
RESEARCH ARTICLE

Teachers’ concerns about integrating

information and communication technologies

in the classrooms

Opeyemi Dele-Ajayi1*, Oluwakemi Dunsin FasaeID
2, Akachukwu Okoli2

1 Digital Learning Laboratory, Northumbria University, Ellison Place, Newcastle upon Tyne, United Kingdom,

2 Stemres Learning, Ikeja, Lagos, Nigeria

* o.dele-ajayi@northumbria.ac.uk

Abstract

Teachers in developing countries are facing increasing social and political pressure to use

Information and Communication Technologies (ICT) to improve the access to and the qual-

ity of education available to young people. This is a core part of several government-led ini-

tiatives to attain the United Nations Sustainable Development Goal 4-quality education.

While there is no shortage of ICT, the adoption for actual use in the classroom is often a hur-

dle for teachers, due to various concerns they harbour. This research study used the Con-

cerns-Based Adoption Model (CBAM) to assess the stages of concern of 340 Nigerian

teachers about adopting and integrating ICT in the classroom. The findings indicated that

teachers’ concerns were most intense in the awareness, management and information

stages respectively, and lowest at the collaborative and consequence levels. Further exami-

nation of the results also shows a significant relationship between the stages of concern and

teachers’ personal attributes like teaching experience, age and the class level they teach.

These findings provide practical insights into how to better create effective teacher profes-

sional development interventions, to assist teachers in adopting and integrating ICT, to

enhance the learning experience of young people within the classroom.

Introduction

A steady proliferation of ICT in everyday life has led to an increased interest in their applica-

tion to education. As pandemics continue to cause disruptions to educational systems across

the world, Educational Technology (EdTech) advocates and researchers predict that more

learning and teaching will happen via ICTs now and in the coming years [1,2]. This study

adopts the general definition of ICTs as “information and communication technologies that

enable the production, storage and handling of information, and facilitate different forms of

communication between human beings and electronic systems and among electronic systems

in digital, binary computer language” [3]. Some of these ICTs include mobile and web applica-

tions, digital games, tablets, laptops, social media and mobile phones [4]. As young people

increasingly get exposed to ICTs, the debate has moved from ‘should they be using them?’, to

how educational benefits can be acquired from their use [5]. Numerous studies have
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established that ICTs are indeed useful for learning. Studies have shown that Web 2.0 technol-

ogies can also provide better learning engagement and support for students to learn actively

and collaboratively [6]. Witt et al. [7] identified convenience (easy access), portability (any-

where access) and immediacy (anytime access) as benefits in their study of students’ use of tab-

lets for learning. A handful of studies maintain that digital games have the potential to help

learners inculcate 21st century skills like creativity, critical thinking, collaboration and com-

munication [8,9]. In their study of the use of mobile digital games in the traditional classroom,

Dele-Ajayi et. al. [5] found that young people who used mobile games as supplements in math-

ematics classrooms had a better learning experience and participated more than those who did

not.

For many developing countries, the most important value of ICTs lies in its student-centric

approach as it encourages the active participation of students in learning activities. In Nigeria

for example, many classrooms are considered to be unengaging, boring and teacher-centred

[10] with rote learning and memorisation of facts prevalent in classroom education. ICTs have

the potential to improve the participation of young people by increasing their motivation and

providing a more engaging classroom experience. Despite the advantages that ICTs offer

within the traditional classroom; evidence suggests that it can cause disruption to the tradi-

tional classroom dynamics teachers are already used to [10]. This is a plausible explanation as

to why classrooms across the world, especially those in developing countries are yet to fully

experience the benefits that ICTs and EdTech offer [11]. Teaching professionals are the main

drivers of change in the classroom and the adoption of ICTs is often heavily dependent on

them. Likewise, the successful continued use is greatly determined by how well a teacher inte-

grates ICTs for teaching and learning within the classroom [12]. While teachers are increas-

ingly using ICTs in their daily lives, they have not adequately adopted these for use in the

classroom [13]. Many studies have sought to understand the process of acceptance of ICTs by

teachers using Technology Acceptance Models (TAMs) [14,15] and the Innovation Diffusion

Theory [16].

In the specific context of developing countries, several studies have also explored the barri-

ers to ICT adoption and integration. In Ghana, studies show that insufficient teaching technol-

ogy expertise [17], lack of adequate training and access issues are barriers to teachers using

ICTs in education [18]. Teachers in South Africa reported that unreliable electricity was a bar-

rier to the use of ICTs for teaching in their classrooms [19]. Likewise, in Nigeria, teachers iden-

tified unstable educational curricula, poor orientation towards ICT and government policy as

barriers to adoption in the classroom [13]. As majority of the schools in Nigeria are govern-

ment owned, the practices in these schools are often influenced strongly by the policies of the

government. According to a rapid scan of the EdTech space in Nigeria [20], the Nigerian gov-

ernment has an ICT in education policy [21] which was developed due to a need for coordina-

tion and standardization of the deployment of ICT in education. In addition to this policy, a

National Implementation Guideline for ICTs in Education [22] was also developed to give

clear instructions to education stakeholders across the country in the deployment of technol-

ogy in education. The authors [20], based on their study, say that, very little progress has been

made in putting into action these policies and guidelines as schools in Nigeria are still not

equipped enough in the use of ICTs in the classroom. They also highlighted that data on state

of ICT infrastructure in primary and secondary schools in Nigeria is not always readily avail-

able, majorly because the data were never collected, or it’s not made available to the public.

They however, made their conclusions based on the statements from a representative of the

ministry of education, who said, the technological situation in most primary and secondary

schools is generally bad. Majority of the primary schools do not have access to electricity, inter-

net access or computing devices for teaching or learning. The situation is fairly better in
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secondary schools where they are connected to electricity but with several weeks of blackout

and when available, very low current. They often resort to the use of generators which are

often restricted to specific places in the schools like the principals’ offices. The secondary

schools, like the primary schools, do not have internet connectivity. Even though, there have

been projects and initiatives carried out by the federal and state governments, private institu-

tions and non-profit organizations, to improve access to ICTs in schools, like installation of

solar panels to supply electricity to schools, donations of computers and laptops to schools,

etc., there are still a lot of schools that do not have these infrastructures. For those who have,

due to lack of maintenance and poor use of the infrastructure, they begin to fail. This situation

in Nigeria, apart from the perception of teachers makes the adoption of technology in the

classroom difficult.

Due to cultural, social and individual differences, teachers across the world perceive tech-

nology differently and their use of technology in education is strongly determined by how they

think and feel about it [23]. Ertmer et. al. [24] broadly classified barriers to adopting and using

technology under first and second order barriers. The first-order barriers are external: those

related to resources e.g. access to technology, technical and administrative support and sec-

ond-order barriers are internal: those barriers related to teachers and their attitudes e.g. beliefs

about classroom practices and routines, unwillingness to embrace change and beliefs about

teaching and learning. Ertmer et. al. [24] maintained that the second-order barriers often pres-

ent a bigger challenge than the first-order barriers. Essentially, teachers are more likely to suc-

cessfully navigate and tackle first-order barriers like lack of administrative and technical

support if they have overcome second-order barriers like attitudes and belief about technology.

In the process of integrating innovative ICT within classrooms, governments often use special-

ised professional development programmes as a means of addressing poor orientation and

teachers’ skills gap in the use of technology [25]. It has been established that the willingness

and ability of teachers to adopt and integrate ICTs in their classrooms for teaching is depen-

dent on the quality of the professional development training they receive [23,26]. However,

not all professional development programmes are effective as they often focus on skills acquisi-

tion rather than supporting the change process that teachers undergo in adopting and integrat-

ing innovation within the classroom [27]. In designing effective professional development

programmes to support the change process, teachers’ concerns about making the change need

to be accurately identified and addressed. A few studies have been conducted on teachers’ con-

cerns and experiences about using ICTs and other innovations in the classroom in different

parts of the world, mostly from western countries [28] where educational institutions are con-

sidered to be more matured and better positioned for technology adoption. To the best of the

authors’ knowledge, this is the first study conducted into the concerns of schoolteachers about

using ICT within the classroom in Nigeria. Nigeria has the largest population in Africa [29]

and is currently dealing with a huge learning crises. A report by UNICEF [30] states that one

in every five of the world’s out-of-school children is in Nigeria, with a total of 10.5 million chil-

dren currently out of school [31]. There is a growing interest within governments and from

funders towards the potential of ICT for addressing some of the learning crises [32,33].

Although research into the adoption and integration of technology is in its infancy [11] the

authors hope that the results of this study would provide useful insights into how best teachers

can be supported to use ICT in their classrooms.

Theoretical framework

This study used the Concern-Based Adoption Model (CBAM), developed by [34,35] as a theo-

retical framework to understand the concerns of teachers about adopting ICT in their
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classrooms. The CBAM is based on an earlier work by Fuller [36] in which the concept of con-

cerns was used to explore how training teachers responded to change at the start of their teach-

ing careers. Teachers’ concerns about technology is a representation of their feelings,

preoccupation, thoughts, consideration, and beliefs as regards the integration of technology in

the classroom [36,37]. In introducing an innovation to teachers, their concerns could either

facilitate or obstruct its implementation. The CBAM posits that change is not an event, rather

developmental growth in feelings and skills, that occurs in stages. Teachers’ concerns changed

over time from unrelated concerns (teachers are concerned about other things or are uncon-

cerned about the innovation) to the focus on self (concern related to one’s self), to task (con-

cern related to the implementation of the task) and finally to impact (concern related to the

impact of the implementation on students’ learning in the classroom) [38]. These four catego-

ries are expanded into seven Stages of Concern (SoC):

Unrelated concern

• Stage 0 (Awareness stage): In this stage, teachers have very little or no interest, awareness or

involvement in the innovation.

Self concern

• Stage 1 (Informational stage): In this stage, teachers have a general awareness and are seeking

out more information about the innovation.

• Stage 2 (Personal stage): In this stage, teachers are concerned about the demands the innova-

tion would place on their skills, their ability to meet the demands, and ultimately their role

in the implementation of the innovation.

Task concern

• Stage 3 (Management stage): In this stage, teachers’ concern and focus is on how to best

implement the innovation and the management of the several operational aspects like

resources, time and other duties.

Impact concern

• Stage 4 (Consequence stage): In this stage, teachers focus on the impact of the innovation on

their students’ learning.

• Stage 5 (Collaboration stage): In this stage, teachers focus on trying to understand how their

colleagues are using the innovation and how they could coordinate, collaborate and cooper-

ate with them.

• Stage 6 (Refocusing stage): In this stage, teachers focus is on exploring further ways to reap

wider benefits from the innovation by modifying or innovating it.

Generally, with an innovation, a teacher often starts with higher levels of concern intensity on

the self category (stages 1 and 2) stages. Through sustained use, they progress unto task (stage

3), and as the teacher becomes more experienced in the use of the innovation, they develop a

higher intensity of concern over the impact categories (stages 4, 5 and 6). However, whilst

these stages appear to evolve in this logical progression, they are not mutually exclusive as they
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often overlap, and a teacher could experience multiple stages of concern with different inten-

sity levels at the different stages of concern. [39–41]. In order to measure the intensity of con-

cern at the different stages, Hall et. al. [42] developed a 35-item diagnostic tool called the SoC

questionnaire.

The SoC element of the CBAM has been widely used to explore the stages of concern of

teachers in adopting an innovation across several countries. Most studies looked at the peak

stage of concern, as well as the patterns of concerns exhibited by the entire population that was

being studied. Hao et al. [40] studied 200 Taiwan teachers’ concern about integrating Web 2.0

technologies in education. They found that the teachers’ concerns were most intense at the

informational stage, followed by the personal and management stages. Their findings suggest

that most of the teachers in their sample study who had some level of awareness of Web 2.0

tools, were less worried about implementing the innovation but more interested in the general

aspects of the technology in a less personal way. Liu et al. [43] examined the concerns of 86 in-

service teachers in the United States about integrating technology. Their results also showed

that teachers’ concerns were intense in the informational, personal and refocusing stages, sug-

gesting that the teachers they studied had limited information related to technology integra-

tion even though they had access to internet in their classrooms. Similarly, in Ashrafzadeh

et al. [39] study of 91 Iranian teachers, the peak of their concerns was shown to be at the infor-

mation stage. Their study concluded that instructors need more information about how tech-

nology can be integrated into their teaching. Their study highlighted that anxiety with using

technology in instruction is present even amongst experienced teachers who had previously

received training on using ICT in the classroom. Jong [44] investigated the concerns of 118

teachers about using a Virtual Interactive Student-oriented Learning Environment (VISOLE)

in school education. The teachers in their study had completed a VISOLE induction training

before taking part in the SoC survey. Their results showed the teachers’ peak concern to be

management, highlighting the support teachers would require to adopt and integrate VISOLE

within their classrooms.

In addition to investigating the peak and pattern of concerns, these studies and some others

have explored the relationship between stages of concern and teachers’ demographics or char-

acteristics, with particular interest on gender, age and teaching experience. In their study of

Taiwan teachers’ concern with integrating Web 2.0 tools for teaching, Chen et al. [41] found

that across most of the stages, male and female teachers expressed similar intensity of concern.

However, in the three internal stages (0, 1 and 2), females had significantly higher intensity

than males. This finding led the authors to suggest that female teachers in their cohort were

more anxious about using Web 2.0 applications than males or were less aware about technol-

ogy integration for education. Their study further highlighted significant correlations between

teachers’ stages of concern and some other characteristics like areas of discipline and self-

reported levels of Web 2.0 use in teaching. However, Ashrafzadeh et al. [39] did not find any

significant difference between teachers’ stages of concern and any of their demographic fea-

tures–age, gender, field of study and teaching experience. In Al-rawajfih et al. [45] study of 350

Jordanian teachers’ concerns about integrating e- learning in schools, males and females did

not show any significant difference in the intensity of concerns they expressed across the dif-

ferent stages. However, their study found a significant difference in teachers’ concern in rela-

tion to years of teaching, as teachers with less teaching experience expressed concerns about

the collaborative stages of integrating e- learning while teachers with more years of experience

had significantly higher personal concerns–on stages 0,1 and 2. The aforementioned studies

indicate mixed findings from stages of concern studies. It is important to also note that major-

ity of stages of concern studies are based in a specific and particular country or region as often

times, the concerns of teachers are context specific. Although a general knowledge of teachers’
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concerns across different contexts is useful, in order to effectively plan professional develop-

ment programs to support teachers in a particular context, it is important to investigate their

own concerns, taking into consideration the peculiarities and intricacies of their contexts. To

date, few studies have empirically investigated instructors’ concern about integrating ICT in

education in Nigeria, and none has looked specifically at primary and secondary school teach-

ers. Only one study carried out by Igoche [46] explored the concerns of Nigerian instructors

toward the implementation of ICT such as the internet and its tools for instructional purposes.

This study carried out in 2010 investigated university level instructors that held the ranks of

lecturers, senior lecturers, associate professors and professors. As calls increase for primary

and secondary school teachers to adopt ICTs for teaching, it is important to understand what

their concerns are and create effective programmes to support their professional development.

Therefore, our study investigated teachers’ concerns shown in Table 1 about using ICTs in the

classroom and the relationship between this and teachers’ characteristics. The following

research questions were explored during the study:

1. What are teachers’ concerns about the use of ICT in the classroom?

2. What are the relationships between teachers’ stages of concern and teachers’

characteristics?

Materials and methods

This research received ethical clearance from Northumbria University and Ekiti State Ministry

of Education, Science and Technology. Participants read information sheets and signed appro-

priate consent forms before the research started. Participation was voluntary. The ethics sub-

mission reference number is 17412.

Participants

The participants were primary and secondary school teachers from several schools in Ekiti, a

state in southwest Nigeria. Nigeria’s education system has 3 sectors: Basic education (9 years: 6

years of primary education usually for children of ages 6–11 and 3 years of junior secondary

education for children of ages 12–14), Post basic/senior secondary education (3 years for chil-

dren between ages 15–17) and Tertiary education (4–6 years). Ekiti has 16 local governments.

Data was gathered from a convenience sample of 500 teachers that attended a 3-day workshop

on “EdTech in Schools” and sponsored by the World Bank State Education Programme

Investment Project (SEPIP) in Ekiti State. The aim of the workshop was to expose teachers to

the value of EdTech and the roles ICT can play in education. The teachers to attend the work-

shop were randomly selected by their schools across all classes and across all subjects. A break-

down of the sample statistics of teachers in this study is shown in Table 2. The teachers filled

Table 1. Typical expressions of concern about an innovation.

Categories Stages Expression of Concern

Unconcerned 0 I am not concerned about it.

Self 1 I would like to know more about it

2 How will using it affect me?

Task 3 I seem to be spending all my time getting materials ready

Impact 4 How is my use affecting my students?

5 I would like to coordinate my effort with others, to maximize the innovation’s effect.

6 I have some ideas about something that would work even better.

https://doi.org/10.1371/journal.pone.0249703.t001
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the SoC questionnaire (S1 File) on the first day of the workshop, before any form of training or

seminar was delivered by the facilitators. Amongst the 500 participants, 340 completed the sur-

vey. Data of 160 teachers was not included in the analysis because of incomplete or empty

responses.

Data collection

In order to measure Nigerian teachers’ stages of concern, we adopted the original SoC ques-

tionnaire [47]. The term ‘innovation’ used in the original questionnaire was changed to ‘ICT’

in the revised questionnaire that was used with teachers. The SoC questionnaire [47] has been

widely adopted and used for teachers in several studies [48–50] to identify the intensity of the

seven stages of concern associated with the introduction of an innovation—usually technology

and computing. Each of the seven stages contains five items, making a total of 35 items using

an 8-point Likert scale from 0 - “not true of me now” to 7- “very true of me now”. As a widely

used tool, several studies have confirmed the validity and reliability of the instrument using

different strategies like focus groups and interviews [40] However, the researchers carried out

further reliability analysis on the revised questionnaire as seen in Table 3 which shows the

Table 2. Teacher sample statistics.

Freq. Perc (%)

Gender Male 135 39.7

Female 205 60.3

Age <20 years 5 1.5

20–30 years 213 62.6

31–40 years 78 22.9

41–50 years 34 10.0

Over 50 years 10 2.9

Digital competence level Poor 0 0

Moderate 199 58.5

Good 116 34.1

Very good 24 7.1

Years of teaching < 1 year 38 11.2

1–5 years 120 35.3

6–10 years 115 33.8

11–20 years 42 12.4

Over 20 25 7.4

Level of class taught Primary school 181 53.2

Secondary school 159 46.8

https://doi.org/10.1371/journal.pone.0249703.t002

Table 3. Stages of concern reliability scores.

Stage Cronbach’s alpha Sample items

0(Awareness) 0.88 I spend little time thinking about the use of Information and Communication Technologies in the classroom

1(Information) 0.84 I would like to know how the use of ICT is better than what we have now.

2(Personal) 0.81 I would like to know how my teaching or administration is supposed to change.

3(Management) 0.86 I am concerned about my inability to manage all that ICT require.

4(Consequence) 0.82 I am concerned about how ICT affects students

5(Collaboration) 0.83 I would like to help other teachers in their use of ICT.

6(Refocusing) 0.83 I would like to determine how to supplement, enhance, or replace ICT

SoC Total items 0.83

https://doi.org/10.1371/journal.pone.0249703.t003
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stages of concern with the corresponding reliability and sample items in each stage. In addition

to this, two EdTech researchers and two teachers in Nigeria checked the revised questionnaire

for construct validity and appropriateness of language.

Data analyses

The SPSS version 19 software was used in the analysis of the data collected. Following guidance

from the implementation guidelines by Hall et al. [42], the descriptive raw scores for each sub-

scale in the SoC results were summed and converted to percentile scores using the percentile

conversion chart for the SoC questionnaire. Following Yean et al. [51] results from examining

trends and patterns from the SoC are more valid than results from analysing statistical signifi-

cance amongst the stages. Therefore, (Fig 1) shows a graphic representation of the pattern for

SoC percentile scores for the total group. The graph answers the first research question–what

Nigerian teachers’ concerns are about using ICT in the classroom.

To answer question 2 –“can personal characteristics predict teachers’ stages of concern

about adopting ICT in the classroom?”, the researchers tested the group difference, and also

performed t-tests and one-way ANOVA. Teacher attributes like gender, age, years of teaching,

experience with the use of ICT, subject taught and the level of class taught were analysed.

Results and findings

Table 4 presents the descriptive statistics for SoC subscales for Nigerian teachers (n = 340).

The following subsections present the findings from the research questions.

a. What are teachers’ concerns about the use of ICT in the classroom?

The teachers had the highest concern mean percentile of 95.81% in Stage 0 (awareness) and

the least concern of 38.68% in Stage 4 (consequence). (Fig 1) shows that the teachers

focused their concern in stage 0 followed by stage 3 (management) and then stage 1 (infor-

mation). Teachers had similar concern levels in stage 2 (personal) and stage 6 (collabora-

tion) and then lower concerns in stage 5 after which there was a significant drop to stage 4

(consequence).

Fig 1. SoC percentile scores for total group.

https://doi.org/10.1371/journal.pone.0249703.g001
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b. Teachers’ characteristics and its relationship with their stages of concern.

While gender made no statistically significant difference, other teacher characteristics like

teaching experience, age, experience with the use of ICT, and the level of class taught made

significant differences in the stages of concern. The numbers of years spent in teaching

made a statistically significant difference on the level of concern the teachers expressed

across all the stages of concern as determined by one-way ANOVA at a 95% confidence

level. The mean score intensity for each group is plotted across all the stages to show the

pattern of concern expressed by the teachers based on the years of teaching experience they

have as shown in (Fig 2).

A Tukey post hoc test, the results shown in Table 5, revealed that: the mean concern inten-

sity of teachers with 1–5 years of teaching experience (M = 92.59, SD = 5.53) at stage 0 (aware-

ness) was statistically significantly lower at a significant level of 0.05than the mean concern

intensity of teachers who had 6-10years of experience (M = 96.80, SD = 5.59). Also, at this

stage, there was no statistically significant difference between the concern levels of teachers

with other years of experience.

Teachers with 1–5 years of experience had statistically significant lower concerns at a level

of 0.05 in the information stage (stage 1) (M = 74.36, SD = 16.06) compared with teachers with

Table 4. Stages of concern statistics.

Stage Mean Std. Dev. Minimum Maximum

0(Awareness) 95.81 5.37 61.00 99.00

1(Information) 79.59 13.97 43.00 99.00

2(Personal) 72.99 17.54 41.00 96.00

3(Management) 83.75 9.80 30.00 99.00

4(Consequence) 38.68 22.07 5.00 90.00

5(Collaboration) 61.37 23.81 14.00 95.00

6(Refocusing) 71.09 16.69 30.00 99.00

https://doi.org/10.1371/journal.pone.0249703.t004

Fig 2. SoC intensity according to years of teaching experience.

https://doi.org/10.1371/journal.pone.0249703.g002
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over 20 years of experience (M = 88.16, SD = 12.67). There was no statistically significant dif-

ference between other groups at stage 1.

At stage 2 (personal) and stage 4 (consequence), teachers with 11–20 years of experience

had significantly higher mean score concerns (M = 85.79, SD = 15.12) at a level of 0.05 than

teachers with 6–10 years of experience (M = 72.11, SD = 16.49). There was no statistically sig-

nificant difference in the concern levels of teachers in the<1, 1–5 and over 20 groups at these

stages. In stage 3 (management), teachers with 1–5 years of teaching experience had signifi-

cantly lower concerns (M = 81.14, SD = 10.78) than teachers with 11–20 years (M = 88.76,

SD = 7.71). There was no significant difference in the concern intensity of teachers in the

other age groups.

In stage 5 (collaboration), teachers with over 20 years of teaching experience had signifi-

cantly higher concern intensity (M = 59.88.14, SD = 10.79) than teachers with less than 1-year

teaching experience. There was no significant difference in the concern intensity of other age

groups in stage 5 (collaboration).

Teachers with 11–20 years of teaching experience had significantly higher concern intensity

in stage 6 (refocusing) (M = 84.64, SD = 13.52) than teachers with over 20 years’ teaching expe-

rience (M = 59.92, SD = 16.08) at a confidence level of 0.05.

There was no significant difference between the concern intensity of other groups of teach-

ing experience.

Gender had no significant difference in the intensity of the concern in any of the stages.

Age of teachers on the other hand had significant impact on the levels of concern they

expressed at each stage. Repeated measures ANOVA tests were performed on each of the

seven stages of concern at 95% confidence level. and the ANOVA results show that the age of a

teacher had an effect on the intensity of concern across all the seven stages.

To identify the age groups that made significant differences across the stages, a pairwise

Tukey post hoc comparison was conducted and the results shown in Table 6 revealed that: age

didn’t have any effect on the level of concerns of teachers at stage 0 and stage 3; teachers of

more than 50 years had significantly higher concerns (M = 95.00, SD = 0.00), (M = 80.00,

SD = 0.00) than those who were less than 20 years (M = 68.80, SD = 6.26), (M = 40.60,

SD = 7.47) in stages 1 (information) and 5 (collaboration) respectively. Teachers in mid age

groups had similar intensity levels with no significant difference. Also, in stage 2 (personal)

Table 5. Results of One-way ANOVA for the effect of years of teaching on the concern intensity of teachers across stages.

Stage Groups Mean SD ANOVA result (At a significant level of 0.05)

0 (Awareness) 1–5 years 92.59 5.53 F (4,335) = 22.76, p = 0.000

6-10years 96.80 5.59

1 (Information) 1-5years 74.36 16.06 F (4,335) = 11.31, p = 0.000

Over 20years 88.16 12.67

2 (Personal) 6–10 years 72.11 16.49 F (4,335) = 21.20, p = 0.000

11–20 years 85.79 15.12

3 (Management) 1–5 years 81.14 10.78 F (4,335) = 5.45, p = 0.000

11–20 years 88.76 7.71

4 (Consequence) 6–10 years 38.23 17.91 F (4,335) = 19.37, p = 0.000

11–20 years 53.40 17.19

5 (Collaboration) <1year 42.39 28.52 F (4,335) = 11.15, p = 0.000

Over 20 years 72.92 13.97

6 (Refocusing) Over 20 years 59.92 16.08 F (4,335) = 13.00, p = 0.000

11–20 years 84.64 13.51

https://doi.org/10.1371/journal.pone.0249703.t005
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and stage 4 (consequence), teachers within age group 20–30 had the lowest mean concern

intensity (M = 69.92, SD = 16.81), (M = 35.07, SD = 22.43) while teachers of more than 50

years of age had highest concern intensity (M = 96.00, SD = 0.00), (M = 63.00, SD = 0.00)

respectively. In stage 6 (refocusing), there was a different pattern as teachers of less than 20

years of age had the highest mean concern intensity (M = 88.60, SD = 15.32) and teachers with

over 50 years of age had the lowest concerns (M = 54.50, SD = 2.63). The pattern of teachers’

concerns influenced by age across all the stages is shown in (Fig 3).

In our study, the teachers were asked to rate themselves based on how often they used digi-

tal devices personally and how convenient and confident they were in handling the devices.

They were asked to choose from the options: poor, moderate, good and very good. From their

response, none of the teachers felt poor about handling or using digital devices personally.

Their responses were between moderate, good and very good, which is shown in the Table 2.

The results determined with a One-way ANOVA at a confidence level of 0.05 showed that the

Table 6. Results of One-way ANOVA for the effect of age on the intensity of teacher’s concern across all stages.

Stage Groups Mean SD ANOVA result (At a significant level of 0.05)

0 (Awareness) No significant difference F (4,334) = 6.59, p = 0.050

1 (Information) < 20years 68.80 6.26 F (4,334) = 10.47, p = 0.000

Over 50 years 95.00 0.00

2 (Personal) 20–30 years 69.92 16.80 F (4,334) = 9.97, p = 0.000

Over 50 years 96.00 0.00

3 (Management) No significant difference F (4,334) = 3.54, p = 0.08

4 (Consequence) 20–30 years 35.07 22.43 F (4,334) = 10.23, p = 0.000

Over 50 years 63.00 0.00

5 (Collaboration) < 20 years 40.60 7.47 F (4,334) = 4.11, p = 0.003

Over 50 years 80.00 0.00

6 (Refocusing) Over 50 years 54.50 2.635 F (4,334) = 9.238, p = 0.000

< 20 years 88.60 15.32

https://doi.org/10.1371/journal.pone.0249703.t006

Fig 3. SoC intensity according to age.

https://doi.org/10.1371/journal.pone.0249703.g003
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level of experience and confidence of a teacher in using digital devices personally, had a statis-

tically significant effect on the intensity of concern expressed at stage 0 (awareness, F (2,336) =

5.096, p� 0.05), stage 1 (information, F (2,336) = 3.639, p� 0.05), stage 2 (personal, F (2, 336)

= 6.006, p� 0.05), stage 5 (collaboration, F (2,336) = 13.072, p� 0.05) and stage 6 (refocusing,

F (2,336) = 17.563, p� 0.05).

A Tukey post hoc analysis revealed significant differences in stage 0 (awareness) and stage 1

(information) where teachers who had moderate experience with the use of digital devices had

significantly higher concern (M = 96.55, SD = 3.841), (M = 80.92, SD = 11.36) levels than those

who had very good experience (M = 93.63, SD = 7.94), (M = 73.25, SD = 15.21) respectively. In

stage 5 (collaboration), teachers who had good knowledge of the use of digital devices showed

higher concerns (M = 69.89, SD = 20.16) than those with moderate knowledge (M = 56.17,

SD = 24.75) and in stage 6 (refocusing), teachers with very good experience with use of digital

devices had highest concerns (M = 83.08, SD = 15.89) than those with moderate level of use

(M = 67.03, SD = 15.09). There was no significant difference within the groups in stages 2, 3

and 4.

In terms of the level of class taught, divided into primary and secondary classes, an indepen-

dent samples t-test conducted revealed that the level of class the teacher taught had an effect

on the level of concern observed in stage 1 (informational, t (307.31) = 2.49, p� 0.05) and

stage 6 (refocusing, t (337) = -4.99, p� 0.05). Teachers who taught primary school classes had

a higher intensity of concern (M = 81.43, SD = 12.64) in stage 1 (informational) than teachers

who taught secondary classes (M = 77.62, SD = 15.11) while in stage 6 (refocusing), teachers

who taught secondary classes had higher concern levels (M = 75.71, SD = 15.83) than those

who taught primary classes (M = 66.94, SD = 16.36). This is depicted in (Fig 4).

Discussion

According to the results and findings of the patterns of concerns of the teachers in this study,

stage 0 (awareness) is the peak concern. This is an extremely rare finding as most of the previ-

ous studies do not show peak concerns in stage 0. This finding suggests that teachers in this

Fig 4. SoC intensity according to level of class taught.

https://doi.org/10.1371/journal.pone.0249703.g004
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study are either unconcerned or unaware about the use of ICT in education. Additionally, the

high intensity in stage 1 (informational), stage 2 (personal) and stage 3 (management) is a typi-

cal pattern of self-focused concerns [52]. Based on the guidelines contained in Measuring

Stages of Concern about the Innovation [47], the overall profile indicates that teachers in this

study are nonusers of the innovation, which means they don’t use ICT in the classroom (Note

that this is distinct from the general use of ICT in daily activities). Concerns of nonusers are

normally highest on stages 0 (awareness), 1 (informational), and 2 (personal) and lowest on

stages 4 (consequence), 5 (collaboration), and 6 (refocusing). The high score in stage 0 (aware-

ness) demonstrates teachers’ degree of interest in and engagement with the use of ICT in edu-

cation in comparison to other tasks, activities and efforts. It suggests that the use of ICTs in the

classroom is not central to the thinking and practice of the teachers studied at the moment.

This indicates that the teachers prioritize other tasks, initiatives and activities over adopting

ICTs in the classroom. Stage 1 (informational) concern is relatively high and also suggests that

the teachers are more likely to be unaware of the role of ICTs in the classrooms than uncon-

cerned. This is also due in part to the patterns of concern not being consistent with the typical

unconcerned innovation user in the measuring guidelines for the SoC [47]. The high scores in

stages 0 and 1 is consistent with other studies that have shown that during the initial phases of

the introduction of an innovation, teachers often demonstrate more intense concerns in the

early stages [39–41]. Although the high scores in stage 1 (informational) do not confirm the

current level knowledge of the teachers, it suggests they are interested in knowing more about

the use of ICTs in their classrooms [39]. An interesting finding in this study is the relatively

high stage 3 concern of the teachers, even though majority of the teachers in this study are

nonusers. This is consistent with Hall [53] who suggests that high intensity management con-

cerns are often observed amongst inexperienced users of an innovation. The relatively intense

stage 3 (management) scores of the teachers in this study thus illustrates their concerns about

time, logistics, and other management aspects teachers envisage will be a challenge to adopting

ICTs within the classroom.

This study shows some significant correlations between teachers’ stages of concern and

their demographics. For example, teaching experience made significant differences in all the

stages which is consistent with [45]. In stage 0 (awareness), teachers with 1–5 years of teaching

experience had lower concern intensity than teachers with 6 and more years of teaching expe-

rience. This suggests that experienced teachers were more likely to show little concern about

or involvement with the use of ICT in the classroom. The higher concern intensity of more

experienced teachers in stage 2 (personal) and stage 4 (consequence) indicates that teachers in

this group are uncertain about the effects the use of ICT in the classroom might have on them,

they are worried about being capable enough to handle the resultant changes and if they would

be able to meet the demands due to ICT usage. They are also concerned about the impact this

would have on students in the classroom. They worry about the relevance of ICT and if it will

have the desired effects on the students’ learning outcomes, performances and competencies.

They are also worried about the changes they might have to make, due to the adoption of ICT

within the classroom in order to improve the students’ performance. Teachers with 11–20

years of teaching experience also had highest concerns in stage 3 (management) which indi-

cates that the teachers were also focused on the processes and tasks involved in the use of ICT

in the classroom and worry about being able to be organised and efficient in their duties while

making use of ICT. They are also concerned about being able to manage their time and still

achieve their set teaching goal. Teachers with 1–5 years of teaching experience were however,

the least concerned about management. These findings contradict other studies [25,40] that

showed no significant different between the years of experience and the stages of concern of

teachers.
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At stage 5, teachers with over 20 years of teaching experience had the highest concern inten-

sity while teachers with less than 1-year teaching experience had the lowest concern intensity.

This implies that teachers who have spent the highest number of years in teaching might be

more interested in coordinating and cooperating with others in the use of ICT in the class-

room while teachers with less than 1-year teaching experience are the least concerned about

this. While teachers with over 20 years of teaching experience are interested in cooperating

with others in the use of ICT in the classroom, they are however less concerned about explor-

ing ways to make major changes to it or replacing it with a more powerful alternatives com-

pared with teachers with less experience.

Age also made significant differences contradicting previous similar studies [39,40]. Signifi-

cant differences were evident between age groups in only stage 1 (informational), stage 2 (per-

sonal), stage 4 (consequence) and stage 6 (refocusing). The high concern intensity of teachers

of more than 50 years of age in stage 1 (information) and stage 5 (collaboration) indicates that

the oldest group of teachers are interested in finding more information about the use of ICT in

the classroom, they are also interested in coordinating and cooperating with others in the use

of ICT in the classroom indicating an interest to leverage on their colleagues’ shared knowl-

edge and expertise. This finding is consistent with the level of intensity teachers with over 20

years of teaching experience showed in stage 1 and stage 5, as older teachers would have more

teaching years of experience. Teachers aged over 50 years also had high concern intensities in

stage 2 and stage 4 which indicates that they are also worried about the effects of using ICT in

the classroom on themselves and on the students.

The experience of the teachers in the use of digital devices showed significant differences in

stage 0 (awareness), stage1 (information), stage 5 (collaboration) and stage 6 (refocusing). Teachers

who had moderate experience with the use of digital devices had higher concern levels than those

who had very good experience in stage 0 (awareness) and stage 1 (information) which indicates

that the teachers who do not make use of digital devices often, are not less concerned about the use

of ICT in the classroom but are interested in knowing more generally about the ICT that can be

used in the classroom and how to use them. Teachers who use digital devices fairly regularly,

showed higher concerns in stage 5 and stage 6 than those who do not use digital devices often. This

indicates people with more experience in the use of digital devices, are willing to coordinate and

cooperate with others in relation to the use of ICT in the classroom and are also interested in

exploring ways to reap more universal benefits in the use of ICT in the classroom and are also will-

ing to make suggestions to do things differently. This is consistent with the findings of [40] that

suggests that concerns of teachers who are more skilled in technology were usually less ego-centric.

The relationship between the class level taught and their concern levels had not been stud-

ied before in literature. The teachers in this study teach in both primary and secondary schools.

The results indicate that teachers at both levels had similar intensity of concerns in all stages

apart from stage 1 (informational) and stage 6 (refocusing). In stage 1, primary school teachers

had significantly higher informational concerns than secondary school teachers. This indicates

that primary school teachers are less aware of the use of ICT in the classroom compared to sec-

ondary school teachers and are more concerned about learning about ICT. In stage 6, second-

ary school teachers had significantly higher levels of concern than primary school teachers.

This higher stage 6 concerns indicate a stronger level of opinion on ICT. While these opinions

are not necessarily positive or negative, the significantly higher intensity they demonstrate

indicates a stronger exploration of ICTs to obtain more benefits, modifying the current

approach to the use of ICTs or a complete replacement with alternative innovations. The

results of this study indicate that males and females exhibited similar intensity of concerns

across all the stages with no significant differences. Although this is consistent with some pre-

vious studies [39,45], others like [40] found differences in male and female stages of concern.
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The overall SoC results show that despite the different effect teachers’ characteristics have

on their intensity of concerns, majority of the teachers are currently unaware/unconcerned

about the use of ICT in education. The overall findings confirm that despite its increasing pen-

etration and adoption, the use of ICT in Nigerian education is still in its infancy and the sup-

port offered to teachers should reflect this reality. These findings present a number of

implications for the design of teachers’ professional development programmes.

Recommendations and limitations

As mentioned earlier on, in order to design effective teacher professional development pro-

grammes that empower teachers to effectively use ICT in the classroom the concerns of teachers

need to be accurately identified and addressed. This study highlights the fact that Nigerian

teachers have little or no awareness about the use of ICT in education. The results also suggest

that teachers are currently more concerned about other activities and tasks. As highlighted by

teachers in Nigeria in [13], this may be due to the evident barriers to the adoption of digital tech-

nologies in the classroom such as instability of the government, government policies, poor infra-

structure and conducive learning environment due to underfunding of the education sector,

poor electricity supply and internet connectivity. It also suggests that teachers’ poor salary, could

be another factor which affects their perception to the adoption of technology, as they are more

concerned with being paid better salaries than teaching with technology. Incentives and better

salaries could motivate them to develop an interest in using the innovation. It therefore appears

that professional development efforts that focus on particular digital skills, tools, and technolo-

gies are unlikely to be effective at the start. Consequently, the main goal would be to address

teachers’ concerns at stage 0 (awareness), starting them on the right path to transitioning unto

other stages. Following [53], one intervention to address stage 0 concerns is to share some infor-

mation about the proposed ICT with a view to raising the interest and awareness of teachers.

Professional development programs may develop and share resources and information to sensi-

tize teachers about current ICT and the potential roles this plays in the traditional classrooms. If

specific information is available about other issues teachers are concerned about, designers of

teacher professional development programs may be able to relate these to the use of ICT and

how it could be of benefit in this regard. For example, teachers that are concerned about improv-

ing the engagement of their students in the classroom may show more interest and willingness

to use digital educational games if they are aware of its potential benefits in addressing their con-

cerns. The strategies for developing effective professional development programs that address

high intensity stage 0 concerns are also suitable for addressing stage 1 concerns. Hall [53] further

suggests interventions that provide information contrasting what teachers are doing with what

they would be doing when they adopt the innovation. In addition to this, using various ICT in

existing professional development programmes will assist teachers in addressing the self-level

concerns and gain useful information on how to successfully achieve integration [24,40].

Hall [53] provided guidance on addressing high intensity in stage 3 (management) con-

cerns. Given that this identifies inexperienced users, professional development efforts should

include adequate and comprehensive ‘how-to’ guidance for the use of ICT within classrooms.

It is also important to demonstrate the importance of the use of ICT within current educa-

tional activities, and to highlight that it is not just an ‘add-on’. Creating a community of prac-

tice where teachers ‘buddy-up’ or share both successful and unsuccessful experiences of using

ICT could also prove beneficial. Finally, asking expert teachers who have experience with

using ICT to teach or train upcoming and inexperienced teachers could also be advantageous.

This is in contrast to inviting digital technology experts who have no experience of teaching in

the classroom to handle professional development programmes for teachers.
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Although the findings generated from this study are insightful and provide useful implica-

tions for supporting teachers’ professional development, they are not without limitations.

First, the findings discussed are from a relatively small sample of teachers from a state in a

developing country, and also due to teachers’ response rate of 68%, the results should not be

generalised to other contexts, especially in developed countries, where teachers may likely be

more used to using ICT in the classroom. A further study is encouraged to specifically com-

pare results from developed countries with those in developing countries to see if these are dif-

ferent and what knowledge can be acquired from the differences. Secondly, this study grouped

all educational innovations into a single category—ICT. It is possible that different technolo-

gies like mobile phones, apps, laptops and websites may create different levels and intensity of

concern to teachers. Future studies could investigate different ICT and examine if teachers

express different levels of concern with these. Whilst the sample collected represents data from

a state in Nigeria, based on the uniformity of the teaching curriculum and teacher training

programmes used across the country, it is assumed that the teachers in the study are a fair

representation of teachers in Nigeria, and adequately reflects the challenges and concerns

expressed by teachers across the country in relation to the adoption of technology within the

classroom. Further studies could investigate from a wider range of teachers across the country

to compare the changes in the results if there exists. Finally, teachers’ concern in this study was

before any introduction to the use of digital tools in the classrooms. The level and intensity of

their concerns are expected to change as they become more aware and use ICT more in their

classrooms. It will be important to study their concerns when this happens so as to adjust the

professional development programmes to reflect the transitions and better support them to

maximise the use of the ICT in their classrooms.

Conclusion

Evidence from literature suggests that despite enormous investment in digital innovations for

education globally, most of the technologies do not get adopted in the classroom [54]. One of

the reasons why this is the case is that teachers’ concerns about adopting and integrating the

technologies are often not identified and addressed [52]. Using the SoC element of the CBAM,

this study investigated the concerns of 340 teachers with using ICT in their classrooms. It

found that most of the teachers had the highest level of concern in Stage 0. Concerns in stage 0

relates to awareness of and little or no involvement with the use of ICT in the classroom. In

general, teachers appear not to currently know the role ICT play in education. Furthermore,

teachers’ characteristics like class level taught, experience with digital devices, age and experi-

ence of teaching had significant effects on the intensity and stages of concern. The findings

from this study provide useful insights for policy makers and designers of teachers’ profes-

sional development programmes. The understanding of what the concerns of teachers are with

adopting ICT for teaching in their classrooms can significantly increases the chances of suc-

cessfully creating customised and delivering tailored support to teachers. It is hoped that

addressing these concerns will facilitate better adoption and integration of ICT in the class-

room, thus helping teachers and students benefit from the various advantages of technology-

enabled learning.
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