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Abstract

Many scholars suggest that interactive lectures allow educators to help students develop their critical
thinking, knowledge application, and critical consciousness of social injustice. These skills are difficult
to cultivate in the traditional didactic lectures, which are a pedagogical manifestation of the banking
education concept. This exploratory research aims to explore the feasibility of implementing interactive
lectures at universities. Conducting six interviews with instructors and undergraduates at one
university. Utilising a thematic analytical approach uncovers three themes, which reflect several
challenges to the implementation of interactive lectures. This study contributes to teaching practice by
offering suggestions for implementing interactive lectures, including specific interactive teaching
activities and factors that impact their implementation.

Keywords

interactive lecture, banking education, higher education, critical thinking

1. Introduction

Didactic lectures have been criticised due to their low knowledge retention (Bradshaw et al., 2021) and
cognitive engagement (Gordon et al., 2022). From Freire's (1970, 2000) lens, this lecture is a form of
banking education, in which instructors often present information as unquestionable truths, distinct
from lived experience, leading students to passively internalise information uncritically. Given that the
traditional lecture remains the predominant pedagogy in higher education (Connolly, 2024), it is
imperative to emancipate students attending didactic lectures from replicating inequality (Freire, 1970).
According to Freire (1970), instructors ought to transform their didactic teaching pedagogy, thereby
helping students liberate themselves. Attaining this state of liberation facilitates the cultivation of

students' critical thought processes, proficiency in applying acquired knowledge, and a profound
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critical awareness of societal inequality-defined as the discernment of social injustice and the
undertaking of appropriate interventions (Shih, 2020). Critical thinking involves purposeful, reasoned,
and goal-directed thinking to make informed judgments or decisions (Halpern, 2001).

Applying interactive lectures can liberate students in class, transforming the traditional teacher-led
lecture into a collaborative, interactive, and captivating learning experience (Russell et al., 2016).
These brief interactive activities provide students with opportunities to think, observe, and respond
(Linsenmeyer, 2021). The group discussion and the provision of concrete examples to explain lecture
content (hereafter referred to as a case study) are two interactive activities that can be used in the
interactive lecture (Tremblay-Wragg et al., 2019). The group discussion offers opportunities for
students to express and justify their own ideas and to argue others' views (Gillies, 2011), while the case
study promotes students to consider the diversity of contexts when applying theories to address the
issues in cases (Smith-Maddox & Solérzano, 2002). These interactive activities are practical for
lecturers to apply in lecture practice because these activities are brief and take up only a small portion
of the lecture (Linsenmeyer, 2021). Brief interactive activities can be embedded into the didactic
lectures with minimal changes, eliminating the necessity for an extensive transformation of the existing
pedagogical structure (Mostert, 2007).

However, universities generally cannot provide adequate training and time for lecturers to transform
their current didactic pedagogy into their lecturing practice (Brownell & Tanner, 2012). Insufficient
training may cause lecturers to fail to learn which elements construct an interactive lecture (Yarnall et
al., 2007) or to adopt an unconvinced attitude (Winter et al., 2002). The lack of time for teaching leaves
lecturers without sufficient preparation time, as interactive teaching requires (Pundak & Rozner, 2007).
Given the promising effects of interactive lectures and the significant obstacles to their implementation,
this study aims to explore their feasibility in teaching practice and identify the factors that affect their

implementation.

2. Theoretical Framework: Freire's Pedagogy of the Oppressed and Liberation

One of the strongest condemnations of didactic teaching comes from Paulo Freire, who is known for
introducing the idea of banking education. According to Freire (2020), banking education involves
teachers overly focusing on unchanging, inactive concepts, presenting them as undisputed facts and
subsequently 'deposited' into students for passive intake (or recitation). Students are hindered from
developing critical thinking because they are not permitted to actively consider ideas or assess
information (Barnett, 1994). In addition, Freire (1970) maintains that banking education presents
classroom topics as disconnected from students' experiences and reality, thereby depriving students of
chances to apply their knowledge in real-world settings. Freire (1970) also posits that banking
education leads students to progressively embrace the submissive role imposed in the classroom and
adjust to existing situations instead of proactively cultivating their critical awareness of social injustice

(Diemer et al., 2015). Critical consciousness encompasses several abilities: critical reflection, which is
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the awareness of social disparities; critical motivation, which is an individual's drive to tackle perceived
unfairness; and critical action, which involves steps taken to rectify social inequities (Watts et al., 2011).
Several empirical data substantiate Freire's (1970) arguments that the traditional didactic teaching
method suppresses students' progress in critical thinking, the capacity to apply knowledge, and critical
consciousness. According to research by Bligh (2000) and McKeachie and Svinicki (2014), didactic
lectures are less potent than other pedagogy when instructional aims involve developing the application
of knowledge and critical thinking skills. In addition, Martin and Beese (2020) report that when it
comes to learning material on social justice issues such as race, gender, and class, didactic lectures are
not successful in deepening students' grasp of the subject.

In his critique of banking education, Freire (1970) put forward liberation education, primarily seeking
to emancipate students from oppression. Specifically, Freire's liberation pedagogy allows "acts of
cognition, not transferrals of information", facilitating students to disrupt their established thought
processes in order to cultivate their capacity for critical thought (Jones, 2007). Moreover, this pedagogy
emphasises developing students' awareness of their real-life circumstances, which supports them to
think about how to apply their knowledge in practical ways. Besides, implementing this pedagogy
liberates students from the shackles of a culture of silence. It enables them to resist the social structure
that once oppressed them, thereby fostering a critical consciousness of social justice (Shih, 2020).
Although Freire's ideas are decades old, the emphasis on student liberation remains valuable in today's
higher education. Nowadays, the didactic lecture remains the dominant university teaching approach in
most disciplines (Crawford & Parsell, 2025), thereby reproducing inequality and oppression in society
(Freire, 1970). To disrupt the cycle of inequality, it is vital to emancipate students in lectures,
particularly by cultivating their critical awareness of their marginalised state, which serves as a
significant move towards their liberation both within higher education institutions and beyond (Freire,

1970).

3. Counteracting the Didactic Lectures: Embedding the Interactive Activities into the Lecture

Some publications indicate that educators may integrate group discussions and case studies as two
interactive modalities to challenge traditional didactic lectures and facilitate a liberating educational
paradigm in practical application (Doran et al., 2011; Hamann et al., 2012). In the classroom, the
objective of group discussion serves to cultivate a wealth of insights pertinent to resolving questions
presented by the educator (Burkhalter et al., 2002). By integrating group discussion within traditional
didactic lectures, students gain the opportunity to articulate and substantiate their diverse viewpoints,
concurrently engaging with and assimilating the ideas proposed by other group members, which
promotes the development of critical thinking faculties (Reznitskaya et al., 2009). Additionally,
students are customarily expected to implement their acquired understanding, including conceptual
frameworks from lecturers, to analyse concrete cases through a case study (Linsenmeyer, 2021).

Through the application of theoretical constructs in real-world contexts, learners acquire a profound

130
Published by SCHOLINK INC.



www.scholink.org/ojs/index.php/wjer World Journal of Educational Research Vol. 12, No. 6, 2025

comprehension of the disparity between abstract knowledge and its operational utility, consequently
augmenting their capacity for knowledge transfer across varied settings (Biggs & Tang, 2011;
Thistlethwaite et al., 2012). According to Smith-Maddox and Solérzano (2002), the exposition of
students to social justice cases facilitates an enhanced comprehension of social inequality and promotes
critical examination of their ingrained convictions and presumptions concerning social justice.
Although interactive activities yield benefits, some research implies that their practical application may
be unattainable (Bledsoe, 2011; Lammers & Murphy, 2002). Lammers and Murphy (2002), for instance,
indicated that when higher education institutions prioritise teaching in their yearly assessments,
instructors often adopt more didactic lecture formats and incorporate fewer interactive classroom
activities. This phenomenon might arise from the view, shared by certain lecturers, that lecturing serves
as an effective mechanism for the direct transmission of information to students (Roach et al., 1993).
Moreover, lecturers with more teaching experience are more inclined to use didactic rather than
interactive lectures. This may be because, as they gain experience, they become more inclined to
adhere to their used teaching approaches, namely, didactic lecture (Lammers & Murphy, 2002). Besides,
Bledsoe (2011) demonstrates that interactive techniques may compel the lecturers to wait until
latecomers arrive to class before beginning the activity, which will make lecturers, who are more likely
to use interactive approaches, tend to have some teaching time to wait for tardy students, which may
reduce educators' willingness to implement interactive lectures.

Many existing research publications investigate the feasibility of interactive activities. However, some
of them define the interactive activities as the independent pedagogy, ignoring the possibility of
embedding a variety of interactive strategies into the traditional didactic lecture (Busch et al., 2015;
Clow & Wachter, 1996). Moreover, in this research topic, the majority of publications explore the
feasibility of these activities quantitatively, for example, by determining the frequency with which they
are applied in practice (Ernst & Colthorpe, 2007; Huxham, 2005; Sharma et al., 2010).

Given these prior research gaps, this present study aims to explore the feasibility of implementing
interactive activities in a lecture. The research questions are as follows:

1) From the perspective of lecturers, what factors influence lecturers to use interactive activities in
practice?

2) From the perspective of students, what factors influence them to engage in interactive activities in

practice?

4. Methodology
4.1 Participants
This study employed a maximal variation sample. A maximum variation sample means identifying
critical dimensions of variation and then seeking cases that distinguish from one another as much as
possible (Suri, 2011). The maximum variation sampling promotes the generation of significant shared

themes that cut across cases and the acquisition of their significance from heterogeneity (Patton, 2002).
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Given that differences in social and racial identity affect individuals' higher education experiences and
perceptions (Aregbeyen, 2010; Marambe et al., 2011), the researcher identified these dimensions as the
key sources of variation. This research involved six participants, with two lecturers and four
undergraduates in one university, who have different social and racial identities. This variation allows
the researcher to collect data from various perspectives and identify essential patterns from participants'
perceptions of their lecture experience (Palinkas et al., 2013; Suri, 2011). The researcher initially
contacted potential participants via e-mail, and they could then independently decide whether to
participate in this study.

4.2 Data Collection and Analysis

The researcher employed the interview as the data collection method. Because the interview allows
participants to yield contextually portray and deeply interpretate their lecture experiences (Schultze &
Avital, 2011) and enables the researcher to explore crucial events that happened in their experience
(Holloway & Galvin, 2017).

Regarding the specific interview type, the researcher selected a face-to-face semi-structured interview.
In a face-to-face interview, there is no significant delay between questions and answers, implying that
participants must respond directly and quickly to the researcher, thereby avoiding discrepancies in data
caused by extended reflection (Opdenakker, 2006). Second, the researcher used the semi-structured
interview, allowing him/her to ask additional questions that were not predetermined and thus collect
rich data associated with new themes generated in these interviews that may not have been considered
by prior studies (Gray, 2018; Patton, 2002). In addition, all of the interviews were audio-recorded and
transcribed verbatim with permission, which ensures the accuracy of my interview transcripts to a large
extent (Opdenakker, 2006). The researcher used Otter to record and transcribe the interviews,
substantially reducing the time required to transcribe the tape recordings.

The researcher applied thematic analysis as a qualitative data analysis method (Braun & Clarke, 2006).
Thematic analysis is an approach for determining, analysing, and reporting themes within data (Braun
& Clarke, 2006). Thematic analysis is well-suited for examining experiences from diverse participants
to identify common or shared meanings, allowing the researcher to identify essential themes related to

the feasibility of interactive activities (Cooper et al., 2012).

5. Result

5.1 Time Limitation

The lecturer participant contended that the interactive activities will only take up a small fraction of the
lecture's time, leaving most of the time for didactic teaching. In the extraction of interview transcripts
below, the researcher anonymised the two lecturer participants as L1 and L2, while those four student
participants as S1, S2, S3, and S4.

I would say maybe 60 to 75% would be lecture, and maybe 30% or 25% would be activity. (L2)

This perception aligns with prior findings that interactive lectures typically remain didactic despite the
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presence of minor interactive activities (Miller & Metz, 2014). Nevertheless, the lecturer participant
also suggested concern that introducing interactive activities can occupy their teaching time:

At the same time, you know, there is a lot of material to cover often in these lectures. We do need to
cover a lot of new information.... 75% (of the lecture) is just the sort of balance that I have had since I
struck. (L2)

Murray and Brightman (1996) also identify this concern and its reason: lecturers are often asked to
deliver a large amount of content. Besides, numerous research findings indicate insufficient lecture
time for educators to implement interactive activities (Duggan et al., 2007; Dancy & Henderson, 2010;
Rahman, 2020), suggesting that this lecturer's concern is justified. Hence, as Dancy and Henderson
(2010) argue, the lack of lecture time to implement interactive activities really hinders instructors from
applying them in lecture practice. In addition to the time limit of employing these activities in practice,
the interview transcripts revealed that the time cost of designing an effective interactive activity is
another barrier for lecturers to implement the interactive activity:

And I think that is probably a weakness in some units (design). Yeah, I know I can do better. There is
not enough time... (L1)

So yeah, it takes a lot of time to design a useful activity and to make sure that it fits in with the lecture
correctly. (L2)

Rahman's (2020) findings also indicate that the amount of design time constrains the lecturer's ability to
implement interactive activities. The participants' statement also challenges the argument of Cortright
et al. (2005) that lecturers need only invest a little time to develop interactive activities, since numerous
free, peer-reviewed resources are available on websites. Conversely, L2's statement illustrates that,
even though lecturers are provided with sufficient materials, they may face difficulties in implementing
them because the website resource may be incompatible with their established content and
expectations.

5.2 Students Expectation

The transcripts demonstrate that student expectations can be perceived as another factor influencing a
lecturer's choice to employ interactive activities in practice.

..... I also think the students have an expectation of a certain amount of lecturing, rather than activities.
And, yeah, I think that is just the 60 to 75%. (L2)

I think it is more of a cult of cultural expectation, but if we were to encourage more diverse voices and
less hierarchy between teachers and learners... then, obviously, those cultural expectations would need
to change... (L2)

This part of the data reveals that lecturers consider students' expectations regarding the lecturer's
structure. L2's way of making a teaching decision aligns with prior ways of developing pedagogy,
which is an 'inside out' method, with those on the inside (educators) presuming they know what
students need and what they expect the educator to provide (Zeithaml et al., 1990). Although this

'inside out' approach has been criticised, this study's transcripts suggest that it can accurately assess
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students' expectations regarding the lecture structure to a certain extent.

I expect that 80% of the time will be spent on lectures and 20% on other activities. (S3)

I expect that in lectures, lectures should take up 80% of the time. (S4)

Beyond the fact that students' expectations impact lecturers' teaching decisions, my transcripts further
suggest an important reason why students' expectations matter: students' expectations of a lecture will
influence their engagement in it.

Think you know, like we said, that some students are unused to taking time (for) certain types of
learning or would prefer not to.... (L2)

Just making sure that everyone knows what is expected when they are doing the task? Otherwise, they
will (reduce participation in activities).... (S2)

Nonetheless, this transcript shows that students' expectations may not absolutely constrain the lecturer's
use of interactive activities. Because the lecturer participant also stated that they not only passively
accepted but also proactively managed students' expectations of lecture structure:

At the start of the unit, I will lay out, you know, my expectations. So they know that at some point, I
am going to ask them to take part in a different type of activity other than me just talking to
them.....And just so students are not surprised... If I did not say anything to them in week one, then they
might be a bit shocked. And they might not be very successful. (L2)

Phipps et al. (2001) and Van Dijk et al. (2001) also argue that it is essential for lecturers to inform
students in advance of what they can expect from their lectures. Because, in general, students are not
accustomed to being assigned to work in lectures. In contrast, lecturers informing students of these
activities in advance will allow them to become familiar with the interactive teaching method and to
know how to handle the atypical teaching situation. In a similar vein, Vardi and Ciccarelli (2008)
contend that it is essential to manage students' expectations before applying interactive approaches,
especially to undergraduate students. When students are introduced to interactive activities for the first
time, they require a great deal of lecturer direction to understand the expectations of the regulation,
which is provided through explicit task requirements. In addition, Van Dijk et al. (2001) state that
lecturers need to articulate their expectations for students' behaviour during these activities (e.g., expect
students to ask questions actively). It seems important for students to actively engage in activities (e.g.,
asking questions) when they attempt not to fully follow the lecturer's reasoning process, and to cultivate
their critical thinking.

5.3 Regulation for Group Discussion

Previous research shows that under an instructor's effective guidance, group discussion can promote
students' active engagement in class learning, foster critical reflection on learning materials, and thus
extend their current knowledge (Hamann et al., 2012; Pollock et al., 2011). This finding, in turn,
suggests that the lecturer needs to regulate the group discussion to ensure its potency. Lecturer
participants stated that when they implement the interactive activity of group discussion, they tend to

use several strategies to regulate the discussion so that it functions well, such as tutor questioning, time
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warnings and scaffolding:

Because there has to be a conversation about the evolution of ideas, things have to change and evolve.
So the student has to say something. So I can say something else, (and) then they have to say
something. It has to be a dialogue. So I can say what is good and what can be better. (L1)

And then also did another thing, which is called scaffolding.... like making a frame, and so, it is an
explanation for them. And then, I usually give time warnings...And then the last thing... often go around
to the different groups, sometimes sit with them, sometimes listen to them, sometimes ask them that
question. See if they need any help with them. (L2)

In terms of students' perception, existing research finds that time warning and scaffolding effectively
keep discussion on track (Sajjad, 2010; Whitley et al., 2015) and ensure the discussion time is fully
leveraged for the study. Student participants also stated this point:

Yeah, like we were told before we were given the task, or Yeah, we were given the task, what was
expected and what the learning outcomes were and things like that... Is that what the time warning is?
Yeah, yeah. Yeah, I think that is good as well. (S2)

Nevertheless, my transcripts also show that the large class size negatively impacts the feasibility of
group discussion.

In the big groups, you can not really hear what is happening... Maybe some discussions are not very
critical, but you can not listen to everything. (L1)

..... we were discussing for the whole semester, and the teacher was just going around looking around
(and) asking you what you discussed (and brief summary)....the teacher did not provide anything more,
more helpful. (S3)

Specifically, student participants found that sometimes lecturers' tutoring focuses on listening and
repeating their ideas, which has been criticised by Michaelsen and Sweet (2008). They contend that
lecturers' tutoring should be focused on addressing students' knowledge gaps. Similarly, Phipps et al.
(2001) argue that implementing cooperative learning "requires a constant 'temperature reading' of the
students' perceptions" (p. 15). The existing research also reveals that large class sizes negatively affect
lecturer tutoring during students' group discussions. For instance, lecturers found it difficult to form
relationships with students and provide tailored feedback to the knowledge level of specific students in
large classes (Wright et al., 2017).

Besides, the transcripts reveal that, from some students' perspectives, they were willing to participate in
the case study activity because they think it can develop their critical consciousness of social injustice
issues and their ability to apply knowledge, suggesting the feasibility of this activity.

Yes, I think it helps a lot because when we can understand contexts in different countries, we can be
aware of how a certain theory could be connected with different sets of practice. (S4)

I feel like it is; yeah, they definitely made me aware of some of the social justice in the real world.
Because they would like (to) talk about (it)....(S1)

..... (these cases related to social injustice issues inspire me,....)I can just like (to) follow some Instagram
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account about social injustice or attend some meetings, or attend some activities....(S4)

However, the transcripts show that other students criticised the diversity of the case context:

I think I am not as aware and knowledgeable about different contexts .... or maybe even just focusing
on like, a core like three or four (contexts), and then developing more into it so that I become more
knowledgeable instead of just knowing....(S1)

Prior studies contend that the diversity of case contexts is beneficial for students' ability to apply
knowledge and to develop critical awareness of social justice (Demetriadis et al., 2008; Sleeter, 2013).
Despite this, from the S1's perspective, lecturers who pay too much attention to enhancing the diversity
of case contexts will lead to insufficient in-depth analysis of each case, hindering students' deep

understanding of cases and engagement, and thus reducing the feasibility of this interactive activity.

6. Conclusion

6.1 Summary of Findings

The thematic analysis identified two interactive activities used by teachers in practice: group discussion
and case study. Previous research suggests the strong feasibility of these two activities, as they are brief,
easy to integrate into the didactic lecture, and can benefit the development of students' competencies,
such as critical thinking, knowledge application, and critical consciousness of social justice. However,
the thematic analysis of this present study illustrates that the feasibility of these two activities may not
be as strong as prior research suggests. Specifically, first, the feasibility of both is constrained by
teaching time and students' expectations for lecture structure. Second, although lecturers can use time
warnings and scaffolding strategies during the students' discussion to ensure the feasibility of group
discussion to a certain extent, the large class size will strongly limit this activity's feasibility and cannot
be avoided. Third, although some students are not satisfied with the lecturer's use of diverse cases, the
majority of student participants reported that the various cases prompted them to engage in the lecture,
suggesting the relative feasibility of this activity.

6.2 Limitations and Future Research

Due to its exploratory nature, this study was conducted at a single higher education institution,
involving two lecturers and four students, which limits its generalisability. Future research should
interview more participants from diverse races, religions, and genders at colleges or universities in

various countries.
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