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ABSTRACT 

Although educational online technologies (EOTs) have 
enhanced the dissemination of learning in higher 
education, key EOT obstacles have hindered their 
effectiveness, preventing widespread implementation. 
The persistence of these obstacles suggests that tertiary 
education institutes (TEIs) have experienced 
difficulties in understanding their key stakeholders’ 
EOT needs. This research made an interpretation of 
key stakeholders’ EOT experiences, to establish their 
existing EOT needs and challenges, and provide a 
foundation from which to recommend methods for 
effective EOT support. It analysed the experiences of 
10 students and 10 teachers from New Zealand and 
Australia and interpreted the meanings of these 
phenomena through an abstraction of local and global 
themes. This paper is the sixth in a series of six 
publications that presents the local themes. It 
documents the interpretations of teachers’ experiences 
with content, in reference to their use of two types of 
EOTs: learning management systems, and online video 
platforms.  These interpretations, which include 
descriptions of teachers’ EOT challenges, helped to 
inform a set of recommendations for effective EOT 
use, to assist TEIs in their efforts to address EOT 
challenges and meet their stakeholders’ needs. 
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1 INTRODUCTION 

Educational online technologies (EOTs) have 
revolutionised the delivery of online education, 
making a significant contribution to the global 
increase in demand for higher learning.  In an era 
of considerable online growth, their rapid 

emergence, adoption and demand has engendered 
significant advances across the higher education 
sector.  Traditional classroom spaces have evolved 
into dynamic blended tertiary environments 
(BTEs), providing tertiary education institutes 
(TEIs) with a modern means through which to 
augment course delivery.  These transformations 
signal exciting prospects for teachers and students, 
the key stakeholders in BTEs1.   

Despite the growth and demand for technology-
based learning, considerable obstacles impede the 
use of EOTs.  Such challenges include, but are not 
limited to attitudinal pre-dispositions, insubstantial 
training, and inadequacies in instructional design 
support [2].  Other challenges include resistance to 
change, ineffective EOT usage, lack of motivation, 
technical constraints, and accessibility [3].  These 
challenges pose a clear risk to the future success of 
BTEs [4], and create difficulties for stakeholders 
as they deliver and engage in learning.   

Significant efforts have been made to learn more 
about EOT challenges.  These have resulted in 
considerable subject-specific research, with varied 
and noteworthy contributions to the literature. 
Some studies have considered technology 
integration into blended environments [5], 
technology to support institutional roles [6], 
barriers to adoption of online learning [7], and the 
needs of online students [8].  However, while “our 
research foundation is rich” [9], not all problems 
have been adequately identified and addressed.   

The continuation of these challenges suggests that 
TEIs have experienced difficulties in 

1 Predictions about future growth, along with forecasts for EOT use are 
discussed in the first of these six papers [1]. 
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understanding their key stakeholders’ EOT needs. 
Over time, these needs have evolved, and in an 
environment of rapid technological change have 
not been addressed effectively. With their 
operations based in a dynamic environment, TEIs 
must maintain relevance by evolving and adapting 
to meet their stakeholders’ needs. However, doing 
this effectively requires that they have sound, up-
to-date understandings of their stakeholders’ EOT 
challenges, to deliver relevant and meaningful 
support.  

Through a phenomenological approach, this 
research aimed to interpret key stakeholders’ EOT 
experiences, establish their existing EOT needs 
and challenges, and recommend methods for 
effective EOT support. Using a 5-step qualitative 
analysis of data, it analysed the EOT experiences 
of ten students and ten teachers, categorised these 
to reflect the nature of their interactions with other 
key entities and then interpreted their meanings 
through an abstraction of local and global themes. 
The global themes delivered a broad set of 
interpretations about the meaning of key 
stakeholders’ experiences with other students, 
other teachers and content, and the local themes 
developed meanings that were specific to their use 
of distinct EOTs.  

This paper is the sixth in a series of six 
publications that present the local themes of this 
research, through written interpretations that 
describe the meaning of the phenomena. It 
documents teachers’ EOT experiences with 
content, in reference to their use of two different 
EOTs: Learning management systems (LMS) 
(Blackboard), and online video platforms 
(YouTube). Included in its interpretations are 
descriptions of stakeholders’ EOT challenges. 
These delivered a realistic portrayal of the 
phenomena to help strengthen knowledge about 
stakeholders’ needs. The interpretations helped to 
inform a set of recommendations for effective 
EOT use in teacher-to-content interactions. They 
were designed to assist TEIs to adapt to meet their 
stakeholders’ needs by providing a basis from 
which to tackle EOT challenges and deliver 
support.  

To lay a sound basis for this phenomenological 
study, the author undertook preliminary research, 
which clarified and verified issues from the 
literature, and created a basis for the selection of 
participants. It identified EOTs in BTEs [14], 
produced a classification system for EOTs 
[15][16], identified key stakeholders in BTEs [17], 
identified the EOT challenges of key stakeholders 
[3] and discussed a key challenge (resistance to 
change) in using EOTs [18]. 

2 METHODOLOGY 

The analysis of this data was guided by the 
methodology of interpretive phenomenology.  It 
aimed to make an interpretation of the meanings of 
stakeholders’ experiences [39]; [40]; [41]. Linked 
to the principles of Heideggerian philosophy [42], 
this analysis of experience [29] abstracted themes 
from students’ and teachers’ experiences into a 
range of interpretations, to illuminate the 
phenomena [40] of EOT activity. This choice in 
methodology was influenced by the research aim, 
which aimed to interpret key stakeholders’ EOT 
experiences in BTEs, the key research questions 
[43], which were: What were the EOT experiences 
of key stakeholders in BTEs? and What 
interpretations could be made from their 
meanings? It was also influenced by the 
researcher’s “interest in the meaning of a 
phenomenon as it [was] lived by other subjects” 
[27]. 

A group of ten students and ten teachers from 
TEIs in New Zealand and Australia were chosen 
as participants using a purposive sampling strategy 
[41]. This ensured that the data would be gathered 
from those with first-hand experiences of the 
phenomena [44]. The rationale for this number 
was based on literature about qualitative and 
phenomenological research. Nicholls [28] for 
example, explained that “phenomenological 
studies … commonly use[d] as few as five … 
participants” (p. 639). Rawat [45] also stated that 
usually “four or five respondents” were chosen for 
such interviews. It was on this basis that 20 
participants were chosen [27]; [28]; [39].  
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Further criteria were set in the selection of 
participants. To be interviewed, teachers had to be 
on full-time tenure with an accredited TEI, 
delivering a course in a blended learning modality. 
Students had to be aged 18 years or older, enrolled 
full time with an accredited TEI and in a course 
delivered in a blended learning modality. Teachers 
were identified from TEI website profiles of staff 
teaching in New Zealand or Australia. Students 
were identified with the help of a staff member at 
each TEI. Invitations sent out stated that 
participation was voluntary.  

The rationale for the selection of only teachers and 
students was based on a study by the author [17], 
which identified key stakeholders in BTEs. In this 
study, students were recognised as key 
stakeholders because of the requirement for them 
to “buy into” blended learning, “participate fully, 
and be convinced” of its value [17]. Teachers were 
acknowledged as key stakeholders due to their 
direct involvement in the teaching and learning 
process and their every-day focus on and influence 
over learning activity. 

The phenomenological interviews followed a 
semi-structured format and were conducted using 
web-based conferencing technology (Skype) and 
recorded using Pamela software. Participants set 
aside approximately 45 minutes to engage [46] 
and were asked a set of 27 questions. They 
responded with first-hand narratives [35]; [47]; 
[44] of their EOT experiences, which included 
descriptions about their use of different EOTs to 
interact with various key entities (students, 
teachers and content). The situational aspects of 
their descriptions were crucial to the study, since 
understandings of a phenomenon [i.e. EOT use] 
had to be “connected to a specific context in which 
the phenomenon [had been] experienced” [i.e., a 
BTE] [27].  

To encourage a candid portrayal of the 
phenomena, the questions were developed to draw 
out experiences that included descriptions of 
stakeholders’ EOT challenges. Probes were used 
to clarify and encourage participants’ in-depth 
explanations [48]; [37]; [44]. The questions were 
also framed to encourage their recollections of 

encounters with different key entities. These types 
of encounters were based on the classification by 
interaction taxonomy augmented by Culatta [19] 
and the original classification proposed by Moore 
[20]. These categorised technologies by the 
relationship between learners and other entities. 
The first three interaction types of the original 
taxonomy were learner to expert, learner to 
learner, and learner to content. Culatta [19] 
presented a fourth category: learner to context. 
Tuapawa, Sher, and Gu [15][16], recommended a 
fifth category: learner to media. These categories 
were adapted to interviews with teachers, as 
follows: (1) teacher to student, (2) teacher to 
teacher, (3) teacher to content, (4) teacher to 
context, and (5) teacher to media. The use of a 
relationship-based taxonomy for arranging the 
questions helped refine stakeholders’ experiences 
into recognisable EOT interactions. It revealed 
distinctions between the phenomena in different 
key relationships, and established a structure 
through which to arrange the themes or meanings 
of the phenomena [44]. Table 1 outlines the 
questions asked of teachers about their EOT 
experiences with content.  

Table 1 
Interview questions 
Interaction 
type 

Questions 

Teacher-to-
content 

(a) Describe an experience in 
which you used an EOT in a 
teacher-to-content interaction 
while studying in a BTE?  

(b) Did you face issues or 
challenges using the EOT? 
Explain. 

(c) What do you think would be 
a solution to this issue? 

(d) What do you think would 
have helped you make more 
meaningful use of this EOT? 

(e) Did you experience benefits 
in using this EOT? Explain. 

Recordings of the interviews were transcribed 
using pre-formatted templates. This process, 
enabled the researcher to become deeply familiar 
with the content [49] and prepare it for analysis. 

15

The International Journal of E-Learning and Educational Technologies in the Digital Media (IJEETDM) 3(1): 13-22
The Society of Digital Information and Wireless Communications (SDIWC), 2017 ISSN: 2410-0439 (Online)



Yin’s [50] five phases of qualitative analysis, 
compiling, disassembling, reassembling, 
interpreting, and concluding, were used to 
structure and conduct the analysis. Table 2 shows 
the connection between these phases, and the 
techniques used. 

Table 2 
Phases of qualitative analysis vs 
phenomenological research techniques 
Stage Stage description Phenomenological 

research 
technique 

1 Compiling Data transcripts 
imported and 
arranged 

2 Disassembling Data coded with 
nodes  

3 Reassembling Memos used to 
build 
understandings of 
EOT phenomena 

4 Interpreting 
(thematic analysis 
and 
interpretation) 

Themes abstracted, 
meanings of 
phenomena 
described through 
written 
interpretations 

5 Concluding 
(conclusions and 
recommendations
) 

Recommendations 
made for effective 
EOT use to support 
stakeholders’ 
needs. 

NVivo software [21] was used to import, compile, 
and organise the interview transcripts into an 
organised structure [50]. These data were 
disassembled and coded, and the data were 
separated into categories that matched to the 
interview questions. These categories represented 
the data clearly and enabled it to be assigned, 
referenced and held in manageable groupings [22]. 
Table 3 shows the link between the labels used for 
coding, and the questions. 

Table 3 
Nodes linked to teacher interview questions 
Node Node Related question 

description 
1 Teacher-to-

content Q1a 
Describe an experience 
in which you used an 
EOT in a teacher-to-
content interaction while 
teaching in a BTE.  

2 Teacher-to-
content Q1b 

Did you face issues or 
challenges using the 
EOT in this case? 
Explain. 

3 Teacher-to-
content Q1c 

What do you think 
would be a solution to 
this issue? 

4 Teacher-to-
content Q1d 

What do you think 
would have helped you 
make more meaningful 
use of this EOT? 

5 Teacher-to-
content Q1e 

Did you experience 
benefits in using this 
EOT? Explain. 

The data were reassembled, and moved from the 
nodal position into analytic memos [50], where 
they were used to elaborate ideas [21] and develop 
understandings about the phenomena [23]. Finally, 
the data were subjected to a thematic analysis, 
which involved an abstraction of local and global 
themes [39]. In this process, the essential 
meanings of the phenomena, were discovered 
through engagement with the descriptions of the 
experiences [44]. These were written into a series 
of interpretations to illuminate the phenomena [40] 
of EOT use. The global themes developed broad 
interpretations of the phenomena, whereas the 
local themes derived meanings from the use of 
individual EOTs.  

The example in Figure 1 demonstrates how the 
data were gathered, transcribed, sorted and coded 
using nodes, refined into a teacher-to-content 
based memo and interpreted through an analysis of 
themes. These provided the foundation for the 
discussion of results in this paper.  

Figure 1:  Process of data analysis 
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3 DISCUSSION OF RESULTS 

This section discusses the local themes that were 
abstracted from teachers’ EOT experiences with 
content2. They are delivered as a series of written 
interpretations of teachers’ lived experiences [40]; 
[44] and organised into two sections based on the 
EOT types teachers had identified: Learning 
management systems (LMS)(Blackboard), and 
online video platforms (YouTube). Each section 
includes a description of the EOT brand exemplar, 
and an interpretation of teachers’ experiences, 
which include their comments on EOT issues , 
challenges, usage, and solutions. The labels used 
to describe the EOT types are based on the 
Pentexonomy [15][16], a robust, contextualised 
and multi-dimensional framework for categorising 
EOTs3.  

EOT: Learning management system 
Example: Blackboard 

Description Blackboard is a comprehensive and 
flexible e-Learning software platform that 
provides a complete course and learning 
management system [24].  It is can serve as a 
‘repository’ for learning resources, or be used in 
more innovative ways such as ‘an e-learning portal 
around a particular programme of work or sets of 
activities’ [14]. 

Experiences  Teachers’ experiences using 
Blackboard to interact with content revealed that 

2 This discussion also includes a small amount of data from interviews with 
blended learning experts, some of whom were teachers.  
3 It is important to note that the views expressed by participants reflected 
the state of development of software at a particular point in time, the ways 
in which it was implemented and maintained, and the manner in which it 
was used.  Notwithstanding these realities, much was gained from their 
comments.  

their EOT activity involved editing materials, 
providing links to resources, and marking and 
uploading assessment material.  Negative views of 
Blackboard involved problems with usability and 
technical issues, large file sizes, and copyrighted 
content.  One teacher described Blackboard as the 
‘central [means] to formalising content’, and 
commented on its value for disseminating 
materials.  ‘I like being able to take content …and 
upload [it] to Blackboard,’ he said, ‘because then 
… [it exists] in a virtual area that everyone can
access.’  Another teacher used Blackboard as an 
upload point for his lecture recordings, and as a 
repository for slides that students would later use 
for course revision.  ‘You haven’t got anything 
locally on your computer…it’s all on Blackboard.’ 
This meant that teachers ‘[didn’t] have to 
download anything to [their] computer, [they 
could] do it all online’, which ‘[was] handy’.  One 
teacher adapted her content to suit both distance 
students and on-campus students, so that ‘all 
students’ had access to ‘all the material every 
week that [they had] lectures.’  Another ‘put 
material up…which [was] fairly low quality’ to 
ensure that ‘students who [were] out in the wild, 
and might not have a very good [internet] 
connection’ could access the learning materials. 
Some uploaded content that included 
‘PowerPoints and mp3 recordings of the lectures’. 
Others made ‘tutorial links’ available, and some 
developed content that instructed students ‘where 
they should be at’ in their course progress.   

Using Blackboard to edit and maintain content 
meant ‘there was no printing out…no formatting’ 
because ‘it was [all] there online’.  For teachers 
interacting with assessment content, Blackboard 
also provided an efficient method for ‘online 
marking’, which ‘[made] it easier’.  ‘You [could] 
mark and give feedback online, without having to 
put anything down on paper.’ Explaining the ease 
in doing this, one teacher said ‘it’s there online, 
[you] put the marks in, put comments in’…and 
‘then at the end of the course, you download the 
spreadsheet, and can get [access] to all the marks.’ 
Pleased with Blackboard’s efficient assessment 
methods, one teacher stated that it was ‘ just easier 
to mark online.’  Despite these benefits, various 
challenges impacted teachers’ experiences with 
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content.  ‘Blackboard has quirks’, said one 
teacher, ‘it suddenly freezes…it is slow’. 
Expressing her frustration, she added ‘I find 
Blackboard very annoying’ because ‘the screen 
layout is messy’ and requires that I ‘constantly 
change tabs’.  Blackboard was described by others 
as ‘clunky’.  Some experienced problems 
interacting with assessment functions.  ‘You end 
up with several different places you can enter 
marks’.  This led to ‘a bit of uncertainty’ as to 
whether ‘comments…[were]…going to get to the 
student’.  One teacher recommended improving 
‘the interface, [it] need[ed] cleaning up’, and 
‘could do with some smoothing’ out.  

Another challenge related to oversized file uploads 
which contained media-rich content.  ‘Often the 
recordings…[could] be very large.’  While ‘that’s 
great if you’ve got a good download speed…if 
[however] you’re out in the country, that’s not 
good’.  Teachers suggested taking time to consider 
how ‘bandwidth issues’ impacted content 
interactions.  Having a built in ‘way of lowering 
the quality’ of files would improve its efficiency. 
Another teacher recommended creating or 
augmenting the ‘system … [to] enable…lower 
[quality] downloads…to make it easier’, since the 
use of large files ‘ha[d] become an issue.’  Stating 
where the responsibility lay, one teacher stated 
that ‘the manufacturers at Blackboard need[ed] to 
work at it, and come up with some answers.’ 
Another commented on the importance of 
achieving a balance between download speed and 
quality visual content.  ‘It’s a mixture, [but] visual 
people learn better with visual prompts.’ While 
improvements to content were justified, some felt 
that ‘technology was still not there in almost all of 
these aspects.’  Reflecting on the content issues he 
experienced using Blackboard, one teacher 
remarked ‘I would love them to come into my 
office, when I’m having a hard time so I [could 
ask] ‘why is it doing this?  Why can’t it do this?’ 
Some also expressed frustration over Blackboard’s 
lack of ‘intuitive design’, describing its ‘html 
style’ as ‘outdated’.  One recommended that ‘the 
design of the environment be more customisable.’   

Teachers recognised the work involved in creating 
and delivering effective content, but asserted that 

in some cases the system made it ‘problematic.’  
‘Copyright issues’ around posting academic 
content also raised challenges for teachers. ‘We’ve 
got to be very careful about putting up chapters’.  
Acknowledging the need for access to this content, 
one admitted ‘you’ve got people who are away 
from libraries…who may be out in the middle of 
nowhere’ where unfortunately, ‘there are no 
libraries’.  While these users ‘rely on…online 
journals’, help is limited because ‘our copyright 
rules get in our way…and really slow things 
down.’  Teachers said that while ‘having some of 
the chapters online would be good…we can’t do 
it.’  

EOT: Online video platform 
Example: YouTube 

Description  YouTube is designed to enable users 
to upload and share videos that can be viewed by 
anyone [25].  It utilises repositories to enable users 
to manage their profiles, share content and 
collaborate [26].  YouTube is being used 
extensively to showcase video clips that support 
learning.  ‘One of the trends’ is to ‘put [the media 
clips] on YouTube…instead of using local storage 
or LMS’ [14].  

Experiences  Themes from teachers’ experiences 
about the use of YouTube to interact with content 
showed they valued it as a means to view, edit and 
upload teaching materials that showcased hands-
on tasks, and delivered practical learning 
experiences.  They valued the level of ‘currency’ 
that YouTube content added to their teaching.  The 
difficulty with ‘textbook examples’ was that ‘even 
if you’re using a 2014 textbook,’ the examples 
within these chapters ‘[were] 2013, 2012.’  
Explaining the advantage of using online videos, 
one teacher stated that ‘you [could] use really 
current examples’ to support learning activity.  
One teacher used YouTube as a repository for 
teaching content, and had a ‘YouTube channel that 
[she] put videos on’ and also a ‘a class YouTube 
channel’ which contained ‘links to useful websites 
and games’ to support student activity.  Teachers 
also valued YouTube’s ability to handle large 
files.  ‘What’s awesome about this [capability], is 
that…it splits your files up, [and] while it’s 
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uploading, you [could] put all the [supporting 
video] info up.’  Similarly, another teacher valued 
being able to store files on YouTube ‘instead of 
using local storage or LMS storage’.  

Despite the advantages of using YouTube to 
interact with content, some teachers experienced a 
lack of ‘control over what you’re linking to in the 
long term.’  Explaining this problem, one teacher 
indicated that ‘a YouTube video’ planned for use 
during class ‘might [later] not be there, or might 
be replaced with something inappropriate.’  File 
owners occasionally removed their files from 
YouTube, creating issues for teachers who 
interacted with this content on an ongoing basis. 
‘More often than not,’ she explained, ‘the videos 
I’d linked to had been made private,’ preventing 
access to learning material.’  Other video clips 
‘had been…taken down for copyright treasons’, 
which increased the workloads of teachers who 
had to ‘run around trying to update links.’  ‘Trying 
to keep those links up to date’ was difficult, but 
teachers knew it was important to ‘make sure there 
had been no exchange to inappropriate materials.’ 
Referring to one example, a teacher explained how 
she ‘had a link to a commercial site, which used a 
game [that taught] people how to reference 
correctly.’  She had ‘checked it again before the 
lecture’, only to find that ‘it now linked to a spam 
site’.  This had happened because ‘the URL had 
been let go’, and now the site contained ‘flashing 
gaudy advertising’.  Reflecting on the possible 
outcome, she admitted that ‘this [interaction] 
could have [had an adverse effect in class] and 
made [her] look crappy’.   

Other challenges with YouTube involved creating 
content intended for upload.  ‘Technical issues 
with the screen capture’ gave one teacher 
difficulty, and she had ‘to fiddle around…to get it 
to work.’  Frustrated, she explained that while 
‘sometimes it would work’, she didn’t know ‘how 
to make it work reliably’.  The potential for these 
issues occurring created anxiety.  ‘You [did not] 
want to give a half-hour lecture’ she stated, ‘and 
then find out you didn’t record the sound, [and 
realize that the students would] … see… the slides 
[without] sound, it [would] not [be] very good.’  
Admitting however, that expecting free software 

to work consistently without failure was 
unreasonable, she admitted ‘I’m expecting a lot.’ 
Training was recommended as a solution. 
‘Someone [should] give you a workshop and show 
you how to do this,’ because ‘there [were] so 
many tools, it’s very complicated…[and it’s] 
almost bewildering how many…you can actually 
use.’  Others felt that while ‘there [was] support 
there…there could be more.’  Some said that 
‘effort’ was required ‘to get over the hard part’. 
One teacher praised the efforts of her institute’s 
education development centre, which provided 
one-of-one EOT help to teachers.  For others, ‘it’s 
better if someone can give you a workshop and 
show you how to do this.’ ‘Workshops or seminars 
for academics to come along’ was recommended 
as a way to help teacher’s improve their YouTube 
skills.   

One teacher was reluctant to engage with 
YouTube content unless the files were ‘recorded 
to the quality of the lectures…on TV or on TED 
talks’, which filmed using ‘multiple perspectives’, 
and were more likely to increase ‘engagement’ 
levels.  Otherwise, he asserted, ‘you get people 
standing up’ and walking out, ‘and it just doesn’t 
work’.  Searching for a solution, he continued ‘if I 
was going to record my lectures’ for uploading to 
YouTube, ‘I’d want multiple angles, and the same 
treatment as TED talks.’  Comments like these 
about YouTube emphasised how the perceived 
level of content quality influenced teachers buy-in 
to its use.  Content was often developed using 
other EOTs, and then ‘uploaded to Youtube.  For 
example, one teacher explained ‘sometimes [we] 
use Jing, but most of us will use Camtasia or 
Adobe Connect, do it locally’, and copy it to 
YouTube.  In doing ‘content preparation’, teachers 
found they could ‘merge from one [EOT] to 
another’.  

Other teachers’ experiences involved the use of 
Moodle, Mindomo, PeerWise, Word Cloud, 
Echo360, Prezi, Jing, Camtasia, Google Drive, 
WikiEducator, Vimeo, Blogger.  

Teachers experiences using EOTs to interact with 
content were varied and informative.  Their 
descriptions indicated that effective EOT use 
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contributed to enriched teacher-to-content 
interactions, whereas ineffective use created 
challenges that negatively impacted on their 
activity.  Teachers’ descriptions of EOT 
challenges revealed the reality of their 
experiences, and the extent to which these 
obstacles limited their engagement with content.  
Some expressed frustration, disappointment, and 
annoyance when faced with technical or usability 
issues.  Despite negative experiences, general 
recognition of the role EOTs played in enabling 
engagement was evident.  Teachers indicated that 
improvements to EOT usability, technical support, 
and design would reduce certain challenges, and 
enhance their interactions with content.  Their 
recommendations for solutions to challenges 
signaled that they wanted change and relevant 
support, to ensure their commitment to EOT use. 
Teachers valued EOTs that afforded the efficient 
editing, linking, marking, uploading and 
demonstration of content.   

4 RECOMMENDATIONS 

A summary of recommendations for addressing 
some of the EOT challenges described in teachers’ 
experiences is outlined below: 

• TEIs investigate the potential for
extending, enabling and improving LMS
features to accommodate teachers’ online
course delivery and assessment needs

• Managers urge and facilitate teachers’
ongoing needs-based training for LMS use,
to ensure they have relevant skills to
undertake effective online course
construction and delivery

• Teachers consider bandwidth limitations,
and ensure that online file sizes do not
impede access to learning, but can be
downloaded efficiently

• Teachers ensure teaching content from
external sources is current and appropriate
for course delivery

• Teachers investigate the potential and
feasibility for developing higher quality
video lecture recordings, e.g. capture in-
class activity from multiple angles

• Teachers ensure that sound and audio
equipment works effectively to support in-
class learning experiences

5 CONCLUSION 

This research made a phenomenological 
interpretation of key stakeholders’ EOT 
experiences to strengthen understandings about 
their EOT needs and challenges and provide a 
basis from which to recommend methods for 
effective EOT support. It analysed the EOT 
experiences of ten students and ten teachers from 
TEIs in New Zealand and Australia and 
interpreted the meanings of the phenomena 
through an abstraction of themes. This paper was 
the sixth in a series of six publications that 
presented the local themes of this research. It 
documented the interpretations of teachers’ EOT 
experiences with content, in reference to their use 
of two different types of EOTs: Learning 
management systems (LMS)(Blackboard), and 
online video platforms (YouTube). These 
interpretations, which delivered insights into the 
reality of teachers’ EOT challenges and needs, 
helped to inform a set of recommendations for 
effective EOT use, to assist TEIs in their efforts to 
address EOT challenges and needs through 
relevant, meaningful EOT support. 

The small sample size normally used in 
phenomenological studies makes it challenging to 
generalise results across large groups [44]. 
However, the descriptions of first-hand 
experiences provides a rich and authentic means 
from which to extract in-depth levels of 
knowledge about the phenomena. Although an 
interpretive phenomenological approach supported 
the researcher’s “interest in the meaning of a 
phenomenon as it [was] lived by other subjects”, it 
also permitted their personal preconceptions to 
affect the analysis of data [27].  

The interpretations in this research could be used 
to support understandings about other similar 
EOTs. For example, the themes drawn from 
students’ experiences with Blackboard could in 
some cases be applied to Moodle. This research 
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has the potential to be replicated and applied to 
other TEI stakeholders, such as administrators or 
educational support staff, to strengthen 
understandings of their EOT challenges and needs. 
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