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1. Introduction
1. 1. The object of research
The overall objective of the paper is to address the effectiveness of remote teaching or online 

teaching in the basic schools in South Africa. In the 21st century education is not only confined to 
the four walls of the classroom but expected to be received anywhere. In so doing education would 
be available to a lot more people at anytime and anywhere in deepening of knowledge and creation 
of knowledge. The transformative power of such education would enhance the Sustainable Develop-
ment Goals (SDGs) on the education agenda. It follows that education; particularly basic education is 
relevant in post-apartheid era in South Africa in modulating socioeconomic outcomes and reducing 
inequalities. The positioning of this study on modulating remote teaching during the COVID-19 pan-
demic and effect on education is based on three main trends in literature and policy cycles: 

1) growing interest in digital and online platforms in South African schools;
2) growing evidence of exclusion and inequalities in the country.

1. 2. Problem description
The COVID-19 pandemic has thrown global education into a state of disruption. The world 

and South Africa in particular, have to deal with the disruptions and challenges posed by the pandem-
ic. When the pandemic appeared, the South African government did not hesitate to act and declared 
a state of disaster and national lockdown on 27 March 2020. The national lockdown resulted in the 
closure of all educational institutions, from primary schools to institutions of higher learning (uni-
versities). During the lockdown, the Department of Basic Education (DBE) adopted remote learning 
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The object of research: This paper looks to address the effectiveness of remote teaching 
during the lockdown. 
Investigated problem: Education during the COVID-19 pandemic was affected remark-
ably due to the lockdown in most countries including South Africa.
The main scientific results: The paper highlights failures in the planning, management, 
and organization of remote teaching during the lockdown. 
The area of practical use of the research results: The paper employs a mixed method 
approach to study the experiences of teachers and the challenges they faced during and 
after the lockdown. One hundred and forty-four (144) Life Sciences teachers responded 
to a survey using questionnaires, and another fifteen (15) took part in telephonic inter-
view(s) that followed an interview schedule.
Innovative technological product: Based on these findings, the paper suggests that 
the government should invest in and ensure the availability of reliable communication 
tools, high quality internet connectivity, and actively promote the development of digital 
academic skills for both teachers and learners. Let’s also suggest numerous steps that 
must be taken to develop a curriculum that reflects not only the perceptible change(s) in 
content knowledge, but also the learning experiences of teachers and learners.
Scope of the innovative product: The respondents were Life Sciences educators from 
public high schools in Mpumalanga province in South Africa.
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environments to mitigate the closure of schools, with a focus on final year (Grade 12) learners who 
had to meet their teaching and learning goals in order to graduate from high school. 

The unexpected and immediate transition from face-to-face to remote teaching was introduced 
to mitigate the impact that school closures would have on children, especially in terms of learning time. 
This initial response of the DBE was the introduction of distance or remote learning through the national 
electronic and print media, such as TV stations and radio programs, printed materials, and websites. As 
the pandemic progressed, and the lockdown continued, remote teaching and learning was done using 
streaming video and conferencing technologies such as Zoom, Google Classroom, Facebook, and Mi-
crosoft Teams. The adoption of remote teaching and learning in response to the lockdown stimulated 
education experts, teachers, learners, and parents to adapt to remote learning solutions.

However, remote teaching exposed several constraints and challenges during implementation. 
Policy-think tanks and educational specialists viewed these developments as deepening the inequali-
ties in our educational system, which runs on two parallel educational systems [1, 2]. This issue is to 
be expected, as some schools have access to digital and electronic resources, while others do not. For 
example, the Quintile 5 and 4 schools, which are situated in towns and cities, are well-endowed with 
resources, while the Quintile 3, 2 and 1 schools, which are found in lower socioeconomic spaces and 
remote geographical spaces, such as townships and rural areas, had limited to no access. On a national 
level, the majority of South African schools are struggling with a shortage of teaching and learning ma-
terials, a lack of technological equipment such as computers, electricity, and internet connectivity; with 
only 20 % of schools having access to internet connectivity needed for online teaching and learning [3].

According to the General Household Survey (2018), only 10.4 % of the total population in the 
country had internet at home, of which only 1.7 % are in rural areas. However, mobile internet access 
is slightly higher with 60.1 % and 43 % [4, 5].

Given these intervention methods and the issues of inequality in the educational system that 
these interventions exposed, the question arises; ‘whose interests are being served by the move to 
remote teaching and learning?’ With this question in mind, we examined the effects of school clo-
sures and the effectiveness of remote learning in public basic schools through the lens of teachers. 
The research question answered in this study is what are the strategies, experiences and challenges 
encountered by educators during the lockdown in delivering lessons through remote teaching?

The following specific research questions were answered:
1. Which digital and online platforms were available to teachers during the lockdown to 

promote remote teaching and learning in high schools?
2. What strategies were employed, and what were the experiences of teachers in delivering 

lessons through remote teaching during the lockdown?
3. What were teachers’ perceptions of remote teaching and learning, and what challenges 

did they face during the COVID-19 lockdown in South Africa?

1. 3. Suggested solution to the problem
A review of existing literature highlighted the experiences of teachers in the areas of tech-

nology, pedagogy, and socioeconomic issues. The technological issues related mostly to the avail-
ability and quality of infrastructure and how accessible it was to both teachers and learners. The 
pedagogical issues that were raised included the competence levels of teachers with regards to the 
application of the digital platforms and other resources available for the transmission of the lessons. 
The socioeconomic issue relates to the interaction between teachers and learners, and the respective 
support they received, or did not receive, from their schools and within their home environments. 

Availability of digital infrastructure and remote teaching.
The successes and failures of remote teaching and learning depend largely on the availability 

of internet-capable devices (such as smart phones, tablets, laptops, and desktop computers) and inter-
net connectivity. Although teaching through remote technology was nothing new, it became topical 
during the lockdown and ensuing closure of schools. Most schools immediately shifted from the 
face-to-face interactions to remote teaching using technology to deliver remote teaching and learning. 
However, digital inequality in terms of resource distribution, limited technical knowledge, underde-
veloped computer literacy, and the impact of Information and Communication Technology (ICT), 
affected the success of remote learning and teaching across the globe [2, 6]. Both developed and 
developing nations have experienced some successes and challenges during remote teaching amidst 



44

No. 6 (83), 2022ScienceRise  ISSN 2313-8416

the pandemic. It came to light that teachers with access to electronic devices and high-speed internet 
connections, and those who possessed digital skills and experience in using digital platforms, were 
successful with their engagements and were able to cope with the challenges [7]. In most devel-
oped countries, the required infrastructure for remote learning had generally been available at basic 
schools regardless of their socioeconomic background, and most teachers had already engaged in 
some form of remote teaching and learning at the onset of the pandemic [8, 9].

However, poor digital infrastructure was reported in some parts of the globe, especially Third-
world countries. Research conducted in Portugal revealed that poor infrastructure (including the poor 
quality and availability of computers and related software, and unavailable internet) frustrated teachers 
in their attempts to teach remotely [10]. Hebebci, Bertiz and Alan [11] contend that a lack of technolog-
ical infrastructure was not only limited to learners but also educators. In Turkey, students and teachers 
were not satisfied with the online programs because of inadequate, or in some instances the complete 
lack of, technological infrastructure [11]. In South Africa, the situation was intensified because of the 
government’s poor distribution of ICT infrastructure in the country [12]. Until now, only about 20 % 
of homes have computers of which 10 % are connected to the internet [4]. This confirms the reports of 
Amnesty International [1] which found that rural and peri-urban locations in South Africa are deprived 
of infrastructure [13, 14].

Teachers’ experience and implementation of remote teaching.
The personal interest and satisfaction of educators in the use of technology and pedagogy 

are critical for the success of remote learning. Educators should not only possess content and sub-
ject expertise but should also be knowledgeable of content delivery methods and should be able to 
provide at least basic technical support services to their students in order for both parties to benefit 
from the remote learning experience. Computer literacy and technical knowledge is a prerequisite 
for successful remote learning. Flamholtz and Randle [15] contend that the attitudes of teachers 
towards change, the level of adaption, as well as the trust imposed on the change itself, are all 
factors that affect the appropriateness of their teaching methodologies during remote teaching. In 
another development, McKenzie, and Scheurich [16] stipulate that school ‘cultures’, such as the 
organization of work, norms and values, as well as interpersonal relationships with learners and 
parents, contribute greatly to the success of remote learning. Ibrahim et al. [17] stimulate that the 
level of instruction and clarification provided, access to technology, time, motivation, and support 
to participate in remote teaching, is vital. The success of remote teaching also depends on the ex-
tent of previous engagement of teachers and learners in ICTs and how effectively and efficiently 
technology was incorporated into the school curriculum. Most schools, especially the pre-tertiary 
institutions, experience a low level of ICT integration [18, 19]. Teachers with knowledge of, and 
experience in, ICTs and its related platforms are likely to have a positive impact on remote teaching 
and learning. The teachers who were most engaged and coped the best were those with prior expe-
rience with remote instructions [7, 18, 20].

2. Research method
The COVID-19 pandemic also required researchers to consider new means of remote data 

collection. This data for this research was collected over a five-month period during the lockdown 
and immediately after the reopening of schools. The research process was conducted remotely using 
WhatsApp as the data collection tool.

The data was collected using a quantitative and qualitative approach where an intensive 
literature review was conducted together with online interviews and surveys. The survey was con-
ducted using a questionnaire designed on a Google form for educators. The questions formulated 
to help answer the main research questions. The questionnaire featured the relevant consent section 
to ensure participants’ informed consent. In total, 144 teachers responded to the questionnaire, 
while an additional 15 were interviewed telephonically. The questionnaire was self-constructed 
with close-ended questions, with some options to answer questions on biographical data, availabil-
ity of digital infrastructure, mode of remote teaching transmission, and the perception of teachers 
regarding remote teaching. The questionnaires were distributed to teachers via their existing com-
munication networks (groups) on WhatsApp. 

A semi-structured interview was conducted telephonically, where teachers were chosen at 
random to be interviewed. The interview covered areas such as the availability and level of ICT usage 
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before and during the COVID-19 pandemic, the methods and challenges of implementing remote 
teaching and learning, and their attitudes towards remote teaching. 

The data collected from the questionnaires was analyzed through the software Statistics 
Package for Social Science (SPSS) version 25 of IBM. The data was presented as descriptive using 
tables where necessary. The resulting data from the structured interview were recorded and ana-
lyzed using Atlas-ti software with a deductive approach, to develop a thematic categorization and 
subsequent thematic content analysis. The emerging categories were redefined and organized into 
higher-order categories, whenever relevant, to aid in the identification of the most relevant themes 
being addressed by the participants and to help convey organization and structure in the data pre-
sented. Rooted in the qualitative and interpretive approach, the feedback provided by respondents 
was presented verbatim to illustrate the positions expressed. 

3. Results
3. 1. Biographical data
The respondents were Life Sciences educators from public high schools in Mpumalanga prov-

ince in South Africa. The participant group reflected South African demographics, with the majority 
(92.4 %) of educators being Africans, of which more than half (58.3 %) were females. The majority 
of the respondents (67.4 %) were between the ages of 36–45. This is an indication that most educators 
were made of the younger population, with the elderly population between the ages of 50 and above 
years forming only 3.5 %. The implications are that the younger population of teachers is likely to be 
computer literate and technologically advanced, will be able to use electronic devices and would also 
be more involved in remote teaching. The qualifications of the respondents showed that they are highly 
qualified and able to teach. The majority (68.1 %) of teachers hold a Bachelor’s degrees in education, 
with 3 (2.1 %) in possession of Doctorates. The various school types were represented in the data. The 
majority of the respondents (50.7 %) came from the quintile 3 schools. In total, the quintiles 3, 2 and 1 
represented more than three quarters of the respondents. The quintile 3, 2 and 1 schools fall within the 
lower socioeconomic demographic of South Africa and are found in rural areas and townships. Most of 
these schools are not well-resourced or equipped. The remaining quintile 5 and 4 schools, most of which 
are the former model C schools, represent the middle and higher socioeconomic demographic and are 
mostly found in towns and cities. These schools are well endowed with resources. 

Table 1
Respondents’ and their schools’ characteristics (n=72)

Characteristics Frequency Valid percentage

Gender
Male 84 58.3 %

Female 60 41.7 %

Age (years)

Below 25 3 2.1 %
26–35 7 4.8 %
36–45 97 67.4 %
46–55 32 22.2 %
56+ 5 3.5 %

Race

Africans 133 92.4 %
White 5 3.4 %
Indian 3 2.1 %

Coloured 3 2.1 %

Level of qualification

Bachelor 98 68.1 %
Honours 29 20.1 %
Masters 14 9.7 %

doctorate 3 2.1 %

Type of school

Quintile 5 15 10.4 %
Quintile 4 17 11.8 %
Quintile 3 73 50.7 %
Quintile 2 25 17.4 %
Quintile 1 14 9.7 %

Source: Generated by authors from data.
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3. 2. Presentation of results
This section presents an overview of teachers’ experience and expectations concerning re-

mote teaching during the lockdown and represents the three main themes of the study: 
1) state of digital infrastructure for remote teaching;
2) teachers’ implementation of remote teaching; 
3) potential challenges experienced during implementation. 
State of digital infrastructure for remote teaching.
The responses regarding resource availability for implementation of remote teaching and 

learning (Y=Yes, S=Somewhat, and N=No).
From Table 2, the result shows that the vast majority of respondents do not have access to tech-

nological equipment such as computers. Out of the 144 respondents, only 43 (29.8 %) have access to 
functional computers. The majority of respondents 96 (66.7 %) do not have any computers at all to facil-
itate remote teaching. Lastly, 5 (3.5 %) respondents indicated that they have computers, but that these are 
not available to be used for remote teaching. The results also show that out of those who have computers, 
only 32 (22.2 %) were connected to internet services. The survey clearly shows that very few schools in 
the study area have access to computers, which is a basic necessity when it comes to remote learning. 
However, the majority of teachers 110 (76.4 %) have personal laptops or other devices, such as smart-
phones or tablets, that function just as well as laptops or computers. The results show that the majority 
of learners, 110 (64.6 %), have smartphones that can also be used to access remote teaching. However, 
those who do not own smartphones will be marginalized if remote teaching is rolled out. The results 
clearly show that the essential technological devices to facilitate remote teaching and learning were only 
available to quintile 4 and 5 schools, with the majority of quintiles 3, 2, and 1 left out.

Table 2
Type of resources in the schools

Column A Column B

Item No. Statement Response
The type of resources in the school Y S N

1 Presence of functional computers 43 (29.8 %) 5 (3.5 %) 96 (66.7 %) 
2 Computers are connected to internet 32 (22.2 %) 3 (2.1 %) 109 (75.7 %)
3 Functional tablets for learners 5 (3.5 %) 0 (0 %) 139 (96.5 %)
4 Teachers have personal laptops for use 78 (54.2 %) 32 (22.2 %) 34 (23.6 %)
5 Teachers have access to smartphones 144 (100 %) 0 (0 %) 0 (0 %)
6 Learners have access to smartphones 37 (25.7 %) 56 (38.9 %) 51 (35.4 %)

 
Teachers’ experiences and implementation of remote teaching.
Teachers who took part in remote teaching answered questions on implementation and shared 

their experiences during remote teaching. The survey reveals the different types of digital platforms 
used by teachers during the period. Table 3 details the variety of modes of platforms used during the 
COVID-19 pandemic. No particular Learning Management System (LMS) has been designed for ba-
sic schools by the DBE, however, teachers used a variety of social media platforms and online meet-
ing apps, with most respondents using WhatsApp, Facebook, Email, Google Classroom, and ZOOM.

The choice of a particular digital platform depends on various including accessibility, inter-
net connectivity, and the type of activity to be undertaken. Almost all respondents (61.1 %) were 
using WhatsApp for personal interactions among educators and learners and sharing of teaching 
materials. 17 respondents (11.8 %) used Google Classroom for activities involving the submission of 
assignments. Similarly, other respondents (6.9 %) used Emails for assignments. ZOOM was used by 
14 respondents (9.7 %) to live stream online teaching. Of all platforms, Facebook (3.5 %) was least 
used by teachers during the pandemic. It must be noted that respondents generally demonstrated 
a lack of knowledge regarding a number of remote teaching platforms such as WebEx, Microsoft 
Teams, and Google Meet, which were also available during the lockdown. The decisions that teachers 
made in terms of which messaging applications to use for remote learning, gave a clear sign that the 
respondents were aware of the pedagogical use of these platforms to deliver interactive teaching and 
learning. Teachers explained that they found WhatsApp more convenient because most learners have 
a smartphone were already well-versed in using WhatsApp for communication. One teacher noted: 
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I used WhatsApp mostly because almost all my learners have smartphones either personal 
or belonging to their parents.

I couldn’t use the remote platforms because I have no basic training as to how they are used. 
The department provides us with materials through some websites and all I do is download and 

upload onto my WhatsApp and send them to my learners. Those with emails I sent through to them.

Table 3
The different digital platforms of remote teaching

Column A Column B

Item No. Digital platforms Response
No %

1 WhatsApp 80 61.1 %
2 Facebook 5 3.5 %
3 Emails 10 6.9 %
4 Google Classroom 17 11.8 %
5 Zoom 14 9.7 %

Challenges of implementation of remote teaching.
The survey also provided insight into the challenges that teachers experienced with the im-

plementation of remote teaching. Many participants were from remote areas of the province with 
low socioeconomic conditions (quintiles 3, 2 and 1) and therefore, do not have the basic technolog-
ical devices such as desktop computers and laptops to participate in remote teaching.

I don’t have the relevant gargets such as desktops, laptops and scanners that were needed 
during the lockdown to participate in the remote teaching both at school and personal ones.

Even though I have phones and the majority of learners also have but it is difficult teaching 
using phones. What exacerbated the situation for us was the closure of internet cafes where we 
mostly rely on them for our computer work.

Another major challenge encountered by the participants was unstable internet services. 
The participants stated that the mobile networks were unstable most of the time during video and 
audio teachings. 

Sometimes you have a stable and another time the unstable network. These are technicali-
ties you have no control over 

Participants from rural schools also faced challenges with electricity supplies. Most of the 
participants had significant challenges with interrupted electricity (due to ‘load shedding’) that also 
affects the network connectivity, as well as the functioning of devices themselves. This means that 
the availability of internet-enabled devices was not the only challenge, but that there were technical 
challenges as well. Findings from the interview show that limited access to networks prevented 
respondents from participating in remote teaching, while those who did participate were not sure 
of the outcomes, as they often lost contact with the learners due to network issues. The implication 
is that most learners were precluded from remote learning.

In addition to the technical issues mentioned above, most educators exhibited a lack of relevant 
skills to facilitate remote teaching. Most educators, especially those from low socioeconomic commu-
nities, did not operate digital devices before the lockdown and failed to use them during the lockdown.

The implementation of remote teaching was quite challenging to most participants because 
of a lack of technical operational knowledge of digital devices, as well as remote platforms and 
their relevant applications. It was very clear from the survey that most of the participants were not 
prepared for remote teaching. 

I have not used any garget to teach during my entire teaching career and have very little 
knowledge of operating one. I left training college at a time when computer usage was non-exis-
tence at the colleges.
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Participants also reported that the cost of data was one of the inhibiting factors during the 
implementation of remote teaching. The participants stated that data was costly not only to them 
but to learners as well. The parents could simply not afford the huge cost of data in South Africa. 
The huge cost of data discouraged teachers from participating in remote teaching effectively.

During the lockdown, I tried to send materials to my learners through their WhatsApp on 
their mobile devices but only to find out that for days and weeks the sent documents are still pend-
ing and had not been delivered. Meaning the learners do not have data to open and download the 
materials. I was discouraged and stopped sending materials.

I couldn’t afford data for teaching online. Even though I attempt to use WhatsApp to commu-
nicate with my learners uploading some documents takes quite an amount of the data which were 
not provided for us by the school.

My data was personal stuff and couldn’t afford to use it to teach because no one was pre-
pared to buy me data, not even my principal. 

4. Discussion
This paper studied the experiences of teachers in remote teaching during the COVID-19 

pandemic lockdown. The research provides varied outcomes on infrastructure preparedness and 
challenges facing remote teaching in South Africa. Presented below are the findings from teachers’ 
points of view viz the new trends in Africa and the rest of the world. 

It was found that the DBE’s initiative for remote teaching was received and implemented. 
However, while some countries were prepared (to varying extents) for remote teaching, the policy 
for remote teaching in South Africa during the lockdown was uncertain. The findings for infrastruc-
ture readiness show that most schools in the country had (continue to have) infrastructural deficits 
from the start of the program. This confirms the earlier studies that South Africa is suffering from a 
digital infrastructure deficit, especially in rural and townships schools [4, 12]. Schools faced specific 
problems, such as a lack of desktop computers, laptops, tablets, and scanners, which compromised 
readiness to teach remotely. This situation further revealed the infrastructural gap between the quin-
tile 5 and 4 schools (high and medium socioeconomic schools) and the rural schools [2, 6]. While in 
developed, regardless of socioeconomic status benefited from technological infrastructure [8], the 
case of South Africa is different only the middle- and high-income earners had access to sufficient 
devices, such as laptops, tablets, and smartphones, data, and reliable internet connections. 

Several available remote teaching tools like the ZOOM, Google Meet, Facebook, Google 
Classroom, and Emails were used to implement and deliver lessons to learners. Very few teachers 
used ZOOM and Google Meet for live streaming of lessons because of their inability to use these 
platforms due to lack of training. However, the majority of teachers who participated in remote 
teaching with their learners during lockdown used WhatsApp for both instructional and messaging 
purposes [21]. WhatsApp was used predominantly for the following reasons: firstly, most learners 
had smartphones, and those without personal devices could use those belonging to their parents, 
and secondly, teachers were accustomed to the use of WhatsApp on their smartphones for day-to-
day communications. Thirdly, learners have created various WhatsApp groups for communication 
and sharing of information in their various subject areas. The use of WhatsApp can also be attribut-
ed to the lack of orientation and training for teachers on the use of these modes of remote teaching. 

In addition to the challenges faced because of a lack of equipment, the general lack of implemen-
tation and integration of technology into teaching also hampered participation. The survey revealed that 
teachers lack sufficient skills and knowledge to participate in remote teaching. This is a result of teachers 
and schools not promoting the use of appropriate technological pedagogy. This study confirms earlier 
research on the low levels of knowledge and skills possessed by teachers when it came to the integration 
of technology in teaching before the COVID-19 pandemic lockdown of pre-tertiary education [8]. 

Apart from the technological challenges that were faced in terms of promoting remote teach-
ing and learning, teachers encountered interrupted power supply and unreliable internet connectivity. 
The national power supply was under stress during the COVID-19 lockdown and most parts of the 
country were under ‘load shedding’ where power was being rationed. Irrespective of the power ra-
tioning, the majority of schools in Gert Sibande district do not have access to a power supply at all. 
This study confirms the assertion of Stat SA [4] that most South African schools do not have access 
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to electricity. The remote rural areas were without internet connectivity or broadband services, which 
affects both teachers and learners in participating in remote teaching, especially in terms of teach-
er-learner interaction. This finding is attributed to most schools in developing countries [12].

Limitations and future research. This paper is written in the midst of pandemic but has 
potential for future research in general in the use of technology in secondary schools. Furthermore, 
this study is situated in one district, there is need to understand the teaching and learning with 
technology in post pandemic in other parts of the country. 

5. Conclusion
Education during the pandemic deteriorated remarkably throughout the globe due to the lock-

down and the sudden forced migration to remote learning that ensued. Most developing countries, 
including South Africa, are faced with difficulties in handling the ‘new normal’, especially the sudden 
shift in educational planning, management, and organization. The policy difficulties were aggravated 
by lack of resources, technical infrastructure, lack of skills, and poor financial basis. The failures of 
our educational system that were exposed during the lockdown is an eye-opener, and it is now appar-
ent that South Africa is facing a further crisis in terms of education. If the situation is to be remedied, 
the DBE has to develop and employ multicultural approaches towards digital transformation, espe-
cially in terms of basic education throughout the country. This would be the best way to deal with the 
current inequalities in the educational sector regardless of the geographical and socioeconomic loca-
tion of the school, if there is any hope of improving the functionality of online education. In so doing, 
the government must invest and ensure the availability of reliable communication tools, high-quality 
internet connectivity, develop the digital academic skills for both teachers and learners, and promote 
technology-enabled learning for learners during and after the COVID-19 pandemic. 

For the development and implementation of remote teaching and learning in South African 
schools, educational policymakers and school managements are encouraged to support schools, 
teachers, and learners through the provision of essential technological and pedagogical facilities.

Influenced by COVID-19, South African schools can promote a remote approach to both teaching 
and learning. This study has exposed the inadequacy of digital devices in schools in Gert Sibande district 
and offered the opportunity to provide technological equipment in different forms such as laptops, tab-
lets and sometimes smartphones to enable teachers to offer lessons through various remote applications.

The lack of knowledge and skills among respondents, coupled with their failure to identify 
the various technological and pedagogical strategies needed for effective remote learning, con-
firms the need to:

1) actively promote remote learning;
2) improve the quality of high school education in general;
3) develop the skills and expand the knowledge of teachers in terms of ICT integration in 

remote teaching and learning. 
The study shines a light of positivity on the situation, the COVID19 lockdown has inad-

vertently created an opportunity to improve the quality of education through the much-needed 
advancement of policies that will help to provide opportunities for individual teachers. 

Finally, the COVID-19 pandemic has further deepened the existing gap in national educa-
tion, created by the rural-city dichotomy. This is a unique opportunity for the national government 
and Department of Basic Education to bridge the gap by affording rural schools with the basic 
infrastructure and services needed to provide quality education for all. 
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