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Abstract: The coviD-19 pandemic has affected every aspect of education including lecturers and students’
engagements. Therefore, this study investigated the effect of online instructional scaffolding on needs satisfaction as
experienced by regular undergraduate students in Ghana. Using the descriptive-quantitative research design, the
study surveyed 738 students using an online learning platform (VClass). The students were asked to respond to the
adapted online instructional scaffolding scale developed by Cho and Cho (2016) and the needs satisfaction scale
developed by Johnston and Finney (2010). The data gathered with the adapted scales were analyzed quantitatively
using frequencies and percentages and standard linear regression. The study revealed that the majority of the
students experienced low levels of online instructional scaffolding (n=259; 35.1%) and needs satisfaction (n=254;
34.4%). Also, it was found that online instructional scaffolding significantly predicted the need satisfaction of
students (B=.45, p=.000). It was concluded that the low levels of online instructional scaffolding and needs
satisfaction experienced by students are probable precursors to low academic engagement and commitment.
Therefore, there is the need to re-orient both lecturers and students to the benefits of online learning so that they
could maximize its usage.

Keywords: Instructional Scaffolding, Needs Satisfaction, Students, Lecturer and Ghana.

1. Introduction

Due to the recent Covid-19 pandemic, faculty of universities have been under increased stress and
workloads, which has worsened their already difficult task of balancing teaching, research, and service
obligations, as well as maintaining a healthy work-life balance (Houlden and Veletsianos, 2020).
According to Hodges et al. (2020), teachers from all backgrounds and ages have been forced to prepare
and deliver their classes from their homes, with all of the practical and technological challenges that these
online learning platforms, and in many cases, without the benefit of adequate technical support. Apart
from that, one of the most significant challenges faced by university teachers has been a lack of
pedagogical knowledge required for online instruction. Technical and administrative aspects of online
teaching are included in this type of instruction. Furthermore, it includes the pedagogical foundations and
knowledge of principles that are required to design for, as well as facilitate, effective online learning
experiences (Ching et al., 2018; Kali et al., 2011).

According to Joosten and Cusatis (2020), online learning offers students the opportunity to decide,
what, where, when, and how to learn. This is because students assume control over the learning situation
and assume ownership of the learning activities. However, online learning requires various abilities of
students such as familiarity with technology use, management of time and organization, and interaction
using online technologies (Joosten and Cusatis, 2020). It is noted that students who enroll in online
courses may have mixed levels of readiness, preparedness, and satisfaction that could affect their
academic excellence (Agormedah et al., 2020). To control online learning challenges among students, higher
educational institutions (HEIs) can provide resources to help students assess whether they are ready to take
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an online course and measure their levels of satisfaction after they had been engaged (Agormedah et al.,
2020; Joosten and Cusatis, 2020). Consequently, lecturers can also provide instructional support via
instructional activities that can help students in appraising their preparedness and readiness (e.g.,
assessment), gaining the needed skills to learn online, and managing their expectations about learning
online, which can help increase students’ chances for success in an online course (Agormedah et al.,
2020; Joosten and Cusatis, 2020). In the case of Ghana, lecturers of high educational institutions (HEIS)
were mandated to develop their learning models and upload them onto e-learning platforms to ensure
effective instructional discourse at the peak of the COVID-19 pandemic. This paradigm shift appeared not
to be problem-free because concerns were raised regarding internet connectivity and online learning-
related challenges by academic faculty, students, and parents (Agormedah et al., 2020).

A growing number of students are taking online courses, and online learning is becoming more
common in higher education (Seaman et al., 2018). However, despite the significant expansion of online
learning, roughly 23% of students expressed concern about the quality of instruction and academic
support for online courses in higher education (College., 2019). Following the results of a survey of
MOOQOC instructors conducted by Doo et al. (2020), it was found that proper academic assistance and the
use of effective instructional strategies were necessary to improve the quality of learning in an online
learning environment. Students' engagement in learning and learning outcomes are enhanced when
scaffolding is used as an instructional method, which has gained great attention as an effective
instructional strategy (Belland et al., 2017). Many scholars have investigated the process of scaffolding as
an educational method as a result of the growing interest in this strategy among educators. However, the
conclusions of these studies have been inconsistent and even contradictory to date. An example includes
Barzilai and Blau (2014), who discovered that conceptual scaffolding had little or no significant effect on
learning in synchronous online discussions.

2. Online Learning and COVID-19

Technology has made online learning simple (McBrien et al., 2009). In most cases, the capacity to
operate a computer connected to a network is required (Cojocariu et al., 2014). Online learning is a tool
that can make teaching and learning student-centered, inventive, and adaptable. Learning in synchronous
or asynchronous situations using various internet-connected devices (e.g., phones, laptops, etc.) is called
online learning. Students can learn and communicate with professors and other students from anywhere
(Singh and Thurman, 2019). Asynchronous learning environments are not structured, but synchronous
learning settings are. In such a learning environment, content is available through various learning
platforms and forums, not live lectures or classes. In such a setting, instant feedback and response are
impossible (Littlefield, 2018). Synchronous learning can foster student-teacher interaction (McBrien et
al., 2009). So, online learning is used in this study as the application internet-related and computer-related
tools in the teaching and learning process in the midst of COVID-19 pandemic in the University of
Education-Winneba, Ghana.

The use of online learning in education has grown dramatically in recent years, with numerous
benefits being realized as a result of this increase (Allen and Seaman, 2017). The fact that a large number
of students are taking their courses online has prompted educators to develop online courses that would
boost student learning and instructional effectiveness (Evans, 2014). Various studies have found that
online learning can boost student involvement, improve the quality of discussions, and encourage online
interactions (Agormedah et al., 2020; Daniel, 2020; Henaku, 2020). By assisting students in resolving
emerging challenges, the discussion forum has the potential to increase learning. Mobile technology, such
as software and PCs, may make it possible to have quick access to an online learning platform and
improve the effectiveness of mobile learning initiatives (Panigrahi et al., 2018). The disadvantages of
online learning are seen in student engagement, academic performance, and time consumption, even
though multiple studies have found that online learning is more successful than traditional learning when
compared to the latter (Adedoyin and Soykan, 2020; Adnan and Anwar, 2020; Mukhtar et al., 2020).
Although a considerable percentage of teachers were open to the idea of using an online teaching strategy,
many were skeptical, believing that online learning would lower student involvement, resulting in less
favourable academic outcomes than traditional face-to-face training. Only a few online teachings and
learning activities can adhere to a strict timetable and design (Lederman, 2018; Tallent-Runnels et al.,
2006).

72



Noble International Journal of Social Sciences Research

3. Online Instructional Scaffolding and COVID-19

We draw on the psycho-pedagogical concept of scaffolding to theoretically frame this work.
Scaffolding is derived from the works of Vygotsky (1978) and Wood et al. (1976). The term 'scaffolding’
is a metaphor for describing the type of assistance offered in support of learning by a teacher or co-
worker. The teacher helps the student master in the scaffolding process a task or concept which the
student cannot understand autonomously. The teacher offers help with only skills beyond the capacity of
the student. The term "online instructional scaffolding” refers to the support offered by teachers or
instructors via the use of technological resources. These teachers will make use of a variety of technical
tools and resources that will aid them in their classroom instruction. Students can benefit from the virtual
learning environment in the same way: they may use it to communicate with their peers while also having
their progress assessed regularly by their instructors. To be effective, such a strategy must be supported by
a systematic framework to avoid pupils becoming frustrated if they do not succeed in their learning
objectives. This implies that online educators perform scaffolding in a manner that is appropriate for the
needs of their students (Jumaat and Tasir, 2014). Blumenstyk (2018) predicts that the use of online
learning environments will continue to grow at a rapid pace in higher education over the next decade. This
is primarily since online learning environments typically provide access to learning resources, tools, and
communication media regardless of where students live or travel. Provide sufficient infrastructure to
provide simple and convenient access to various learning tools throughout a university or institution can,
in turn, encourage flexible and self-directed learning. For example, the rapid rise of massive open online
courses (MOOCSs) has accelerated the growth of online learning options and educational possibilities to
meet the requirements and motivation of learners everywhere (Milligan and Littlejohn, 2017). As a result
of technological improvements, students now have more learning possibilities that are not limited by time
constraints. Recent surveys and research findings, on the other hand, have found several problems with
online learners, including low learning engagement and poor-quality instruction (Doo et al., 2020).
Learners require proper instructional support, such as timely and suitable scaffolding, to improve their
online learning outcomes. This, in turn, makes learning more relevant and engaging (Oliver and
Herrington, 2003). According to Roddy et al. (2017), the nature of the online education environment also
means that course delivery must compensate for the lack of immediate physical infrastructure by
depending more heavily on asynchronous ways of communication to compensate for the loss of physical
infrastructure. In terms of key outcomes such as student academic achievement (McPhee and Soderstrom,
2012) and student satisfaction (McPhee and Stderstrém, 2012), online instructional scaffolding has been
proven to be equivalent to on-campus contexts (Palmer, 2012). For online courses, the factors that
contribute to a successful orientation include comprehensive overviews of the course structure,
recommended time commitments and expectations of students, familiarization with the required
instructional media and software, and guidance on the communication tools that will be used during
student-staff interactions. To deliver this information in an online context, a significant revision of how
these programs are created is required (Smyth and Lodge, 2012). Relating to this study, online
instructional scaffolding is used as the assistance and support offered to students to navigate the online
learning platform provided by the University of Education-Winneba, Ghana. This assistance and support
systems are provided by the HEI but the directed by lecturers.

Ak (2016) study on computer-based scaffolding in Turkey revealed that students’ task-related
learning activities are improved when technology-based scaffolding is utilized. Kim J. Y. and Lim (2019)
conducted a study in which they investigated the effects of supporting (i.e., conceptual) and reflective
(i.e., meta-cognitive) scaffolding on problem-solving performance and learning outcomes in an online ill-
structured problem-solving environment in Korea. The results showed that the reflective scaffolding
group outperformed the supporting scaffolding group in terms of problem-solving performance and
learning outcomes compared to the control group. They also discovered that there was a statistically
significant interaction between the sort of scaffolding used and the meta-cognitive effects in an online
learning environment, according to the researchers (Yilmaz and Yilmaz, 2019; Zhang and Bonk, 2009).

Cochran et al. (2016) conducted a focus group study with students to determine general student
perceptions of their online learning environment across courses rather than focusing on single evaluations
for single courses. They found that students had positive perceptions of their online learning environment
across courses. In this study, the students expected that a teacher's presence was extremely important to
them and that some of the assignments assigned to them online appeared to be designed to keep them
occupied rather than to provide them with real learning opportunities. Students’ impressions of blended
learning in a particular module were investigated by Glogowska et al. (2011) in a study that was identical
to the one described above but with nursing students. They noticed that, although they were aware of the
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disadvantages of working online, these students were thrilled about the ease that blended learning
provided for them. Students’ perceptions of teaching and social presence in online and face-to-face
learning contexts were examined by Bowers and Kumar (2017), who discovered that students were more
aware of teacher and social presence in the online version of the course than in the face-to-face version.
Kim K. J. et al. (2005) discovered that the availability of online courses was the most important factor in
Master of Business Administration students’ perceptions of online learning environments, while also
discovering that the convenience of online learning was a key factor in their perceptions of online learning
environments. This was followed by discussions about the course’s overall quality, length, and cost.
Picciano (2002) investigated student perceptions of the level and quality of contact in an online course and
discovered that there was a substantial relationship between perceived student performance in online
courses and the level and quality of interaction. His research revealed that, while strong student
interactions had a considerable impact on the quality of written evaluations, the results of the
examinations did not differ significantly from one another. The most noteworthy finding of this study,
however, was the extremely high association between student social presence and student perceptions of
learning, which was revealed in the results. A study conducted by Russo and Benson (2005) looked into
the relationship between how students interpret interactions that occur in the online environment and their
attitude toward and satisfaction with their level of learning and found that it was significant. This “online
presence” extended to the instructor's online input for the course, which was found to be substantially
connected with student course satisfaction and learning outcomes. Further evidence of the importance of
the teacher's social and cognitive presence in an online learning situation has been offered by other
researchers as well (Hosler and Arend, 2012; Kear et al., 2014). These studies discuss the importance of
online course elements such as interaction, online presence, personal contact, and social presence.

4. Students’ Need Satisfaction and COVID-19

Ryan and Deci (2000) propose that the satisfaction of three psychological needs for autonomy,
competence, and relatedness are critical in the emergence of self-determined goal-direction. A large body
of variable-centered research has demonstrated that the satisfaction of these psychological needs, as well
as autonomous (engaging in an activity out of pleasure or volition) and controlled (engaging in an activity
because of internal or external pressures) motivations, have distinct effects on a variety of educational
outcomes (Cordeiro et al., 2016; Stolk et al., 2018; Wang R. et al., 2017). According to research
conducted in a variety of cultural contexts, students' psychological needs satisfaction appears to be
capable of explaining important educational outcomes such as engagement and achievement (Stolk et al.,
2018). Psychological needs satisfaction appears to be even more strongly related to these outcomes than
autonomous and controlled forms of motivation (Kanat-Maymon et al., 2015).

The COVID-19 pandemic did not only change the instructional strategies among schools but also
affected the needs of students, who directly receive tuition through online platforms. Students' needs are
very important for their survival in higher education. As a motivator, the unsatisfied needs of students
may have a debilitating effect on their psychological well-being. As described by Ryan and Deci (2000),
human beings yearn for a sense of self-determination, competence, and connectedness. Individuals'
psychological well-being is dependent on their ability to meet these demands, which can, in turn, fuel
motivation and behavior. A recent study conducted by Mahama et al. (2021) indicates that COVID-19
affected students in many ways including their learning styles, attachment, and sense of belonging, which
in a way could affect the needs of students.

Deci and Ryan (2000) coined the term “need satisfaction”, which implies needs for autonomy,
competence, and relatedness. Autonomy contributes to a sense of ownership over actions and a sense of
psychological and internal freedom. Competence is the capability of engaging in activities that allow
people to apply and expand their knowledge. Finally, the need for relatedness refers to an individual's
sensation of warmth, bonding, care, or a sense of belonging to a community. (Vansteenkiste et al., 2020).
Individual growth, adaptability, integrity, and well-being are all dependent on meeting these
psychological demands (Deci and Ryan, 2000). The importance of needs in promoting students' emotions
and motivation has been widely recognized (Milyavskaya and Koestner, 2011; Vansteenkiste et al.,
2020), academic success (Wang Y. et al., 2019), psychological well-being (Yu S. et al., 2018), and
beneficial parenting style (Schiffrin et al., 2014). Thus, numerous notable ideas in developmental and
educational psychology are established with the basic psychological needs of learners in mind. Before the
COVID-19 outbreak, students had more opportunities to receive direct feedback from lecturers (the need
for competence), to discuss and learn with peers during and after classes (the need for relatedness), to
choose how and where to learn (e.g., using libraries, learning with friends at home; they need for
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autonomy), and to engage in university and scholastic activities. Students have been attending online
courses in place of traditional courses since social limitations were established. Additionally, students
have a restricted number of opportunities to participate in social and university activities. Schwinger et al.
(2020) conducted a recent study on the effect of lockdown measures on residents' basic psychological
needs fulfillment in Germany and discovered significant decreases in the fulfillment of the demand for
autonomy. Additionally, the study found that lockdown measures had the greatest effect on autonomy
satisfaction, which was connected with decreased well-being and a rise in mental health disorders such as
anxiety and despair. Needs satisfaction is used in this study as the feelings students experience as they
perceive their wishes and expectations are met as they use online learning platforms in the University of
Education-Winneba, Ghana. These needs can only be satisfied when challenges encountered in the
process of learning are duly mitigated by their lecturers. However, the needs of students are varied and
complex within the online higher education space, hence, a holistic appreciation of such needs is essential
for meeting their expectations by constantly monitoring and improve the online systems for the
satisfaction of students and related stakeholders by higher education managers.

Numerous empirical investigations have been conducted to ascertain the impact of the COVID-19
outbreak on institutions of higher education (Hahn et al., 2021; Hajek and Kernecker, 2020; Rahman et
al., 2021; Seyfeli et al.,, 2020). These studies found that students faced increased academic and
psychological challenges during “digital” semesters. They expressed concerns regarding the quality of
online course delivery, expressed uncertainty about course topics, and expressed mistrust in guidance
obtained from distant faculty members (Traus et al., 2020). While Studitemps GmbH and University.
(2021) discovered no effect on students’ need satisfaction with the study situation following the outbreak,
Marczuk et al. (2021) discovered a substantially low level in study satisfaction as a result of impaired
social integration. Both analyses anticipated a long-term increase in dropouts as a result of the COVID-19
pandemic, but neither study discovered an increase in actual dropouts in any of the academic semesters.
According to (Chiu T. K. F., 2021a; Chiu T. K., 2021b), three innate requirements must be met during a
learning assignment for students to be motivated to complete it. As a result, electronic learning
environments should be built to meet these three requirements to encourage student involvement. Chiu T.
K. F. (2021a) conducted a study that investigated teachers’ digital support for student engagement and
needs satisfaction. According to the findings of the study, teachers' perceived autonomy, competence, and
relatedness support received from the LMS were significantly influenced by their digital support, resulting
in higher levels of student engagement. This means that the recommended support solutions were
successful in meeting the three innate demands of students when studying with resources and/or
completing assignments online for blended learning.

5. The Ghanaian Context

In Ghana, higher educational institutions have been implementing novel instructional
methodologies to mitigate the effect of COVID-19 learning by facilitating students’ transitions and
maintaining a healthy educational atmosphere (Agormedah et al., 2020; Henaku, 2020; Mahama et al.,
2021). Some of these methods include the use of interactive online instructional platforms,
communication with students regarding the progress of examinations social media platforms, and offering
students a variety of teaching and learning opportunities. According to Mahama et al. (2021), COVID-19
has placed a lot of demands on students towards their academic adjustment. Mahama et al. (2021) note
that, “there is a significant developmental shift in academic engagement between educational instructors
and their students, where this shift seems to have created new responsibilities for students in terms of
managing their peer attachments, making efforts to employ the most effective learning styles, and
developing a sense of belonging to their respective institutions” (p. 176). Aside from preventing the
escalation of the various variants of the COVID-19 pandemic, most universities in Ghana have adopted
the blended mode of learning (face-to-face and online) with fewer physical contact hours and more online
hours. This strategy is laudable (Yu Z., 2021) but appears to burden students more because of their
inadequate knowledge in using online platforms. Whether face-to-face learning or online learning, the
success of every academic interaction between a teacher and a student depends on the proper guidance
and direction of the teacher. The teacher implements every learning strategy. As such, the teacher should
be in the right position with the right skills and technology to spearhead the teaching and learning process.
However, when teachers seem not to possess the required skills and abilities or fail to guide the teaching
and learning process appropriately, it might affect their instructional scaffolding skills and as well, the
needs of their students. In the COVID-19 pandemic, teachers’ online instructional scaffolding is needed
more than expected because most learners appear to lack the required knowledge in navigating most
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online learning platforms in Ghana. Online instructional scaffolding is usually recommended in periods of
pandemic (Cho and Cho, 2016; Clinefelter et al., 2019; Jumaat and Tasir, 2014), however, it is unknown
whether the online learning method is effective and efficient in creating a learning atmosphere that meets
students’ needs, facilitating students’ engagement, reducing students’ turnover intentions, and reducing
psychological health risks. This study, therefore, sought to determine the effect of online instructional
scaffolding experienced by students on their need satisfaction. On this note, the researchers addressed the
following questions and hypothesis:

1. What is the level of instructional scaffolding experienced by undergraduate students in
University of Education-Winneba, Ghana?

2. What is the level of need satisfaction as experienced by undergraduate students in University of
Education-Winneba, Ghana?

3. Hji: Online Instructional Scaffolding experienced by students will have an effect on their needs
satisfaction in the University of Education-Winneba, Ghana

6. Methodology

The researchers employed a descriptive-quantitative design in determining the effect of online
instructional scaffolding on the need satisfaction of students. The chosen design was appropriate for the
study because quantitative data were collected to enable the quantification of the findings of the study.
Students of one public university in Ghana participated in this study. The choice of this university was
instructive, given its commitment and demonstrated competence in providing online learning
opportunities for students during the Covid-19 pandemic. An online sample of 738 out of 27,321 regular
undergraduate students’ population were used for the study. Respondents were selected through opt-in
volunteer sampling (Fricker, 2016). This technique is deemed appropriate for online surveys (Fricker,
2016). A solicitation notice was posted on the university’s learning management system from where
volunteers self-selected to participate in the study. The data were collected using google forms routed
through Virtual Classroom platforms (VClass) of the University of Education, Winneba in Ghana. By this
decision, only students who experienced online learning were able to participate in this study. Again, an
equal opportunity was provided to each person using this platform to partake in the study. The sample
included both male (n=456; 61.8%) and female (n=282; 38.2%) respondents who were pursuing various
academic programmes. The mean age of the respondents was (M=26.72+ SD=5.32+) with the implication
that most of the respondents were neither too young nor too old. This nullifies potential biases arising out
of variation in their digital competencies as categorized by Prensky (2001). The sample size for the study
was adequate based on Apuke (2017) and Krejcie and Morgan (1970) perspectives. According to these
scholars, popupaltion size of 27,000 should have a sample size of 379 but the current study’s sample size
far exceeded the suggestion, hence its appropriateness. The instruments used for the data collection were
adapted scales. Specifically, the online instructional scaffolding scale developed by Cho and Cho (2016)
was used. The scale had 12-items (a=.88) on a 7-point Likert scale anchored between 1=not true at all and
7=very true (see Appendix Section B). Again, the basic need satisfaction scale developed by Johnston and
Finney (2010) was used. The scale had 21-items (a=.77) with three dimensions: autonomy competence
and relatedness on a 7-point Likert scale anchored between 1 = not true at all and 7=very true (see
Appendix Section C). The some few modifications were made on the statements of the adapted scales to
meet the context and culture of the study area. The data collected with these scales were analysed
descriptively (frequencies and percentages) and inferentially (regression).

7. Results

The aim of this study was ascertain the effect of online instructional scaffolding on students’ needs
satisfaction. In performing the analysis, the researchers tested assumption using descriptive statistics.
Table 1 presents the results:

Table 1. Test of Assumptions

N Min. Max. |Mean SD Skewness Kurtosis
\Y4 Stat. Stat. Stat. Stat. S.E Stat. Stat. S.E Stat. S.E
OIS 738 14.00 |84.00 |69.18 475 12.90 -1.04 .09 .876 .18
NS 738 27.00 [147.0 |101.86 |.616 16.74 .020 .09 1.290 .18

V=Variable, O1S=0nline Instructional Scaffolding, NS=Needs Satisfaction
Online Data (2021)
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Table 1 indicates the skewness of data based on custom rule values ranged between +1 and -1 and
kurtosis custom rule values ranged between +1 and -1. Referring to online instructional scaffolding, it
produced skewness statistic of -1.04 and kurtosis statistic of.876 this implied that distribution for online
instructional scaffolding was skewed to the left while kurtosis produced negative value, making the data
leptokurtic. This indicates that the majority of the responses are above the average/midpoint in the normal
curve (mean and median less than the mode). Referring to needs satisfaction, it produced a skewness
statistic of .020 and a kurtosis statistic of 1.290. This implied that the distribution for needs satisfaction
was skewed to the right while kurtosis produced a positive value, making it platykurtic kurtosis (positive
kurtosis shows distribution that is peaked and possessed thick tails). This explained that the majority of
responses were below the average/midpoint on the normal curve (mean and median greater than the
mode). Above all, the distribution was normal for both online instructional scaffolding and needs
satisfaction.

8. What Is the Level Of Online Instructional Scaffolding Experienced By
Undergraduate Students?

Table 2. Levels of Online Instructional Scaffolding as Experienced by Students (n=738)

Levels Frequency Percent
Low Level 259 35.1
Moderate Level 249 33.7
High Level 230 31.2

Source: Online Data (2021)

Table 2 shows results on the level of instructional scaffolding experienced by undergraduate
students in the period of COVID-19 outbreak. The results show that majority of students experienced low
levels of online instructional scaffolding. This means that lecturers are less likely to direct students
concerning what to do and what not with their online classes in the period of COVID-19. The current
study findings contradict the study finding of Cochran et al. (2016). In their focus group study, they
found that students possessed positive perceptions of the online learning environment across the courses
they took. The revelation from Cochran et al. (2016) study occurred due to the higher expectation
students had on their teachers’ ability to guide them through the online learning platforms.

9. What Is the Level of Needs Satisfaction as Experienced by Students?

Table 3. Levels of Needs Satisfaction as Experienced by Students (h=738)

Level | Frequency | Percent
Autonomy Dimension

Low Level 271 36.7
Moderate Level 246 33.3
High Level 221 29.9
Competence Dimension

Low Level 272 36.9
Moderate Level 265 35.9
High Level 201 27.2
Relatedness Dimension

Low Level 260 35.2
Moderate Level 242 32.8
High Level 236 32.0
General Needs Satisfaction

Low Level 254 34.4
Moderate Level 250 33.9
High Level 234 31.7

Source: Online Data (2021)
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Table 3 shows results on the need satisfaction of students in the period of COVID-19. The results
indicate that majority of the respondents possessed a low level of need satisfaction (n=254; 34.4%). This
implies that students’ needs were not met in the academic environment in as much as online learning in
the period of COVID-19 is concerned. The finding might be as a result of the fact that management of the
University of Education, Ghana, where these respondents were selected have not yet appreciated the needs
of students in online learning, hence their inability to mitigate the students in a traditional classroom
system and the needs of students in online learning platforms. The current study findings corroborate with
Marczuk et al. (2021). In their study among German students, they found that students experienced low
need satisfaction because of impaired social integration between them and their teachers. However, the
current study findings debunked Studitemps GmbH and University. (2021) study finding, which revealed
that there was no COVID-19 effect on the need satisfaction of students.

H;: Online Instructional Scaffolding experienced by students will have an effect on their needs
satisfaction

Table 4. Instructional Scaffolding Predicting Students’ Need Satisfaction

Variable R R’ Adj.R> |B B t SSE. |F Sig. | P

OIS-NS 447 |.200 199 58 | 45 13.6 |.043 183.64 .000 .000

OlS=Instructional Scaffolding (Independent Variable); NS=Need Satisfaction (Dependent Variable)
Source: Online Data (2021)

The researchers investigated the effect of online instructional scaffolding on students’ need
satisfaction as shown in Table 4. The results indicate that there was a significant positive but moderate
relationship (r=.447) between online instructional scaffolding and students’ need satisfaction. This implies
that the higher students feel they are being helped by their lecturers in online learning, the more they
become satisfied and assume that their learning needs are met. Based on the moderate relationship
established, it was appropriate to establish how the independent variable (IS) predicted the dependent
variable (NS). The results indicate that online instructional scaffolding explained 20.0% of the variance in
students’ need satisfaction [R? =.200, F (1, 736) =183.64, p=.000]. It was found that online instructional
scaffolding positively and significantly predicted students’ need satisfaction (B=.45, p=.000) with an
effect size of .24 been small. The findings imply that a unit increase in online instructional scaffolding
experienced by students would lead to a unit increase in their need satisfaction. The current study finding
confirms the study finding of Chiu T. K. (2021). In a study among students concerning digital support
offered by teachers to their students in an online learning situation, the study revealed that students
indicated their teachers’ digital support was high and as well, teachers’ digital support predicted students’
need satisfaction.

10. Implication for Practice and Policy

The low levels of online instructional scaffolding and needs satisfaction experienced by students are
probable precursors to low academic engagement and school withdrawal. This is based on the fact that the
teachers who are assumed to possess the required knowledge and skills to help students to navigate their
online learning platforms seem to be having less knowledge and skills, hence students’ feeling of
dissatisfied with the whole online learning mode. This may imply that university lecturers are not much
conversant with the online teaching and learning platforms, hence their inability to adequately use to the
benefit of those they teach. As it stands, the study revelation gives an acute contrast to the statement that
providers of online teaching and learning services have demonstrated that online teaching and learning is
crucial in reducing early dropout rates, raising self-confidence, and strengthening the students’ sense of
belonging (Tomei et al., 2009). The issue of inadequate online instructional scaffolding and low need
satisfaction experienced by students cannot be the sole responsibility of faculty members but the
university as a driver of the online teaching and learning processes. It is possible that the orientation
programme designed by the university and given to lecturers to help their students might not be adequate,
hence their inability to scaffold the online learning process for their students. According to Cannady
(2015), many universities that provide online teaching and learning opportunities to their students do not
require them to participate in an adequate orientation program before the start of the enrolment, hence
students’ inability to appreciate and use these facilities. This is attributed to the difficulty experienced by
most universities in coming up with proper online teaching and learning orientation programs. As a result
of the difficulty in designing effective online orientation programs, Cannady (2015) study found that up to
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29 percent of institutions only offer on-campus orientation events, even though they offer full-time online
teaching and learning activities. This number is particularly troubling because there is compelling
evidence to suggest that comprehensive orientation programs are critical to ensuring the success of online
learning for lecturers and students in general.

11. Conclusion and Recommendations

The outcome of this study is revealing, intriguing and paradoxical. Prensky (2001) distinction of
digital immigrants from digital natives implies that generally, lecturers (immigrants) are expected to be
less knowledgeable in technology than students (natives). Ironically, students appear to have higher
expectation that their lecturers will provide a higher level of instructional scaffolding. Rightly so because
in the context of academia where a clear dichotomous power differential exist between lecturers (as the
knowers) and students (as the less knowledgeable), its stands to reason that students will expect more,
regardless of perceived low competencies of lecturers in ICT. Consequently, it has become imperative that
lecturers double-up efforts at upgrading themselves in terms of digital competencies. Whereas
technological advancement has induced a lot more of automated services in industry, technological
application in teaching is different. Digital tools still require pedagogical skilfulness on the part of
teachers and instructional scaffolding is one of them. It is becoming clearer that students will not give any
conssessions in their expectation of online instructional scaffolding.

In any online learning setting, students should know what instructors expect of them and what they
may anticipate from them. Instructors can help students understand policies by presenting them
prominently on their websites. These policies will benefit both instructors and students by simplifying e-
learning course management. Again, positive attitudes towards online learning can help students
overcome some of the possible hurdles. For example, being focused during online classes or being
motivated is critical for online learning success. Strong attitudes also help students use ICT efficiently and
make the most of new technologies for learning. Self-regulation and intrinsic drive to study are significant
factors in enhancing school performance in general, but may be especially vital if online learning
continues. Students' attitudes and dispositions are heavily influenced by parental and teacher support as
well as role models. Teachers' support can help students establish good attitudes towards learning and
optimize their capacity to take advantage of online learning options.

Management of higher education institutions must take clues from these findings to design cutting-
edge training programmes for its staff in order to keep them relevant in post-COVID-19 21* Century.
Faculties in higher education need to appreciate that online learning differs significantly from traditional
modes in terms of applicable pedagogy. Thus, teacher-centred pedagogical strategies are less useful in
online environments. Lecturers need to upgrade their skills in learner-centred pedagogies, utlising active
learning and guided discovery techniques in order that they are able to create a more useful learning
experiences for their students.

Lecturers need support to incorporate technology effectively into their teaching practices and
methods and help students overcome some of the difficulties that are associated with this form of learning
environment. Supporting teachers’ training about the use of digital resources for pedagogical practice and
promoting teaching practices adapted to this context is key to ensure that ICT is leveraged effectively.
Support of online learning for lecturers include faculty development, pedagogical and technology training,
peripheral roles, policies, and feedback have been explored in the context of faculty
effectiveness. Faculty development encompasses both technology and pedagogy; and undoubtedly, both
lead to teaching effectiveness. According to Mueller et al. (2013), faculty development programming is
one of areas of focus identified to connect adjunct faculty to fulltime faculty. Focused on effective
instructional strategies for online learning, the programming should be asynchronous and web-based to
meet the time and location constraints of all faculty (Mueller et al., 2013).

Finally, this study utlising only students presents only one side of the narrative in terms of online
instructional scaffolding. A lot more research is needed both in terms of approach and respondents to
unearth lived experiences of students and instructors in online instructional scaffolding. Future research
will benefit the academy with qualitative studies that will explore the phenomenon from subjectivist
paradigms in order to provide a more holistic appreciation of online instructional scaffolding.

12. Limitation

This work is limited by the context of applicability. All respondents were from a single university in
Ghana and their experiences might not be easily extended to other universities. Regardless, readers may
do cautious generalisations in situations where contextual circumstances are similar.
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APPENDIX
Dear Respondent,

We are embarking on study would be grateful if you could answer the questions below. There is no
right or wrong answer. | am interested in your personal experience and opinion. The confidentiality of
your information is guaranteed.

SECTION A
Demographic Data

1. Gender/Sex: Male[ ] Female[ ]

SECTION B
Instruction

In the tables below for each statement mark how much you agree with a tick [V] in the box to the
right of each statement. The responses are on the scale Strongly Disagree [SD], Disagree [D], Agree [A]
and Strongly Agree [SA].

Instruction
In the tables below for each statement mark how much you agree with a tick [V] in the box to the
right of each statement. The responses are on the scale 1 to 7.

Online Instructional Scaffolding

Statements 112(3|4|5|6]|7
1. My tutors encourage students to ask questions.

2. My instructor provides regular feedback on student interactions.
3. My tutors promptly respond to students’ needs or requests.
4. My tutors are positive and supportive of students’ comments to
encourage students to continue participating in online interactions.
5. My tutors provide regular announcements with students to
communicate clearly what they expect in interaction activity.

My tutors monitor how we interact with each other.

7. My tutors provide basic guidelines to help students become aware
of the importance of classroom interaction.

8. My tutors leave a message to thank students for contribution to
classroom interactions.

9. My tutors actively participate in classroom discussion by replying
to students, summarizing discussion, or asking questions to
students.

10. Whenever posting a message, my tutors encourage students to
share their concern or problems with them.

11. My tutors provide timelines for students’ classroom interactions.

12. If students’ general interaction is low, my tutors encourage us to
participate actively in interaction by sending a note.

@

SECTIONC

Instruction
In the tables below for each statement mark how much you agree with a tick [V] in the box to the
right of each statement. The responses are on the scale 1 to 7.

Basic Need Satisfaction Scale

Statements 112|3]4|5|6]|7
1. | feel like I am free to decide for myself how to live my life in
school.
2. | generally feel free to express my ideas and opinions in school.
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