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Abstract

Language teacher immunity, as a coping mechanism for managing professional tensions and stressors,
has gained increasing relevance due to the growing integration of technology in the classroom, which
presents teachers with new and complex challenges. This qualitative case study explores the impact
of integrating technology tools on three in-service language teachers’ immunity. To do so, this study
employed the narrative inquiry method by asking participants to complete narrative frames first to
investigate their personal stories and experiences in detail. To corroborate the data, reflective journals
were kept consistently over three months (i.e., one instructional semester), and follow-up narrative
interviews were conducted. The data were analyzed to identify recurring themes regarding triggers
and coping strategies. The findings highlight three major triggers, namely educational, contextual, and
learner-related factors. Teachers faced issues such as lack of preparation time, inadequate training,

Copyright: © 2025 Sara Haghi, Muhammad Jafarpour, Mohammad Behroojeh & Jaber Kamali. This is an open
access article distributed under the terms of the Creative Commons Attribution Non-Commercial 4.0 International
License, which permits unrestricted use, distribution, and reproduction in any medium, provided the original author
and source are credited. Data Availability Statement: All relevant data are within this paper.


https://www.castledown.com/journals/tltl/
https://doi.org/10.29140/tltl.v7n3.103221
https://crossmark.crossref.org/dialog/?doi.org/10.29140/tltl.v7n3.103221&domain=pdf
https://orcid.org/0000-0001-5770-1228
https://orcid.org/0009-0006-4763-204X
https://orcid.org/0000-0003-4018-7597
mailto:Sarihaghi@gmail.com
mailto:jafarpour.muhammad@gmail.com
mailto:masterbehrooj@gmail.com
mailto:Jaber.kamali@ihu.edu.tr

Technological Interventions and Language Teacher Immunity 2

outdated equipment, and limited internet access, all of which disrupted their teaching practices. To
mitigate these challenges, they adopted various coping strategies, including personal preparation, peer
collaboration, and utilizing personal technology. The study concludes that addressing these challenges
not only restored equilibrium in the teaching process but also positively influenced the teachers’
professional identity, enhancing their resilience and adaptability in technology-enhanced learning
environments.

Keywords: language teacher immunity, case study, thematic analysis, techno-immunity

Introduction

Language Teacher Immunity (LTI) specifies “a robust armoring system that emerges in response to
high-intensity threats and allows teachers to maintain a professional equilibrium and instructional
effectiveness” (Hiver & Dornyei, 2017, p. 669). This medically-coined term was initially created by
Hiver (2014) as he aspired to liken the teacher immunity concept to the psychological reactions of the
human body, which would jointly form a defensive system against possible hazards. Likewise, LTI,
known as a psychological repertoire, is constructed over time and language teachers can benefit from
its underlying strategies to effectively cope with their job-related tensions (Li, 2022).

Being fraught with numerous challenges and complexities, the language teachers’ context of practice
would impose various menaces on them (Pourbahram & Sadeghi, 2020). However, as Wang et al.
(2022) put it, providing that English as a Foreign Language (EFL) teachers are equipped with LTI, they
can stay resilient coping with job-related hurdles, manage their emotions skillfully, and enhance their
instructional efficiency. Moreover, immune language teachers are able to re-establish the disrupted
equilibrium in the classroom (Rahmati et al., 2019), show great interest in English language teaching
(Yuan & Zhang, 2017), and identify themselves as autonomous instructors who enjoy high levels of
engagement (Jiang et al., 2024). Recent advancements in the domain of technology and the positive
impacts of using it in language teaching (e.g., Isisag, 2012) have created an increasing demand for
teachers to integrate technology into their instructional practices (Yenkimaleki & Van Heuven, 2019).

Despite the popularity of technology in the teaching process, educational settings are not equally
equipped with these innovative devices (Al-Senaidi et al., 2009) and language teachers do not have
the required technological pedagogical content knowledge (Raygan & Moradkhani, 2022; Tseng et al.,
2020; Wilson, 2023) which is necessary for overcoming technical mishaps (Ozgur, 2020). Further
studies have found factors like techno stress (Joo et al., 2016), insufficient technical and pedagogical
backup (Wallace et al., 2023), deficiency in technical infrastructure (Taghizadeh & Ejtehadi, 2021),
language teachers’ internal resources such as low self-confidence (Aydin, 2012), cynical perceptions
of technological utility (Acosta-Enriquez, 2024), and the inadequacy of the related teacher training
courses (Moser & Wei, 2023) as impediments to technology integration in the educational context.

Technology integration is significantly affected by the instructors’ context of practice (Raygan &
Moradkhani, 2022). More importantly, in the context of the current study, Iran, where English is offi-
cially taught in either public or private sectors, instructors are facing challenges with the inadequacy
or unavailability of technical tools (Hedayati & Marandi, 2014). Although previous studies have con-
sidered barriers to the implementation of technical tools in educational settings (e.g., Kastner, 2020),
they have not yet, to the best of our knowledge, considered these barriers as a possible threat to teach-
ers’ immunity. Thus, this study is an attempt to unveil the developmental processes EFL teachers go
through to build up their immunity against technology-related stressors.
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Literature Review
Theoretical Foundation

Hiver (2014) set forth the term teacher immunity, drawing inspiration from the concept of biological
immunity inherent to physiological theories. However, the basic underpinnings of this concept are
established upon Complexity Theory (CT; Larsen-Freeman, 2012), based on which dynamic systems
are capable of adapting their interior design and all-inclusive operation in reaction to nonresident
factors triggering the system’s repose through a process known as self-organization (Benzhaft, 2009).
Later on, Hiver and Dérnyei (2017) further developed and expanded the concept of LTI to the realm
of language instruction. Accordingly, individuals are able to build up this adaptive mechanism through
four stages: triggering, coupling, realignment, and stabilization (Hiver, 2017). While the first two steps
highlight the system’s reactionary mechanism, the two latter concepts allude to an upper-level adjust-
ment in the entire arrangement.

Triggering has to do with the perturbations that dislodge a system from its self-organized condition. It
is noteworthy that the relationship between the size of a disturbance and its impact is non-linear. That
is to say, oversized external pressures may lead to minor inconvenience, while trivial interferences
might stimulate forcible responses. For instance, a student’s misbehavior might be a source of distur-
bance for teachers as it wreaks havoc on the classroom management process. The coupling stage refers
to the mechanisms adopted by the system’s units to reverse the impacts of the triggers to their own
ends. For example, a teacher may decide to assign more responsibilities to a trouble-making student to
build up a sense of belonging and accountability in him/her. As Hiver (2017) put it, during the coupling
stage, language teachers are able to adjust themselves to the circumstantial restrictions and retake their
self-efficacy. The subsequent phase, realignment, implies the reappearance of the system’s efficiency
and the emergence of newly developed conducts. Finally, yet importantly, the system is enabled to
maintain its given label and internalize the recently developed behavioral patterns. By doing so, its
professional identity would be endowed with the consequences of the attained achievements.

In an attempt to conform to the stages of teacher immunity, Hiver (2017) asserted that EFL teach-
ers’ immunity comprises specificity (the ability to adopt certain coping tactics to particular triggers),
memory (relying on the relevant former experiences of exposure to similar stressors), adaptability (the
ability to become productively habituated to the subsequent changes), and durability (incorporating
the acquired experiences into the teachers’ identity). Teacher immunity, as an empowering mechanism
which can help individuals “bridge their concerns with wider contextual conditions,” has two major
types: productive and maladaptive (Hiver & Dornyei, 2017, p. 407). Once built up, productive immu-
nity can buffer teachers from teaching-related stresses and enhance their instructional effectiveness. It
further contributes to the maintenance of the educators’ equilibrium (Hiver & Ddrnyei, 2017). On the
contrary, maladaptive immunity reduces the teacher’s instructional effectiveness, impedes their devel-
opment, and eventually results in burnout (Hiver & Dornyei, 2017).

Antecedents of Language Teacher Immunity

Hiver (2014), a pioneer in teacher immunity, explored the development of teacher immunity in four
Korean language teachers through semi-structured interviews, revealing that productive immunity fos-
ters accomplishment, while counterproductive immunity leads to stagnation. Later, Hiver (2017) used
a retrodictive qualitative modeling approach with 44 teachers and trainers to identify immunity pat-
terns, including self-efficacy, resilience, burnout, and openness to change. A subsequent questionnaire
for 293 teachers identified four immunity categories: productively immunized, maladaptively immu-
nized, immunocompromised, and halfway immunized. Inspired by Hiver’s findings, Rahmati et al.
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(2019) examined immunity triggers and coping strategies in 15 EFL teachers, highlighting challenges
like low self-confidence, demotivated students, and limited resources, and strategies such as prepara-
tion, rapport-building, and parental discussions.

Haji Jalili et al. (2023) carried out a mixed-methods research study on EFL teachers’ immunity in both
the public and private sectors. The results indicated that language teachers who work in the private sec-
tor are troubled with meager teacher immunity compared to their counterparts. The underlying reasons
for this deficiency were mentioned to be scant supervision on the part of the Ministry of Education,
loads of jobless individuals in society, administrators’ greed to make more profit, and underestimating
the importance of schooling. In another study, Khazaeenezhad and Davoudinasab (2022) made an
attempt to identify the relationship between language teacher immunity and EFL teachers’ personality
types. This mixed-methods study was conducted on 50 participants in the quantitative phase and eight
individuals in the qualitative stage. The obtained results yielded a positive correlation between teacher
immunity clusters and teachers’ personality types.

Language Teacher Immunity and Technology Integration

Given that incorporating technical tools in the instructional processes has been considered useful from
different perspectives, language teachers have been increasingly compelled to employ these technolo-
gies to upgrade their educational tier (Yenkimaleki & Van Heuven, 2019). Nonetheless, the utilization
of technical resources has not been devoid of adverse repercussions for educators.

Fathali et al. (2024) found that EFL teachers with low digital literacy are more susceptible to tech-
nical, pedagogical, and social anxiety, leading to reduced self-confidence and organizational skills,
which may threaten teacher immunity. Similarly, Rahimi and Tafazoli’s (2022) study revealed a pos-
itive correlation between teachers’ digital competence — such as collaboration, content creation, and
problem-solving — and their optimistic views on technology integration. Cahyono et al. (2024) explored
the impact of the sudden shift to virtual learning during Covid-19, highlighting challenges like stu-
dent engagement, assessment, and resource knowledge. They noted that teachers favor practical and
user-friendly tools, such as FlipGrid, even post-pandemic. Unlike these studies, the current research
focuses on post-pandemic face-to-face classrooms, examining technology-related challenges, coping
strategies, and their potential effects on teacher identity (Kamali et al., 2024; Satvati et al., 2025).

The incorporation of technology in language instruction has markedly altered pedagogical practices
(e.g., Hedayati & Marandi, 2014; Sabiri, 2020), yet it has also introduced several challenges, especially
regarding adaptability and resilience, thereby highlighting the notion of teachers’ immunity. Never-
theless, to our knowledge, few studies have established a connection between teacher immunity and
technology integration. Gooran et al. (2023) performed a mixed-methods study to ascertain the cor-
relation between EFL teachers’ immunity in an online teaching environment and their levels of Tech-
nological Pedagogical Content Knowledge (TPACK) and engagement. The gathered data indicated
that “variations in teachers’ immunity were primarily attributable to familiarity with online instruction,
skepticism towards online learning, and restricted student engagement” (p. 908). Additional evidence
regarding the potential effects of language teachers’ involvement in telecollaboration contexts revealed
that such environments can enhance teacher resilience by offering a supportive network of colleagues
and promoting a sense of community and collaboration (Dooley & Sadler, 2020; Yazan et al., 2023).
The present study is an attempt to bridge the alleged gaps and inquire into the aftermath of technolog-
ical interventions on language teachers’ immunity by proposing the following research question:

How do Iranian EFL teachers build up their immunity in response to probable technology-
related perturbations?
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Method
Research Design

The exploratory nature of the research question led us to opt for a qualitative orientation in the cur-
rent study. This study qualifies as a phenomenological case study considering that it focuses on an
in-depth examination of a specific, bounded system which is the experiences of three in-service lan-
guage teachers integrating educational technologies within private language institutes in Iran. The
research explores the complex, contextualized interactions between these teachers and the techno-
logical tools they use, providing a detailed, holistic understanding of the phenomena. The researchers
took advantage of narrative inquiry (Connelly & Clandinin, 2006) research methodology to collect the
required data.

Context of the Study

English language education is provided in two different contexts in Iran; public schools and private
language institutes. While the primary goal of English language instruction is to achieve a survival
level of communication in state-run schools (Farhady & Hedayati, 2009), most of the private sec-
tor’s attendees pursue pivotal goals such as taking part in high-stakes tests like, the IELTS (Zhang &
Rahimi, 2014).

The present study was conducted in a private sector context where students voluntarily enroll in classes
(Haghighi & Norton, 2017). Some classrooms in well-known institutes, mostly located in affluent
neighborhoods, are equipped with smart screens, video projectors, computers, and free Wi-Fi. The
number of students in each class does not exceed 20 individuals. As the number of enthusiastic stu-
dents continues to increase and educational technologies become more integrated into the instructional
process, teachers are expected to meet their students’ needs and satisfy both the learners’ parents and
institutional authorities. However, implementing educational technologies may pose some problems
for teachers and challenge their instructional approach. Instructors come from an educational system
in which instructions were mostly book-bound and they rarely had access to databases, which may
consequently provoke some unpredictable reactions.

Participants

Three in-service language teachers, who were teaching in a private language institute at the time of
the study, were solicited and chosen for participation via convenience sampling (Creswell, 2009) by
the primary researcher, who was concurrently collaborating with them in the same center. According
to Creswell (2007), studies adopting a narrative inquiry approach can “focus on one, two, or three
individuals” (p. 214). All the participants had at least three years of teaching experience, which is
why they are called in-service teachers (Weiland, 2021). The three instructors, Ali, Maryam, and Reza
(pseudonyms), were born in Kermanshah, a city located in the western part of Iran. The first researcher
who was working with them at the time of the study invited them, and they eagerly accepted. It was
assumed that the teachers would overtly unwrap their perceptions of the pleasant and unpleasant class-
room experiences in an intimate atmosphere with the first researcher.

Among the three participants, Ali was a 33-year-old language teacher who had just graduated from a
reputable university and received his M.A. degree in Teaching English as a Foreign Language (TEFL).
He had been teaching English courses for more than 10 years in well-known institutes. As he explained,
all these centers were more or less equipped with screens, and DVD players and instructors were sup-
posed to implement them while teaching.
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Maryam was a 37-year-old teacher who had been teaching English for about 13 years. She held an
M.A. degree in English literature. She said that she had started her job in a semi-governmental lan-
guage learning center where the performance regarding technology implementation was not regularly
observed, and no one felt responsible for repairing or upgrading the existent devices. When she moved
to her current workplace 8 years ago, she described the technological tools as forward-looking and in
vogue. During peer observation sessions, she was exposed to teaching by the use of these tools. The
administration unit had also emphasized the importance of utilizing the tools for displaying audio-
visual aids (AVA).

Reza was 30 years old. He held an M.A. degree in TEFL and had commenced his career in English
language teaching when he was 22 years old. His current workplace was the only place he had been
working at; thus, he was familiar with teaching along with technological tools. Additionally, he came
to describe himself as tech-savvy and interested in learning more about modern technology. As he
mentioned, he did not confine himself to a set of rules in his workplace. Instead, he constantly sought
new ideas and implemented them.

Concerning ethical considerations, participants were apprised of the study purpose and their voluntary
involvement, allowing them to withdraw at any time. They were also afforded the option to refrain
from answering questions they deemed personal. Participants’ anonymity was preserved through the
assignment of pseudonyms and the modification of any identifiable markers.

Data Collection

The first phase of data was collected through narrative frames which encompassed key initiatives that
led the participating teachers to unveil their experiences and perceptions to the researchers (Greenier
& Moodie, 2021). For the second phase of the study, the first researcher explained the journal-keeping
process to the participants to complete over three months, from January to March 2024. Language
teachers selected three technology-integrated sessions from the semester and reflected on their expe-
riences, describing the sessions, challenges faced, their responses, and strategies for similar future
scenarios.

After gathering and analyzing data from the earlier stages, ambiguous assertions and insufficient
explanations were identified, leading to the design of interview questions. These questions provided
deeper insights into participants’ engagement with educational tools and aligned with the four stages
of self-organization in CT (triggering, coupling, realignment, stabilization) (Hiver, 2015).

Data Analysis

Once the data from the three phases were collected, they were transcribed verbatim and returned
to the participants to ensure the member-checking phase (Cohen et al., 2007). Following that, the
available data were analyzed in two stages. In the first stage, researchers reviewed the data to under-
stand classroom dynamics and teachers’ responses to challenges in technology-equipped classes. In
the second stage, following Merriam’s (2009) inductive approach, transcripts were analyzed in three
stages: identifying meaningful segments on teacher challenges, responses, and identity impacts; sort-
ing similar notions; and labeling categories. The process was guided by CT components. To ensure
inter-rater reliability (Gass & Mackey, 2000), an independent research assistant categorized the data
single-handedly and examined his/her classification against the existing one. In the end, discordant
points were resolved through discussion.



7 Technology in Language Teaching & Learning, 7(3)

Findings

This section discusses the technology-related stressors that disrupted language teachers and examines
the strategies they employed to self-organize and adapt to a complex system. It evaluates the effective-
ness of these strategies in restoring balance and how the resulting outcomes have been solidified into
their professional identity.

Technology-Related Triggers

Drawing on Hiver’s (2014) notion of complex systems’ self-organization, some perturbations are
required to displace a system from an equilibrium state. Analyzing the obtained data brought three
types of technology-related triggers known as educational, contextual, and learner-related factors
to light.

With regard to educational factors, lack of time for prior technology-oriented classroom preparation,
which results from the intensity of the syllabi, would propagate tension among teachers as they “have
to cover approximately 40 pages, along with the related contents from two additional side books,
in just 16 sessions” (Reza, interview). As the teachers asserted, the onus of designing the technology-
integrated materials per session was on them. Not being able to do so on account of a high workload
would create an unpleasant feeling for them. They further expounded on the importance of time and
alluded to some criteria such as lack of time to search for related websites to choose suitable visual-
izations and create topic-based content, which would bring about a plethora of challenges.

I teach at least three classes of different proficiency levels every day. I have to create
PowerPoints, download videos, and essential visualizations daily. If I ignore one of
them, my teaching process would not be satisfactory, both for me and my learners.
(Maryam, interview)

These difficulties, for example, might include having to deal with demotivated learners who have been
exposed to monotonous teaching for 90 minutes. As Ali puts it; “whenever I am book-bound in class,
my students feel extremely bored. I can vividly see it in their level of participation and responses to
the tasks. I feel insufficient and outdated in those moments™ (Ali, interview). As participants admitted,
it was not always a matter of intensive syllabi but rather a weakness in teacher training courses. In
other words, teacher training courses are saddled with presenting theoretical knowledge when it comes
to the importance of integrating technology. Trainers provide pre-service or in-service teachers with
an introduction to the significant aspects. For example, when the sessions are “supposed to be about
the utilization of technical tools in language classes, the trainers only provide superficial information”
(Maryam, interview). Insufficient practical training in this domain poses a serious threat to teachers, as
they are sometimes unaware of how to develop purposeful tasks using available online websites. Lack
of knowledge in this regard can result in low-quality and tedious lesson plans, as teachers have to rely
on repetitive tasks in every session. This would trigger teachers’ self-efficacy as they “do not know how
to make some variations through incorporating authentic materials in their teaching” (Ali, journal).

The terminal educational factor mentioned by participants was the importance of implementing tech-
nologies to evaluate language teachers’ performance by supervisors. Observation sheets in private
language institutes encompass various elements, one of which is the ability to use technology purpose-
fully in class. As teachers averred, being assessed based on a criterion for which you have not received
sufficient training would undoubtedly create unease and discomfort. For example, Reza explained that
he had received negative comments since “the videos played were not aligned with the lesson’s goals”
(Reza, interview).
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Concerning contextual factors, working with out-of-date and obsolete tools in classes was found to
create an overflow of challenges for the teachers. According to the provided data, teachers were unable
to complete every stage of their lesson plan due to technical disrepair. Although these technical issues
originated from the administrative unit, teachers felt powerless if they were unable to fix the existing
problems. Given that such situations are fraught with stress, teachers conceded that they had experi-
enced plenty of tension and anxiety “when they had made copies of their files onto their Flash Drive,
but could not show their files to the class” (Maryam, journal). Ali also highlighted the obsolescence
of the screens by describing that “students cannot see what I am showing them clearly and I have
to explain the visuals verbally!” (Ali, journal). A further source of perturbation was known to be a
lack of technical support on the part of an expert in the teachers’ workplace. Feeling unsupported in
the case of complex technical mishaps would leave them helpless which leads to “losing the classes’
instructional time” (Reza, journal). Two final sources in this regard were known to not have access
to high-speed internet and academic websites due to government policies and sanctions, respectively.
Teachers believed that these limitations have imposed extra expenses on them as they “have to pay for
the internet, VPNs, and educational websites’ accounts’ themselves” (Maryam, interview).

Lastly, the student-related perturbation was identified as the way in which the students dealt with tech-
nology-integrated materials. Teachers averred that some of the students were unwilling when materials
were played on the screen. They believed that their reluctance would have an impact on their moti-
vation to incorporate more tech-based tasks in their classes. They further mentioned that this reaction
might have its roots in the way they are instructed at school, “devoid of technology and merely book-
bound” (Ali, narrative).

Coupling Strategies

Given that the technology-related stressors have caused perturbations for teachers, they have alluded
to opting for certain coping strategies to deal with them. The coupling strategies are assorted under the
same categories of educational, contextual, and learner-related factors.

To deal with the first perturbation, lack of preparation, which has its roots in institutional policies and
planning, the teachers claimed that they would either sacrifice their free time to put a technology-based
lesson plan together or ask for a seasoned colleague’s advice on the best way to hold the session. In
this case, the collegial atmosphere dominating their workplace would facilitate the accessibility of the
required lesson plan and its complementary material.

For example, you know, ... when I am pressed for time and cannot plan (download
videos and images) for my succeeding session, I know that I can count on one of my
experienced colleagues who has the best relevant material. (Reza, journal)

Participants further gave an explanation of times when they “slept very few hours just to avoid look-
ing like a naive teacher who has nothing to rely on except the book content” (Ali, narrative). Three
important coupling strategies were adopted for encountering the theoretical content of teacher training
courses. Maryam believed that as soon as she figured out that she could not implement what she had
learned about technology use, she made a new decision and invested effort in verifying her knowledge
gap through other available external sources. She enrolled in a technology integration workshop “will-
ing to pay for it despite the fact that the training team was to blame for not arranging sufficient practical
sessions for the trainees” (Maryam, interview). Additionally, Reza claimed that he had sought support
from his co-workers to compensate for his lack of knowledge in this regard. However, he emphasized
that he has “really supportive colleagues and can rely on them designing lesson plans” (Reza, journal).
To buffer his stress against this educational trigger, Ali stated that he did not have sufficient time to
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take on a new course. He characterized himself as a “quite introverted” (Ali, interview) individual,
preferring to avoid seeking assistance from others for his classes. Consequently, he relied heavily on
his own efforts, utilizing resources such as YouTube to gather and integrate ideas.

When it comes to contextual perturbations, all three participants conceded that although the responsi-
bility for updating the educational tools lies with the institute’s investor, handling this requires budget
provision. Therefore, they would rather exercise agency and use their personal laptops despite “being
bulky and heavy” to hold the class devoid of any technical disturbances. In response to the potential
upcoming technical disturbances, Maryam asserted that she would seek help from one of her colleagues
who is a “techie person and can puzzle out the problems” (Maryam, interview). Trying to rule out the
detrimental impacts of working with obsolete devices, Ali found the discussions among his colleagues
at the monthly teachers’ meetings to be very constructive. He declared that teachers can expound their
challenges and listen to others’ experiences or viewpoints on this matter. This would certainly breed
new ideas as they “shared common concerns and achieved a consensus” (Ali, interview). To tackle
issues related to accessibility to high-speed internet and pedagogical websites, teachers have decided
to compensate for this restriction by paying for it from their own salaries because “the manager does
not agree to allocate a certain amount of budget to internet provision” (Maryam, journal). On the other
hand, Ali mentioned that “purchasing premium accounts with our low currency value costs a fortune”
and he would rather not bring any worksheets to the class (Ali, interview).

When it comes to coping strategies used to tackle learner-related triggers, Maryam adhered to “exer-
cising variety” (Maryam, interview) in the teaching process and emphasized that she prefers “not to
follow the same routine every session” (Maryam, journal). Additionally, Reza declared that “observ-
ing signs of dissatisfaction on learners’ faces is an enlightening sign of shifting to an alternative plan”
(Reza, interview). However, Ali took a different stance and believed that “teachers are not responsible
for all students’ feelings which seem to be higher compared to the previous generation” (Ali, journal).

Realignment Stage

At this stage of self-organization, teachers were asked about the effectiveness of the strategies imple-
mented to maintain their internal stability. As Hiver (2014) put it, when teachers are able to act upon
certain disruptions and recapture their productivity, the system (teacher in our case) would begin to
restore its functionality. Over time, teachers would accumulate a worthwhile supply of strategies that
they can rely on in the face of prospective triggers.

All three teachers explained that they are more or less familiar with the perturbations occurring in their
workplace. Therefore, they know how to manage and regain the control of their performance in order
to maintain their efficiency. This finding is confirmed by what Maryam asserted regarding “the possi-
bility of predicting the upcoming difficulties deriving from years of teaching experience in the current
workplace” (Maryam, interview) and touches upon the fact that resorting to the repertoire of already-
tested coping strategies can reestablish the system’s (teachers’ performance) strength.

Being aware of the teaching job, Reza emphasized the importance of “maintaining a positive attitude”
(Reza, Journal) and knowing that “if nothing happens and we work within the confines of our comfort
zone, we would lose chances of development” (Reza, interview).

What all the teachers unanimously believed in was the significance of confronting adversities in their
careers. These are, in fact, turning points through which teachers can build up their internal stability.
These assertions remind us of Hiver’s (2014) assertion that settled teachers are made, not born.
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Stabilization Stage

The final stage in a system’s self-organization process is the time when teachers assimilate the acquired
experience into their identity and expand their implicit knowledge in this regard (Hiver, 2014). The
newly gained knowledge is, in fact, the inevitable consequence of being involved in teaching-related
perturbations. This stage, which leads to the emergence of teacher immunity, can be either productive
or maladaptive (Hiver, 2014). In this case, participants who have developed productive immunity
described themselves as innovative, resilient, efficient, and determined teachers in their career lifes-
pan. For instance, Maryam described herself as “adaptable in the face of challenges” and a teacher who
“view problems as opportunities for betterment” (Maryam, journal).

Given that years of experience and the synergistic atmosphere at institutes can have a positive impact
on proliferating both innovation and determination, Reza highlighted that “being able to resolve the
troubles has made me more determined in pursuing my career-goals” (Reza, interview). In the same
line, Ali described himself to be “more creative” compared to the day he started his career since he has
made attempts to sort out the conflicts through “self-study, searching databases, and listening to other
experts in my career domain” (Ali, narrative).

Discussion

The current study aimed to investigate the plausible impacts of implementing technical tools on a sam-
ple of three language teachers’ immunity. The obtained findings revealed four main categories of data,
with the first one being the kind of disruptions that teachers encounter while teaching with technolog-
ical tools. The perplexities emerged into educational, contextual, and learner-related factors.

As for the educational factors, lack of time to prepare technology-integrated content for classes in
advance might dislodge language teachers from their comfort zone, albeit this was claimed to be
rooted in a high workload level. This finding was verified by a number of researchers (e.g., Hiver,
2017; Pourbahram & Sadeghi, 2020) who reported that a lack of time would trigger certain disrup-
tions. Moreover, practical deficiencies in the extant teacher training courses would dispose teach-
ers toward subsequent disturbances. This finding echoes Tseng et al.’s (2020) position that teachers
need to be equipped with technological pedagogical content knowledge (TPACK) to use the avail-
able technology effectively. In congruence with the findings reported by Fathali et al. (2024) and
Ozgur (2020), language teachers alleged that not being professionally trained on the implementa-
tion of technical tools triggered their dissatisfaction and hindered the provision of desired learning.
Additionally, having to be assessed based on the successful implementation of the technology while
teachers were not sufficiently trained created a nerve-wracking condition for the teachers. Likewise,
the existing literature substantiated that language teachers are required to incorporate technology
into their instructional practices (Yenkimaleki & Van Heuven, 2019). However, prior to assessing
language teachers, they have the right to receive the required training through technology-oriented
teacher training courses, a finding confirmed by Wilson (2023).

With regard to contextual factors, having to work with obsolete tools that repeatedly break down
would leave teachers in a state of anxiety. The negative impact of lack of time and resources on
technology integration in classrooms was also reported by Al-Senaidi et al. (2009). Since teachers
do not have access to the latest devices and are confined to old-fashioned tools, recurrent technical
challenges are unavoidable. Teachers attributed their feelings in this regard to the imprudence of the
administrative unit. An additional source of contextual discomfort was known to be the inconve-
nience caused by the absence of a technology expert in their workplace. As teachers feel that they
are not backed up in the face of forthcoming challenges, they would undergo apprehension. Similar
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studies (e.g., Wallace et al., 2023) found that a lack of technical support in teachers’ workplace would
build up a barrier in the way of technology implementation.

The last factor causing disturbances for language teachers was found to be inaccessibility to high-
speed internet and inability to access academic websites as a result of the extant national policies and
international sanctions. This finding lends further credence to Hedayati and Marandi’s (2014) study,
which recognized internet connection problems as a serious constraint among language teachers. The
last source of perturbation was attributed to the students’ reluctance toward technology-integrated
content. Teachers speculated that this could be due to the kind of book-bound instruction they received
at state schools. Previous studies (e.g., Acosta-Enriquez, 2024; Rahmati & Tafazoli, 2022) have also
recounted that learners’ attitudes toward technology would directly impact their interaction with it.
Apparently, students’ reactions would trigger teachers’ perturbations if they do not align with the
teachers’ technical efforts.

To alleviate the tension-breeding impacts of perturbations, teachers took advantage of a number of
educational, contextual, and learner-related factors. In order to address the educational disturbances,
teachers stated that they would either dedicate their free time to designing a lesson plan or request
lesson plans from their experienced colleagues. In a similar vein, Yazan et al. (2023) claimed that tele-
collaboration as a collaborative learning tool is now a reality by virtue of technology implementation.
Thus, teachers have a chance to share their knowledge with one another via communication channels.
To overcome the limitations of teacher training courses, teachers implemented several strategies. For
instance, they attended relevant workshops, sought advice from their co-workers, and searched online.
The efficiency of this solution was substantiated by Moser and Wei’s (2023) study which found that
teachers can improve their TPACK by taking up online workshops and training sessions in this regard.

To mitigate the distress caused by contextual factors, teachers declared that they would rather take
their personal laptops to class and avoid possible technological disrepair in the classroom. Previous
studies (e.g., Cahyono et al., 2024; Raygan & Moradkhani, 2022) have found that if teachers have lim-
ited access to technology, they develop a negative attitude toward technology integration. However,
participants in the current study revealed that they are aware of the constructive impacts of technol-
ogy implementation and would rather not deprive students of this blessing. Therefore, they decided
to exercise agency and use their personal laptops. Meanwhile, they found discussions in the teachers’
room on the existing technological shortcomings and feasible ways of solving them quite helpful. In
contrast to the study by Raygan and Moradkhani (2022), which found no relationship between lan-
guage teachers’ technology integration and the school climate, participants announced that the syner-
gic atmosphere of the staff room has helped them overcome the barriers to technology integration and
foster their immunity.

Additionally, to manage the issue of internet and academic website accessibility, teachers had reluc-
tantly accepted paying for an account themselves. This finding aligns with the research conducted by
Taghizadeh and Ejtehadi (2021), which emphasizes the impact of deficiencies in the technical infra-
structure. Their study identifies this inadequacy as a tension-breeding condition. Finally, to address
the learners’ reluctance toward tech-based content, teachers took advantage of incorporating variety
in their tasks and shifting to a second plan in the case of low involvement. The effectiveness of this
strategy was highlighted by Isisag’s (2012) study in which the variety embedded in technology tools
can make learning a great pleasure for students and create a student-centered learning environment.
However, one of the participants believed that ignoring such learners would be the best choice.

Teachers reported that implementing strategies to regain equilibrium allowed them to manage future
disturbances effectively and take control of their systems. As their experience grew, their strategies
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became more effective, aligning with literature suggesting that LTI enhances resilience and balance
restoration (Rahmati et al., 2019; Wang et al., 2022). The effectiveness of coupling strategies supports
Hiver’s (2014) findings, where teachers first adopted strategies and then adapted their methodologies,
incorporating challenges as part of their professional growth. Participants identified themselves as
innovative, resilient, and efficient, mirroring Hiver’s conclusion that the stabilization stage integrates
these experiences into teachers’ identities.

Conclusions and Implications

This study examined the influence of integrating technology tools on the immunity of three in-service
language teachers. Through narrative inquiry (frames and interviews) and reflective journals, we
explored their personal experiences and coping mechanisms. The findings revealed significant trig-
gers stemming from educational, contextual, and learner-related factors. Challenges such as a lack
of preparation time, inadequate training, outdated equipment, and limited internet access were preva-
lent. Despite these hurdles, the teachers employed various strategies, including personal preparation,
peer collaboration, and leveraging personal technology, to maintain their teaching efficacy. Ultimately,
these adaptive measures not only restored balance in their teaching practices but also fortified their
professional identity, fostering greater resilience and adaptability in technology-enhanced learning
environments.

The findings highlight the critical need for comprehensive support systems to assist teachers in inte-
grating technology effectively. Educational institutions must prioritize continuous professional devel-
opment to ensure teachers receive adequate training and resources. By addressing infrastructural
issues such as outdated equipment and unreliable internet access, schools can create a more conducive
environment for technology-enhanced learning. Additionally, fostering a collaborative culture among
teachers can enhance peer support and shared problem-solving, further strengthening their profes-
sional immunity.

While this case study offers valuable insights, its scope is limited by its small sample size of three
teachers, affecting the generalizability of findings. The qualitative approach, though rich in detail,
may not encompass the full range of experiences across diverse educational contexts. Additionally,
reliance on self-reported data from reflective journals and interviews risks bias, as participants might
skew responses or omit details. Future research should involve larger, more diverse teacher samples
and incorporate quantitative methods to complement qualitative insights for a more comprehensive
understanding.
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