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ABSTRACT 

 

This study examined teachers’ experiences with e-learning and their influence on its 

uptake in Uganda’s Universal Secondary Education (USE) schools, with a view of 

developing a Strategic E-Learning Implementation Framework (SEIF). Specifically 

analysed was the instructional engagement, satisfaction, challenges, and coping 

strategies experienced by teachers in the process of facilitating e-learning uptake 

in USE schools. Grounded in Connectivism, Technology-Mediated Learning Theory 

(TMLT), and the Unified Theory of Acceptance and Use of Technology (UTAUT), the 

study explored how teachers’ individual, infrastructural, institutional and systemic 

experiences shape e-learning uptake in resource-constrained secondary education 

environments. The study employed a convergent parallel mixed methods design to 

simultaneously collect and analytically triangulate quantitative and qualitative 

data. The quantitative strand involved a structured questionnaire administered to 

393 teachers selected from 10 USE schools in Kampala Capital City using stratified 

sampling, considering gender, subject specialization, qualifications, years of 

experience, and technological proficiency. The qualitative component focused on 

using a semi-structured interview to interview 10 purposively selected 

headteachers. Ethical clearance was obtained from the Uganda Christian University 

Research Ethics Committee (UCUREC). Descriptive and inferential statistical 

analyses were employed to assess teachers’ instructional engagement, satisfaction, 

and institutional experiences with e-learning and their effect on its uptake. 

Exploratory factor analysis and multiple regression techniques were used to examine 

underlying dimensions and predictors of e-learning uptake. Thematic analysis of the 

qualitative data complemented quantitative findings to provide an in-depth 

contextual understanding of these experiences. The results revealed that teachers 

experienced suboptimal instructional engagement and satisfaction with digital 

platforms such as Zoom, WhatsApp, and Google Classroom because of the challenges 

they experienced and ineffective coping strategies they applied to cope with them. 

E-learning uptake was below expectation. These experiences were significant 

predictors of e-learning uptake. The challenges teachers faced with e-learning 

included negative attitude, unstable electricity, poor internet access, insufficient 

ICT tools, and weak administrative and leadership responsiveness. Teacher 
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instructional engagement, satisfaction and institutional challenges were more 

significant predictors of e-learning uptake than individual motivation or reflection. 

Therefore, efforts to improve e-learning in USE schools in Kampala Capital City 

should pay more attention on addressing institutional constraints while without 

neglecting teachers’ individual satisfaction and motivation to engage instructionally 

in facilitating e-learning uptake. The study contributes to the existing literature by 

integrating four theoretical frameworks and generating new empirical insights from 

an under-researched context, thereby developing a Strategic E-Learning 

Implementation Framework (SEIF). Based on this framework, the study offers 

actionable recommendations for policymakers, school leaders, and development 

partners to address structural gaps and support scalable, sustainable e-learning 

implementation in Uganda’s secondary education sector. 
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CHAPTER ONE 

INTRODUCTION 

 

1.0 Introduction 

This study analyses the instructional engagement, satisfaction, challenges and 

coping strategies teachers experience with e-learning and their effect on its uptake 

in USE schools in Kampala Capital City. The study was inspired by the observation 

that e-learning was rapidly rising due to technological progress and growing global 

recognition of its role in expanding access to education (Peck, 2025), but its uptake 

was still low in African countries such as Uganda and their specific areas like Kampala 

Capital City. Research on causes of low e-learning uptake in Africa has tended to 

focus on higher education guided mostly by one theory (Kisanjara & Maguya, 2024), 

especially in Uganda (Komuhangi et al., 2022), even where experiences with e-

learning have been explored as causes (Atukunda et al., 2024). Where e-learning has 

been studied in Ugandan secondary schools, focus has been on its platform testing 

and barriers to its adoption (Walekhwa et al., 2022; Kyomuhendo et al., 2024). 

Research on e-learning experiences as causes of low uptake at lower school-levels is 

not in the context of Uganda (Karimi et al., 2023; Matete et al., 2023). How teachers’ 

e-learning experiences affect its uptake is hence still understudied in Ugandan 

secondary schools, especially from an integrated lens of connectivism, TMLT and 

UTAUT. This study filled this gap. This chapter covers the background, problem, 

objectives, research questions, hypotheses, justification, significance, scope and 

conceptual framework. 

 

1.1 Background to the Study 

This section is developed using four perspectives. The first is the historical 

background providing the progressive development of e-learning right from its 

instructional roots in distance education. The second is the theoretical background, 

which identifies the theories that underpinned the study. The third is the conceptual 

background that defines the key concepts and the fourth is the contextual 

background that explains the study’s motivation and geographic focus. 

 

1.1.1 Historical Background 

Understanding e-learning uptake and its optimization has evolved into a prominent 

stream of educational research rooted in distance education (Masalimova et al., 
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2022). Prior research traces the conceptual origins of e-learning to pre-electronic 

distance education, which began with instructors using physical intermediaries such 

as transporters to send learning materials and assignments to students and receiving 

answered scripts from students for to assess their learning (Masalimova et al., 2022). 

Distance education evolved into correspondence education after the invention of 

postal services (Moore, 2023). Advancement from correspondence education to e-

learning was triggered by technological advancements that started in the 18th-

century (Fidanian, 2020; Almajali et al., 2022). 

 

The advancement alluded to above began with the delivery of instructional content 

over radio invented in 1896, progressing into televised instruction after the invention 

of television in 1927 (Tamm, 2019; Barclay, 2021). Delivery and uptake of e-learning 

progressed to the use of networked computers enabled by PLATO developed in 1960 

(Belousova et al., 2019). Further technological innovation led to the invention of the 

Internet-supported Web-based asynchronous e-learning from the 1980s (Cope & 

Kalantzis, 2023), which progressed into synchronous digital e-learning now evolving 

into AI-driven learning (Seo et al., 2021; Tanjga, 2023). Previous research has 

highlighted how these technological developments occurred in tandem with 

increasing e-learning uptake, thereby significantly expanding access to education at 

all levels of schooling (Abu-Ali, 2024; Bashir & Lapshun, 2024, 2025; Gavrus et al., 

2025; Peck, 2025). E-learning uptake has been encouraged to achieve SDG 4 (1), 

which seeks to achieve universal access to education for all children of school-going 

age by 2030 regardless of their gender.   

 

E-learning uptake has been rising from less than 500,000 students facilitated by less 

than 100 teachers in the early 2000s to the extent that 49% of all students in school 

worldwide completed their courses in 2024 with significant support from electronic 

education (Peck, 2025). Currently, an estimated 180 million students are globally 

enrolled for different e-learning courses in order to acquire new knowledge and 

skills, and to shape their attitudes facilitated by more than 1 million instructors 

(Peck, 2025). This estimate represents a 900% increase in e-learning uptake globally 

since 2000; and with 70% of students showing preference for e-learning and 96% of 

the graduates recommending it compared to traditional classroom teaching, this 
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uptake is projected to increase by 57 million more students instructed by over 2 

million teachers by 2027 (Peck, 2025). 

 

E-learning uptake is unfortunately still low in African countries, with the total access 

estimated to reach 32-50 million students by 2029 compared to less than 5 million 

students who were enrolled for this learning in 2015 (Statista, 2024). This estimate 

is based on the rapid rate of internet penetration and increased access to electric 

and computerised devices that support e-learning in African countries such as 

Algeria, Botswana, Egypt, Kenya, Mauritius, Namibia, Rwanda, Seychelles, Tunisia, 

South Africa, Tanzania, and most importantly for this study, Uganda (Matsh, 2024; 

International Consultants for Education and Fairs [ICEF], 2025). While Uganda has 

been investing in ICT infrastructural development and availability in USE schools in 

pursuit of universal access to education by all Ugandans of school-going age as 

envisioned in Vision 2024, but e-learning uptake has remained low, estimated at less 

than 1,000,000 students at all schooling levels in Uganda (Namatovu & Kyambade, 

2025). 

 

The low uptake of e-learning in African countries as attracted research to establish 

the underlying causes and how they can best be addressed. Much of this research 

has been conducted from the design perspective, thereby identifying instructional 

design weaknesses and strategies for addressing them to improve e-learning 

effectiveness (Debattista, 2018; Karthik et al., 2019; Al-Gerafi et al., 2024). Other 

researchers have taken a management perspective, thereby identifying 

administrative challenges to e-learning adoption and how they can be remedied to 

improve its uptake (Ahmad et al., 2023; Barikzai et al., 2024). Others have analysed 

how acceptance of e-learning can be accelerated by improving the necessary 

infrastructure and support systems in schools (Siron et al., 2020; Qiao et al., 2021). 

A scrutiny of the themes covered by these studies suggests that prior research has 

paid limited attention to the lived experiences of educators with e-learning, 

especially in African secondary schools. 

 

Yet teachers’ e-learning experiences play a key role in determining their interest in 

online teaching as well as their motivation to implement it and their effectiveness 
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in facilitating students’ learning and subsequently, realisation of national curricular 

and educational goals (Dolighan, 2023; Karimi et al., 2023; Ong & Quek, 2023). For 

this reason, researchers that have shown interest in understanding instructors’ e-

learning experiences have focused on higher education or secondary schools outside 

Uganda (Atukunda et al., 2024; Karimi et al., 2023; Matete et al., 2023). 

 

The analysis of previous research on teachers’ e-learning experiences also reveals 

most of the studies have been underpinned by one theory. Jailani et al. (2023), for 

instance, explored only the connectivist view of these experiences while Puja (2024) 

analysed them based on only the TMLT theory. Furthermore, Marmoah et al. (2024) 

discussed teachers’ e-learning experiences from the UTAUT perspective. Therefore, 

extant research depicts a theoretical dearth about how the integrated lens of 

connectivism, TMLT and UTAUT underpins teachers’ e-learning experiences and their 

impact on its uptake.  

 

In addition, while previous research has analysed teachers’ experiences in different 

contextual perspectives, the context of educational institutions in Africa, 

particularly that of Uganda’s secondary schools has not attracted much attention. 

This gap is illustrated by different studies. Ramadani and Xhaferi (2020), for 

instance, explored teachers’ experiences with e-learning, but the context was high 

schools of Kumanovo in northern North Macedonia. Marmoah et al. (2024) and Puja 

(2024) analysed similar experiences for school teachers in Indonesia. Karimi et al. 

(2023) analysed these experiences for educators in Afghanistan. Yet Ganji et al. 

(2024) analysed them in the context of Iranian teachers. Where these experiences 

have been analysed in African educational institutions, focus has been on higher 

education (see for instance Maphalala & Mpofu, 2018; Matete et al., 2023). 

 

Even in Uganda, research on teachers’ experiences has focused on higher education 

(see Bada et al., 2020; Eton & Chance, 2022; Atukunda et al., 2024). Moreover, 

regardless of the context, not much attention has been paid to the analysis of how 

teachers’ e-learning experiences affect its uptake. Even the studies that have 

analysed e-learning uptake have not delved into how it is influenced by these 

experiences because their focus has been on its trend analysis (Bashir & Lapshun, 
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2025; Peck, 2025). Consequently, extant scholarship depicts theoretical, contextual 

and correlational gaps regarding the nature of academic staff experiences with e-

learning and their effect on its uptake in Uganda’s secondary schools. In short, there 

is a dearth of research on how teachers’ e-learning experiences influences its uptake 

from the integrated lens of connectivism, TMLT and UTAUT and in the context of 

Uganda’s USE schools, which no previous research has covered. 

 

This is the case despite the fact that e-learning has been implemented in these 

schools for a number of years. Indeed, after its pioneering adoption in Uganda by 

Makerere University in the early 2000s, e-learning began to be introduced in other 

educational institutions, including secondary schools (Kyomuhendo et al., 2024). The 

adoption increased suddenly in 2020 following the closure of classroom-based 

education as an intervention recommended by the World Health Organisation to 

prevent the spread of the Covid-19 pandemic (Atukunda et al., 2024). This closure 

necessitated switching to e-learning as the only alternative mode of instruction 

(Kengoma et al., 2025). Much of the existing research in Uganda has however 

concentrated on implementation challenges, with almost no study conducted on 

instructors' experiences with e-learning (see for instance Walekhwa et al., 2022; 

Kyomuhendo et al., 2024). This study therefore, filled these gaps following the 

theoretical background provided in the next section. 

 

1.1.2 Theoretical Background 

The study was guided by a combination of three theories, namely: connectivism, 

TMLT and UTAUT, each filling the other’s weaknesses to facilitate this study to 

achieve its aim. The use of these studies implies that study built on previous research 

by extending the theoretical grounding of teachers’ experiences with e-learning 

uptake from being underpinned by one or two theories applied in most of the prior 

studies to being guided by an integrated perspective of these three theories. The 

integration is such that each of these three theories is applied to fill the gaps of the 

other, thereby providing a comprehensive guide for explaining teachers’ lived 

experiences with e-learning uptake. More about this integration is explained in 

section 2.1 of Chapter 2. It suffices to note that connectivism was used to explain 

teachers’ experiences with their interlinking of different digital tools to form a 
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network as a source of teaching knowledge and to deliver it to students (Siemens, 

2005; Jailani et al., 2023). TMLT guided analysing how teachers experienced 

instructional interaction facilitated by digital tools (Bower, 2019). UTAUT 

underpinned the analysis of teachers’ experiences in the form of behavioural and 

institutional factors influencing their use of e-learning (Venkatesh et al., 2003). The 

combination of these theories facilitated a comprehensive analysis of teachers’ 

experiences with e-learning as conceptualised in the next section. 

 

1.1.3 Conceptual Background 

The study analysed two central concepts, which included e-learning uptake as the 

dependent variable and teachers’ e-learning experiences as the independent 

variable. E-learning uptake referred to students’ acquisition of knowledge, skills and 

shaping of their attitudes through electronic educational content delivered through 

teachers’ instructional experiences (Fallery & Rodhain, 2011; O’Neill, 2024). E-

learning uptake included synchronous and asynchronous acquisition of knowledge, 

skills and attitudes through their teachers’ lesson planning, content delivery to and 

evaluation using digital platforms such as radio, television, social media and mobile 

apps (O’Neill, 2024). 

 

Teachers’ e-learning experiences refer to instructors’ perceived encounters, 

reflections, gratification, challenges and ways of juggling with digital devices and 

platforms that facilitate electronic teaching (Mörtsell, 2024). These experiences 

were conceptualised in this study as teachers’ perceived instructional engagement 

in, satisfaction with, reflections on challenges faced with e-learning and coping 

strategies for dealing with them. Instructional engagement referred to teachers’ 

perceived efforts and time spent cognitively, behaviourally and technologically on 

teaching through asynchronous and synchronous e-learning (Bilocura et al., 2023; Li 

& Xue, 2023). Satisfaction referred to teachers’ perceived contentment with the 

quality of e-learning devices, platforms and process (preparing, delivering learning 

content and assessing students (Nikou & Maslov, 2023). Reflections referred to 

personal factors (attitude, ease of use, confidence) and institutional factors 

(infrastructure, support systems) that influence e-learning (Atukunda et al., 2024). 
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1.1.4 Contextual Background 

The study was conducted in USE schools in Kampala Capital City of Uganda. Uptake 

of e-learning began in Uganda at the beginning of the 2000s pioneered by Makerere 

University. Guided by Uganda Vision 2040 and its E-learning Policy, 2002-2004, 

Makerere University introduced Virtual Learning Environments (VLEs) to support 

delivery of blended learning in its Distance Education Programme (Baguma & 

Wolters, 2021). A decade later, other educational institutions, including mostly 

public and private universities and some secondary and primary schools came on 

board to increase access to education as envisioned in Uganda Vision 2040 (Baguma 

& Wolters, 2021; Kengoma et al., 2025). The increase in access to ICT devices such 

as laptops, smartphones and tablets resulting from their ubiquity enhanced e-

learning uptake blended with or as an alternative to the physical face-to-face 

classroom teaching (Kyakulumbye & Katono, 2013; Kyakulumbye et al., 2013, 2019; 

Eton & Chance, 2022). 

 

The closure of all educational institutions in Uganda on 30th March 2020 as a measure 

recommended by the World Health Organisation to mitigate the spread of Covid-19 

gave impetus to the uptake of e-learning at all levels of schooling in Uganda (Eze et 

al., 2024). Certainly, school closure made it impossible for over 15 million students 

and 548,000 teachers to get access to classroom learning and teaching, respectively, 

thereby compelling every closed educational institution to resort to e-learning as 

the only alternative (Atukunda et al., 2024). Government of Uganda also improvised 

a programme involving selecting expert instructors at all levels of schooling to start 

delivering lessons via the different channels of e-learning, which included radio, 

television, and synchronous and asynchronous online instruction (Namatovu & 

Arinaitwe, 2024). This improvisation was meant to translate into a sudden boost in 

e-learning uptake from less than a total of 500,000 students to all the 15 million 

students facilitated by all the 548,000 teachers. Unfortunately, uptake was less than 

20% of these numbers (Sanyu, 2023). 

 

The study was particularly conducted in Kampala Capital City because the 

encouraged e-learning concentrated in this area due to the fact that it enjoyed the 

digital infrastructure and access to ICT devices compared to other parts of Uganda 
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(Kemp, 2024; UCC, 2024). In addition, Kampala Capital City is located in Kampala 

Capital City that had the highest concentration of USE schools (55.6%) and the 

greatest access to internet-enabled devices and digital platforms. Furthermore, 

although the Ugandan government had made commendable efforts to improve 

educational access, physical classroom space remained limited compared to the 

sudden increase in enrolment resulting from the introduction of UPE and USE. This 

scenario prompted agencies such as UCUSAF to promote e-learning as a solution to 

the access gap (Ministry of Education and Sports, 2024a). 

 

The promotion e-learning in Uganda in general and in Kampala Capital City has been 

associated with challenges, particularly those faced by teachers. However, the 

identified challenges have been those related to instructional design, e-learning 

infrastructural expansion, and policy formulation and implementation (Walekhwa et 

al., 2022; Kyomuhendo et al., 2024). Teachers’ lived experiences with the promoted 

e-learning have not been studied, especially in the context of USE schools. This 

context thus provided fertile ground for investigating teachers’ lived e-learning 

experiences in under-resourced yet digitally favoured settings. 

 

1.2 Statement of the Problem 

Optimal e-learning uptake by students has been globally and locally acknowledged 

as a vital tool for increasing educational access (Bashir & Lapshun, 2025; Perk, 2025). 

However, e-learning uptake has remained suboptimal or low in USE schools in 

Uganda, particularly in Kampala Capital City (Kituyi et al., 2024; Namatovu & 

Arinaitwe, 2024; Namatovu & Kyambade, 2025), where it stands at less than 20% of 

the 1 million students expected to benefit from it (Sanyu, 2023). Teachers’ e-

learning experiences play a role in optimising e-learning uptake (Nikou & Maslov, 

2023). Prior studies have however, not paid much attention to these experiences in 

Uganda’s secondary schools as their focus has been on attributing low uptake of e-

learning to its infrastructural, administrative and cost-related barriers (Walekhwa et 

al., 2022; Kyomuhendo et al., 2024). 

 

Consequently, there is a dearth of research on Uganda’s secondary teachers’ e-

learning experiences and their influence on its uptake. Teachers’ e-learning 
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experiences and their effect on e-learning uptake have particularly not been 

analysed in the context of USE schools and from a combined lens of connectivism, 

TMLT and UTAUT. The lack of this analysis reveals a research gap, which has left it 

unclear as to whether teachers’ e-learning experiences contribute to its low uptake. 

If this research gap continues unaddressed, e-learning uptake will continue to be 

low and all the investments Uganda has made to encourage educational technology 

will remain inconsequential, without any understanding of whether the situation can 

be improved by looking into teachers’ experiences. Therefore, this study filled this 

gap by analysing teachers’ e-learning experiences, including teachers’ perceived 

instructional engagement in different types of e-learning, satisfaction with, 

challenges faced, coping strategies used to deal with the challenges, and their 

impact on e-learning in USE schools in Kampala Capital City. 

 

1.3 Objectives of the Study 

The objectives of the study were the following: 

1.3.1 General Objective 

The general objective of the study was to develop a Strategic E-Learning 

Implementation Framework (SEIF) based on an analysis of teachers’ e-learning 

experiences and their effect on its uptake in USE schools in Kampala Capital City. 

 

1.3.2 Specific Objectives 

The study achieved the following specific objectives: 

1. To determine the influence of teachers’ instructional engagement with different 

types of e-learning on e-learning uptake in USE schools in Kampala Capital City. 

2. To assess the influence of teachers’ satisfaction with e-learning instructional 

experiences on its uptake in Kampala Capital City. 

3. To examine the effect of teachers’ perceived challenges to e-learning on its 

uptake in Kampala Capital City. 

4. To investigate the influence of strategies teachers employ to cope with 

challenges experienced with e-learning uptake on its uptake. 

 

1.4 Research Questions 

The following were the research questions answered in this study: 
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1. What is the extent of teacher instructional engagement with the different types 

of e-learning platforms available in USE schools in Kampala Capital City? 

2. How satisfied are the teachers in Kampala USE schools with e-learning 

experiences? 

3. What factors do teachers in Kampala USE schools perceive to challenge e-learning 

uptake? 

4. What strategies do teachers use to cope with challenges to e-learning uptake in 

Kampala USE schools? 

 

1.5 Research Hypotheses 

The following were the research hypotheses verified in this study: 

H1: Teachers’ instructional engagement in e-learning has a significant effect on its 

uptake in USE schools in Kampala Capital City. 

H2: Teachers’ satisfaction with e-learning has a significant effect on e-learning 

uptake in USE schools in Kampala Capital City. 

H3: Teachers’ perceived challenges to e-learning have a significant effect on its 

uptake in USE schools in Kampala Capital City. 

H4: Teachers’ coping strategies with e-learning have a significant effect on its uptake 

in USE schools in Kampala Capital City. 

 

1.6 Justification for the Study 

The study aligned with Sustainable Development Goal 4(1) and Uganda’s Vision 2040, 

which prioritized equitable access to secondary education (OECD, 2017; NPA, 2020). 

With limited physical classroom infrastructure, particularly in USE schools, e-

learning was promoted as a viable alternative. Investment in e-learning 

infrastructure and training has been increasing over the years, but e-learning uptake 

has remained low. This suggests that there are other factors that need to be 

unearthed and addressed to ensure that that this uptake improves in tandem with 

increases in investment in e-leaning infrastructure and training. It is in this sense 

that a study that this study, which seeks to provide an understanding of teachers’ 

experiences and their effect on this uptake is needed to establish whether these 

experiences are among such factors. 
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Given the instructional centrality of teachers in e-learning, understanding their 

experiences with it is important. It provides an appreciation of which experiences 

are negative so that they can be dealt with and which ones are positive so that they 

can be encouraged to improve e-learning uptake. Providing this understanding is 

particularly needed in a situation where these experiences are underexplored. It is 

for this reason that this study was urgently needed. 

 

1.7 Significance of the Study 

Theoretically, the study contributes to scholarship by generating new knowledge 

about teachers’ experiences (instructional engagement, satisfaction, reflections on 

challenges and remedying strategies) and their effect on e-learning uptake through 

a multi-theoretical lens combining constructivism, connectivism, technology-

mediated learning and UTAUT. This new knowledge is provided in the form of an 

integrative framework that deepens the understanding of how various models 

explain user interaction with educational technologies, and what needs to be done 

to optimise this interaction. This framework is provided in the context of teachers 

in USE schools, but can be used by educational researchers, academics and students 

as a basis for conducting further research on e-learning and related areas. 

 

Practically, the findings of the study provide educational policymakers and planners 

in the Ministry of Education and Sports with the opportunity to appreciate how to 

improve e-learning in a way that optimises instructors’ instructional engagement, 

satisfaction with and reflective reflection on e-learning in USE schools. This 

opportunity is in the form of providing these policymakers and planners with 

empirical knowledge about the nature of each of these experiences and how it 

challenges e-learning uptake. This knowledge provides cues about what to do to 

improve e-learning uptake. In this sense, the government of Uganda can benefit 

from the study by using it as a basis for improving e-learning, thereby improving the 

realisation of its objective of expanding access to education. 

 

The recommendations this study makes to headteachers, particularly those in USE 

schools in Kampala Capital City can help them appreciate the steps to take, including 
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internal training necessary improve teachers’ experiences with e-learning as a basis 

for improving its uptake in at school level. 

 

The teachers, particularly those in USE schools in Kampala can use the study to 

appreciate which training or personal reflection to take in order to do away with 

personal experiences in the form of attitudes and opinions that constrain the 

instructional role they are expected to play in optimising e-learning uptake 

 

The students, particularly those in USE schools in Kampala Capital City can benefit 

from this study if its recommendations are implemented to improve teachers’ 

experiences that constrain e-learning uptake. The students can benefit by having 

the instructional side of e-learning improved, thereby translating into improved 

teaching-learning experiences and subsequent e-learning uptake and its outcomes 

 

The parents can also benefit from the study by having their children exposed to 

better quality e-learning, which translates into better learning outcomes from USE 

schools in Kampala Capital City. 

 

1.8 Scope of the Study 

The content, geographical, and time scope of the study were as follows: 

 

1.8.1 Content Scope 

The study focused on teachers’ e-learning experiences, including instructional 

engagement and satisfaction, and their reflections on the challenges and coping 

strategies and their influence on the e-learning uptake. The study was situated 

within the field of educational technology. 

 

1.8.2 Geographical Scope 

The study was conducted in Kampala City owing to its being the most ICT-favoured 

area in Uganda. The high concentration of USE schools, internet connectivity, and 

access to digital tools made Kampala the most suitable location for the study. 
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1.8.3 Time Scope 

The study covered the period from 2007, when the USE policy was introduced, to 

2025, the year of the study’s completion. This period included the time for data 

collection, which occurred during a four-month period in 2025. 

 

1.8 Conceptual Framework 

Based on different studies (Panyajamorn et al., 2018; Coman et al., 2020; Yekefallah 

et al., 2021; Moustakas & Robrade, 2022; Xu & Xue, 2023; Alterkait & Alduaij, 2024; 

Atukunda et al., 2024) the study was conceptualised as shown in Figure 1.1 below. 

As illustrated in this Figure, the study was conceptualized based on specific 

indicators identified from the combined perspective of three theoretical 

frameworks: connectivism, TMLT, and UTAUT and literature reviewed in Chapter 2. 

In this framework, e-learning uptake was treated as the dependent variable, 

assessed through its reported level by both teachers. Teachers’ experiences—

specifically their instructional engagement, satisfaction, reflections on access 

challenges, and the actions taken to mitigate these challenges—were conceptualized 

as independent variables. This framework was grounded in the assumption that each 

of these experiential dimensions significantly contributed to the level of e-learning 

uptake. 

 

Figure 1.1 illustrates that instructional engagement with e-learning was 

conceptualized as the various types of e-learning in which teachers were involved, 

alongside the degree of instructional and learning involvement demonstrated in each 

type (Dubey et al., 2023). This involvement was assumed to influence e-learning 

uptake positively and was analyzed in terms of indicators such as active 

participation, expressed interest, commitment, emotional and cognitive 

attachment, and the degree of studious effort and instructional support from 

stakeholders. Specifically, it included the motivation and facilitation provided by 

teachers, headteachers, and others toward encouraging uptake of e-learning. 

 

Figure 1.1: Conceptual Framework: E-learning Experiences and level of Uptake 

 

 

Instructional engagement experiences with e-learning 

• Extent of teachers’ instructional involvement in e-
learning 

• Types of e-learning involved in 
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Source: Developed by the Researcher, 2025 

 

The framework also indicated that satisfaction with e-learning was another key 

experiential factor influencing uptake positively. Satisfaction was assessed based on 

participants’ judgments of their involvement in various e-learning processes, 

including content discovery, lesson planning, instructional delivery, content 

accessibility, comprehensibility, assessment, and interactivity. It also encompassed 

the usability of e-learning devices and platforms (Coman et al., 2020; Yekefallah et 

al., 2021; Xu & Xue, 2023; Alterkait & Alduaij, 2024). 

Satisfaction with e-learning 

• Searching for e-learning content 

• E-learning content planning 

• E-learning lesson delivery 

• Accessing e-learning content 

• Comprehensibility of e-learning content 

• E-learning content evaluation 

• Devices used to facilitate e-learning 

• Platforms used to facilitate e-learning 

• Interactivity 

Perceived challenges to e-learning instruction 

• Personal factors  
o Attitude 
o Beliefs  
o Computer self-efficacy 
o Online self-efficacy 
o Self-motivation for self-study 
o Ease of use 
o Ease of access 
o Ability to understand e-content 

asynchronously  
o Perceived usefulness  

• Institutional factors 
o Internet connectivity 
o Internet speed  
o ICT availability  
o ICT reliability  
o Electricity stability  
o Availability of e-learning competent 

teachers 
o Online examination supervision  
o Online examination invigilation  
o Response to queries   

Strategic actions against 
challenging factors 

• Personal effort to make 
asynchronous learning 
synchronous  

• Seeking peer support 

• Seeking parental support 

• Seeking teacher support 

• Training in teaching e-
learning 

• Increasing institutional 
support for e-learning 

E-learning uptake 

• Level of uptake 

 

+ H1 

+ H2 

- H3 

+ H4 
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As illustrated in Figure 1.1, the study was conceptualized based on specific 

indicators identified from the combined perspective of three theoretical 

frameworks: connectivism, TMLT, and UTAUT and literature reviewed in Chapter 2. 

In this framework, e-learning uptake was treated as the dependent variable, 

assessed through its reported level by both teachers. Teachers’ experiences—

specifically their instructional engagement, satisfaction, reflections on access 

challenges, and the actions taken to mitigate these challenges—were conceptualized 

as independent variables. This framework was grounded in the assumption that each 

of these experiential dimensions significantly contributed to the level of e-learning 

uptake. 

 

Figure 1.1 illustrates that instructional engagement with e-learning was 

conceptualized as the various types of e-learning in which teachers were involved, 

alongside the degree of instructional and learning involvement demonstrated in each 

type (Dubey et al., 2023). This involvement was assumed to influence e-learning 

uptake positively and was analyzed in terms of indicators such as active 

participation, expressed interest, commitment, emotional and cognitive 

attachment, and the degree of studious effort and instructional support from 

stakeholders. Specifically, it included the motivation and facilitation provided by 

teachers, headteachers, and others toward encouraging uptake of e-learning. 

 

The framework also indicated that satisfaction with e-learning was another key 

experiential factor influencing uptake positively. Satisfaction was assessed based on 

participants’ judgments of their involvement in various e-learning processes, 

including content discovery, lesson planning, instructional delivery, content 

accessibility, comprehensibility, assessment, and interactivity. It also encompassed 

the usability of e-learning devices and platforms (Coman et al., 2020; Yekefallah et 

al., 2021; Xu & Xue, 2023; Alterkait & Alduaij, 2024). 

 

Notably, Figure 1.1 depicts a bidirectional relationship between instructional 

engagement and satisfaction. This interaction implied that the extent of 

instructional engagement in e-learning was partially contingent upon the degree of 

satisfaction experienced, and conversely, satisfaction was influenced by the depth 
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of instructional engagement. This dual relationship was hypothesized to affect e-

learning uptake and was examined through the study’s formulated hypothesis. 

 

The conceptual framework further identified reflections on access challenges as 

another experiential dimension assumed to influence e-learning uptake negatively. 

These reflections were based on participants’ evaluations of both personal and 

institutional barriers—such as inadequate ICT skills, poor attitudes, limited internet 

access, device unavailability, and power instability (Panyajamorn et al., 2018; 

Moustakas & Robrade, 2022; Atukunda et al., 2024). These reflective insights were 

also assumed to shape the level of satisfaction and instructional engagement by 

either discouraging or reinforcing e-learning participation. The interconnections 

among these experiences were tested analytically in relation to the central 

hypothesis. 

 

Reflections on access challenges were investigated not only in terms of teachers’ 

perceptions of personal factors, but also in terms of their evaluations of institutional 

barriers to e-learning uptake. The personal factors analysed included attitudes, 

beliefs, computer self-efficacy, online self-efficacy, self-motivation for independent 

study, ease of access, ease of use, perceived usefulness, and the ability to 

understand asynchronous digital content (Barua et al., 2020; Atukunda et al., 2024). 

Institutional factors included the quality and consistency of internet connectivity, 

availability and reliability of ICT infrastructure, electricity stability, and the 

responsiveness of school administrations to teacher and student inquiries regarding 

e-learning (Chandra & Bagdi, 2021; Atukunda et al., 2024). 

 

The conceptual framework also incorporated strategic actions that teachers 

employed to address these barriers. These actions were assumed to moderate the 

relationship between identified challenges and e-learning uptake and were thus 

represented in the framework by a dotted arrow from challenges to uptake. The 

actions analyzed included self-initiated efforts to enhance e-learning instructional 

engagement (such as additional self-study), seeking peer support, pursuing digital 

literacy training, and formally requesting institutional provisions like ICT tools, 

improved bandwidth, and access to compatible e-learning platforms (Bada et al., 

2020; Obidile, 2023). 
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These actions were conceptualized not only as a direct means of enhancing e-

learning uptake, but also as influences on satisfaction and instructional engagement. 

For instance, a teacher's dissatisfaction with a particular e-learning platform could 

prompt actions such as seeking training or switching platforms, which would in turn 

influence future instructional engagement. Conversely, instructional engagement 

and satisfaction themselves could prompt or shape action, thereby forming a 

feedback cycle of experience and adaptation. This feedback loop was represented 

in the conceptual framework as an arrow linking satisfaction to strategic actions, 

completing the cyclical model of user experience. The interrelationships among 

instructional engagement, satisfaction, reflections, and actions were examined 

through hypothesis testing to illuminate how these factors collectively influenced e-

learning uptakes. 
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CHAPTER TWO 

LITERATURE REVIEW 

 

2.0 Introduction 

This chapter provided the review of theoretical and empirical literature with the 

aim of identifying gaps that this study sought to fill. The review was conducted 

systematically using the PRISMA approach as explained in Appendix J.  

 

2.1 Theoretical Literature Review 

This study was anchored in three theories that collectively provided a robust lens 

through which teachers’ e-learning experiences and their effect on its uptake were 

investigated in Universal Secondary Education (USE) schools in Kampala Capital City. 

These theories included, Connectivism (Siemens, 2005; Downes, 2005), TMLT (Bower, 

2019), and the (UTAUT) (Venkatesh et al., 2003). The selection of these theories 

responded to both the complexity of e-learning adoption and the diverse 

institutional factors embedded in the study’s conceptual framework—teacher 

factors, student factors, technology factors, and instructional design factors. 

 

2.1.1 Connectivism Theory of Learning 

Connectivism, advanced by Siemens (2005) and Downes (2005), asserts that learning 

occurs across networks of information, people, and digital platforms. This assertion 

applies to e-learning as a process by which knowledge is sourced, acquired and 

distributed or shared by networking multiple nodes such as teachers, peers and 

students using technological devices and platforms (Verstraeten et al., 2025). 

Connectivism advances a view that knowledge and skills can be acquired from and 

transmitted through spaces that transcend far beyond personal and social realms, 

and created by linking one’s electronic device and platform to a distributed 

technological network (Jailani et al., 2023). In this study, connectivism guided an 

investigation of how teachers experienced their instructional engagement in e-

learning by connecting accessible and interoperable technological devices and 

platforms to the internet and networks of electronic information they wanted to 

plan and deliver lesson content and to evaluate students. The experiences were 

investigated in the form of how easy and fast teachers found connecting accessible 
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devices and platforms to internet and networks of the knowledge they needed to 

plan and deliver learning content to students and to evaluate them asynchronously 

and synchronously (Leon et al., 2025). 

 

The theory of connectivism has, however, been criticized for focusing on only how 

instructors and learners connect to networked knowledge or information technology 

without explaining the actual use of this technology after one’s connection to it. In 

addition, connectivism does not delve into the factors influencing the actual use and 

the experiences characterizing it (Cleary, 2021; Liu & Li, 2021; Mohammedeen et 

al., 2023). These gaps were filled in this study by complementing connectivism with 

the TMLT and UTAUT as explained below. 

 

2.1.2 Technology-Mediated Learning Theory 

This theory was developed by Bower (2019) to explain how electronic and digital 

technologies have no own intentions, but can be used as means of instruction and 

learning. The theory asserts that teachers can use technologies to communicate and 

exchange educational content with learners. It postulates that these technologies 

are used as means for online search or offline retrieval of information needed to 

determine learning content, develop lesson plans, deliver lessons, evaluate learners, 

and transmit feedback to students (Masagazi et al., 2024; Mayer & Schwemmle, 

2023; Vladova et al., 2021; Bower, 2019). Clearly, this theory explains how 

technologies are actually used by instructors to facilitate e-learning uptake. It 

therefore guided exploring teachers’ instructional engagement experiences with e-

learning. TMLT has, however, been criticised for being technology-centric, explaining 

how technologies are used in e-learning without delving into the factors influencing 

this use; yet encounters with these factors are integral to the experiences teachers 

encounter in the process of e-learning uptake (Vladova et al., 2021; Mayer & 

Schwemmle, 2023). This criticism was circumvented in this study by complementing 

TMLT with UTAUT. 

 

2.1.3 The Unified Theory of Acceptance and Use of Technology (UTAUT) 

The UTAUT was proposed by Venkatesh et al. (2003) by combining the principles and 

postulations of the technology acceptance model, the theory of reasoned action, 

and the theory of planned behaviour. Combining these three theories implies that 
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UTAUT was developed to explain how different factors, including subjective beliefs, 

intentions, behaviour, performance and effort expectation, social influence, and 

enabling factors influence individuals’ use of new technology (Rahmaningtyas et al., 

2020; Abbad, 2021; Rusman et al., 2023). This way, UTAUT identifies factors that 

characterise technology users’ experiences (Venkatesh et al., 2012; Rudhumbu, 

2022; Raffaghelli et al., 2022; Marikyan & Papagiannidis, 2023).  In this study, this 

theory was applied to analyse the personal, social and institutional factors that 

defined teachers’ experiences with e-learning uptake. 

 

As shown in Figure 1.1, the analysed personal experiences included teachers’ 

satisfaction with e-learning as well as their personal challenges to e-learning, 

including teachers’ attitude, beliefs, efforts, self-confidence, willingness to engage 

in e-learning, ease of using e-learning devices, ease of e-learning access, 

comprehensibility and complexity of e-learning content (Duggal, 2022; Perera & 

Abeysekera, 2022; Semlambo et al., 2022). E-learning experiences with respect to 

institutional factors were analysed in the form of teachers’ satisfaction with and 

reflections on internet connectivity, speed, availability and accessibility as well as 

reliability of ICT devices, stability of electricity provided by their schools, and 

response to queries (Atukunda et al., 2024) 

 

In general, this study was underpinned by a combined perspective of three theories, 

which included connectivism and TMLT and UTAUT. Connectivism was used to analyse 

how teachers’ engagement experiences in the form of how easy and fast teachers 

found connecting accessible devices and platforms to the internet and networks of 

the knowledge they needed to plan and deliver learning content to students and to 

evaluate learners asynchronously and synchronously. The TMLT guided the analysis 

teachers’ instructional engagement with e-learning in the form of actual use of 

accessible technological devices and platforms to facilitate their lesson planning, 

delivery and student evaluation. Therefore, connectivism and TMLT guided the 

achievement of the first objective of the study. The UTAUT guided the analysis of 

teachers’ experiences in the form of teachers’ satisfaction and reflections on the 

personal and institutional factors that influenced e-learning uptake. The reflections 

were explored in terms of teachers’ perception of e-learning usefulness, ease of use, 
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influence of peers and school leadership, infrastructural support and ICT access. 

Therefore, UTAUT guided the attainment of the second, third, fourth and fifth 

objective of the study. Overall, these three theories provided a combined framework 

that enabled the study to analyse and establish the nature of teachers’ experiences 

(perceived instructional engagement in different types of e-learning, satisfaction 

with, challenges faced, coping strategies used to deal with the challenges) by going 

beyond the use of only one theory. They were hence applied to fill the gaps identified 

in the empirical literature presented in the next section. 

 

2.2 Review of Empirical Research 

This section reviews empirical studies on how teachers experience e-learning in form 

of their instructional engagement in and satisfaction with it as well as their 

reflections on the factors challenging its uptake and strategies applied to cope with 

these factors. Accordingly, the literature is organised according to the themes 

derived from the objectives of the study. 

 

2.2.1 Instructional Engagement Experiences with E-learning 

Different studies have been conducted on e-learning instructional engagement 

experiences, but emphasis has largely been on students’ experiences (Fadilah, 2016; 

Bergdahl et al., 2020; Bernacki at al., 2020; Heemskerk et al., 2020; Tomović, 2021; 

Lin et al., 2022; Bergdahl, 2022; Nyathi & Sibanda, 2022; Hutchinson, 2023; Li & 

Xue, 2023; Dubey et al., 2023; Turk et al., 2024). Previous research therefore, 

suggests that teachers’ instructional engagement experiences with e-learning are 

relatively understudied. Indeed, comparatively few studies have been conducted on 

the e-learning instructional engagement experiences of teachers in different 

contexts, which moreover, do not include that of the academic staff in USE schools 

as illustrated henceforward. 

 

To begin with, Bilocura et al.’s (2023) survey found that e-learning instructional 

engagement experiences can be behavioural, social, cognitive, and technological. 

These researchers drew on Lee et al.’s (2019) definitions to analyse cognitive 

instructional engagement as the acquisition of knowledge and its application to 

generate more knowledge through e-learning, and to explore behavioural 
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instructional engagement as the preparedness, efforts, and positive qualities 

exhibited in e-learning. They further applied Elumalai et al.’s (2020) description to 

explore social instructional engagement as the sustained online interaction with the 

significant others, and used Günüç and Kuzu (2014) conception to analysis 

technological instructional engagement as the ability to have full access to e-

learning materials and necessary technological resources and to manipulate them to 

optimise e-learning. 

 

Bilocura et al.’s (2023) findings indicate that social instructional engagement 

experiences involving learning through online consulting, collaborating, 

teamworking, networking, and cooperating with teachers’ significant others through 

mobile phones. The findings indicate further that social instructional engagement 

experiences were the most productive in terms of e-learning uptake and 

technological instructional engagement experiences were the least productive as 

they were characterised by unstable internet connection, which kept teachers going 

offline frequently during online classes. Essentially similar appear in Ramos et al.’s 

(2025) study on the relationship among pre-service teachers’ e-learning readiness, 

learning instructional engagement, and learning performance in hyflex learning 

environments. 

 

Nonetheless, Bilocura et al. (2023) and Ramos et al. (2025) conducted their studies 

using a quantitative approach only. Therefore, these studies were methodologically 

lacking in terms of in-depth analysis, which the qualitative approach offers (Creswell 

& Creswell, 2018). In addition, these studies were conducted in the context of 

Philippine pre-service teachers. Therefore, they were contextually lacking in terms 

of instructional engagement experiences of in-service teachers. The present study 

was thus needed to fill not only this methodological gap by applying mixed methods 

as explained in the next chapter, but also the contextual gap by investigating the 

nature of in-service teachers’ instructional engagement in e-learning and its effect 

on its uptake in the context of USE schools in Uganda. 

 

Bilocura et al.’s (2023) definitions, however, were used in this study to analyse in-

service teachers’ cognitive instructional engagement in terms of their online search 
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for teaching content and its application in online lessons delivered to students. 

Social instructional engagement was analysed in terms of in-service teachers’ 

cooperation, teamworking and collaboration with fellow teachers to improve their 

teaching via e-learning. Behavioural and technological instructional engagement 

experiences were analysed in the same way Bilocura et al. (2023) explored them. 

 

Similarly, Welmer et al. (2025) conducted a study to explore faculty members’ 

experiences in promoting active student instructional engagement in online doctoral 

courses. The findings of this study indicate that facilitating students’ e-learning was 

associated with positive experiences that included instructors engaging in self-

directed learning about the content to deliver to students and its updating, spending 

time for reflection on this content, flexibility in terms of adjusting content delivery 

time, and online social interaction through group discussions as a catalyst for 

learning. It was also associated with positive instructor experiences involving 

enabling student interaction through a safe and structured online environment, and 

using digital tools to create varied instructional engagement. 

 

In the same vein, Marty-Dugas et al. (2024) found that instructors whose e-learning 

experience was characterised by enthusiasm enjoyed delivery of online lectures and 

their vocal enthusiasm attracted student instructional engagement, learning, and 

memorisation of delivered learning content, thereby increasing e-learning uptake. 

Similarly, Rinaldi (2025) explored teacher perception of their experiences regarding 

how they engaged students in e-learning. The findings revealed that teachers 

enjoyed their instructional engagement with students online, especially when they 

used online social networking through personal connections and relationship building 

to cultivate a positive online teaching-learning atmosphere. The enjoyment the 

teachers felt inspired students to attend online classes attentively, thereby 

increasing their e-learning uptake. 

 

Marty-Dugas et al.’s (2024) and Welmer et al.’s (2025) studies were however, 

conducted in higher education focusing on faculty experiences with instructing 

undergraduate Psychology students at the University of Waterloo and doctoral 

students, respectively. Rinaldi (2025) conducted the study in state-wide public 

elementary virtual school in the south-eastern United States. Therefore, these 
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studies were not in the context of secondary schools, let alone those in USE schools 

in Uganda. Moreover, while Marty-Dugas et al. (2024) and Rinaldi (2025) applied only 

the quantitative approach, Welmer et al.’s (2025) study was conducted using only a 

qualitative approach. Furthermore, none of these scholars applied a combined 

perspective of constructivism, connectivism, TMLT and UTAUT. 

 

Moreover, while the studies reviewed above suggest a positive relationship between 

teachers’ e-learning instructional engagement experiences, Ren’s (2023) study 

suggest otherwise. Ren’s (2023) findings indicate that apart from the positive 

experience related to flexibility in instructional engagement as e-learning sessions 

could be altered to suit each instructor and targeted learners’ convenience, other 

teachers’ e-learning experiences encountered were negative and adversely 

impacted e-learning uptake. The other experiences were characterised by 

difficulties in online access and preparation of content for delivering to students 

online due to technical complications with course design, difficulties in contacting 

students online, unpredictability of emotional instructional engagement and lack of 

experience regarding use of hi-tech devices such as smartphones. To note however, 

is that Ren’s (2023) study depicts methodological and contextual gaps as it took only 

a qualitative approach and was also in the context of higher education. It also 

depicts conceptual limitations as it focused on instructional engagement, leaving 

other concepts such as instructors’ satisfaction and reflections unexplored. 

 

In addition to the preceding studies, an earlier study by Hassan and Atan (2012) 

described instructional engagement experiences with e-learning as actions that 

include teachers instructionally interacting online with students. These researchers 

found that these actions include teachers interacting with students through 

exchanging emails, short messages, WhatsApp messages, teleconferencing, webinar, 

skyping, and other means of online and virtual teaching with students paying 

attention and seeking clarification on lesson content being delivered live or recorded 

online or via broadcast media. These researchers found that through these 

experiences teachers enabled learners to acquire knowledge and skills from e-

learning. However, while Hassan and Atan (2012) discussed e-learning experiences 

of instructors, they focused on instructional engagement in higher educational 

institutions, not secondary schools. 
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Likewise Park and Kim (2020) conducted a survey to analyse instructors’ e-learning 

instructional engagement experiences associated with perceived presence in online 

classes. The findings from Partial Least Squares indicate that instructors prefer using 

video-based interactive online communication with students because it is similar to 

the face-to-face teacher-student interaction in a physical classroom environment. 

Park and Kim (2020) explained that instructors favoured this experience because it 

made them feel present as well as the presence of learners in the teaching-learning 

compared to the non-interactive online course content delivery. 

 

In support, different scholars have shown that instructors prefer the synchronous 

type of e-learning experiences, which involve teachers delivering scheduled, real-

time course content in a videoed virtual interaction with students, to asynchronous 

classes in which instructors deliver course modules, materials, pre-recorded lectures 

and assignments to learners without any real-time interaction with their teachers 

(Fabriz et al., 2021; Fernandez et al., 2022; Alfares, 2024; Hung et al., 2024; Ng et 

al., 2024; Bouchrika, 2025). Research has also shown that teachers prefer e-learning 

experiences typified by real-time collaborative or interactive types of e-learning, 

which include online live discussions, virtual field trips, group projects and lab work  

live online quizzes, live video-lectures, and personalized online instructor and peer 

review and feedback (Encarnacion et al., 2021; Zarifsanaiey et al., 2024). 

 

In contrast, there are teachers that prefer e-learning instructional engagement 

experiences involving in asynchronous self-paced study based on online search for 

content and watching pre-recorded teacher instructors and downloadable modules, 

course descriptions and references on how to improve e-learning instruction 

(Memari, 2020; Martin et al., 2021; El-Sabagh, 2021; Alfares, 2024; Bouchrika, 2025). 

These experiences with the different types of e-learning were however, identified 

and discussed in the context of students in universities. The question then which 

was answered in this present study was whether the same experiences were 

encountered by students in secondary schools. 
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Furthermore, Falola et al. (2022) identified the various forms of instructors’ 

experiences, which included online searching and researching for instructional 

content, virtual instructive interaction with learners, online supervision of research 

students, online publication of research output, and online assessment of students 

through marking online coursework. Falola et al. (2022) however, discussed these 

experiences in the context of Nigerian private universities, but not that of secondary 

schools, let alone the USE schools in Uganda. These scholars’ focus was also on only 

faculty members and hence, did not delve into the level of instructional engagement 

that students experience with e-learning. This present study was thus necessary to 

establish not only the extent to instructors’ e-learning instructional engagement 

experiences these researchers identified featured in secondary schools, particularly 

the USE schools in Kampala Capital City. 

 

Generally, the reviewed literature indicates that different studies have been 

conducted on e-learning instructional engagement experiences involving instructors 

facilitating students’ online education. However, these studies were all not 

conducted in the context of secondary schools, let alone the USE schools in Kampala 

Capital City. Therefore, this present study covered this context by answering the 

first research question and verifying H1. 

 

2.2.2 Satisfaction with E-learning Experiences 

A number of scholars have shown interest in analysing instructors’ satisfaction with 

e-learning uptake. In particular, Ghenghesh et al. (2018) analysed instructors’ 

satisfaction experiences with e-learning. The findings revealed that teachers were 

more satisfied with e-learning experiences (online learning instructional activities 

and student feedback) associated with continuing student than with those associated 

with students in the preparatory year. Ghenghesh et al. (2018) however, related 

teachers’ satisfaction with that of students, but not to e-learning uptake. Moreover, 

their study was conducted using only the quantitative approach and in the context 

of teachers in the Faculty of Informatics and Computer Science at the British 

University in Egypt. Therefore, the study depicts methodological and contextual 

gaps. 
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Similarly, Xu and Xue (2023) conducted a study to examine satisfaction with online 

education among students, faculty, and parents before and after the COVID-19 

outbreak. In the specific context of faculty, the findings revealed higher levels of 

faculty satisfaction with e-learning after than before COVID-19 because real-time 

video interaction with and feedback from students had improved greatly during the 

pandemic.  Xu and Xue (2023) however, was in the context of higher education and 

relied on only secondary data collected from six academic electronic databases using 

Comprehensive Meta-Analysis (CMA) software. Their study was therefore lacking in 

terms of firsthand deeper insight into this satisfaction — a gap which the present 

study filled using primary qualitative interview data. 

 

Likewise, Mutambara and Chibisa (2023) analysed rural-based universities’ faculty 

members’ satisfaction with e-learning in developing countries. The findings revealed 

that most of the lecturers were highly satisfied with e-learning, particularly with 

the confirmed cognitive presence, confirmed social presence, confirmed teaching 

presence, confirmed institutional support, confirmed system quality, confirmed ease 

of use, and confirmed usefulness associated with it. Mutambara and Chibisa (2023) 

however, applied only the quantitative survey approach guided by a combination of 

the expectation confirmation model (ECM) and the technology acceptance model 

(TAM), but not integrated lens of of constructivism, connectivism, TMLT theory, and 

UTAUT. 

 

Furthermore, Saleh et al. (2022) conducted an analysis of teachers’ satisfaction with 

online learning during the covid-19 pandemic. Their findings indicate that lecturers 

were moderately with e-learning, particularly with the new regulations that 

specified the proportion of with courses that were fully offered online that of 

courses that were provided in a blended manner. The lecturers were however, 

dissatisfied not only with the pass and fail regulation the Ministry of Education 

prescribed during the pandemic period but also with the challenging connection and 

interconnection of the e-learning supporting devices and their user-unfriendliness. 

Saleh et al.’s (2022) findings were however, only quantitative and in the context of 

lectures of University of Petra in Jordan. Therefore, the findings left the question of 

whether the same satisfaction was experienced by secondary school teachers or not, 
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pending an empirical answer. This present study was hence needed to provide this 

answer in the context of USE schools in Uganda. 

 

More to that, Elshami et al.’s (2021) study explored satisfaction with online learning 

in the new normal that emerged after Covid-19, using the perspective of faculty and 

students. Relevant to this present was the faculty perspective, which showed that 

74.3% of the lecturers were highly satisfied with e-learning, especially with the 

enthusiasm students demonstrated for it. They were however, dissatisfied with the 

work overload that e-learning added to their classroom-based teaching in terms of 

more time taken to prepare online teaching content and assessment materials. 

These researchers however, analysed satisfaction guided by the social cognitive 

theory, interaction equivalency theorem, and social integration theory, but not 

UTAUT applied in this present study to explore satisfaction as one of the personal 

factors determining e-learning. Moreover, their research was in the context of higher 

education, not secondary education. 

 

Further still, Atukunda et al. (2024) investigated user satisfaction with e-learning 

from the perspectives of students, instructors, and e-learning officers and heads of 

departments of information technology. Findings indicated that students’ and 

instructors’ satisfaction with the usability of e-learning devices and platforms, 

support strategies of e-learning available in the selected educational institutions, 

and with the ease of use, ease of access, system reliability, electric stability and 

institutions’ response to queries varied between moderate and low. Therefore, this 

satisfaction was generally below expectation, pointing to a need to improve it by 

optimizing e-learning experiences more contenting to teachers and students. 

 

Atukunda et al.’s (2024) research, however, involved students pursuing diploma, 

bachelors, and masters programmes and instructors teaching at the university level. 

This effectively suggested that this research was conducted in higher education 

institutions, but not in the context of secondary schools in general and the USE 

schools in Kampala Capital City in particular. This present study was hence needed 

to validate Atukunda et al.’s (2024) findings in the context of these schools, more so 
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because they were in contrast with the conclusions reached by Leek and Rojek 

(2022). 

 

In summary, the literature reviewed in this section suggests that different studies 

have established varying and contrasting levels of satisfaction experienced by 

teachers with e-learning. Most of the studies however, analysed the experienced 

satisfaction in the context of higher education, and are therefore deficient in the 

context of secondary education in general and that of USE schools in Uganda in 

particular. Consequently, this present study addressed this deficiency by answering 

the second research question and verifying the H2. 

 

2.2.3 Reflections on Challenges to E-learning Uptake 

Numerous studies explored how educators and learners reflected upon the 

challenges affecting the adoption and efficacy of e-learning platforms. Scholars such 

as Kisanjara et al. (2019), Bada et al. (2020), Torun (2020), Barrot et al. (2021), 

Fabian et al. (2022), Chimbunde (2023), and Lopes et al. (2023) provided extensive 

evidence of these challenges. However, a review of these works reveals that the bulk 

of existing scholarship was primarily conducted in higher education contexts, 

particularly universities, thus leaving secondary school settings and specifically USE 

schools in Uganda largely underexplored. 

 

In particular, Bada et al. (2020) investigated instructors' reflections at Makerere 

University and identified the factors they perceived as obstacles. These include 

unstable learning management systems, frequent technical breakdowns that 

disrupted synchronous teaching, and poor-quality internet connectivity, which 

Matete et al. (2023) referred to as unstable internet. These scholars indicate that 

teachers perceived these factors as significant constraints to instructional 

engagement and satisfaction with e-learning. They also found that instructors 

highlighted a lack of institutional and pedagogical capacity to create localized e-

content, in addition to expressing concerns about unreliable virtual assessments due 

to the lack of standardized national e-learning policies. 
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Bada et al.’s (2020) study however, relied primarily on qualitative reflections without 

triangulation with quantitative. Their research was also not based on any theory and 

was hence, lacking in terms of theoretical underpinning by models such as 

connectivism, TMLT and UTAUT. The study also did not delve into teachers’ 

reflections on personal factors such as digital competence needed to effectively use 

the available e-learning technology infrastructure and instructional design. 

 

The reflections established by Bada et al. (2020) were echoed by Kisanjara et al. 

(2019) and Maune (2023), who also identified inadequate internet infrastructure, 

high data costs, and insufficient access to devices as core challenges. Chimbunde 

(2023) and Lopes et al. (2023) identified erratic power supply, ineffective digital 

environments, and low teacher motivation as other challenging factors. These 

factors were however, identified in the context of higher education in Zimbabwe 

and Nigeria, raising the question about their presence in Uganda’s secondary schools 

in general and government-aided USE schools in particular. This present study 

answered this question by investigating teachers’ Perceived challenges to e-learning 

instruction uptake in USE schools in Kampala Capital City of Uganda. 

 

Moreover, emerging literature began to point to new forms of challenges arising from 

technological advancements (Oulamine et al., 2025; Barikzai et al., 2024). For 

example, while adaptive learning platforms and AI tutors gained traction globally, 

their lack of local customization and absence in the curriculum design of Ugandan 

secondary schools presented a new digital divide. This constituted an emerging topic 

gap that received little attention in the literature on African education systems. The 

literature reviewed did not address how secondary school teachers perceived the 

relevance and usability of newer educational technologies such as gamified learning 

systems or AI-assisted instructional design tools. 

 

2.2.4 Strategic Actions for Coping with Challenges to E-Learning Uptake 

Research evidence showed that several strategic actions had been proposed to 

mitigate the challenges to e-learning uptake (Liu et al., 2019; Wang et al., 2019; 

Yuan et al., 2021; Chew, 2022; Yuyun, 2023; Roque-Hernández et al., 2024; Suen & 

Hung, 2024; Turk et al., 2024). These strategies, although useful, were largely 



31 
 

 

examined within the context of universities and had not been adequately explored 

at the secondary school level, particularly within Universal Secondary Education 

(USE) schools in Uganda—indicating a contextual and empirical gap. This study 

addressed this neglected area by investigating the strategic actions adopted by 

teachers in USE schools in Kampala Capital City to enhance e-learning uptake. 

 

Turk et al. (2024), using a mixed-methods design in U.S. higher education identified 

different strategies such as forming peer discussion groups, initiating virtual 

consultations, and adopting multimodal learning techniques (e.g., combining video, 

audio, and text formats). While insightful, these findings did not reflect the e-

learning realities of secondary school learners in resource-constrained settings, a 

geographical and demographic gap this study sought to address. 

 

In addition, through a systematic literature review, Roque-Hernández et al. (2024), 

identified the importance of online instructor interaction as a key strategy to 

address asynchronous learning difficulties. However, their focus on students in 

Mexican universities and omission of teacher perspectives indicated a participant 

scope gap. This present study examined teacher strategic actions, thus offering a 

more holistic understanding. Suen and Hung (2024) and Wang et al. (2022) 

emphasized the use of synchronous video tools like Zoom, Skype, and webinars to 

supplement asynchronous modes and deal with their challenges such as delays in 

communication and real-time interaction with students. Indeed, these scholars 

observed that real-time visibility and emotional expression enhanced instructional 

engagement. Their study was however, conducted in Asian universities and was 

hence, lacking in the context of Uganda’s USE schools — a contextual gap filled in 

this study. 

 

Chew (2022) and Yuyun (2023) found that virtual instructor presence affected e-

learning engagement experiences positively, thereby promoting deeper instructional 

engagement. This finding suggests that the use of synchronous teaching improves 

teachers’ engagement experience with e-learning uptake, but was established in the 

context of Indonesian universities and hence, remains unverified in the context of 



32 
 

 

secondary schools in sub-Saharan Africa. This is therefore the gap, which this study 

filled in the context of USE school teachers. 

 

The studies by Stevens and Borup (2015), Kartel et al. (2022), and Andrada and 

Barrot (2025) emphasise the role of parental support in enhancing e-learning 

engagement and satisfaction experiences through supporting the provision of 

necessary internet services and ICT devices. However, these studies were limited to 

elementary schools in Arab and European countries. As to whether their findings 

apply to the context of African secondary schools, particularly the Ugandan USE 

schools, was necessary to fill. Teacher training is another commonly cited strategy 

to improve teacher engagement and satisfaction with e-learning uptake. Bada et al. 

(2020), Eze et al. (2020), and Nyemike et al. (2022) highlighted the need for 

pedagogical and technological upskilling for instructors. However, these studies 

focused on university lecturers, ignoring secondary school teachers—an evident 

institutional and occupational gap. This study investigated the extent of teacher 

training in ICT and e-learning practices in USE schools, linking directly to 

institutional and teacher factors within the conceptual framework. 

 

Institutional support in terms of infrastructure and reduced ICT costs was also 

emphasized (Pavela et al., 2015; Kibuku et al., 2020; Abera et al., 2023). However, 

these proposals often presumed adequate government and school-level resources, 

which may not have applied to public secondary schools in Uganda. As such, the 

study evaluated institutional readiness and resource allocation towards e-learning, 

explicitly addressing institutional and technological gaps. 

 

2.2.5 Effect of E-learning Experiences on its Uptake 

Current research reveals a mixed view on how teachers’ e-learning experiences 

affect its uptake. Scholars such as Bada et al. (2020) indicate that teachers whose 

experiences are characterised by good e-learning pedagogical skills, positive 

attitude and positive acceptance of e-learning and its usefulness encouraged its 

uptake, and the reverse was also true. 
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Similarly, the studies of Karimi et al. (2023) and Maphalala and Mpofu (2018) showed 

that teachers whose engagement experiences were characterised by favourable 

attitude toward e-learning improved e-learning uptake by increasing virtual group 

discussions, student assignment and interactive instruction. This effect was however, 

established in the context of Kabul University lecturers in Afghanistan, leaving the 

question of whether the same effect applied to USE school teachers in Uganda 

pending answer. This present study provided this answer. 

 

In addition, Mokgosi and Maile (2025) conducted a study on teachers’ perspectives 

on the implementation of e-learning in secondary schools. Their findings revealed 

that teachers’ engagement with e-learning in the form of ease of using its facilitating 

devices and platforms and their satisfaction with the proficiency and usefulness of 

these devices and platforms had a positive effect on e-learning uptake. These 

researchers however, analysed the perceived of teachers in secondary schools of 

Gauteng province in South Africa. As to whether the same findings are valid in the 

context of USE schools in Uganda was necessary to clarify. 

 

Furthermore, Li and Wang (2024) found that teacher engagement experience in the 

form of teacher presence in the online teaching-learning situation has a significant 

and positive effect on e-learning uptake in science and engineering. Likewise, Su et 

al. (2024) established that instructors’ engagement and satisfaction experiences in 

terms of how they searched online, delivered learning content, found it easy to use 

ICT devices and platforms, and how they interacted with students online had a 

positive influence on e-learning uptake. Su et al.’s (2024) focus was however, on 

comparing engagement and satisfaction experiences with e-learning between 

teachers and students in Chinese universities. Moreover, their study was purely 

qualitative and therefore, lacking in terms of generalisability. It is in this sense that 

the present study investigated whether the same influence was valid in the context 

of USE schools in Kampala, Uganda’s capital city. 

 

2.3 Summary of Literature 

This chapter reviewed and synthesized theoretical and empirical literature to justify 

the need for the present study on e-learning uptake in USE schools. The review 
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adopted a combined theoretical lens of constructivism, connectivism, Technology-

Mediated Learning Framework and the UTAUT. This multidimensional perspective 

was applied because prior research had rarely combined these theoretical 

frameworks to holistically explain both the pedagogical and technological 

dimensions of e-learning uptake, particularly within secondary education contexts. 

This constituted a significant theoretical gap, which the current study addressed by 

operationalizing these theories in understanding institutional, teacher, student, and 

technological factors that shaped e-learning experiences. 

 

The review also identified several methodological gaps. Previous studies 

predominantly employed either qualitative or quantitative designs or systematic 

reviews (e.g., PRISMA) focused mainly on higher education (e.g., Liu et al., 2019; 

Wang et al., 2022; Suen & Hung, 2024). Few studies adopted mixed methods, and 

where this was done, it was limited to university settings in Western or Asian 

contexts. Consequently, there was limited methodological insight into how mixed 

methods research could offer a nuanced understanding of both staff and student 

experiences within resource-constrained secondary school environments in Sub-

Saharan Africa. This study therefore employed a convergent parallel mixed method 

design to triangulate findings from teachers and students and bridge this gap. 

 

In terms of conceptual gaps, while constructs such as satisfaction, instructional 

engagement, instructional support, and technological barriers had been widely 

examined, they were rarely contextualized within the Ugandan secondary school 

setting. More importantly, existing literature did not sufficiently investigate these 

constructs using the integrated theoretical framework and subsequent conceptual 

framework adopted in this study, particularly in relation to: 

• Teacher factors (e.g., digital pedagogical skills, instructional design 

competencies) 

• Technology factors (e.g., availability, usability, and reliability of e-learning 

platforms) 

• Instructional design factors (e.g., adaptability, interactivity, multimodal 

delivery) 
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This study explicitly addressed these gaps by designing instruments aligned to these 

constructs and analyzing how they influenced e-learning uptake in secondary 

education. Additionally, the literature presented contradictory evidence regarding 

the effectiveness of asynchronous versus synchronous e-learning. While some studies 

argued that asynchronous learning offered flexibility and convenience, others 

suggested synchronous modes promoted higher instructional engagement due to 

real-time interaction (Chew, 2022; Yuyun, 2023). These inconsistencies warranted 

further empirical investigation, particularly in contexts like Uganda’s secondary 

schools, where infrastructural and pedagogical realities might have mediated these 

relationships. This study therefore explored these contradictions and provided 

context-sensitive insights. 

 

Several neglected or underexplored areas were also identified. These included the 

role of parental support for e-learning instructional engagement, especially in low-

income households whose facilitation of access to e-learning is generally low; and 

the impact of school leadership on digital adoption. Moreover, no research had 

examined how instructional design elements (e.g., feedback strategies, interactive 

tools, multimodal resources) were perceived by teachers in Ugandan secondary 

schools as factors influencing e-learning uptake. The present study investigated 

these dimensions to generate evidence-based recommendations tailored to these 

neglected areas. 

 

Furthermore, the literature showed gaps in data and evidence. There was limited 

availability of disaggregated data that reflected e-learning adoption trends at the 

secondary level. Most data sources came from higher education or international 

contexts that may not have been directly applicable to USE schools. The current 

study contributed original primary data from both academic staff and students, 

ensuring diverse and context-relevant evidence. 

 

Finally, emerging technologies such as mobile learning, AI-driven tutoring systems, 

and low-tech adaptive platforms remained underrepresented in the literature 

despite their potential to enhance e-learning accessibility in low-resource contexts 

like Uganda. This study explored teacher and student awareness, use, and 
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perceptions of these emerging technologies, providing insights into how these 

innovations might be integrated into the Ugandan secondary school e-learning 

ecosystem. 

 

The gaps identified—spanning theoretical, methodological, conceptual, and 

empirical domains—affirmed the need for this study. The next chapter detailed the 

methodological approach adopted to address these gaps systematically. 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

 

3.0 Introduction 

The research gap identified in the previous chapter was addressed using the 

methodology discussed in this chapter. The UCU format for this chapter begins with 

the research design, but it is felt prudent to start by explaining the research 

philosophy and approach, which informed the choice of research design. Thereafter, 

the chapter explains the research design, sources of information, study area, study 

population, sample size and sampling techniques, variable measurement, data 

collection procedures and instruments, data quality control measures, data 

processing and analysis techniques, ethical considerations, and methodological 

limitations. 

 

3.1 Research Philosophy 

A research philosophy refers to the worldview or set of general assumptions that 

guided this study concerning the nature of reality (ontology) and knowledge 

(epistemology) (Saunders et al., 2016, 2019; Takahashi & Araujo, 2020). Ontology 

pertains to assumptions held by the researcher about the nature of the reality 

defining the phenomenon under investigation and its existence (Creswell & Creswell, 

2018). Epistemology is concern with the nature of knowledge and how it can be 

acquired and interpreted (Creswell & Creswell, 2018; King, 2022). Existing literature 

identifies various philosophies, including critical realism, interpretivism, positivism, 

post-positivism, and pragmatism (Saunders, 2015; Tombs & Pugsley, 2020; Mbanaso 

et al., 2023). This study was guided by the pragmatic philosophy. 

 

3.1.1 Pragmatism 

Pragmatism assumes that reality exists in both objective and subjective forms 

(Saunders et al., 2019; King, 2022). In this study, this meant that the experiences of 

teachers with e-learning uptake were both objective and measurable through 

quantitative data and subjective, hence explainable qualitatively through interviews 

with headteachers. This ontological position justified the use of mixed methods to 

capture a comprehensive understanding of e-learning uptake. Epistemologically, 
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pragmatism assumes that knowledge can be both objective —existing independently 

of the researcher — and subjective — constructed through interpretation (Kivunja & 

Kuyini, 2017; Mbanaso et al., 2023). Accordingly, objective data were collected from 

teachers using structured questionnaires, while subjective insights were gathered 

from headteachers through semi-structured interviews. 

 

This approach supported the collection of complementary forms of data to deepen 

the understanding of the e-learning uptake phenomenon (Lincoln et al., 2018). 

Pragmatism also encourages methodological pluralism, enabling researchers to 

combine elements of multiple philosophies to suit the research purpose (Brierley, 

2017; Lincoln et al., 2018). In this study, pragmatism facilitated the complementary 

application of positivism and interpretivism, as discussed below. 

 

3.1.1.1 Positivism 

Positivism informed the collection and analysis of quantitative data from teachers. 

These data were gathered through close-ended questionnaires designed using 5-

point Likert scales used to measure the variables such as instructional engagement, 

satisfaction, challenges faced, and the coping strategies adopted by teachers. The 

analysis of this data contributed to verifying the study's first hypotheses (H1, H2, H3 

and H4). 

 

3.1.1.2 Interpretivism 

Interpretivism guided the collection of qualitative data from headteachers to gain 

in-depth insights into institutional factors influencing e-learning uptake. As 

instructional supervisors and administrators, headteachers were well-positioned to 

articulate contextual realities and systemic challenges. Together, the positivist and 

interpretivist stances allowed the study to adopt both inductive and deductive 

reasoning in analyzing the data. 

 

3.2 Research Approach 

This study employed a mixed methods research approach, integrating both 

quantitative and qualitative techniques to explore the multifaceted nature of 

teachers' experiences with e-learning uptake in Universal Secondary Education (USE) 
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schools in Kampala Capital City. The quantitative strand provided measurable 

patterns, while the qualitative strand offered contextual depth (Creswell & 

Creswell, 2023; Plano Clark & Ivankova, 2021). The triangulation of data increased 

the study’s trustworthiness and ensured a well-rounded understanding of the 

research problem (Tashakkori et al., 2020; Fetters, 2020). 

 

3.3 Study Design 

A convergent parallel mixed methods design was adopted as it allowed for the 

simultaneous collection of quantitative and qualitative data. Structured 

questionnaires were administered to teachers, while semi-structured interviews 

were conducted with headteachers. The findings from both strands were analysed 

separately and merged during interpretation to produce comprehensive insights into 

e-learning instructional engagement, satisfaction, and response strategies. This 

design also addressed methodological limitations in prior studies that used either 

qualitative or quantitative methods exclusively (Creswell & Plano Clark, 2018; 

Fetters, 2020). The use of this design was consistent with the pragmatic paradigm 

that underpinned the study (Bryman, 2016; Shannon-Baker, 2016). 

 

3.4 Sources of Information 

The study relied exclusively on primary data sources, including teachers and 

headteachers in USE schools in Kampala City. According to Taherdoost (2021) and 

Ajayi (2023), primary data originates directly from respondents, ensuring originality 

and relevance. Secondary sources such as documents and archival data were not 

used. 

 

3.5 Area of Study 

The study was conducted in Kampala City, Uganda’s capital, located in the Central 

Region. Kampala hosts 22 government-aided secondary schools, 10 of which have 

implemented USE since 2007 (KCCA, 2019). These schools support both O' Level and 

A' Level transitions and play a critical role in widening educational access 

(Huylebroeck&Titeca, 2015; Omoeva & Gale, 2016; Wodon, 2020). Kampala City was 

chosen because of its high concentration of USE schools and accessibility to study 

participants. The 10 USE schools had an estimated enrolment of 393 teachers (KCCA 
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Education Office Report, 2024; Ministry of Education and Sports, 2024b). Kampala is 

also the most developed region in Uganda in terms of ICT infrastructure, internet 

connectivity, and electricity access (UCC, 2024). 

 

According to the 2024 National Housing and Population Census, Kampala's internet 

connectivity stood at 100%, compared to the national average of 29.1%. Moreover, 

over 95% of Kampala's population (estimated at 1,875,834) had access to a digital 

communication device (UCC, 2022). These attributes suggested that Kampala 

offered a conducive environment for examining e-learning uptake. 

 

3.6 Population and Sampling Techniques 

3.6.1 Target Population 

The target population comprised all headteachers and teachers in USE schools in 

Uganda. Headteachers and teachers were included in the target population because 

of their direct involvement with e-learning as its implementers and supervisors of 

these implementers, respectively. Specifically, Teachers were included to provide 

data on instructional experiences with e-learning uptake (Ministry of Education and 

Sports, 2024b). Headteachers were selected to gain a deeper insight into teacher 

experiences with e-learning, especially those emerging from institutional attributes 

from the supervisors’ perspective. 

 

3.6.2 Study Population 

The study population consisted of the headteachers and teachers in the 10 USE 

schools located in Kampala Capital City. As of 2024, there were 10 USE schools in 

Kampala Capital City with a combined teaching staff of 1,817 teachers (Ministry of 

Education and Sports, 2024a). 

 

3.6.3 Sample Size Determination 

Given the convergent mixed methods design, separate subsamples were selected for 

qualitative and quantitative data collection. 

3.6.3.1 Subsample for Qualitative Data (Headteachers) 

The qualitative sample comprised all the 10 headteachers of USE schools in Kampala 

Capital City. All the headteachers were interviewed because they were few in 
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number and easily accessible. The interviews were structured to elicit rich, context-

specific information aligned with the study objectives. Ongoing analysis during data 

collection ensured that thematic saturation was reached, justifying the adequacy of 

the sample (Guest et al., 2020; Saunders et al., 2018). 

 

3.6.3.2 Subsample for Quantitative Data (teachers) 

The sample size for quantitative data was determined statistically to ensure that it 

was representative of the target population, since the study was conducted in 

Kampala Capital City. Slovin's formula given below was applied to calculate the 

appropriate number of teacher from the target population. 

21 ( )

N
n

N e
=

+
 

n = Sample size that is desired 

N = Target population (given in the target population as 21,817) 

e = Margin of error (at 95% Confidence Interval, i.e., e = 5% or 0.05) 

 

Therefore, n =        1817                = 327.83040 ≈ 328 

   [1 + 1817(0.05)2] 

 

Since 328 teachers were the expected minimum sample size, any sample size greater 

than it was acceptable (Creswell & Creswell, 2018). Consequently, the actual sample 

size was 393 teachers and exceeded the expected sample size as a result of the 

willingness and enthusiasm teachers showed to participate in the study. The 

response rate was therefore, 119.8%. 

 

3.6.4 Sampling 

Sampling refers to the process through which data sources were selected (Creswell 

& Creswell, 2018). As the study relied on human respondents, the sampling strategy 

was applied as follows: 

 

3.6.4.1 Selection of Schools 

Universal sampling was employed to select all 10 USE schools in Kampala City. This 

technique is appropriate for small populations, allowing each unit an equal chance 



42 
 

 

of selection (Kamalloo et al., 2022; Abbas et al., 2023). All selected schools were 

expected to implement e-learning interventions promoted under Uganda's UCUSAF 

programme, which includes equipping ICT laboratories, enhancing internet access, 

distributing digital devices and instructional content, and training teachers in ICT-

integrated pedagogy (Partridge, 2023; Kituyi et al., 2024; Ministry of Education and 

Sports, 2024; UCC, 2024). 

 

3.6.4.2 Selection of Headteachers 

Following the selection of schools, headteachers were purposively sampled to form 

the qualitative subsample. This sampling technique was used to intentionally select 

key informants who could provide in-depth insights into institutional factors 

affecting e-learning uptake. The data collected from headteachers complemented 

the quantitative findings from teachers, particularly regarding systemic challenges 

and school-level interventions (Campbell et al., 2020; Nyimbili & Nyimbili, 2024; 

Stratton, 2024). 

 

3.6.4.3 Selection of Teachers 

Teachers were selected using a method designed to support both quantitative data 

collection and representativeness. The quantitative strand of the study involved a 

statistically derived sample of teachers from USE schools in Kampala City. As 

established in Section 3.7.3.2, Slovin’s formula indicated that a minimum of 327 

teachers were needed to ensure statistical representativeness of the total teacher 

population in Kampala Capital City. However, 393 teachers were selected using 

stratified random sampling to ensure their representativeness even in terms of their 

attributes that were relevant to this study. These attributes included teachers’ 

subject specialization, gender, professional qualifications, proficiency in technology 

use for instruction, and years of experience. This stratification ensured that diverse 

teacher profiles were covered in the sample. The approach aligns with best practices 

in educational survey research, promoting reliability and contextual applicability 

(Tan & Lee, 2023). 

 

3.7 Measurement Levels 

The study employed various levels of measurement to match the structure and intent 

of the survey instrument. Categorical variables such as gender, school type 
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(government or private-aided), and subject taught were measured at the nominal 

level, facilitating simple classification and frequency analysis. Ordinal 

measurements were used for ranked variables, such as teachers’ perceptions of 

challenges, satisfaction with ICT usage, and self-assessed competence in digital 

learning. Although these responses reflect an order, the intervals between 

categories were not assumed to be equal. Interval and ratio measurements captured 

continuous variables, including frequency of e-learning platform usage, years of 

teaching experience, and time spent creating or using digital content. These 

variables allowed for more advanced statistical analyses. Employing a multi-level 

measurement strategy improved the validity, granularity, and analytical robustness 

of the findings, consistent with recommendations by Tan and Lee (2023). 

 

3.8 Procedure for Data Collection 

The data collection procedure comprised a series of carefully planned steps that 

adhered to acceptable research standards (Busetto et al., 2020; Ali, 2023). A mixed-

mode data collection strategy was employed, combining face-to-face key informant 

interviews with headteachers and self-administered, field-based structured 

questionnaires for teachers. This approach was selected to leverage the strengths 

of both quantitative and qualitative methods (Creswell & Creswell, 2018). 

 

The process commenced with obtaining ethical clearance from the Uganda Christian 

University Research Ethics Committee (UCUREC), which approved the Community 

Instructional engagement Plan, Risk Management Plan, and Consent Form. Based on 

this clearance, the Uganda National Council for Science and Technology (UNCST) 

granted official approval to conduct the research, as documented in Appendix G. 

Subsequently, the researcher visited each of the selected USE schools in Kampala 

City. Contact with headteachers was established either through publicly available 

phone numbers or physical visits to school offices. Upon securing permission to 

access teachers, the researcher introduced the study, presented the clearance forms 

and letters from UCUREC and UNCST, and sought informed consent from each 

teacher. Consent was obtained using a verbal explanation and written documents, 

including the Consent Form (Appendix D) and the Statement of Consent (Appendix 

E). 
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To manage the administration of a large number of questionnaires, two trained data 

collectors were engaged. These assistants were briefed on ethical procedures, 

respondent instructional engagement techniques, and appropriate questionnaire 

delivery. Each data collector was provided with a personalized introductory letter 

from the principal researcher, accompanied by the official documents from UCUREC 

and UNCST. Teachers who consented to participate signed the consent form and 

were given a questionnaire. They were encouraged to complete it immediately if 

time permitted or within two days for later collection. This process continued until 

all 393 questionnaires were distributed. Given that participants were qualified 

teachers, it was assumed they possessed the literacy skills required to complete the 

instrument independently (Thattamparambil, 2020). 

 

Once the quantitative data were collected, attention turned to the qualitative 

phase. Headteachers were re-contacted by phone or in person to schedule 

interviews. Because the study’s purpose had already been explained, consent was 

sought for participation in key informant interviews. These were guided by a semi-

structured interview schedule designed to elicit in-depth insights. 

 

The interviews were conducted in a flexible, face-to-face, and conversational 

manner to allow participants to respond comprehensively. The researcher used 

probing techniques to clarify responses and explore underlying themes (Ruslin et al., 

2022). Each interview was recorded using a smartphone and audio recorder, with 

prior consent from the participants. In total, ten individual interviews were 

successfully completed. 

 

3.9 Data Collection Instruments 

Data collection instruments refer to the tools used to gather data (Creswell & 

Creswell, 2018; Bordens & Abbott, 2018). In this study, two main data collection 

instruments were used: a semi-structured interview schedule and a structured 

questionnaire, as described below. 
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3.9.1 Semi-Structured Interview Schedule 

The semi-structured interview schedule was designed by the researcher and 

employed to collect in-depth data from the ten headteachers. This instrument 

allowed for flexibility in question phrasing, paraphrasing, and probing, which 

enhanced the richness of the data (Creswell, 2014). It enabled respondents to 

express their views comprehensively, thus providing detailed insights into 

institutional factors that influenced teachers’ e-learning uptake (Creswell & 

Creswell, 2018). The interview schedule included questions covering headteachers’ 

background information and issues raised by teachers regarding institutional 

influences on their e-learning experiences. All interviews were conducted in 

English, as the participants were professionals proficient in the language. Each 

session lasted between 45 minutes to one hour. 

 

3.9.2 Self-administered Structured Questionnaire 

The structured questionnaire was designed by the researcher and used to collect 

quantitative data from teachers. It comprised close-ended items measured using an 

appropriate Likert scale, aimed at revealing respondents’ perceptions on variables 

such as instructional engagement with e-learning, satisfaction, and perceived 

challenges (Cheung, 2021). This tool proved efficient for gathering a large volume 

of data within a relatively short time frame, making it both practical and cost-

effective (Ranganathan & Caduff, 2023). The questionnaire was self-administered, 

capitalizing on the participants’ literacy levels as trained educators. 

 

3.10 Data Quality/ Error Control 

Data quality was assured by evaluating the validity and reliability of the quantitative 

data collection instrument and establishing the trustworthiness of the qualitative 

data and findings, as detailed below. 

 

3.10.1 Validity and Reliability of Quantitative Data 

3.10.1.1 Validity of Items used to collect Quantitative Data 

Validity refers to the extent to which the questionnaire accurately measured the 

intended variables (Vakili, 2018). In this study, validity was assessed using both 

content validity and confirmatory factor analysis. Content validity involved expert 

evaluation to determine whether the questionnaire items aligned with theoretical 
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constructs (Aithal & Aithal, 2020; Azraii et al., 2021). Three experts in e-learning 

were consulted to review the items, marking each as relevant (R) or irrelevant (IR). 

Based on their evaluations, the Content Validity Index (CVI) was calculated using the 

following formula: 

 

Content Validity Index (CVI) = All items in research instrument rated relevant (R) 
  Total number of the rated items (R + IR) 

 

The CVI was computed as shown in Table 3.1 below 

 

Table 3.1: Computation of Content Validity Index for Questionnaire 

 
Expert assessors of the 
Questionnaire 

Assessment and 
number of items 

 
 

Computation of 
Content Validity Index (CVI) 

R IR R + IR CVI = R ÷ (R+IR) 

Assessor 1 93 8  101  

Assessor 2 94 7  101  

Assessor 3 93 8  101  

Total 280 14  303 280 ÷ 303 = .924 

 

 

The content validity index (CVI) in Table 3.3 was 0.924 and was greater than 0.7 

which, according to Yusoff (2019) and Madadizadeh and Bahariniya (2023), should be 

the minimum value for acceptable validity. Therefore, most of the items in the 

designed questionnaire were valid. All the items that were assessed as irrelevant 

(IR) were eliminated from the questionnaire before administering it to the selected 

teachers. 

 

3.10.1.2 Pilot-testing the questionnaire 

In addition to preliminary validation, a pilot study involving ten teachers from USE 

schools in Kampala (excluded from the main study sample) was conducted. Their 

responses were entered into SPSS (Version 25). Confirmatory factor analysis using 

the principal component method was performed to establish construct validity. This 

approach, as supported by Rodríguez-Santero et al. (2020), involved extracting 

factor loadings that indicate how strongly each item correlates with the variable it 

was intended to measure. Questionnaire items with factor loadings greater than 
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0.5—deemed the minimum threshold for acceptability—were retained. Those with 

lower values were eliminated as they did not accurately represent the intended 

constructs (Rodríguez-Santero et al., 2020; Sajadi et al., 2024). For the details of 

the factor analysis outcomes, see appendix K. 

 

3.10.1.3 Reliability of Items used to collect Quantitative Data 

Reliability was assessed using the Cronbach's alpha method to determine internal 

consistency. Using the SPSS program (Version 25) and pilot study data, Cronbach's 

alpha coefficients were calculated. A threshold of 0.7 was used, in accordance with 

Estremera (2024), to confirm that the questionnaire items were reliable. Items or 

scales falling below this threshold were revised or removed to enhance overall 

reliability. The computed Cronbach Alpha coefficients are summarised in Table 3.2. 

 

Table 3.2:  Cronbach Alpha coefficients for items measuring specific variables 

Variable 

Academic staff Questionnaire 

Number of 
items 

Cronbach Alpha 
coefficient 

Instructional engagement experienced with e-learning 23 .701 

Satisfaction experienced with e-learning 23 .705 

Reflective experiences with factors challenging e-learning 33 .714 

Experiences with actions taken to deal with the factors 8 .711 

Level of e-learning uptake 6 .727 

Overall Alpha coefficient 93 .707 

For details, see Appendix I 

 

The Cronbach Alpha coefficients in Table 3.12 were greater than 0.7, which should 

be the minimum acceptable threshold (Estremera, 2024). Therefore, the items in 

the questionnaire were reliable enough to collect dependable data. It should be 

noted that being slightly above 0.7 suggests that the internal consistency of the 

measuring scales was at the minimum and therefore, generally weak. 

 

3.10.2 Trustworthiness of Qualitative Data 

The trustworthiness of the qualitative data and findings was evaluated using four 

key criteria: credibility, transferability, dependability, and confirmability (Forero et 

al., 2015; Mattick et al., 2018; Stahl & King, 2020; Hayashi et al., 2021). 
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3.10.2.1 Credibility 

Refers to the extent to which the findings of a qualitative study are accurate in 

reflecting the reality that characterises the phenomenon being investigated, not 

according to the researcher’s subjective interpretation, but in its actual context 

(Stahl & King, 2020). Credibility asserts that what the findings say about a 

phenomenon should be similar in context to the findings of another study conducted 

on the same phenomenon in the same context (Forero et al., 2015). 

 

To ensure credibility, the semi-structured interview schedule was designed based on 

theoretical indicators from Chapter Two. Each interview question was linked to a 

specific theoretical indicator, ensuring that the responses captured authentic 

representations of headteachers’ experiences. Data analysis and interpretation were 

guided by analytical memos written during data coding. These memos helped 

preserve insights and aided triangulation with quantitative data to enhance 

consistency and validity (Alele& Malau-Aduli, 2023). 

 

3.10.2.2 Transferability 

Refers to the extent to which findings are applicable to contexts other than their 

own context (Stahl & King, 2020). Findings were compared with theories and studies 

reviewed in Chapter Two to establish their broader applicability. The degree of 

alignment supported generalisation to similar educational contexts (Stahl & King, 

2020). 

 

3.10.2.3 Dependability 

The criterion was met by sharing the designed semi-structured interview schedule 

with the researcher’s supervisor and two peers who will be knowledgeable about e-

learning uptake experiences. The interview schedule was reviewed by the 

researcher’s supervisor and two peers with expertise in e-learning. Based on their 

feedback, items were revised, removed, or added to strengthen reliability. Peer 

debriefing was conducted to ensure that data interpretations aligned with research 

objectives (Holmes & Mellanby, 2022; Simoni et al., 2019). 

 


