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The Covid-19 pandemic significantly disrupted education systems
worldwide, with developing and poor countries experiencing severe
impacts. In Mauritius, the government responded swiftly by implementing
emergency remote and online teaching through audio-visual and internet-
based methods. Educators, however, had to abruptly transition to these new
modes of instruction, relying heavily on their prior knowledge of ICTs.
While emergency remote and online teaching allowed for continued student
engagement, these efforts were often characterised by ad hoc measures
rather than well-prepared plans akin to those in sectors like IT, which have
established business continuity and disaster recovery strategies. This study
explores the experiences of secondary school educators in Mauritius during
the pandemic, focusing on their willingness to adopt remote and online
teaching, their involvement from a techno-pedagogical perspective, and
their perceptions of its effectiveness. The findings indicate that while
educators recognised the potential of remote and online teaching,
inadequate digital infrastructure emerged as a significant barrier to
effective implementation, and ICT literacy was the strongest predictor of
educators’ willingness to adopt remote and online teaching. Based on these
insights, key policy recommendations include the need for a
comprehensive national technology-enabled learning policy, continuous
professional development for educators, the integration of remote and
online teaching into regular curricula, the promotion of asynchronous
learning rather than virtual classrooms during school closures and a review
of major initiatives with mitigated results. These measures are essential to
ensure learning continuity and improve the resilience of the education
system in future crises.

Introduction

The outbreak of Covid-19 led to unprecedented disruptions across various sectors, with the
education system being one of the most significantly affected (Zhang et al., 2020). In response to
the national lockdowns implemented to curb the spread of the virus, educational institutions
worldwide, including those in Mauritius, were compelled to suspend in-person instruction. This
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sudden shift left learners at all levels—primary, secondary, vocational, and tertiary—unable to
access traditional classroom environments.

To ensure learning continuity, education authorities and policymakers rapidly explored
alternative modes of instruction. In Mauritius, the Ministry of Education, Tertiary Education,
Science and Technology implemented emergency remote and online teaching strategies to
maintain educational services during this crisis (MoEHR, 2020). However, secondary school
educators were largely unprepared for this abrupt transition. Adapting to this new mode of
instruction presented significant challenges, as educators had to quickly modify their teaching
methods to align with the technological demands of remote and online education (Aboagye,
2021; Wong & Moorhouse, 2021).

Several studies have documented educators’ challenges, perceptions, and experiences
with emergency remote and online teaching during the Covid-19 pandemic, most of them,
focused on higher education or large national contexts. However, little empirical attention has
been given to secondary school educators’ perceptions in small island developing states, such as
Mauritius, particularly regarding the technological, organisational, and environmental factors
influencing the adoption of remote and online teaching. Thus, this study examines how
secondary school educators in Mauritius managed the transition to remote and online teaching
during the Covid-19 pandemic. The research focuses on capturing educators’ perceptions of
remote and online teaching, the challenges they encountered, and their overall experiences
during this period.

This study was also guided by the Technology-Organisation-Environment (TOE)
framework (Tornatzky & Fleischer, 1990) which provides a structured lens for examining the
adoption of technological innovations. In the context of emergency remote and online teaching,
educators’ perceptions are shaped by technological, organisational and environmental
constraints. Therefore, the TOE framework informs the overall design of this study, and within
this framework, constructs from the Unified Theory of Acceptance and Use of Technology
(UTAUT) are used to examine educators’ acceptance and use of remote and online teaching.
This integrated conceptual framing supports a systematic examination of the educators’
experiences during the Covid-19 school closure. Moreover, the study represents one of the first
quantitative investigations of emergency remote teaching at the secondary school level in
Mauritius, using an integrated TOE-UTAUT framework to examine the technological,
organisational, and environmental factors influencing educators’ adoption and perceptions.

Literature Review

Online teaching is not a new concept—it has existed for many years, as a field of research and
practice. However, one of the realities that research has also indicated is that teachers struggle in
adopting innovative practices, limiting the implementation of educational innovations (Zheng et
al., 2019). The disruption caused by Covid-19 accelerated the process of technology adoption,
making it a key component in the pedagogical equation. Teachers were left with no choice and
had to shift to remote and online teaching models. Although online and emergency remote
teaching seem similar, there is a distinguishing difference between them (Barbour et al., 2020;
Ferri et al., 2020; Hodges et al., 2020).

Online teaching is a planned, technology-driven activity designed for structured online
instruction (Schwirzke et al., 2018). In contrast, emergency remote teaching is unplanned and
used as a rapid response to a crisis such as the Covid-19 pandemic. It is the temporary shift of
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face-to-face instructional delivery to remote teaching, aiming to ensure learning continuity
(DeCoito & Estaiteyeh, 2022; Hodges et al., 2020).

Ferri et al. (2020) explained that the use of online learning has significantly increased due
to the rapid shift to emergency remote teaching. Educational institutions had to quickly transition
to remote teaching, where the use of online platforms and digital tools was necessary to facilitate
learning. Studies reported using various applications, such as WhatsApp for communication
(Nyamupangedengu et al., 2023), Virtual Learning Environments (Hsieh et al., 2023), and
Microsoft Teams for language teaching (AlAdwani & AlFadley, 2022). Other platforms,
Moodle, Google Classroom, and Zoom, for example, were also widely adopted (Kenny, 2020).
Consequently, educators who were reluctant to adopt online teaching methods had to quickly
adapt to emergency remote teaching.

Educators had to adjust their pedagogical approaches, content, lesson pacing, and
assessments to suit emergency remote teaching (DeCoito & Estaiteyeh, 2022). Digital literacy
and pedagogical knowledge were the primary concerns for educators with limited experience
using online technologies (Priyadarshini & Bhaumik, 2020). Talidong (2020) related the
experiences of teachers using emergency remote teaching. She highlighted the difficulties
encountered with internet connections, technical problems, overloading of conference tools, and
passive learners causing disruptions to the teaching and learning process. Similarly, Seabra et al.
(2021) argued that the availability and stability of internet connections was a technical challenge
associated with emergency remote teaching. They further explained that the limited digital
competencies of teachers were a pedagogical challenge since they struggled to manage online
resources, interact with learners, and maintain a learning environment. Consequently, this
resulted in teachers’ inability to ensure their social and cognitive presence in the online learning
environment, thus, causing communication and interaction gaps with the students. Fostering
student-teacher interaction is important for building supportive learning communities (Klusmann
et al., 2022). Baysal and Ocak (2021) highlight that student misbehaviour such as absenteeism,
noisemaking, and causing distraction, were also found to be disrupting and impacted the
effectiveness of online classes, making it difficult for teachers to manage their classes. Similarly,
Sativa et al. (2022) expressed their concerns about students’ misbehaviour in online classes,
arguing that it affects the positive dynamics of the class.

Teachers in the USA sought assistance for strategies to engage students and requested
clearer institutional support and guidelines for emergency remote teaching (Hamilton et al.,
2020; Klusmann et al., 2022). Mercier et al. (2021) indicated a lack of clear policies and support
for implementing effective remote and online teaching methods. This led to inconsistent teaching
practices and a lack of engagement from many students. Another challenge, as identified by
Seabra et al. (2021), is an increase in teachers’ workload. The abrupt shift of instruction results
in an excess of work-related responsibilities for the teachers, especially when they must dedicate
additional time to rethink and adapt content materials to teach them fully online (Aperribai et al.,
2020). The lack of a dedicated workspace at home was not only an environmental concern but a
teaching challenge for many teachers, as they did not have a separate room for professional work
(Kellen & Kumar, 2021; Unal & Dulay, 2022). Arora and Chauhan (2021) highlighted that
internet instability and household disturbances further hinder the teaching efficacy of teachers
working from home. In recent years, numerous frameworks, standards and guidelines have been
developed to help teachers strengthen technology integration and digital pedagogy (Falloon,
2020; Lohtia et al., 2024).
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The International Society for Technology in Education (ISTE) has developed a set of
standards to guide teachers in their effective use of technology in education (Gomez et al., 2022).
These ISTE standards are considered as best practices, providing a comprehensive framework
for teachers in the digital age of teaching and learning (Morgan, 2020).

They promote integration of technology into pedagogy while fostering 2 1st-century skills
and literacy skills (ISTE, 2018; ISTE, 2017; Trust, 2018). Research shows how the standards
support assessment strategies suited to digital learning (Aslam et al., 2020) and provide an
efficient framework for instructional technology adoption (Shemshack, 2021).

The UNESCO ICT Competency Framework for Teachers (ICT CFT) helps educators
build the skills needed to integrate technology into teaching (UNESCO, 2018). Marcial and
Rama (2015) highly recommended using the ICT CFT, given that it addresses all aspects of
teachers’ tasks such as technology literacy, pedagogy, assessment, and evaluation.

ICT Initiatives in the Schooling Sector in Mauritius

Secondary education in Mauritius has been free and compulsory up to age 16 since 1977. The
government aims to make ICT a key economic pillar, aligning with the UN Sustainable
Development Goals by integrating technology into education. Initiatives like the Early Digital
Learning Programme (EDLP) (2017) introduce primary students to technology, while

the Student Support Programme (SSP) (2018) provides digital learning resources for self-paced
study. While these programmes show commitment to technology integration, the effectiveness of
EDLP and SSP remains debated, with audit reports frequently criticising EDLP’s
implementation. Addressing these concerns is crucial to ensuring a robust and impactful digital
education strategy for Mauritius.

The Defimedia (2021) article highlights issues from the national Audit Report regarding
the Early Digital Learning Programme (EDLP). Funded by India and Mauritius, Rs 232.2 million
was allocated for its third phase, distributing 12,800 tablets, 840 charging racks, 475 notebooks,
and 474 projectors to Grade 4 students. However, procurement concerns arose, and by December
2020, the necessary electrical installations had not been started in 30 schools, while 78 schools
had incomplete setups. Additionally, EDLP resources were limited to school tablets, restricting
broader access. These issues underscore implementation gaps that hinder the programme’s
effectiveness.

Research Questions

The study addresses the following research questions:

RQ1: How did educators adapt their teaching activities during the Covid-19 school
closure period?

RQ2: What challenges did educators encounter in the areas of: (i) technology, (ii)
pedagogical methods, (iii) teaching modalities, (iv) student engagement, (v)
technological proficiency and prior training, and (vi) institutional support during the
Covid-19 school closure?

RQ3: How did educators perceive the effectiveness of their teaching and student learning
during emergency remote teaching?
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Conceptual Framework

The study applied the Technology-Organisation-Environment (TOE) framework, which explains
the process to adopt and implement technological innovations through technological,
organisational, and environmental contexts (Tornatzky & Fleischer 1990) (see Fig. 1). The T-O-
E model has been widely applied to look at technology adoption in businesses and education
from both qualitative and quantitative perspectives (Chau & Tam 1997; Lippert & Govindarajulu
2006; Oliveira et al., 2019).

Environmental Context
» Organisational characteristics Organisational Context
* Market scope > + Managerial support
* Competitive pressure « Organisational culture
« Technology support « Organisational size
infrastructure « Communication processes
+ Regulatory environment Technological * Slack resources
+ _Government \ Adoption
Decision
Making

Technology Context
* Availability
* Characteristics

Figure 1: Technology-Organisation-Environment (TOE) framework
(Source: Tornatzky & Fleischer (1990), p. 32, Figure 3-12)

Within this framework, the Unified Theory of Acceptance and Use of Technology
(UTAUT) (see Fig. 2) was used to examine the acceptance (and adoption) of technology by
educators during Covid-19 (for remote and online teaching). Such acceptance was determined by
the effects of performance expectancy, effort expectancy, social influence and facilitating
conditions.

Performance
Expectancy

Effort
Expectancy

Behavioral

Social
Influence

Facilitating
Conditions

Gender Voluntariness
of Use

Figure 2: UTAUT model (Vencatesh, 2003)
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Methods

Research Methodology

This study adopted a quantitative research methodology using a cross-sectional survey design.
This study investigates how secondary school educators in Mauritius, carried out remote and
online teaching during the Covid-19 pandemic, focusing on their perceptions and challenges.

Sample

According to the 2020 education statistics report from the Ministry of Education and Human
Resources, Mauritius had 9,624 secondary educators at that time. Targeting a 95% Confidence
Interval with a 5% margin of error, the recommended sample size was 369 educators as
calculated by the Raosoft online sample size calculator. For this study, a total of 300 educators
completed the survey questionnaire. The study employed a non-probability, voluntary response
sampling approach. The survey instrument was disseminated electronically to all schools, and
educators who were willing to participate completed the questionnaire.

Instrument

A quantitative survey was administered online in 2022 via SurveyMonkey to private and public
schools across educational zones (school districts). The instrument consisted of 25 closed-ended
questions. These questions were developed and aligned with the conceptual framework, drawing
on the T-O-E dimensions and UTAUT constructs to help understand educators’ perceptions of
emergency remote and online teaching and the use of technology during the pandemic. The
questions were organised around key thematic areas (Technological, Organisational and
Environmental) aligned with the study’s conceptual framework. The researchers used a self-
administered questionnaire to assess the reliability and validity of the items while aiming for a
clearer understanding of their effectiveness. The items developed from the instrument were
directly aligned with the T-O-E framework.

The UTAUT model was used to assess the validity of the instrument developed, and the
research team was also consulted during the review process to ensure its validity further.
Moreover, Cronbach’s alpha was calculated for each construct of the UTAUT model to ensure
the reliability and internal consistency of the instrument. Cronbach’s alpha values for all
constructs exceeded the acceptable threshold of 0.70, indicating satisfactory internal consistency
as indicated in Table 1. The tests confirmed the internal consistency of the survey items.
However, a key limitation of the survey was that the responses were collected in 2022, after the
pandemic and sometime after the school closures, thus introducing potential recall bias, which
may have had an impact when interpreting results.

Table 1: Reliability Test

Construct Cronbach’s alpha (o)
Performance Expectancy 0.773
Effort Expectancy 0.951
Social Influence 0.729
Facilitating Conditions 0.740

Ethical Considerations

All the participants in the survey voluntarily gave their consent and they were informed
beforehand that their responses would be anonymised, kept confidential and used only for
scientific purposes. No identifying data was collected and the study complied with national and
institutional ethical requirements.
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Data Analysis

The survey items were categorised under the UTAUT components. This allowed us to have a
structured analysis of the responses based on the theoretical framework with items developed to
measure the four key constructs: Performance Expectancy, Effort Expectancy, Social Influence,
and Facilitating Conditions. Each question was mapped with the UTAUT constructs and can be
accessed in the Appendix section.

Results

Demographics

The survey results revealed that 73% of the participants were female and 27% male as shown in
Figure 3. Their age groups are shown in Figure 4, indicating a concentration in the middle age
groups, which could be an important element influencing factors such as technology adoption,
teaching methods, and experience with remote and teaching.

Male

Under 25 |
Female
e -

Other (specify)

0% 10% 20% 30% 40% 50% 60% 70% 80%  90% 100%
0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Figure 3: Distribution of sample population Figure 4: Categories of age groups

Figure 5 shows the teaching experience of the sample population. It can be observed that
most of the participants have 11-20 years of teaching experience (44.15%), followed by those
with more than 20 years (29.10%). This suggests that a good majority of them were generally
experienced educators. Similarly, Figure 6 indicates the qualification level of the participants
with 45.15% holding an undergraduate degree and 42.81% having a master’s degree.
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Figure 5: Teaching experience of
the sample population
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Figure 6: Qualification level
of the sample population

60%
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Willingness to Adopt Remote Teaching

In terms of the willingness and motivation level of the participants, Figure 7 reveals that 16%
had a 'very high' willingness to use remote and online teaching during the pandemic, while 33%
and 43% had a ‘high’ and 'moderate' willingness, respectively. This indicates either a belief in
the educational alternative that remote and online teaching represents and/or their previous
experiences with digital tools in their teaching. It might also be simply linked to an unplanned
and temporary emergency such as the pandemic.

Very Low

o -
Hasere _

High

Very High

0% 5% 10% 15% 20% 25% 30% 35% 40% 45%

Figure 7: Participants’ willingness/motivation level to use remote online teaching
during the pandemic

Preparedness to Adopt Remote and Online Teaching

From Figure 8, it can be observed that the preparedness level might be strongly correlated with
teachers’ willingness to adopt remote and online teaching. This could be linked to their actual
digital literacy and competencies acquired through training and capacity-building activities in
education technologies.
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Figure 8: Participants’ preparedness to adopt remote and online teaching

Perceived Role of Remote and Online Teaching

Most educators (54.92%) considered remote and online teaching an emergency measure, while
40.68% supported its integration into the curriculum. A small minority (4.41%) opposed it
entirely, highlighting a divide in acceptance; many saw its value in emergencies but hesitated to
adopt it as a matter of routine.

The Chi-square test found no significant association between perceptions and factors like
age, gender, experience, or subject area (p = 0.306). However, willingness to engage in remote
teaching (p = 0.000) and preparedness level (p = 0.000) were significant predictors. Educators
with higher preparedness levels were more likely to support full integration, while those with
minimal readiness preferred its use only during emergencies or opposed it altogether.

Reported Level of Digital Literacies

Figure 9a shows that most educators had average to proficient ICT skills, with 12% reporting
advanced skills. A significant association (p = 0.005) indicates that ICT literacy influenced
perceptions of remote teaching. Educators with higher proficiency favour embedding remote
teaching in the curriculum, while those less skilled preferred its use only during emergencies,
highlighting the role of digital competence.

Not ICT Literate
Basic -

Average

Proficient

Advanced Skills

0% 10% 20% 30% 40% 50%

Figure 9a: Reported Digital Literacy levels

Figure 9b illustrates the reported competency levels of educators across a range of relevant
digital tools. Most respondents reported average to very proficient skills in foundational tools
such as Microsoft Office, virtual meeting tools, email applications, and general communication
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tools. However, there was a shift in the response distribution when considering more advanced
skills such as working collaboratively online and using cloud-based systems. For these advanced
competencies, there was a broader spread across all levels, from no ability to very proficient.

r

Microsoft Office
Virtual Meeting Tools

Email applications

m No
Saving, Downloading, and... ability
Communication Tools

Use of cloud-based systems E—

Work collaboratively online -

0% 10% 20% 30% 40% 50% 60%

Figure 9b: Reported competency levels in IT tools

Table 2 shows a moderately positive correlation between the willingness to use remote
and online teaching and the preparedness level. Furthermore, there is a moderate positive
correlation between preparedness and ICT literacy levels.

Table 2: Correlations between Willingness, Preparedness, and Reported ICT Literacy Levels

Willingness for Remote | Preparedness | ICT Literacy
Teaching Level Level

Willingness for Remote | Pearson 1 AT3** 197**
Teaching Correlation

Sig. (2- <.001 <.001

tailed)

N 299 299 299
Preparedness Level Pearson AT73%* 1 480%*

Correlation

Sig. (2- <.001 <.001

tailed)

N 299 299 299
ICT Literacy Level Pearson 197%* A480** 1

Correlation

Sig. (2- <.001 <.001

tailed)

N 299 299 299

Further analysis revealed that specific competencies, particularly in the use of virtual
meeting tools, MS Office software (0.440), and cloud-based tools such as Google
Drive/Document Share (0.466/0.495) significantly impacted educators' perceived preparedness
(0.532). Therefore, ICT literacy levels significantly impacted educators' preparedness levels,
improving their willingness to adopt remote and online teaching.
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Digital Tools used by Educators During the Pandemic

Educators primarily used virtual meeting tools (78.53%) and WhatsApp (74.50%), while social
media and e-learning platforms were less utilised. Correlations between software usage and
competencies (Figure 9b) show that educators proficient in one tool (e.g., MS Word, VM tools,
Email, Shared Docs) were more likely to use virtual meeting tools. The significant positive
correlations across all competencies support the interdependence of digital skills, reinforcing the
relevance of frameworks like the UNESCO ICT Competency Framework for Teachers.

Only about 40% of educators regularly used presentation software, while nearly 70%
frequently used Microsoft Word for lesson planning (Fig. 10). Since lesson plans were
mandatory but online lesson delivery lacks a standardised approach, many educators turned to
WhatsApp for convenience rather than pedagogy.

Virtual Learning tools to -
conduct classes
WhatsApp (or a similar tool |
like Viber) for teaching
Social media for
communication and sharing of
resources
E-learning platform
]
Presentation software
Microsoft Office to develop -
lesson plans and reports
- =
Communication tools with
school administration
Communication tools with my "
students
0% 10% 20% 30% 40% 50% 60% 70% 80%
mNotatall mOnlyonce Occasionally Frequently All the time

Figure 10: Frequency of different digital tools used by educators during school closure

Moderate positive correlations between presentation tool use and both virtual meeting
tools (r =0.378, p < 0.001) and Microsoft Office (r = 0.293, p <0.001) suggest that educators
comfortable with presentations also used Zoom and Office tools, likely for screen-sharing
lessons. Additionally, a strong correlation (r = 0.538, p < 0.001) indicates that educators using
email for administrative tasks also relied on it for student communication.

Student Access and Educator Choice of Technology

To further understand whether other factors influenced the decision about which tools to use for
remote and online teaching, data on their perceptions of student access to technology and
devices, and educators’ ownership of devices including their internet connectivity type, were
collected. Figure 11 illustrates educators' responses about their knowledge of their students’
access to facilities.
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Access to the Internet

Access to a personal computer / laptop

Access to smartphones

0% 10% 20% 30% 40% 50% 60%

m None Low Moderate High Very high

Figure 11: Student access to technology as per educators’ knowledge

Educators further reported that many students had only moderate access to the Internet
(53.02%) and smartphones (49.33%), with even fewer having personal computers (38.59%).
While this is a form of secondary data, it indicated that the digital divide among students might
impede remote and online learning.

The Chi-square tests revealed a statistically significant relationship (p < 0.001) between
student access to technology (including PCs, laptops, and smartphones) and the use of various
educational tools by educators. The findings underscore the adaptive nature of educators in
responding to their students’ access to technology. Educators are more likely to employ
advanced digital tools in environments where students are well-equipped with PCs, laptops, or
smartphones, thereby enhancing the remote learning experience.

The chart in Figure 12 shows educators’ choice of tools for remote and online teaching
and their perceived freedom from authorities to make those choices. Many educators opted for
tools they were already comfortable with and used extensively. In contrast, while some educators
were influenced by the tools their peers used, their responses varied widely, ranging from “not
using those tools at all” to “using them extensively”. The chart also highlights mixed feelings
about the flexibility given by authorities. Some educators felt they had some freedom, but others
reported having either very little or a lot of flexibility, indicating different experiences with
institutional support.
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I used tools that my peers were using for remote teaching

I mNotatall
mToa low extent

1 used tools that | am more familiar with for remote teaching To some extent
X

To a high extent

Toa very high extent

There was flexibility from authorities for educators to use
different remote teaching tools

0% 10% 20% 30% 40% 50% 60%

Figure 12: Flexibility-level educators had to select tools and methods
for remote and online teaching

Chi-square tests, however, demonstrate that the flexibility to use tools, and their
familiarity with them had significant influence over the tools educators used. While peer
influence did play a role, it was not as strong as flexibility or familiarity. This suggests that
personal comfort and institutional freedom were more decisive factors in their choices. One
notable observation was the moderately strong positive correlation (0.35) between the flexibility
to use tools and their familiarity with them, suggesting that when given the flexibility to choose,
educators chose tools they were familiar with.

Challenges Faced by Educators During the Pandemic

Figure 13 shows that educators faced different challenges that impacted the remote and online
teaching process and students' learning experiences. The obvious and more significant one was
the regularity and engagement of the students. The p-value (0.057) suggests a marginal
association between the extent of challenges faced due to student attendance and educators'
perceptions of remote and online teaching. Educators who experienced frequent challenges with
student attendance were more likely to view remote teaching as suitable only during emergencies
and not as part of their regular work.
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Internet Access and Connectivity

Computer Issues
Software Issues m None
Rarely

My Digital Literacy Levels Occasionally

Regularly
Students not present or regular
m All the time

Students misbehaving

Lack of technical support
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Figure 13: Challenges encountered during remote and online teaching

Internet access and connectivity were major challenges for educators, with a significant
association (p = 0.030) between connectivity issues and their views on remote teaching.
Computer and software problems were also highlighted, with many educators citing the lack of
technical support as a key issue. While computer issues did not significantly impact perceptions,
software issues did—those facing frequent problems preferred remote teaching only in
emergencies, whereas those with fewer issues were more open to integrating it into the
curriculum. Student misbehaviour, though noted by some, was not a widespread concern and did
not significantly influence educators’ views. Similarly, factors like technical support availability
and digital literacy levels did not have a notable impact on the acceptance of remote and online
teaching as a standard practice.

Furthermore, when asked about constraints linked to remote and online teaching during
school closures, approximately 48% reported that it was not convenient for them due to family
commitments and having children at home. In comparison, 45% reported a negative impact on
their health while spending long hours online to conduct classes. Forty percent reported sharing
internet access and computers at home, while 35% of educators did not have a workspace
conducive to remote and online teaching (see Fig. 14). Only about 15% of the respondents
reported having none of these constraints.
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Figure 14: Constraints faced by educators regarding remote and online teaching

A significant association (p < 0.005) was found between family disturbances, lack of
workspace, and educators’ perceptions of remote teaching. Those facing disturbances or lacking
a workspace favoured remote teaching for emergencies only, while those with conducive
environments supported its integration into the curriculum. Health concerns and shared
resources, though valid, did not significantly influence perceptions. These findings highlight the
need to address workspace challenges to improve the acceptance of remote and online teaching
as a sustainable educational approach.

Perceived Effectiveness of Remote and Online Teaching

A significant proportion of educators were sceptical about the effectiveness of remote and online
teaching in achieving intended learning outcomes. While 36.73% remained neutral, only 27.55%
agreed or strongly agreed that it was effective. This reflected challenges in adapting pedagogical
methods and engaging students remotely. A statistically significant association (p = 0.000) was
found between educators’ perceptions of remote teaching as part of their scheme of work and its
perceived effectiveness.

The digital divide was another major concern, with 80.62% agreeing that inequalities in
access to learning were substantial. Limited access to reliable internet and digital devices
significantly impacted equitable education delivery. A statistically significant association (p =
0.000) indicates that educators’ acceptance of remote teaching was influenced by their
recognition of digital divide-related challenges.

Workload and lesson planning were also areas of concern. Remote teaching required
more preparation than traditional methods, with 68.81% agreeing that it was more demanding. A
significant association (p = 0.000) was found between educators’ perceptions of remote teaching
and their views on workload intensity, underscoring the additional effort needed for material
preparation and technology management.

Technological infrastructure posed another challenge. Only 18.71% found it sufficient,
while 58.51% disagreed or strongly disagreed. A significant association (p = 0.000) suggests that
educators’ acceptance of remote teaching was closely linked to infrastructure adequacy. Even
those supporting integration into the curriculum expressed dissatisfaction.

Monitoring student progress was particularly difficult, with only 10.88% finding it
manageable, while 71.43% struggled. The lack of face-to-face interaction and technical
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limitations contributed to this challenge. A significant association (p = 0.000) indicates that
educators’ acceptance of remote teaching was strongly influenced by their ability to track student
progress. Even among supporters, concerns about monitoring effectiveness remained prevalent.

Discussion and Implications

This research explored how educators adapted their teaching during the Covid-19 pandemic, the
challenges they faced, and their perceptions of remote and online teaching. Key findings
highlighted educators’ willingness and digital literacy levels, preparedness in technology-related
pedagogy, access to technology and infrastructure, student experiences, educator perceptions,
and policy implications.

During school closures, educators used various tools to deliver instruction, but e-learning
platforms were rarely utilised, exposing a gap in national digital learning policies. This suggests
that educators and authorities had to improvise to ensure learning continuity. The findings
indicate that digital literacy played a crucial role in this transition, yet there is no standard
measure for assessing educators’ competencies. The UNESCO ICT Competency Framework for
Teachers could serve as a benchmark to address this gap. Research (Aperribai et al., 2020;
Falloon, 2020; Marcial & Rama, 2015) supports the view that improved digital preparedness
enhances educators’ willingness to embrace technology, leading to a more positive perception of
remote and online teaching.

While educators generally responded positively to remote teaching, they faced multiple
challenges that influenced their views on its effectiveness. One major challenge was student
absenteeism, which hindered learning outcomes. This absence was partly due to the digital
divide, where many students lacked internet access or digital devices, and partly due to issues
like indiscipline and lack of parental involvement. Research (Hamilton et al., 2020; Mercier et
al., 2021) has identified student engagement as a key obstacle to online teaching, and educators
struggling with these issues were more hesitant to adopt remote teaching.

Student misbehaviour in online classrooms is another topic of interest (Baysal & Ocak,
2021; Sativa et al., 2022). However, this study found that misbehaviour was not a widespread
challenge. It is possible that students who attended online sessions were more disciplined or had
better parental guidance. Further research is needed to assess the nature and severity of online
discipline issues.

Technical challenges such as software issues, lack of technical support, and internet
connectivity also influenced educators’ perceptions. While hardware issues were less prevalent,
the ability to choose familiar tools helped mitigate some challenges. However, broad flexibility
without a structured framework may not be ideal in the long term. As noted by Mercier et al.
(2021), emergency remote teaching during the pandemic revealed the risks of leaving educators
to navigate technology without clear guidance. A balance is needed between flexibility and
structured support.

Educator well-being during remote teaching is another critical aspect. Many reported
difficulties such as the lack of a dedicated workspace, family disruptions, the need to share ICT
resources, and health concerns from prolonged screen time. While such challenges were tolerable
in an emergency, integrating remote teaching into the curriculum requires addressing these
logistical and environmental issues (Arora & Chauhan, 2021; Kellen & Kumar, 2021; Unal &
Dulay, 2022).

Additionally, increased workload without adequate support was a major factor in
educators’ acceptance of online teaching (DeCoito & Estaiteyeh, 2022). Lesson planning and
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adapting to new learning designs required more preparation time. If remote teaching is to be
sustainable, preparation time must be factored into educators’ workloads.

Another important finding of this study is the relatively weak influence of formal
technical support on educators’ acceptance of remote and online teaching. While some studies
generally identify institutional and technical support as key predictors for successful technology
adoption, this was less pronounced in the Mauritian context. During the Covid-19 school
closures, many educators relied primarily on personal coping strategies and digital tools they
were already familiar with, rather than on structured institutional systems or formal support
mechanisms. This finding aligns with studies conducted in emergency teaching contexts, where
educators were required to improvise rapidly with limited guidance and support (Mercier et al.,
2021; Seabra et al., 2021). However, it contrasts with research where strong institutional support
has been shown to significantly enhance educators’ acceptance and effective use of online
teaching technologies (Hamilton et al., 2020; Klusmann et al., 2022). These differences suggest
that contextual and systemic constraints play an important role in mediating expected
relationships within technology adoption frameworks, particularly in developing and small island
education systems.

Lastly, equity in technology access remains a key issue. Despite improvements in internet
connectivity and device affordability, the digital divide persists, especially in developing regions.
Educators’ perceptions were significantly influenced by students’ access to technology and the
ease of monitoring their progress. This study reinforces that educators adopt a learner-centred
perspective, where concerns about student access and engagement shape their acceptance of
remote teaching.

Policy Implications and Recommendations

It follows from the findings and related discussion that there is a need to act at the policy level,
either through amendment of existing policies, or the establishment of new policies, followed by
an appropriate action plan. While educators were prepared at the individual level during the
pandemic, there was a clear lack of preparedness regarding policy, strategy, infrastructure, and
coordinated action at the systemic levels. The main policy recommendations for a more resilient
education system are as follows:

e A comprehensive national technology-enabled learning policy for upper primary and
secondary education is essential to ensure learning continuity and pedagogical
effectiveness. The pandemic exposed disparities in technology access and inconsistencies
in implementation, highlighting the need for structured guidance in education.

e A review of the Student Support Programme (SSP) is necessary to enhance its
effectiveness. While SSP has provided supplementary instruction, a more centralised
national e-learning platform is required to ensure equitable access to resources for all
students and educators in Mauritius. Similarly, a strategic review of the Early Digital
Learning Programme (EDLP) could improve access to digital resources for primary
school students.

e To improve systemic readiness, the upper primary and lower secondary curriculum
frameworks should be revised to integrate a blended learning model. The findings
revealed that the abrupt transition to remote teaching was difficult due to misalignment
with traditional curricula. A blended approach would foster resilience, promote modern
teaching strategies, and equip students with critical digital and self-directed learning
skills.
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e The implementation of an ICT Competency Framework for Educators (such as
UNESCO?s) is also necessary to address disparities in ICT skills. While many educators
adapted well, gaps in digital competencies hindered effective integration. Aligning
professional development with an ICT framework would enhance educators’ confidence
and reduce dependency on technical support.

e There is a need for strengthening long-term digital equity strategies by ensuring equitable
access to reliable connectivity, appropriate devices and digital learning resources, if
remote and online learning are to be adopted as part of the education system.

e Finally, prioritising self-directed asynchronous learning over virtual classrooms could
mitigate logistical challenges during school closures. Issues like unstable internet
connections, shared devices, and schedule conflicts made synchronous learning difficult.
Asynchronous methods provide greater flexibility, ensuring all students can access
learning materials at their convenience. This approach complements synchronous
strategies, making the education system more resilient and inclusive.

Limitations of the Study

A key limitation of this study is the potential recall bias, as the survey was conducted quite some
time after the pandemic and the school closures. This means that educators’ responses rely on
what they recall, which may not be entirely accurate. Therefore, future research should consider
using real-time data collection methods to minimise this bias and provide more precise insights
into the experiences of educators during emergency remote and online teaching. While this study
provides broad quantitative insights into educators’ perceptions and experiences, future research
could adopt qualitative or mixed-methods approaches to explore these findings in greater depth.

The findings highlight educators’ resilience during the emergency shift to remote
teaching, especially at the secondary level. However, the authorities’ decision to have students
repeat a year reflects concerns about its effectiveness. Most educators found remote teaching
more demanding than traditional methods, with only a third viewing it as effective. Digital
inequities emerged as a major barrier, exposing infrastructure and accessibility gaps. A strategic
review of programmes like SSP and EDLP is needed. Policymakers must develop an integrated
strategy for a resilient, technology-enabled education system to better prepare Mauritius for
future disruptions and a more digital learning environment.
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Appendix A: Instrument

1. Thereby consent to filling this survey, and i am aware that the information I provide will be used
strictly for this research and will be anonymous.

Yes.

Demographics

In this section we will gather some basic information with respect to your profile, your school and the
environment in which you work. Everything is confidential and kept anonymous.

2. What is your gender?

Male

Female
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What is your age group?

Under 25

25-34

3544

4554

+55

3. How many years of experience do you have as a teacher?

Under 5

5-10

11-20

More than 20 years

4. In which type of Secondary School do you work?

Public (Government) Secondary School

Private (aided) Secondary School

Private (non-aided) Secondary School

23
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5. What is your highest qualification level?

PhD (Doctoral Level)

Masters or Mphil

Undergraduate degree (BSc or BEd)

Diploma

Other (please specify)

6. Choose any specific qualification related to Teaching that you have:

Teacher's Diploma

BEd (Secondary)

PGCE

MEd

Doctor of Education

Other (please specify)

7. What is your subject area?

Languages (English/French)

Asian Languages

Maths

24
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Sciences (Physics, Chemistry, Biology)

Accounting and Economics

Computer Studies

Design and Technology

Physical Education

Pre-Vocational

Other (please specify)

8. Rate your willingness/motivation level to use remote online teaching during the pandemic

Very Low

Low

Moderate

High

Very High

9. In which school (or education zone) do you work? (optional)

Technology Dimension

In this section, we look at your facilities, access, and use of technology for teaching during the pandemic.
You will rate your digital skills in terms of the ease of use of different tools.
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10. What type(s) of Internet Connection do you have at home?

Broadband ADSL (e.g. MyT)

Emtel Airbox

4G Mobile Internet (using your smartphone or other 4G devices as access point)

I do not have access to Internet at home

If you do not have Internet at home, kindly specify the reason.

11. What type of equipment do you own?

Personal Desktop Computer (PC)

Laptop

Tablet

Smartphone

None of the above

26
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12. Please rate your ability/confidence to use the following tools & software.

No ability

Basic

Average

Proficient

Advanced
Skills

Microsoft Office (Word, Excel and
Powerpoint)

Virtual Meeting Tools like ZOOM or
Microsoft Teams or Google
Meet

Email applications to receiving and
sending messages, including
file attachments

Saving, downloading, and sharing
documents, videos, and other
digital resources on the
Internet

Communication tools like WhatsApp
or Skype or Viber or others

Use of cloud-based systems like
Google Drive, Microsoft
OneDrive, or Apple iCloud
to create, store, and share
documents and files

Work collaboratively online in
groups and on shared
documents

13. Rate your overall ICT Literacy Level (as per your self-assessment)

Not ICT Literate

Basic




Average

Proficient

Advanced Skills
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14. How would rate your preparedness level for remote online teaching during the pandemic?

None

Basic

Average

High

Very high

15. Rate the affordability for normal use, in terms of the prices of the following

28

Not affordable
(too expensive)

Expensive

Affordable to a
certain extent

Affordable

Highly
Affordable

Computers and
Laptops

Smartphones &
Tablets

Broadband
Internet Access
(ADSL MyT)

High Speed
Mobile Data
Packages (4G)
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16. To the best of your ability, rate your students' access to technology during the pandemic.

None Low Moderate | High | Very high

Access to the Internet

Access to a personal computer / laptop

Access to smartphones

17. To what extent did you use the following tools and software during the pandemic for teaching and
learning

Not at all Only once Occasionally | Frequently | All the time

Virtual Learning tools
(ZOOM/Teams/Meet/Skype)
to conduct classes

WhatsApp (or a similar tool like Viber)
for teaching

Social media (e.g., Facebook) to
communicate and share
resources with my students

e-learning platform like Moodle

Presentation software like Microsoft
Powerpoint (or similar
software)

Microsoft Office (Word / Excel) to
develop lesson plans and
reports

Email and other communication tools
(e.g. WhatsApp) to
communicate with school
administration

Email and other communication tools
(e.g. WhatsApp) to communicate with
my students
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18. What were the types and extent of challenges and issues you experienced during remote online
teaching?
None | Rarely | Occasionally | Regularly | All the time

Internet Access and Connectivity

Computer Issues like computer / laptop
breakdown

Software Issues (e.g ZOOM or Microsoft
Applications not working properly)

My Digital Literacy Levels

Students not present or regular

Students misbehaving

Lack of technical support

Organisational Context

19. Rate the level of technical and logistical support you received from the School and/or Ministry and

the ease of use of technology for remote teaching
Not at all
Basic
Moderate
Good
Excellent

Environment
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20. The flexibility level that you had to select tools and methods for remote online teaching

Notat | Toalow | Tosome | To ahigh To a very
all extent extent extent high extent

There was flexibility from authorities for
educators to use different remote teaching
tools

I used tools that I am more familiar with
for remote teaching

[ used tools that my peers were using for
remote teaching

21. How do you view remote online teaching as part of the scheme of work?

Remote teaching is not part of my work and should have not taken place

Remote teaching using technology should be embedded in the actual curriculum framework

Remote teaching should be used only during emergencies

22. Which of the following applies to you in the context of remote online teaching:

Remote online teaching was not convenient due to disturbance (family commitments and kids) at home

I did not have a workspace at home which was conducive for conducting remote classes

Sharing of internet access and computers at home was a challenge for me

Long hours of conducting remote online teaching had health implications for me

None of the above
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23. Rate the following in terms of your perceptions of the efficiency of remote online teaching to achieve
learning outcomes

Strongly | Disagree | Neither Agree Agree | Strongly
Disagree nor Disagree Agree

Remote teaching was effective to achieve the
intended learning outcomes

Remote teaching preparation was more
intensive than a traditional teaching session

Tracking student learning and monitoring
progress was easy in a remote teaching
context

The technology infrastructure is appropriate /
sufficient for effective remote teaching

The digital divide caused inequalities in
learning efficiencies and access to learning
during covid-19

24. Moving forward how do you perceive remote online teaching?

Strongly | Disagree | Neither Agree Agree | Strongly
Disagree nor Disagree Agree

My digital literacy skills have improved
during the pandemic and due to
remote online teaching practices

I feel more prepared and confident to engage
in remote online teaching post-
pandemic

The educational system is conducive for
blended education (a mix of
classroom teaching and remote
online teaching) in Mauritius

Remote online teaching has to be limited only
for emergency situations

The curriculum has to be revised and adapted
to fit in remote online teaching
contexts.
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Appendix B: Data Analysis

For data analysis, each question was mapped with the UTAUT constructs as follows:

Performance Expectancy — Questions (24 and 25) assessed educators' perceptions of the efficiency of
remote and online teaching.

Effort Expectancy — Questions (13, 14, 15 and 23) evaluated educators' ability to use specific tools and
software, their ICT literacy, preparedness for remote teaching, and the ease of using remote
technologies

Social Influence — Question (21) determined the flexibility educators felt in choosing tools and methods
for remote teaching.

Facilitating Conditions — Questions (19, 20 and 25) explored the challenges faced, the support received,
and the ease of technology use during remote teaching

The survey questionnaire was administered to educators of different subject areas namely Languages
(English/French/Asian), Mathematics, Sciences (Physics, Chemistry, Biology), Accounting and
Economics, Computer Studies, Design and Technology, Physical Education and Pre-Vocational. The
educators were working with lower secondary students who were from Grades 7 to 9.



