752.
https://psycnet.apa.org/doi/10.1016/j.chb.2010.01.011

Chen, T., Peng, L., Jing, B., Wu, C., Yang, J., & Cong, G. (2020). The Impact of the COVID-19 pandemic
on user experience with online education platforms in China. Sustainability, 12, 7329.
https://doi.org/10.3390/su12187329

Cheung, A. (2023). Language teaching during a pandemic: A case study of zoom use by a secondary
ESL teacher in Hong Kong. RELC Journal, 54(1), 55—70.
https://doi.org/10.1177/0033688220981784

Colombi, E., & Knosp, S. (2017). Teaching dance with online course management systems. Journal of
Dance Education, 17, 73—76. https://d0i.org/10.1080/15290824.2016.1228108

Creswell, J. W., Klassen, A. C., Plano Clark, V. L., & Smith, K. C. (2011). Best practices for mixed
methods research in the health sciences. National Institutes of Health, 541-545.
https://doi.org/10.1007/s11136 -012-0122-X

Creswell, J.W., & Poth, C.N. (2018). Qualitative inquiry and research design: Choosing among five
approaches (4th ed.). Sage Publications

Cucinotta, D., & Vanelli, M. (2020). WHO declares COVID-19 a pandemic. Acta Biomedica: Atenei
Parmensis, 91(1), 157. https://doi.org/10.23750/abm.v91i1.9397

Damsa, C., Langford, M., Uehara, D., & Scherer, R. (2021). Teachers’ agency and online education in
times of crisis. Computers in Human Behavior, 121, 106793.
https://doi.org/10.1016/j.chb.2021.106793

Deci, E. L., & Ryan, R. M. (2000). The" what" and" why" of goal pursuits: Human needs and the self-
determination of behavior. Psychological Inquiry, 11(4), 227—-268.
https://doi.org/10.1207/s15327965pli1104_ 01

Dharma, H. R. C., Asmarani, D., & Dewi, U. P. (2017). Basic Japanese grammar and conversation e-
learning through Skype and Zoom online application. Procedia Computer Science, 116, 267—
273. https://doi.org/10.1016/].PROCS.2017.10.055

Fedorova, E., Rasskazova, T., & Muzafarova, A. (2018). Teaching English via Skype: challenges and
opportunities. INTED2018 Proceedings, 663—667. http://dx.doi.org/10.21125/inted.2018.1119

75


https://doi.org/10.3390/ijerph182111012
https://doi.org/10.29333/pr/7937
http://dx.doi.org/10.3390/encyclopedia2040121
https://doi.org/f8nb
https://doi.org/10.21659/rupkatha.v13n4.54
https://doi.org/10.1080/17408989.2020.1823961
http://dx.doi.org/10.33448/rsd-v9i10.9340
https://psycnet.apa.org/doi/10.1016/j.chb.2010.01.011
https://doi.org/10.3390/su12187329
https://doi.org/10.1177/0033688220981784
https://doi.org/10.1080/15290824.2016.1228108
https://doi.org/10.1007/s11136-012-0122-x
https://doi.org/10.23750/abm.v91i1.9397
https://doi.org/10.1016/j.chb.2021.106793
https://doi.org/10.1207/s15327965pli1104_01
https://doi.org/10.1016/J.PROCS.2017.10.055
http://dx.doi.org/10.21125/inted.2018.1119

Psychreg Journal of Psychology - Volume 8 - Issue 2 - 2024
Elizabeth Kaplunov

Graham, C. R. (2006). Blended learning systems: Definition, current trends, and future directions. In
C.J. Bonk and C. R. Graham (Eds.), Handbook of blended learning: Global perspectives, local
designs. Pfeiffer Publishing.

Green, J.K. (2022). Designing Hybrid Spaces for Learning in Higher Education Health Contexts.
Postdigital Science and Education, 4, 93—115. https://doi.org/10.1007/s42438-021-00268-y

Hadiyanto, H., Failasofah, F., Armiwati, A., Abrar, M., & Thabran, Y. (2021). Students’ practices of 21st
century skills between conventional learning and blended learning. Journal of University
Teaching & Learning Practice, 18(3), 07. https://doi.org/10.53761/1.18.3.7

Haerens, L., Vansteenkiste, M., Aelterman, N., & Van den Berghe, L. (2016). Towards a systematic
study of the dark side of student motivation: antecedents and consequences of teachers’
controlling behaviors. In W. C. Liu, J. Chee Keng Wang, & R. M. Ryan (Eds.), Building
autonomous learners: Perspectives from research and practice using self-determination theory (pp.
59—81). https://doi.org/10.1007/978-981-287-630-0__420.

Hsu, H. C. K., Wang, C. V., & Levesque-Bristol, C. (2019). Reexamining the impact of self-
determination theory on learning outcomes in the online learning environment. Education
and Information Technologies, 24, 2159—2174. https://doi.org/10.1007/s10639-019-09863-w

Ismail, H., Khafaji, H., Fasla, H., Younis, A. R., & Harous, S. (2021). A cognitive style-based usability
evaluation of Zoom and Teams for online lecturing activities. In 2021 IEEE Global Engineering
Education Conference (EDUCON) (pp. 1565-1570). IEEE.
https://doi.org/10.1109/EDUCON/6332.2021.9454100

Jawaid, M., & Ashraf J. (2012). Initial experience of eLearning research module in undergraduate
medical curriculum of Dow University of Health Sciences: Development and students
perceptions. Pakistan Journal of Medical Sciences, 28(4), 591—-596.

Johnson, R. B., Onwuegbuzie, A.J., & Turner, L. A. (2007). Toward a definition of mixed methods
research. Journal of Mixed Methods Research, 1(2), 112—133.
https://doi.org/10.1177/1558689806298224

Kohnke, L., & Moorhouse, B. L. (2022). Facilitating synchronous online language learning through
Zoom. Relc Journal, 53(1), 296-301. https://doi.org/10.1177/0033688220937235

Lin, S.-L.; Wen, T.-H.; Ching, G.S.; Huang, Y.-C. (2021). Experiences and Challenges of an English as a
Medium of Instruction Course in Taiwan during COVID-19. International Journal of
Environmental Research in Public Health, 18, 12920. https://doi.org/10.3390/ijerph182412920

Mailizar, A., Abdulsalam, M., & Suci, B. (2020). Secondary school mathematics teachers' views on e-
learning implementation barriers during the COVID-19 pandemic: The case of Indonesia.
Eurasia Journal of Mathematics, Science & Technology Education, 1—9.
http://dx.doi.org/10.29333/ejmste/8240

Martyn, M. (2003). The hybrid online model: Good practice. Educause Quarterly, 1,18—23.

Meihami, H., & Husseini, F. (2022). A self-determination theory into the psychological needs of CALL:
Probing EFL teachers’ autobiographical narratives. Education and Information Technologies,
27(6), 7781-7803. https://doi.org/10.1007/s10639-022-10964-2

Menzel, L., Gombert, S., Mitri, D. D., & Drachsler, H. (2022). Superpowers in the Classroom:
Hyperchalk is an Online Whiteboard for Learning Analytics Data Collection. In I. Hilliger, P. J.
Mufioz-Merino, T. De Laet, A. Ortega-Arranz, & T. Farrell (Eds.), Educating for a new future:
Making sense of technology-enhanced learning adoption (Vol. 13450, pp. 463—469). Springer
Heidelberg. https://doi.org/10.1007/978-3-031-16290-9_ 37

Morse, J. M. (1991). Approaches to qualitative-quantitative methodological triangulation. Nursing
Research, 40(2),120—-123.

Morse, J. M. (2010). Simultaneous and sequential qualitative mixed method designs. Qualitative
Inquiry, 16(6), 483—491. https://doi.org/10.1177/107780041036/4741

Mukhtar, K., Javed, K., Arooj, M., & Sethi, A. (2020). Advantages, Limitations and Recommendations
for online learning during COVID-19 pandemic era. Pakistan Journal of Medical Sciences,
36(COVID19-S4), S27. https://doi.org/10.12669/pjms.36.covid19-s4.2785

Natsir, I., Latifa, A., & Ammade, S. (2021). Implementing Zoom as Blended Learning Platform to
Obtain Learning Process from Home during the pandemic of Covid-19 at Mtsn 3 Enrekang.
EXPOSURE: JURNAL Pendidikan Bahasa Inggris, 10(1), 109—118.
https://doi.org/10.26618/EXPOSURE.V1011.5071

76


https://doi.org/10.1007/s42438-021-00268-y
https://doi.org/10.53761/1.18.3.7
https://doi.org/10.1007/978-981-287-630-0_420
https://doi.org/10.1007/s10639-019-09863-w
https://doi.org/10.1109/EDUCON46332.2021.9454100
https://doi.org/10.1177/1558689806298224
https://doi.org/10.1177/0033688220937235
https://doi.org/10.3390/ijerph182412920
http://dx.doi.org/10.29333/ejmste/8240
https://doi.org/10.1007/s10639-022-10964-2
https://doi.org/10.1007/978-3-031-16290-9_37
https://doi.org/10.1177/1077800410364741
https://doi.org/10.12669/pjms.36.covid19-s4.2785
https://doi.org/10.26618/EXPOSURE.V10I1.5071

Psychreg Journal of Psychology - Volume 8 - Issue 2 - 2024
Elizabeth Kaplunov

Pal, D., & Vanijja, V. (2020). Perceived usability evaluation of Microsoft Teams as an online learning
platform during COVID-19 using system usability scale and technology acceptance model in
India. Children and Youth Services Review, 119, 105535.
https://doi.org/10.1016/j.childyouth.2020.105535

Picciano, A. G. (2006). Blended learning: Implications for growth and access. Journal of Asynchronous
Learning Networks, 10(3). https://doi.org/10.24059/0lj.v10i3.1758

Power, J., & Kannara, V. (2016). Best-practice model for technology enhanced learning in the creative
arts. Research in Learning Technology, 24, 30231-30316.
https://doi.org/10.3402/RLT.V24.30231

Purwanto, P., Utaya, S., Handoyo, B., Bachri, S., Astuti, I. S., Utomo, K. S. B., & Aldianto, Y. E. (2021).
Spatiotemporal analysis of COVID-19 spread with emerging hotspot analysis and space—time
cube models in East Java, Indonesia. ISPRS International Journal of Geo-Information, 10(3), 133.
https://doi.org/10.3390/ijgi10030133

Reeve, J., &Jang, H. (2006). What teachers say and do to support students' autonomy during a
learning activity. Journal of Educational Psychology, 98(1), 209—218.
https://doi.org/10.1037/0022-0663.98.1.209

Reviandani, W. (2021). The effectiveness of using blended learning with Google Classroom and Zoom
media on students' understanding. Innovation Research Journal, 2(2), 99—118.
https://doi.org/10.30587/INNOVATION.V212.3006

Robson, L., Gardner, B., & Dommett, E. J. (2022). The post-pandemic lecture: Views from academic
staff across the UK. Education Sciences, 12, 123. https://doi.org/10.3390/educsci12020123

Rojanarata, T. (2020, March). How online whiteboard promotes students' collaborative skills in
laboratory learning. In Proceedings of the 2020 8th International Conference on Information and
Education Technology (pp. 68—72). http://dx.doi.org/10.1145/3395245.3396433

Rossett, A., Douglis, F., & Frazee, R. V. (2003). Strategies for building blended learning. Retrieved
from http://www.learningcircuits.org/2003/jul2003/rossett.htm

Ryan, R. M., & Deci, E. L. (2000). Intrinsic and extrinsic motivations: Classic definitions and new
directions. Contemporary Educational Psychology, 25(1), 54—67.
https://doi.org/10.1006/ceps.1999.1020

Sadeghi, R., Sedaghat, M. M., & Sha Ahmadj, F. (2014). Comparison of the effect of lecture and
blended teaching methods on students’ learning and satisfaction. Journal of Advances in
Medical Education & Professionalism, 2, 14,6—150.

Sauro, J., & Lewis, J. R. (2016). Quantifying the user experience: Practical statistics for user research.
Morgan Kaufmann.

Sethi, A., Wajid, A., & Khan, A. (2019). eLearning: Are we there yet? The Professional Medical Journal,
26(04), 632—638. http://dx.doi.org/10.29309/TPM]/2019.26.04.3367

Singh, H. (2003). Building effective blended learning programs. Educational Technology, 43, 51—54.
https://doi.org/10.4018/978-1-7998-7607-6.ch002

Sobaih, A. E. E., Salem, A. E., Hasanein, A. M., & Elnasr, A. E. A. (2021). Responses to Covid-19 in
higher education: Students’ learning experience using Microsoft tTams versus social network
sites. Sustainability, 13(18), 10036. https://doi.org/10.3390/su131810036

Spathis, P., & Dey, R. (2021). Online teaching amid COVID-19: the case of zoom. In 2021 IEEE Global
Engineering Education Conference (EDUCON) (pp. 1398-1406). IEEE.
https://doi.org/10.1109/EDUCON46332.2021.9453918

Standage, M., Duda, J. L., & Ntoumanis, N. (2005). A test of self-determination theory in school
physical education. British Journal of Educational Psychology, 75(3), 411—433.
https://doi.org/10.1348/000709904X22359

Statista (2020). La Educacién del Futuro Serd Online? Retrieved from
https://es.statista.com/grafico/23692/encuesta-educacion-superior-online-o-presencial

Thanji, M., & Vasantha, S. (2016). ICT factors influencing consumer adoption of e-commerce
offerings for education. Indian Journal of Science and Technology, 9(32), 1-6.
https://doi.org/10.17485/ijst/2016/v9i32/98650

Toquero, C. M. (2020). Emergency remote teaching amid COVID-19: The turning point. Asian Journal
of Distance Education, 15(1), 185-188. http://dx.doi.org/10.5281/zenodo.3881748

Tu, N. P., & Luong, T. K. P. (2021, March). Online language learning via Moodle and Microsoft Teams:
students’ challenges and suggestions for improvement. In Proceedings of the AsiaCALL

77



https://doi.org/10.1016/j.childyouth.2020.105535
https://doi.org/10.24059/olj.v10i3.1758
https://doi.org/10.3402/RLT.V24.30231
https://doi.org/10.3390/ijgi10030133
https://doi.org/10.1037/0022-0663.98.1.209
https://doi.org/10.30587/INNOVATION.V2I2.3006
https://doi.org/10.3390/educsci12020123
http://dx.doi.org/10.1145/3395245.3396433
http://www.learningcircuits.org/2003/jul2003/rossett.htm
https://doi.org/10.1006/ceps.1999.1020
http://dx.doi.org/10.29309/TPMJ/2019.26.04.3367
https://doi.org/10.4018/978-1-7998-7607-6.ch002
https://doi.org/10.3390/su131810036
https://doi.org/10.1109/EDUCON46332.2021.9453918
https://es.statista.com/grafico/23692/encuesta-educacion-superior-online-o-presencial

Psychreg Journal of Psychology - Volume 8 - Issue 2 - 2024
Elizabeth Kaplunov

International Conference (Vol. 533, No. 978-94-6239-343-1, pp. 106—113).
http://dx.doi.org/10.2991/assehr.k.210226.013

UNESCO. (2022). Seguimiento global de los cierres de escuelas. Retrieved from
https://es.unesco.org/covidig/educationresponse

Vallerand, R.J., & Reid, G. (1984). On the causal effects of perceived competence on intrinsic
motivation: A test of cognitive evaluation theory. Journal of Sport and Exercise Psychology, 6(1),
94—-102.

Wong, S. (2015). Exploring the relation of students’language proficiency, online instructor guidance,
and online collaboration with their learning in Hong Kong bilingual cyber education.
International Journal of Cyber Society and Education, 8(2), 115—132.
https://doi.org/10.7903/IJCSE.1407

Wong, S., & Cooper, P. (2016). Reliability and validity of the explanatory sequential design of mixed
methods adopted to explore the influences on online learning in Hong Kong bilingual cyber
higher education. International Journal of Cyber Society and Education, 9(2), 45—64.

Wu, Z. (2020). How a top Chinese university is responding to coronavirus. World Economic Forum.
Retrieved from: https://www.weforum.org/agenda/2020/03/coronavirus-china-the-
challenges-ofonline-learning-for-universities

78


http://dx.doi.org/10.2991/assehr.k.210226.013
https://es.unesco.org/covid19/educationresponse
https://doi.org/10.7903/IJCSE.1407
https://www.weforum.org/agenda/2020/03/coronavirus-china-the-challenges-ofonline-learning-for-universities
https://www.weforum.org/agenda/2020/03/coronavirus-china-the-challenges-ofonline-learning-for-universities

Psychreg Journal of Psychology - Volume 8 - Issue 2 - 2024

Elizabeth Kaplunov

Survey

TECHNOLOGY USE IN CLASS

sheet.

Yes

By clicking "Yes", you confirm that you have read and understood the participant information

*

By clicking "Yes", you confirm that you agree with all the sections in the Consent form. *

Yes

Please state your gender.

Female

Male

Other

Please select your age range.

18

25

35

45-

54

65 and over

-24

-34

-44

54

-65

79



Psychreg Journal of Psychology - Volume 8 - Issue 2 - 2024
Elizabeth Kaplunov

Please rate your level of computer/technological skills.

1. Very Low
2. Medium

3. Very High

What subject do you teach?

Short-answer text

Which Study Group Centre are you based at?

Short-answer text

What tool do you use for classroom teaching?

Zoom
MS Teams
Skype for Business

Online Whiteboard

80



