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Abstract
Digitalisation is penetrating higher education (HE) in Russia. The study explores 
how three Russian universities have been integrating the Skyes digital learning 
platform to transform English as a foreign language (EFL) educational practices. 
The article outlines the main characteristics of the platform, recounts the steps 
in adopting the technology and addresses the emerging changes to learning and 
teaching. Students’ and teachers’ perceptions are examined to review the imple-
mentation process. The research is designed as a case study; the methods used 
are semi-structured interviews and online questionnaires. The study framework 
combines the Technological Pedagogical Content Knowledge (TPACK) model and 
the Substitution, Augmentation, Modification, and Redefinition (SAMR) model 
for a holistic approach to investigating innovation integration in a university set-
ting. TPACK is used to analyse the changes associated with teachers’ knowledge 
of technology, pedagogy and content. SAMR helps to reflect on the current use 
of the platform showcasing technology integration along substitution, augmenta-
tion and modification levels. Based on the findings, the paper discusses the factors 
influencing the implementation of the Skyes platform and proposes recommenda-
tions for its successful integration; they highlight the importance of motivation, 
feedback both from teachers and students, clear assessment of the learning out-
comes, TPACK transformation plan and alignment between the innovation and 
educational regulations.
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1 � Research background

1.1 � Digitalisation in the Russian education policy

Today the application of digital technologies is a ubiquitous phenomenon. Although 
the new technologies were primarily intended to facilitate business, educators soon 
realised their potential for learning and teaching and began to invest in their devel-
opment (Genova, 2019). Digitalisation has become pivotal for the Russian educa-
tion policy as well ("On Education in the Russian Federation", 2012). In particular, 
within the national project “Education” (National project “Education”, 2020), which 
is being implemented in 2019–2025, there is a federal project “Digital Educational 
Environment”. The latter aims at creating a high-quality digital learning environ-
ment in Russian educational institutions.

The Russian system of higher education (HE) is also actively involved in the pro-
cess of digitalisation. The Ministry of Science and Higher Education has established 
the Council for Digital Development and IT, which is in charge of the issues related 
to digital transformation in science and higher education (https://​minob​rnauki.​gov.​
ru/​ru/​activ​ity/​digit​alcou​ncil). Additionally, there appeared the programme “Digital 
Economy of the Russian Federation 2024” (https://​data-​econo​my.​ru). It consists of 
such projects as “personnel for the digital economy”, “information infrastructure”, 
“information security”, “digital technologies”, “digital state administration”, and 
“artificial intelligence”. All these projects affect the way Russian universities are 
currently being transformed.

1.2 � Digital EFL learning technologies

Technologies for digital learning have evolved greatly since the invention of the 
Internet. Digital learning environments apply various technology-based methods 
for learning processes and instruction (Wheeler, 2012). The newest Web 3.0 period 
began due to the spread of mobile devices and appearance of more advanced tech-
nologies such as cloud computing and 3D virtualisation (Dominic et  al., 2014). 
Examples of these newest technologies include personal learning environments, 
social semantic web, virtual worlds, and personal avatars (Hussein, 2012). The 
emergence of mobile devices also enabled the development of mobile assisted lan-
guage learning, which provides learners with new opportunities to study a language 
anytime and anywhere (Kukulska-Hulme & Shield, 2008).

Golonka et al. (2014) classified the specific technologies that are widely applied 
for language learning into the following types:

•	 classroom technologies which include course management systems, interactive 
whiteboards, and ePortfolios;

•	 individual study tools which comprise corpora, electronic dictionaries, glosses, 
intelligent tutoring systems, grammar checker programmes, and automatic 
speech recognition and pronunciation programmes;
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•	 network-based social computing tools which cover virtual world and serious 
games, social networking, chats, blogs, forums, and wiki.

In compliance with the new agenda, Russian universities must transform teach-
ing and learning in various disciplines, in particular, EFL, which entails a number 
of issues. Although English is a part of the curriculum of most undergraduate pro-
grammes, the number of hours allotted is minimal (Kazantseva et al., 2016; Rasska-
zova et  al., 2017), and the learning technologies are often outdated (Nikolaev & 
Chugunov, 2012). Consequently, the desired goals are not achieved.

Therefore, the use of digital technologies for learning and teaching English seems 
promising. This research explores the experience of Russian universities integrating 
the Skyes digital learning environment.

1.3 � Rationale

The aim of this paper is to investigate the experience of Russian universities inte-
grating the Skyes digital learning environment, to reveal the miscellaneous issues 
associated, and to elaborate recommendations for the successful implementation of 
the learning innovation integration.

The significance of the issue is grounded in the urgent demand of the research 
devoted to the problem stated. A literature search was conducted for the purpose of 
collection of existing peer-reviewed articles and books containing the information 
about digital learning innovations utilised for EFL at Russian universities. The fol-
lowing key words and phrases were used: digital learning platform, digital learn-
ing environment, learning innovation, technology integration in combination with 
EFL, Russian higher education, and Russian universities, with Boolean operators 
AND and OR through the search tool at the library of Tomsk State University. No 
literature meeting the given criteria was found, which is illustrative of the scientific 
novelty of the current work.

Importantly, this research can attract greater attention to the issues related to 
educational digital technologies. The description of the learning innovation integra-
tion along with the recommendations developed could contribute to an environment 
where multiple stakeholders, such as educators, students, university administration, 
and educational policy-makers can collaborate for successful learning innovation 
integration. The findings can be helpful for further research on learning innovation 
integration, the barriers associated, and the use of TPACK and SAMR models for 
designing and evaluating the integration process.

2 � Theoretical framework

2.1 � Integrating technology into teaching: SAMR and TPACK models

This research relies on the use of Mishra and Koehler’s (2006) Technological 
Pedagogical Content Knowledge Framework (TPACK) and Puentedura (2014) 
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Substitution, Augmentation, Modification, and Redefinition (SAMR) models for 
analysing the process of educational technology integration. Created by Punya 
Mishra and Matthew Koehler (2006), TPACK is a framework considering the rela-
tionships between content, pedagogy and technology and aiming at effective tech-
nology-enhanced instruction (Hilton, 2016). Harris et  al. (2009) emphasise the 
essential role of relationship within the framework — not only technological, peda-
gogical and content knowledge are important, but also the interactions of these com-
ponents in a certain context. Thus, there are seven components of TPACK includ-
ing three primary forms of knowledge: technological knowledge (TK), pedagogical 
knowledge (PK), and content knowledge (CK); and the components at the inter-
sections: pedagogical content knowledge (PCK), technological content knowledge 
(TCK), technological pedagogical knowledge (TPK), and technological pedagogical 
content knowledge (TPCK) (Mishra & Koehler, 2006).

Another aid to teachers in integrating technologies into their work is the SAMR 
model developed by Dr. Ruben Puentedura (2014). Similar to TPACK, it is context-
specific. Each use of technology is approached as a different task: substitution, aug-
mentation, modification, and redefinition. The substitution and augmentation levels 
are interpreted as “enhancement”, while the modification and redefinition levels are 
associated with “transformation”. Although visually organised in a ladder form, the 
SAMR model is not essentially hierarchical. The levels do not prescribe a movement 
from the lower level to the upper one but rather the choice of a level most relevant to 
the task (Hilton, 2016). However, sequential progress through the SAMR model is an 
option as well, and this enables teachers to improve their TPACK (Geer et al., 2017).

Combined, the TPACK model and the SAMR model reinforce each other to pro-
vide valuable insight into where challenges emerge and opportunities exist when 
choosing technologies for student learning. TPACK helps to contextualise the 
teacher knowledge required for technology integration. SAMR assists in analysing 
the specific levels used for enhancement and transformation and presents an oppor-
tunity to examine the integration from both the teachers’ and students’ perspectives 
(Kihoza et al., 2016).

This study explores how three Russian universities have been integrating a digi-
tal learning platform, Skyes, to transform EFL educational practices. TPACK and 
SAMR allow for exploring the process of its integration.

2.2 � Barriers to the introduction of digital learning environments for EFL

Barriers that may hinder learning innovation integration include insufficient 
level of professional development of teachers (Hawkins, 2002a, 2002b), their 
lack of time, acceptance, motivation and confidence (Hawkins, 2002a, 2002b; 
Jones, 2001; Raman & Yamat, 2014; Schmid, 2009), deficient digital infrastruc-
ture and absence of technical support (Morris, 2012), usage gap and outcome 
gap (Lim et al., 2013), and neglecting students’ perspective and opinion (Gosper 
et  al., 2007). These barriers hold true in the EFL context (Campbell & Geert-
sema, 2017; Liu, 2009). The Russian educational policy adds another signifi-
cant barrier, which is the university’s necessity to comply with the Federal State 
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Educational Standards (FSES). The latter are official requirements for imple-
menting educational programmes at all levels (Lenskaya, 2013; Mustafina & 
Biktagirova, 2016). Overall, the barriers cause institutional resistance that may 
negatively impact technology integration.

Institutional resistance is natural in higher education (Kavanagh & Ashka-
nasy, 2006). At the same time, it is often intertwined with individual resistance 
and may occur at macro, mezzo and micro levels (Bryant et al., 2014). Previous 
research shows that in order to overcome resistance-related issues it is necessary 
to take certain steps:

•	 to develop a shared vision on the required changes and short- and long-
term goals (Davies & Davies, 2012), because the right vision is essential 
for progress (Nanus, 1992). However, top-down measures are difficult to 
avoid completely due to a time limit typical for the change implementation 
(Holmes et al., 2013);

•	 to maintain favourable organisational culture with high quality communica-
tion (Cunliffe & Eriksen, 2011), because educational change can cause resist-
ance for social reasons (Fullan, 2013); and

•	 to create feedback, because systematic monitoring is vital when introducing 
an innovation (Davies & Davies, 2012); and

•	 to invest in teachers’ technical knowledge and professional development 
(Hilliard, 2015) with sustained and systematic professional development pro-
grammes (Garrison & Vaughan, 2013); and

•	 to provide training for administrative and technical personnel, and student 
support services (Battaglino et al., 2012); and

•	 to evaluate learning outcomes of implementing new learning strategies based 
on final grades, retention and completion rates, engagement, persistence and 
efficacy (Davis et al., 2018).

2.3 � Description of the digital environment

Skyeng is the largest online English school in Europe and the biggest edtech com-
pany in Russia (“RBC names 35 largest” 2019). Skyes is one of the company’s 
products specially designed for English learning at Russian universities (https://​
uni.​skyeng.​ru). It represents a cloud-based platform with interactive exercises, 
audio, video, pictures, GIFs, tests, and texts. The core features of the platform are 
(https://​uni.​skyeng.​ru):

•	 Skyes comprises over 3,000 content units (lessons and tasks) that can be com-
bined based on students’ progress.

•	 Tasks are checked automatically, and a teacher is able to monitor task comple-
tion and progress records with a breakdown of skills for each student.

•	 Teachers are able to assign tasks for an entire group or individually and build 
a personalised learning trajectory for each student.
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The platform is intended to be used both in the classroom and for home 
assignments for students’ independent work as a blended learning tool. Skyes 
allows teachers to reduce the amount of routine work, for example, search-
ing for learning materials, assigning and checking activities. Students can 
benefit from new learning materials in terms of both visual representation 
and content, interactivity (instant feedback from the platform), visual dis-
play of skills development (progress record, badges), and ability to complete 
home assignments anywhere and anytime via either a desktop computer, or a 
mobile device.

3 � Methodology

3.1 � Research design

This work speculates on the findings from a mixed-methods study designed 
to explore the experience of Skyes integration at three Russian universi-
ties. The study examines students, teachers and administrators’ experi-
ence of the platform integration. The paper advocates for an environment 
where every stakeholder’s opinion is taken into account. The purpose of 
the research is to develop recommendations for better implementation of 
educational digital technologies. To do this, analytical matrices utilizing 
the SAMR and TPACK models based on the research findings were created. 
TPACK is intended to help highlight the dimensions of technological, ped-
agogical and content knowledge in the process of technology integration 
(Harris et al., 2009). Notably, in this study, only TK, CK, and PK are taken 
into account as they are primary TPACK components. Further research is 
necessary to consider their intersections. SAMR is used to reflect on the 
levels of integration and review the process of introduction against targeted 
outcomes (Tunjera & Chigona, 2020). Thus, the combination of the two 
models is expected to provide valuable insights.

The research is designed as a case study, that is an in-depth investigation of 
a particular issue (Ruffa, 2019). The study uses several methods: semi-struc-
tured interviews and online questionnaires. Semi-structured interviews are 
used to ensure that not only the inquired information is provided but also to 
leave room for unanticipated responses which might contribute to the findings 
(Tunjera & Chigona, 2020). The interviews included open-ended questions 
based on the conceptual framework of SAMR and TPACK and concerning 
the conditions created for teachers and students, the impact of Skyes on the 
educational process, and the students and teachers’ digital literacy. The semi-
structured interviews findings were complemented by the data obtained from 
mass online questionnaires. The questionnaires were developed with Google 
Forms and filled in by the teachers and students who used the platform. 
They contained questions about user experience, perceived value, technical 
infrastructure, the ability to integrate the platform into the existing learning 
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and teaching process, and willingness to use it further. The research scope 
includes three Russian universities.

3.2 � Participants, data collection, and analysis

According to the national classification of higher education institutions, Univer-
sity 1 is a leading regional research university, University 2 is a state pedagogical 
university, and University 3 is a leading federal university. The data were col-
lected during the period of Skyes platform testing (2nd semester, 2019) and after-
wards (1st semester, 2020). The respondents were teachers, students, and admin-
istrators of the three universities.

Participants were recruited through online questionnaires on the Skyes plat-
form. The questionnaires were voluntarily filled in by both students and teachers. 
The students had different levels of English competence, and the majority self-
reported pre-intermediate level of English. Most of them were in their first year 
of study and were doing General English and English for Specific Purposes. This 
study did not intend to take into account such demographic characteristics of the 
participants as gender, age, and ethnic origin. These correlations are to be investi-
gated in further research.

The total number of respondents is shown in Table 1.
The respondents’ answers were analysed through calculating percentages, 

rounded off to one decimal. The data on each university were presented sepa-
rately; no comparison between the universities was intended. The low relative 
numbers of the participants might be caused by the voluntary nature of their par-
ticipation in the online questioning, and the turmoil due to the COVID-19 related 
emergent transition to the distant mode of learning.

Three semi-structured interviews were conducted with administrators 
who were project leaders in the targeted universities: 1) a faculty represent-
ative in charge of Skyes testing (University 1); 2) a dean of the department 
implementing Skyes (University 2); and 3) a vice-rector for digital trans-
formation (University 3). The data collected were analysed according to the 
way TPACK and SAMR might hypothetically overlap based on the platform 
design and affordances (Table 2). Table 3 represents the TPACK and SAMR 
indicators demonstrated in the real learning process — the data obtained 
from the interviews and online questionnaires were analysed in the SAMR 
and TPACK framework, and the final analytical matrix for all the institu-
tions was filled in.

Table 1   The number of online questioning respondents in three targeted universities

Targeted university Students Teachers

University 1 67 (9.6% of total 697 using the platform 8 (50% of total 16 
using the platform)

University 2 118 (8.4% of total 1400) 21 (67.8% of total 31)
University 3 138 (9.3% of total 1478) 7 (63.6% of total 11)
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4 � Findings

4.1 � The Skyes platform in the TPACK‑SAMR framework

The Skyes integration policy includes a semester-long pilot which comprises the fol-
lowing activities:

•	 Teacher training course. It encapsulates TK (for example, the ways to apply 
learning analytics in order to build individual tracks for students), PK (for exam-
ple, approaches to integrate a digital platform in a learning/teaching process), 
and CK (for example, what kind of interactive learning materials are most effec-
tive in a digital environment).

•	 The evaluation of students’ language skills. The evaluation is conducted in a 
form of an entry test via the platform or by teachers in order to be able to meas-
ure the impact after the technology has been introduced.

•	 Ongoing monitoring of students’ and teachers’ activity and a final test. The mon-
itoring results in a performance report with the students’ progress records and 
teachers’ performance indicators.

•	 Technical and methodological support. It is provided by the Skyes team via a 
helpline and email throughout the pilot integration.

In addition, the interview data allowed for speculating on how the introduction of 
Skyes may impact learning and teaching in the TPACK-SAMR framework. Table 2 
is intended to describe possible levels of Skyes integration envisaged by the plat-
form design and affordances in terms of TK, PK, and CK.

4.2 � University 1 findings

The interview with a University 1 representative shows that the introduction of 
Skyes has become possible due to the rector’s initiative. As the new technology was 
an option, this allowed the EFL teachers for more experimentation and, hence, some 
used the platform with varying degrees of intensity, while others did not use it at all. 
It should be noted that the experiment caused some resistance amongst the staff:

The teachers are afraid that the technology might replace them.

At the same time, there appeared a number of enthusiastic teachers. Nevertheless, 
neither the teaching staff nor the students fully understood why they should use the 
platform. In general, their engagement is described as low. Using the platform is 
envisaged as involving extra expenses. Thus, there is still no final decision on the 
adoption of the technology. In addition, there is no leader in charge of the platform 
promotion.

Systematic feedback from the students was not collected during the experiment. 
However, personal conversations revealed some complaints about technical issues:

The mobile application is not working, whereas using mobile phones is more 
convenient for students.
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There are additional complaints that the teachers had no opportunity to test 
the content of the platform beforehand. Furthermore, there occur difficulties with 
adjusting the platform tasks with the classroom activities. Finally, the interviewee 
complained that the learning outcomes of the platform users were not assessed and 
examined against those of non-users.

The teachers’ questionnaire data demonstrate that 75% of the respondents used 
the platform, and 87% of them were either fully or rather satisfied. Sixty-three 
percent had few technical problems, while 37% did not have any. The students’ 
involvement and interest (62%), interactivity and accessibility for the students 
(62%), the teacher’s time saving (50%) and a more effective use of the time for 
independent work (50%) seemed to be the main benefits. Initially, 38% had a 
complete understanding of how to integrate the platform into the current educa-
tional process, and another 62% had an approximate understanding. Seventy-five 
percent wanted to continue using the platform to some extent. Eighty-eight per-
cent considered the presence of their own textbook impeded the Skyes implemen-
tation, and 63% noted the difficulty of the alignment between the Skyes and the 
existing curriculum.

According to the students’ questionnaire, 93% of the respondents were either 
fully or rather satisfied with the experience of using the platform, and 72% indi-
cated that the platform motivated them for further work; 91% admitted the useful-
ness of this work. The majority (55%) used the platform 1–2 h a week, 21% used it 
less than 1 h. The students often encountered such difficulties as technical issues, 
the incomprehensibility of tasks, the problem with accessibility, and the vague-
ness of the teacher’s instruction for learning on the platform. At the same time, 
82% understood how learning on the platform would contribute to the final assess-
ment. Seventy-eight percent would like to continue using the platform including 
17% who would prefer to expand its use, while 12% would like to use it less.

4.3 � University 2 findings

The interview shows that University 2 decided to implement the Skyes platform to 
meet the requirements of the FSES that prescribe providing students with the learn-
ing materials:

We have FSES of HE, which states that you ought to provide one textbook for 
two [students], or to have a distance educational environment.

Although at the beginning of the year a part of the staff showed some resistance, 
later they changed their attitude.

There were purely psychological problems that caused the necessity to sit 
down with the teachers and talk. But by the middle of the year everyone, in 
general, was happy, because they did not need to check homework.

The platform users’ academic outcomes were not assessed and gauged against 
those of non-users. However, the interviewee states that the new technology has 
contributed to raising student-orientedness.
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If we talk about the Skyes as a platform, it is surely student-centred.

Also, the teachers made the assessment totally clear for students. The students 
knew that completing the tasks weighed 50% of the overall course assessment.

If a student fulfills all the tasks on the platform, they pass the course.

In addition, the teaching staff and students highlight that the Skyes digital system 
is user-friendly and has appropriate technical support.

We did not experience any problems in regard to the technical support from 
the Skyes platform.

The teachers’ questionnaire shows that about 91% of respondents used the 
platform, and 86% of them were either fully or rather satisfied with the platform. 
Sixty-two percent did not have many technical problems, and 29% had none at 
all, whereas 5% of respondents encountered a large number of them. The main 
benefits seem to be interactivity and accessibility for the student (76%), teach-
er’s time saving (62%), more efficient use of the time allotted for independent 
work (53%), and the growth of student involvement and interest (29%). Initially, 
67% had a complete understanding of how to integrate the platform with the cur-
rent educational process, and another 33% had an approximate understanding. 
Sixty-seven percent wanted to continue using the platform to a larger or former 
extent, 24% to a smaller extent, and 5% did not want to use it further. Forty-eight 
percent considered the presence of their own textbook impeded the Skyes imple-
mentation, 38% noted the difficulty of the alignment between the Skyes and the 
existing curriculum, and 24% did not expect the students to become active plat-
form users.

The students’ questionnaire indicates that 75% of the respondents were either 
fully or rather satisfied with the experience of using the platform, and 40% indicated 
that the platform motivated them for further training; 79% considered the train-
ing useful. The majority (49%) used the platform 1–2 h a week, 23% used it less 
than 1  h. The students often encountered such difficulties as technical issues, the 
incomprehensibility of the tasks, the problem with accessibility, the vagueness of 
the teacher’s instruction for learning on the platform. At the same time, 61% real-
ized how their learning with the platform would contribute to their final assessment. 
Sixty-four percent would like to continue using the platform including 3% who 
would prefer to expand its use, while 20% would decrease the extent of its use and 
9% would completely terminate its usage.

4.4 � University 3 findings

The interview with the head of the project on the implementation of Skyes in Uni-
versity 3 shows that the motivation for its introduction was the lack of English teach-
ers. The latter happened because of the spike in the number of the students.

The Radiophysics Department has grown by six times since the 1990s.
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Half of the English classes were replaced with the independent work on the Skyes 
platform which allowed the administration to avoid expenses on hiring additional 
staff. Moreover, the platform proved to be a useful distance learning tool during the 
COVID-19 pandemic.

Our timetable indicates the platform for the [English] class instead of a room.

In the perception of innovation, at the beginning of the experiment there was a 
resistance to educational innovation, but it was overcome.

It was obvious there had to be a teachers’ riot: Skyeng is bad, and we are cool. 
There was a riot.

Both the students and the teachers are tech-savvy. However, some teachers were 
not satisfied with the platform content. In addition, not everyone adjusted their 
teaching methods to the integration of the Skyes platform.

Some teachers are still applying their own methodology.

Regarding the transformation of the learning process, the platform enables indi-
vidualisation and student-centredness. The need to change the teacher’s role was 
noted:

I think that in English [learning] the teacher’s role will change, but the Uni-
versity will still need a lot of them [teachers]. Their roles include mentoring, 
accompanying, teaching in difficult situations, and adaptation.

The development of a monitoring system and advisory services with educational 
analytics is believed to play a special role. However, the platform users’ academic 
outcomes were not assessed and gauged against those of non-users. A technological 
assessment map was developed according to which the work on the platform con-
tributed 30% to the overall course assessment.

The teachers’ questionnaire demonstrates that about 29% of the respondents use 
the platform, and 86% of them are either fully or rather satisfied with the platform. 
However, 29% wanted to cease or decrease the platform use. Fourteen percent had 
significant technical problems, while 37% had none or few. The teachers’ time sav-
ing (57%) along with interactivity and accessibility for the students (57%) seem to 
be the main benefits. Initially, 29% were unaware of how to integrate the platform 
with the current educational process. Seventy-two percent considered the presence 
of their own textbook and the difficulty of the alignment between the Skyes and 
the existing curriculum had impeded the Skyes implementation. Forty-three percent 
were intended to continue using the platform.

According to the students’ questionnaire, 69% of the respondents were either fully 
or rather satisfied with the experience of using the platform, 55% considered the 
training useful. Sixty-six percent indicated that the platform failed to motivate them 
for further training. Sixty percent used the platform 1–2 h a week, 29% used it less 
than 1 h. The students often encountered some difficulties, namely, the incompre-
hensibility of tasks, technical difficulties, the vagueness of the teacher’s instruction 
for learning on the platform, and the problem with accessibility. Forty-three percent 
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would like to continue using the platform including 5% who would prefer to expand 
its use, while 21% would like to use it less, and 24% are no longer willing to use it.

4.5 � TPACK‑SAMR based analysis

The TPACK-SAMR based analysis was used for designing both Table  2 and 
Table 3. Table 2 described possible levels of Skyes integration envisaged by the 
platform design and affordances in terms of TK, PK, and CK. Table 3 highlights 
the TPACK-SAMR indicators demonstrated in the real learning process at the 
three universities. The data obtained from the interviews and online question-
naires were analysed, and the final analytical matrix for all the universities was 
filled in (Table 3).

5 � Discussion and conclusion

The TPACK-SAMR approach revealed varied levels of integration of Skyes at three 
Russian universities. The integration was analysed based on TK, CK, and PK as 
primary TPACK components considered against SAMR levels. In regard to TK, all 
the universities exemplified the indicators at the levels of substitution, augmenta-
tion and modification. Concerning PK, University 1 demonstrated substitution indi-
cators, while University 2 and University 3 showed augmentation and occasionally 
modification indicators. In terms of CK, all the universities displayed the preponder-
ance of substitution indicators. In this regard, the universities manifested the fol-
lowing attitudes. University 1 had an intention to raise the level of teachers’ PK and 
to enable student-centredness. Additionally, they admitted the necessity to improve 
CK. University 2 was satisfied with the level of implementation of the platform as 
the teachers’ knowledge level allows for full-fledged platform usage. The teaching 
staff at University 3 requested to develop a monitoring system and recommendation 
services within the educational analytics as this could contribute to the improvement 
of both PK and TK. They highly evaluated the platform opportunities to implement 
blended learning and enhance student-centredness.

The study discovered the main reasons for the Skyes implementation at the uni-
versities. For University 1, it was an attempt to improve students’ English skills with 
help of an innovative technology. The decision to integrate Skyes was initiated by 
the Foreign Languages department, and the teachers volunteered to participate in the 
experimental implementation of the Skyes platform. In the cases of University 2 and 
University 3, a top-down implementation was observed. For University 2, integrat-
ing Skyes was a way to comply with the FSES textbook requirement. University 3 
decided to implement the Skyes platform in order to manage teacher shortage and 
limited budget.

At all the three universities, the implementation faced teacher resistance. At Uni-
versity 2 and University 3, resistance was related to the fear of replacing teachers 
with technology. Other reasons for resistance included the unwillingness to depend 
on an external supplier (University 1), the reluctance to use new teaching materials 
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(University 2), and the fear of change (University 3). These instances confirm that 
resistance is natural in organisations and is caused by a variety of both institutional 
and individual reasons (Kavanagh & Ashkanasy, 2006).

Both the university administrations and the Skyes support team utilised differ-
ent measures to overcome teacher resistance. Skyes provided systematic monitor-
ing and feedback, which is pivotal for dealing with resistance issues (Davies & 
Davies, 2012). Also, University 1 sought to develop a shared vision on the required 
changes since the quality of communication flows adds to success (Cunliffe & 
Eriksen, 2011). However, due to the time-consuming communication with differ-
ent stakeholders, the implementation process at the University 1 took longer than 
at University 2 and University 3 that chose to employ a more top-down approach. 
The teachers were compelled to use technology, and the implementation procedure 
was strictly regulated. Apparently, the top-down management turned out to affect 
the degree of teachers’ awareness of how to integrate the platform with the current 
educational process, which varied among the teachers from 38% (University 1) to 
67% (University 2) and 71% (University 3).

Therefore, the following recommendations can be proposed to ensure a more suc-
cessful implementation of Skyes:

•	 The motivation for introducing educational innovation should be clarified to all 
stakeholders.

•	 Institutional resistance should be envisaged as normal while introducing any 
innovation.

•	 Feedback from students and teachers is important.
•	 It is pivotal to have a clear assessment of the learning outcomes of the platform 

users against those of non-users.
•	 It is essential to clarify regulatory management actions: there ought to be a plan 

for the transformation of teachers’ TPACK.
•	 Alignment between the innovation and educational regulations is significant.

These recommendations might be extrapolated to integration of similar learning 
innovations. Growing teachers’ TK, PK, and CK to advance through SAMR levels 
turned out to be critical, which correlates with the claim highlighting the importance 
of teachers’ sustained professional development (Garrison & Vaughan, 2013; Hill-
iard, 2015).

6 � Limitations

Findings of this study of learning innovation integration in EFL are limited by the 
universities involved and specific of the platform implemented.
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