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Abstract: The growing demand for expanded access to higher educaƟ on in Angola has moƟ vated this public 
university to invest in non-presenƟ al educaƟ on, with parƟ cular emphasis on Distance EducaƟ on (EaD). This study 
aims to understand the challenges, possibiliƟ es, and percepƟ ons of faculty members regarding the implementaƟ on 
of Distance EducaƟ on, Emergency Remote Teaching (ERT), and Hybrid Teaching. A pre-experimental research design 
with a qualitaƟ ve approach was adopted, in conjuncƟ on with ideographic analysis. The study involved the “Workshop 
– Transforming Higher EducaƟ on in Angola: the role of online teaching” and the implementaƟ on of “Module 1 – 
IntroducƟ on to Distance EducaƟ on, Emergency Remote Teaching, and Hybrid Teaching” from the course Teaching in 
Higher EducaƟ on: Remote Pedagogical MediaƟ on. The results indicate iniƟ al barriers, such as limited infrastructure 
and a general unfamiliarity with non-presenƟ al teaching modaliƟ es. However, an evoluƟ on in percepƟ ons was also 
observed, with increased openness to Distance EducaƟ on and recogniƟ on of its role in democraƟ zing and improving 
the quality of educaƟ on. The study concludes that forming a criƟ cal mass is essenƟ al to advancing Distance EducaƟ on 
at this public university, thereby expanding educaƟ onal opportuniƟ es in the country.
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Resumo: A crescente demanda por ampliação do acesso ao ensino superior em Angola tem moƟ vado esta universidade 
pública a invesƟ r na educação não presencial, com destaque para a Educação a Distância (EaD). Este estudo tem como 
objeƟ vo compreender os desafi os, possibilidades e concepções dos docentes sobre a implementação do EaD, Ensino 
Remoto Emergencial (ERE) e Ensino Híbrido. UƟ lizou-se a pesquisa pré-experimental com a abordagem qualitaƟ va, em 
conjunto com a análise ideográfi ca, envolvendo o “Workshop - Transformando o Ensino Superior em Angola: o papel 
docência online” e a aplicação do “Módulo 1 - Introdução ao Ensino a Distância, Ensino Remoto e Ensino Híbrido”, 
do Curso Docência no Ensino Superior: Mediação Pedagógica Remota. Os resultados indicam barreiras iniciais, como 
a limitação de infraestrutura e a pouca familiaridade com as modalidades de ensino não presenciais. Observou-se 
também uma evolução nas percepções, com maior abertura a EaD e reconhecimento de seu papel na democraƟ zação 
e na qualidade do ensino. Conclui-se que a formação de uma massa críƟ ca é essencial para avançar com o EaD nesta 
universidade pública, ampliando dessa forma as oportunidades no país.

Palavras-Chave: Angola.  Docência online. Ensino a distância. Ensino híbrido. Ensino remoto. 

Resumen: La creciente demanda por ampliar el acceso a la educación superior en Angola ha moƟ vado a esta universidad 
pública a inverƟ r en la educación no presencial, con especial énfasis en la Educación a Distancia (EaD). Este estudio Ɵ ene 
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como objeƟ vo comprender los desaİ os, posibilidades y concepciones del profesorado respecto a la implementación de 
la EaD, la Enseñanza Remota de Emergencia (ERE) y la Enseñanza Híbrida. Se adoptó una invesƟ gación preexperimental 
con enfoque cualitaƟ vo, combinada con el análisis ideográfi co. La invesƟ gación involucró el “Taller – Transformando 
la Educación Superior en Angola: el papel de la docencia en línea” y la aplicación del “Módulo 1 – Introducción a la 
Educación a Distancia, Enseñanza Remota de Emergencia y Enseñanza Híbrida”, del curso Docencia en la Educación 
Superior: Mediación Pedagógica Remota. Los resultados indican barreras iniciales, como la limitación de infraestructura 
y el escaso conocimiento de las modalidades no presenciales. También se observó una evolución en las percepciones, 
con mayor apertura hacia la EaD y reconocimiento de su papel en la democraƟ zación y mejora de la calidad educaƟ va. 
Se concluye que la formación de una masa críƟ ca es esencial para avanzar en la EaD en esta universidad pública, 
ampliando así las oportunidades educaƟ vas en el país.

Palabras-clave: Angola. Docencia en Línea. Educación a distancia. Enseñanza híbrida. Enseñanza remota de 
emergencia.

1 INTRODUÇÃO

This public university has reaffi  rmed its 
commitment to excellence in the teaching and 
learning process, emphasizing a comprehen-
sive curriculum update and the future expan-
sion of its academic off erings through Distance 
EducaƟ on (DE). To this end, it is undergoing an 
insƟ tuƟ onal restructuring process led by its 
Distance EducaƟ on Center, whose mission is 
to lead and coordinate iniƟ aƟ ves in non-face-
to-face learning modaliƟ es, with a parƟ cular 
focus on enhancing the digital competencies 
of the academic community.

The need to implement DE at this insƟ tu-
Ɵ on arises from the naƟ onal context, marked 
by a low higher educaƟ on enrollment rate 
below 10%. This fi gure highlights a signifi cant 
unmet demand and reinforces the strategic 
role of distance educaƟ on in democraƟ zing ac-
cess to educaƟ on. Angola, with an esƟ mated 
populaƟ on of approximately 36 million inhab-
itants, has 106 higher educaƟ on insƟ tuƟ ons, 
of which 31 are public and 75 are private. For 
the 2024/2025 academic year, 191,752 spots 
were authorized, of which 85% were allocated 
to the private sector, underscoring the equity 
challenge in public access (ANGOLA, 2024).

In recent years, signifi cant investments 
have been made in technological infrastruc-
ture, such as the installaƟ on of 184 satellite 
communicaƟ on points and the expansion of 
connecƟ vity through the Conecta Angola proj-
ect, supported by ANGOSAT-2. These iniƟ a-
Ɵ ves have contributed to the growth in mobile 
phone and internet users, reaching a total of 
12 million users (ANGOLA, 2025). However, 

this progress sƟ ll lacks targeted applicaƟ on 
in the educaƟ on sector to ensure both qual-
ity and the eff ecƟ ve democraƟ zaƟ on of higher 
educaƟ on.

According to the Director of the NaƟ onal 
InsƟ tute for EvaluaƟ on, AccreditaƟ on, and 
RecogniƟ on of Higher EducaƟ on Studies (IN-
AAREES), DE in Angola had limited impact for 
a long Ɵ me due to the lack of adequate tech-
nological infrastructure, the non-validaƟ on of 
DE qualifi caƟ ons unƟ l 2020, and insƟ tuƟ onal 
diffi  culƟ es in ensuring minimum quality stan-
dards even in face-to-face educaƟ on. The 
absence of regulaƟ on unƟ l 2020 signifi cantly 
contributed to this scenario. SƟ ll, distance 
educaƟ on is considered a promising strategy 
for expanding access, enhancing training, and 
contribuƟ ng to the development of human 
capital in the country. However, its eff ecƟ ve 
implementaƟ on faces signifi cant challenges, 
such as a shortage of specialists, cultural and 
technological barriers, high iniƟ al investments, 
and the lack of strategic instruments to guide 
its implementaƟ on in higher educaƟ on insƟ tu-
Ɵ ons (Patrocínio, 2017).

In light of this context, the present study 
aims to understand the challenges, opportu-
niƟ es, and faculty percepƟ ons regarding Dis-
tance EducaƟ on, Emergency Remote Teach-
ing, and Blended Learning. Based on formaƟ ve 
acƟ viƟ es such as the workshop “Transforming 
Distance EducaƟ on in Angola” and the course 
module “Teaching in Higher EducaƟ on: Re-
mote Pedagogical MediaƟ on,” a pre-experi-
mental, qualitaƟ ve study was conducted using 
an ideographic analysis approach. The cen-
tral research problem lies in the absence of a 
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specifi c strategic instrument to systemaƟ cally 
guide the implementaƟ on of DE at this uni-
versity. This study aims to contribute to the 
formulaƟ on of internal policies and digital 
transformaƟ on strategies for Angolan higher 
educaƟ on.

 2 LITERATURE REVIEW

 2.1 DISTANCE EDUCATION

According to Moore and Kearsley (2013), 
Distance EducaƟ on has evolved through fi ve 
disƟ nct generaƟ ons: the fi rst, characterized 
by correspondence-based instrucƟ on; the sec-
ond, marked by the use of radio and television 
as instrucƟ onal media; the third, represented 
by the establishment of open universiƟ es; the 
fourth, by the adopƟ on of teleconferencing 
through audio, video, and computer networks; 
and the fi Ō h generaƟ on, by the consolidaƟ on 
of online virtual classrooms mediated by web-
based plaƞ orms.

In Brazil, Distance EducaƟ on is understood 
as a tool to combat educaƟ onal inequality, 
aligned with the United NaƟ ons Sustainable 
Development Goals (SDGs), parƟ cularly SDG 4, 
which aims to ensure inclusive and equitable 
quality educaƟ on (Mello et al., 2024).

Moran (2009) defi nes Distance EducaƟ on 
as an educaƟ onal paradigm in which teaching 
and learning acƟ viƟ es are mediated by tech-
nological means, with educators and learners 
being geographically and/or temporally sepa-
rated. Similarly, Angola’s PresidenƟ al Decree 
No. 59/20, under provision (b), defi nes Dis-
tance EducaƟ on as

A mode of educaƟ on primarily delivered 
through a technological system of mass 
and bidirecƟ onal communicaƟ on, which 
replaces face-to-face classroom interac-
Ɵ on between instructors and students as 
the preferred means of teaching and learn-
ing. It is characterized by the systemaƟ c 
and coordinated use of various instrucƟ on-
al resources and supported by a tutorial 
structure, aiming to promote students’ au-
tonomous learning (Angola, 2020, p. 20).

According to Moore and Kearsley (2013), 
the systems approach serves as a founda-
Ɵ on for eff ecƟ ve pracƟ ce, off ering signifi cant 
advantages for understanding Distance Edu-
caƟ on (DE) as a whole, since a systemic DE 
model encompasses all component processes 
that become operaƟ onal during pedagogical 
acƟ viƟ es. The authors emphasize that as these 
processes evolve, they are shaped by and si-
multaneously infl uence various forces in the 
surrounding environment, including physical, 
poliƟ cal, economic, and social contexts.

It is therefore understood that the con-
temporary trajectory of Distance EducaƟ on 
demonstrates that the convergence of face-to-
face and digital modaliƟ es has emerged as the 
central axis of curriculum reform on a global 
scale. Consequently, educaƟ onal programs 
should incorporate pathways for online assess-
ments and discourse through digital tesƟ ng 
methodologies, while sƟ ll acknowledging the 
relaƟ ve eff ecƟ veness of in-person instrucƟ on 
(Zakharova et al., 2024). According to the au-
thors, the COVID-19 pandemic served as a sig-
nifi cant catalyst, acceleraƟ ng the integraƟ on 
of online modaliƟ es, exposing gaps in assess-
ment pracƟ ces, and demonstraƟ ng that preex-
isƟ ng educaƟ onal structures can successfully 
incorporate distance learning without requir-
ing substanƟ al modifi caƟ ons provided that a 
careful balance between tradiƟ onal and digi-
tal pracƟ ces is maintained (Zakharova et al., 
2024).

From a media-pedagogical perspecƟ ve, Pi-
rillo and Arroio (2022) highlight that the abrupt 
transiƟ on to remote educaƟ on required edu-
cators to design and produce high-quality in-
strucƟ onal videos, thereby disƟ nguishing be-
tween simple recordings of classroom sessions 
and purposefully craŌ ed audiovisual content 
for Distance EducaƟ on environments.

At the same Ɵ me, the advent of the Ar-
Ɵ fi cial Intelligence era is recalibraƟ ng the 
potenƟ al of open and distance learning, as 
discussed by Amin, Ismail, and Sivakumaran 
(2025). These authors argue that adapƟ ve sys-
tems have the capacity to transform learning 
experiences through individualized learning 
pathways. However, they also warn of ethical 
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dilemmas and concerns related to data privacy 
and algorithmic bias.

In underserved regions of developing 
countries, technology holds signifi cant poten-
Ɵ al to enhance accessibility and the quality of 
educaƟ on provided that intervenƟ ons are uni-
versally accessible and tailored to the specifi c 
needs of the local context (Mavengere, Ade-
doyin, Apeh & Owusu, 2022), which pracƟ cally 
illustrates pedagogical sustainability.

In this context, teacher training becomes 
essenƟ al. The shortage of profi cient educa-
tors and insuffi  cient infrastructural resources 
demands the implementaƟ on of individualized 
pedagogical frameworks that integrate ele-
ments of learner engagement, gamifi caƟ on, 
and self-directed learning to miƟ gate educa-
Ɵ onal inequaliƟ es (Mavengere et al., 2022).

Finally, it is important to highlight that 
learner autonomy is a criƟ cal component for 
the comprehensive realizaƟ on of Distance Ed-
ucaƟ on, especially in countries at early stages 
of implementaƟ on, such as Angola. As arƟ cu-
lated by Aladwan, Al-Shboul, and Al Awamrah 
(2019), Distance EducaƟ on fosters self-direct-
ed learning and self-regulaƟ on through the 
use of communicaƟ on technologies; however, 
it also requires instrucƟ onal competencies 
that can support students in their self-regula-
tory eff orts.

2.2 BLENDED LEARNING 

Blended learning has emerged as a meth-
odological framework designed to address the 
demands of contemporary educaƟ onal chal-
lenges, parƟ cularly within the context of ac-
celerated digital transformaƟ on. According to 
Gao, Li, and Liao (2024), blended learning is 
an educaƟ onal approach that integrates tra-
diƟ onal face-to-face instrucƟ on with online 
modaliƟ es, systemaƟ cally reconstrucƟ ng key 
elements such as learning resources, peda-
gogical strategies, educaƟ onal environments, 
and digital tools.

In alignment with this perspecƟ ve, Valente 
(2017) defi nes blended learning as a peda-
gogical approach that combines in-person ac-
Ɵ viƟ es with those mediated by Digital Informa-

Ɵ on and CommunicaƟ on Technologies (DICTs), 
emphasizing a learner-centered process as its 
core principle.

This mode of instrucƟ on has demonstrated 
a signifi cant posiƟ ve impact on students’ aca-
demic moƟ vaƟ on. Consequently, researchers 
advocate for comprehensive blended learn-
ing programs as a means of enhancing collab-
oraƟ ve and producƟ ve student engagement. 
They argue that blending tradiƟ onal and digi-
tal methods can diversify learning sources and 
opƟ mize academic performance (Alrasheedy 
et al., 2025).

Opsal et al. (2025) highlight the relevance 
of blended learning in nursing educaƟ on, re-
porƟ ng high levels of saƟ sfacƟ on and self-
confi dence among nursing students at satellite 
campuses. The authors note that hybrid learn-
ing, when combined with fl exible scheduling 
and in-person faculty support, eff ecƟ vely ad-
dresses the needs of students with family and 
professional responsibiliƟ es while also opƟ -
mizing educaƟ on in remote regions.

Blended learning plays a pivotal role in 
integraƟ ng InformaƟ on and CommunicaƟ on 
Technologies (ICTs) into teacher training pro-
grams. It engages learners through collabora-
Ɵ ve environments and promotes the eff ecƟ ve 
use of Web 2.0 digital tools, making teacher 
educaƟ on more responsive to contempo-
rary demands (Duhaney, 2012). In summary, 
blended learning consƟ tutes a robust strategy 
to overcome the challenges of modern educa-
Ɵ on, requiring investment in teacher training, 
technological infrastructure, and supporƟ ve 
insƟ tuƟ onal policies.

 2.3 EMERGENCY REMOTE TEACHING

Emergency Remote Teaching (ERT) 
emerged as an improvised response to the 
COVID-19 pandemic, implemented by gov-
ernments and educaƟ onal insƟ tuƟ ons world-
wide with the aim of ensuring the conƟ nuity 
of the educaƟ onal process during the physical 
closure of schools and universiƟ es (Hodges et 
al., 2020). Unlike planned Distance EducaƟ on 
(DE), ERT was characterized by its reacƟ ve and 
temporary nature, lacking a robust instrucƟ on-
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al design, and was understood as a transiƟ onal 
soluƟ on to a global crisis (Minichiello et al., 
2022).

In this context, teachers faced a wide 
range of challenges, parƟ cularly the lack of 
preparedness for this mode of instrucƟ on, 
which aff ected their psychological well-being 
and underscored the need for professional de-
velopment (Klusmann et al., 2022).

From the student perspecƟ ve, studies such 
as Seynhaeve et al. (2022) idenƟ fi ed four key 
determinants of ERT eff ecƟ veness: engage-
ment, classroom environment, the teacher’s 
role, and interacƟ on. According to the au-
thors, the disproporƟ onate impact of ERT on 
students in socially vulnerable contexts under-
scores the importance of understanding their 
experiences in order to develop more inclusive 
educaƟ onal pracƟ ces (Seynhaeve et al., 2022).

Minichiello et al. (2022) further highlighted 
this challenge by revealing that undergraduate 
students in STEM fi elds experienced signifi cant 
negaƟ ve emoƟ onal responses during ERT such 
as stress, anxiety, and uncertainty emphasizing 
the need for compassionate course design to 
miƟ gate these eff ects.

Regarding the student populaƟ on, Parade-
da and Santos (2022) emphasized the impor-
tance of emoƟ onal readiness and digital com-
petencies in shaping levels of opƟ mism and 
learning awareness. Their fi ndings indicated 
that younger students exhibited lower levels 
of learning awareness, poinƟ ng to the criƟ cal 
need for personalized approaches and socio-
emoƟ onal support.

From the teaching perspecƟ ve, several 
authors idenƟ fi ed key factors associated with 
faculty saƟ sfacƟ on during ERT, including stu-
dent–teacher interacƟ on, IT support, teacher 
training, and scheduling fl exibility. Although 
many instructors reported saƟ sfacƟ on with the 
mode of instrucƟ on, challenges such as the lack 
of face-to-face interacƟ on and persistent tech-
nical issues remained (Joshi et al., 2023).

The study by Araujo et al. (2020) contrib-
uted by showing that the rapid transiƟ on to 
ERT intensifi ed stress levels among higher 
educaƟ on faculty in Brazil, parƟ cularly among 
women and individuals with lower technologi-

cal skills. The research emphasized the need 
for insƟ tuƟ onal support and ongoing moni-
toring to address mental health challenges in 
remote teaching contexts. Obermeier et al. 
(2022) added to this analysis by highlighƟ ng 
that digital readiness and social integraƟ on 
are key factors in miƟ gaƟ ng stress among stu-
dents, suggesƟ ng that universiƟ es should in-
vest in training programs that promote digital 
resilience and reduce feelings of isolaƟ on.

These fi ndings also highlight the formaƟ on 
of personal learning networks during ERT, rein-
forcing the need for insƟ tuƟ ons to adapt their 
professional development approaches in ways 
that foster collaboraƟ on and help overcome 
challenges such as isolaƟ on and technical dif-
fi culƟ es (Céspedes, 2024).

In light of this, the literature emphasizes 
the importance of insƟ tuƟ onal policies that in-
corporate ongoing training, the development 
of digital competencies, socio-emoƟ onal sup-
port, and adapƟ ve pedagogical strategies in 
order to make higher educaƟ on more resilient 
and inclusive in the face of future crises.

 3 METHODOLOGY

3.1 PARTICIPANT PROFILE

The study involved 23 faculty members 
from the aforemenƟ oned public university, all 
of whom fully parƟ cipated in the course Teach-
ing in Higher EducaƟ on: Remote Pedagogical 
MediaƟ on. IniƟ ally, 33 faculty members were 
invited, with parƟ cipaƟ on being voluntary. 
The sample included professors from various 
fi elds of knowledge and diff erent academic 
units, namely: Faculty of Medicine, Faculty of 
Natural Sciences, Faculty of Engineering, Fac-
ulty of Economics, and the Higher InsƟ tute of 
Health Sciences. Regarding gender, there was 
a predominance of female parƟ cipants, with 
15 women and 8 men. The parƟ cipaƟ ng fac-
ulty members demonstrated signifi cant gaps 
in digital competencies required for teaching 
in non-presenƟ al modaliƟ es, revealing theo-
reƟ cal and pracƟ cal defi ciencies related to Dis-
tance EducaƟ on, Emergency Remote Teaching, 
and Blended Learning.
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3.2 RESEARCH DESIGN AND PROCEDURES

This research adopts a pre-experimental 
design, involving a single group of parƟ cipants 
without a control group, in which a Pedagogi-
cal IntervenƟ on (PI) was applied between a 
Pre-Test Measure (PTM1) and a Post-Test Mea-
sure (PTM2), following the typology described 
by Creswell (2007). The study was thus struc-
tured into three main phases: PTM1, PI, and 
PTM2.

PTM1 consisted of the workshop Ɵ tled 
“Transforming Distance EducaƟ on in Angola: 
The Role of Teaching in Higher EducaƟ on,”
held on September 25, 2024, from 10:00 a.m. 
to 12:00 p.m. The aim of the event was to 
idenƟ fy the main challenges and opportuniƟ es 
faced by Angolan faculty members in imple-
menƟ ng non-presenƟ al teaching modaliƟ es. It 
was divided into three panels. The fi rst panel 
addressed digital fl uency and concepƟ ons of 
Distance EducaƟ on within this public univer-
sity, led by one of the researchers. The second 
panel discussed the state of Distance Educa-
Ɵ on in the Republic of Mozambique, highlight-
ing iniƟ aƟ ves from the distance educaƟ on 
center of a public Mozambican university, with 
presentaƟ ons by the center’s director and the 
head of the tutoring department. Finally, the 
third panel featured a specialist professor from 
a private Brazilian university, who discussed 
the teaching competencies required for Dis-
tance EducaƟ on and Blended Learning.

The Pedagogical IntervenƟ on (PI) involved 
the implementaƟ on of Module 1 – “Introduc-
Ɵ on to Distance EducaƟ on, Emergency Re-
mote Teaching, and Blended Learning” from 
the course “Teaching in Higher EducaƟ on: Re-
mote Pedagogical MediaƟ on”, with the syn-
chronous meeƟ ng held on October 6, 2024. 
This module was also delivered by the afore-
menƟ oned experts and aimed to explore the 
foundaƟ ons and models of Distance EducaƟ on 
and to characterize Emergency Remote Teach-
ing and Blended Learning.

PTM2, applied aŌ er the intervenƟ on, 
consisted of a collaboraƟ ve acƟ vity using the 
digital tool Padlet. The acƟ vity involved two 
stages: in the fi rst, the teachers were asked to 

publish their concepƟ ons of Distance Educa-
Ɵ on, Emergency Remote Teaching, and Blend-
ed Learning. In the second stage, they were 
prompted to refl ect on how these modaliƟ es 
could be implemented in their own courses.

This invesƟ gaƟ on also adopted a quali-
taƟ ve approach (Creswell, 2007), as the re-
searcher was immersed in a sustained and 
intensive experience with the parƟ cipants. 
Data collecƟ on procedures included observa-
Ɵ ons of behaviors and acƟ viƟ es during the re-
search process, with records drawn from the 
transcripƟ ons of PTM1 and PTM2, aiming to 
extract key meanings relevant to the study. 
AddiƟ onally, Ideographic Analysis was used as 
the method for data interpretaƟ on, focusing 
on extracƟ ng units of meaning, as highlighted 
by Paulo, Amaral, and SanƟ ago (2010). In this 
regard, teachers’ statements were analyzed 
in terms of their concepƟ ons about the chal-
lenges, possibiliƟ es, and evolving percepƟ ons 
of Distance EducaƟ on, Emergency Remote 
Teaching, and Blended Learning.

Based on this analysis, two analyƟ cal cat-
egories were established: the fi rst relates to 
Challenges and PossibiliƟ es in the Implemen-
taƟ on of Distance EducaƟ on, Emergency Re-
mote Teaching, and Blended Learning, and the 
second to Teachers’ Evolving PercepƟ ons of 
Distance EducaƟ on, Emergency Remote Teach-
ing, and Blended Learning.” To organize these 
categories, matrices were created with three 
columns: the fi rst lists the parƟ cipant code 
(P); the second presents the units of meaning 
(UM)—i.e., excerpts from PTM1 and PTM2; 
and the third provides interpreted asserƟ ons, 
in which the meanings of the parƟ cipants’ 
statements are analyzed to understand what 
they expressed in their contribuƟ ons, thereby 
characterizing the “interpretaƟ on of what was 
said by the subjects” (Paulo; Amaral; SanƟ ago, 
2010, p. 72).

4 RESULTS

This chapter presents the organized results 
based on the analyƟ cal categories previously 
established. The data were systemaƟ zed in ta-
bles highlighƟ ng parƟ cipants’ statements, cor-
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responding units of meaning, and arƟ culated 
asserƟ ons.

The fi rst category reveals challenges such as 
conceptual misunderstandings, infrastructure 
limitaƟ ons, and the lack of supporƟ ve public 
policies. In contrast, the second category dem-
onstrates progress in faculty understanding of 

Distance EducaƟ on, Emergency Remote Teach-
ing, and Hybrid Teaching, indicaƟ ng increased 
conceptual clarity and a greater openness to 
technology-mediated pedagogical pracƟ ces.

The following analyƟ cal tables illustrate these 
two categories, structured from the parƟ cipants’ 
contribuƟ ons gathered during the study.

 Table 1 – Category 1: Challenges and opportuniƟ es in the implementaƟ on of distance educa-
Ɵ on, emergency remote teaching, and hybrid teaching

ParƟ cipant 
(Code) 

Unit of Meaning
(Original Transcript Excerpts)

ArƟ culated AsserƟ on

P1 We appreciate your parƟ cipaƟ on in this 
event aimed at faculty and administrators, 
focusing on refl ecƟ on about the challenges 
and opportuniƟ es of Distance EducaƟ on, 
and the strategic role of teaching 
and management in strengthening it 
naƟ onwide.

The parƟ cipant acknowledges 
the central role of faculty and 
administrators in consolidaƟ ng 
Distance EducaƟ on in Angola, 
emphasizing the need for dialogue 
about its challenges and potenƟ al.

P2 I’m sƟ ll unsure: what exactly is Hybrid 
Teaching? Does it involve in-person 
and online students? Is the course 
divided between face-to-face and online 
components?

The parƟ cipant expresses 
uncertainty regarding the structure 
of Hybrid Teaching, revealing the 
need for conceptual clarifi caƟ on to 
ensure eff ecƟ ve implementaƟ on.

P3 It is essenƟ al to involve faculty and 
administrators in pedagogical innovaƟ on, as 
they are key to educaƟ onal transformaƟ on 
in Angola. We must refl ect on the 
challenges and opportuniƟ es of Distance 
EducaƟ on, focusing on improving teaching 
and management pracƟ ces.

There is a training gap concerning 
the disƟ ncƟ ons and applicaƟ ons 
of Distance EducaƟ on, Emergency 
Remote Teaching, and Hybrid 
Teaching, which hinders proper 
posiƟ oning of both instructors and 
students within these modaliƟ es.

P4 “[…]The teacher has a limited understanding 
of what Distance EducaƟ on is but wishes to 
gain a deeper comprehension of it.”

Expanding faculty knowledge about 
Distance EducaƟ on is a criƟ cal step 
toward eff ecƟ ve adopƟ on and 
implementaƟ on.

P14 It is necessary for public policies to 
prioriƟ ze connecƟ vity, the creaƟ on of 
support centers, and the development of 
student autonomy, especially for learners 
in condiƟ ons of digital vulnerability.

Advocates for public policies 
focused on connecƟ vity, the 
establishment of tutorial centers, 
and the strengthening of learner 
autonomy and self-regulaƟ on skills 
in Distance EducaƟ on.
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 Table 2 – Category 2: faculty’s evolving percepƟ ons of distance educaƟ on

ParƟ cipant 
(Code) 

Unit of Meaning
(Original Transcript Excerpts)

ArƟ culated AsserƟ on

P1 Distance educaƟ on allows students 
to study outside the classroom, with 
fl exibility in Ɵ me and place, using 
digital technologies. It facilitates online 
interacƟ on and expands access to 
educaƟ on for diff erent student profi les.

Distance educaƟ on expands access 
to learning by enabling educaƟ on 
in diverse contexts through digital 
technologies, adapƟ ng to students’ 
varied realiƟ es.

P3 Distance educaƟ on uses technologies to 
make teaching more fl exible, fostering 
autonomy and saving Ɵ me. However, it 
heavily relies on internet access, may 
reduce teacher-student interacƟ on, and 
requires insƟ tuƟ onal adaptaƟ on with a 
clearly defi ned pedagogical model.

Distance educaƟ on promotes 
autonomy and Ɵ me opƟ mizaƟ on, 
but demands insƟ tuƟ onal 
adaptaƟ on and faces challenges 
regarding moƟ vaƟ on and teacher-
student interacƟ on.

P4 Distance educaƟ on involves physical 
separaƟ on between students and teachers, 
requiring communicaƟ on mediated by 
technology. To be eff ecƟ ve, it demands 
reliable plaƞ orms, internet access, and 
devices, as well as a balance between 
technology and pedagogical pracƟ ces that 
promote interacƟ on, inclusion, and acƟ ve 
learning. Its success depends on planning 
and adaptaƟ on by all stakeholders.

The success of distance educaƟ on 
relies on careful planning, adequate 
plaƞ orms, and interacƟ ve 
pedagogical pracƟ ces that foster 
inclusion and engagement.

P5 Distance educaƟ on is a modality in which 
students and teachers are physically 
separated and interact through ICTs. 
With a focus on student autonomy, it 
allows access from anywhere, through 
synchronous or asynchronous classes 
and online communicaƟ on. It includes 
various formats, such as short courses, 
technical educaƟ on, university degrees, 
and extension programs.

Distance educaƟ on is fl exible and 
learner-centered, encompassing 
various educaƟ onal formats with 
the potenƟ al to democraƟ ze 
learning through ICTs.
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 Table 3 – Category 2: faculty’s evolving percepƟ ons of blended learning

ParƟ cipant 
(Code) 

Unit of Meaning
(Original Transcript Excerpts)

ArƟ culated AsserƟ on

P1 Blended learning combines face-to-face 
and virtual classes, allowing teachers 
and students to gradually develop digital 
competencies. It is a viable soluƟ on in 
contexts with low connecƟ vity and limited 
infrastructure.

Blended learning is an eff ecƟ ve 
intermediate soluƟ on in seƫ  ngs 
with technological fragility, 
enabling the progressive 
development of digital skills while 
ensuring instrucƟ onal conƟ nuity.

P3 Blended learning brings together in-person 
and online modes, encouraging student 
responsibility and pracƟ cal acƟ viƟ es, but it 
requires careful planning, ongoing teacher 
training, and access to technologies.

Blended learning enhances 
student responsibility and 
instrucƟ onal dynamism but 
requires thorough planning, 
conƟ nuous teacher development, 
and adequate resources—
parƟ cularly in experimental 
disciplines like Chemistry.

P4 Blended learning merges in-person and 
online acƟ viƟ es, demanding pedagogical, 
technological, and managerial integraƟ on, 
with clear objecƟ ves and guaranteed 
student access to technologies.

Eff ecƟ ve implementaƟ on of 
blended learning requires 
coordinated pedagogical 
integraƟ on between in-person 
and online components, universal 
technology access, student 
autonomy, and well-structured 
conƟ nuous assessment.

P5 Blended learning alternates between face-
to-face and online environments, off ering 
fl exibility, promoƟ ng learner autonomy, 
and placing the student at the center of 
the process. However, its implementaƟ on 
presents signifi cant challenges in the 
Angolan context.

The blended model fosters 
learner autonomy and fl exibility 
but faces infrastructural and 
implementaƟ on challenges in 
the Angolan context, requiring 
structured eff orts for eff ecƟ ve 
consolidaƟ on.
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 Table 4 – Category 2: faculty’s evolving percepƟ ons of emergency remote teaching (ERT)

ParƟ cipant 
(Code) 

Unit of Meaning
(Original Transcript Excerpts)

ArƟ culated AsserƟ on

P1 Remote teaching takes place over the 
internet, with students and teachers 
in diff erent locaƟ ons but connected 
in real Ɵ me. It is more viable where 
there is profi ciency in ICT and stable 
infrastructure, serving as an important 
tool to democraƟ ze educaƟ on.

Remote teaching is a strategic 
tool for democraƟ zing educaƟ on 
when local ICT profi ciency and 
technological stability are present.

P2 Remote teaching is fully online 
and uses digital plaƞ orms with live 
sessions, recordings, and forums. It 
became essenƟ al during the pandemic, 
ensuring the conƟ nuity of educaƟ on 
during Ɵ mes of social distancing.

Remote teaching ensured the 
conƟ nuity of educaƟ on during the 
pandemic by using synchronous 
and asynchronous digital resources.

P3 Remote teaching is fully online 
and uses digital plaƞ orms with live 
sessions, recordings, and forums. It 
became essenƟ al during the pandemic, 
ensuring the conƟ nuity of educaƟ on 
during Ɵ mes of social distancing.

Remote teaching ensured the 
conƟ nuity of educaƟ on during the 
pandemic by using synchronous 
and asynchronous digital resources.

P14 Remote teaching, driven by 
emergencies like the pandemic, 
demands quick adaptaƟ on to new 
technologies. In subjects such as 
General and Organic Chemistry, 
it can be implemented using 
videoconferencing and collaboraƟ ve 
tools like Padlet.

Despite its challenges, remote 
teaching can be a viable alternaƟ ve 
for subjects like Chemistry through 
videoconferencing and collaboraƟ ve 
tools.

5 DISCUSSION

The results presented demonstrate that 
the implementaƟ on of Distance EducaƟ on 
(DE), Hybrid Teaching, and Emergency Remote 
Teaching (ERT) at this public university is sƟ ll 
in an early stage of development, marked by 
contradicƟ ons between the recognized poten-
Ɵ al of these modaliƟ es and the structural, con-

ceptual, and training limitaƟ ons perceived by 
faculty members.

In Category 1, Ɵ tled “Challenges and Op-
portuniƟ es in the ImplementaƟ on of DE, Re-
mote Teaching, and Hybrid Learning,” the 
selected data excerpts reveal signifi cant con-
ceptual gaps regarding the diff erent technolo-
gy-mediated teaching modaliƟ es, as evidenced 
by parƟ cipants P2, P3, and P4, who expressed 
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confusion and uncertainty regarding the dis-
Ɵ ncƟ ons between DE, Remote Teaching, and 
Hybrid Teaching. These challenges reinforce 
the theoreƟ cal concerns raised by Hodges et 
al. (2020) and Céspedes (2024), who warn of 
the risks associated with improvised pracƟ ces 
in the absence of conceptual clarity. This con-
ceptual fragility contrasts with the formal defi -
niƟ on of DE presented in Angola’s Decree No. 
59/20 (2020), which defi nes it as a structured 
technological system supported by instruc-
Ɵ onal resources and tutorial organizaƟ on, and 
with Moran’s (2009) theoreƟ cal approach, 
which emphasizes the mediaƟ ng role of tech-
nology in distance learning contexts.

Furthermore, the lack of infrastructure 
and eff ecƟ ve public policies, as highlighted by 
P14, echoes the fi ndings of Moore and Kears-
ley (2013), who argue that DE can only be con-
solidated through a systemic approach that 
integrates pedagogical, technological, and ad-
ministraƟ ve elements. The lack of connecƟ vity, 
absence of support centers, and students’ dif-
fi culƟ es with self-regulated learning, reported 
in the empirical data, reinforce the conclusions 
of Mavengere et al. (2022), who state that the 
eff ecƟ veness of DE in developing countries de-
pends on context-sensiƟ ve intervenƟ ons that 
focus on digital equity.

The discussion also indicates that, despite 
these limitaƟ ons, there is a process of concep-
tual maturaƟ on underway, as evidenced by 
the data in Category 2. Statements from P1, 
P3, and P5 indicate that hybrid learning is be-
ing perceived as a viable and strategic alterna-
Ɵ ve in contexts with limited connecƟ vity, as 
it allows for the gradual development of digi-
tal competencies while maintaining a bridge 
with face-to-face instrucƟ on. This perspec-
Ɵ ve aligns with the defi niƟ on by Gao, Li, and 
Liao (2024), who describe hybrid learning as 
a methodological redesign that integrates in-
person and online contexts with shared peda-
gogical objecƟ ves.

Faculty percepƟ ons of hybrid teaching 
also resonate with the contribuƟ ons of Bac-
ich, Neto, and Trevisani (2017), by highlighƟ ng 
the central role of the student and the need 
for pedagogical, technological, and manage-

rial arƟ culaƟ on. The statements from P3 and 
P4 illustrate growing awareness of the impor-
tance of planning, conƟ nuous professional 
development, and access to ICTs, corrobo-
raƟ ng Duhaney’s (2012) emphasis on hybrid 
learning as a key component of responsive 
teacher training.

With regard to Emergency Remote Teach-
ing, parƟ cipants recognized its funcƟ onal role 
in crisis contexts but also pointed out its limita-
Ɵ ons in terms of interacƟ on, assessment, and 
applicability in pracƟ ce-based disciplines, as 
shown in the excerpts from P3 and P14. These 
percepƟ ons are consistent with the empirical 
fi ndings of Klusmann et al. (2022) and Joshi 
et al. (2023), who highlight the need for em-
patheƟ c pedagogical strategies and ongoing 
technical support to address the challenges 
of ERT. Moreover, concerns related to mental 
health, technological adaptaƟ on, and the ef-
fecƟ veness of digital plaƞ orms, highlighted 
by Obermeier et al. (2022) and Araujo et al. 
(2020), are also refl ected in the diffi  culƟ es ex-
pressed by the faculty at this public university.

The progressive understanding of DE is also 
evident in the statements from P1 through P5, 
who recognize its potenƟ al to democraƟ ze 
access to higher educaƟ on, promote student 
autonomy, and provide fl exibility in Ɵ me and 
space for learning. However, they reaffi  rm that 
its success depends on a robust technological 
infrastructure, interacƟ ve pedagogical prac-
Ɵ ces, and eff ecƟ ve insƟ tuƟ onal planning—el-
ements emphasized by Moore and Kearsley 
(2013) and Zakharova et al. (2024). As Alad-
wan, Al-Shboul, and Al Awamrah (2019) argue, 
DE requires self-regulaƟ on competencies and 
pedagogical strategies that foster engagement 
and a sense of belonging—factors that remain 
underdeveloped in the analyzed context.

Finally, the data analysis demonstrates that 
the insƟ tuƟ onalizaƟ on of DE at the aforemen-
Ɵ oned public university depends directly on 
the development of a criƟ cal mass of trained 
professionals, the overcoming of technical lim-
itaƟ ons, and the implementaƟ on of cross-di-
mensional policies, as advocated by Klusmann 
et al. (2022) and Paradeda and Santos (2022). 
Therefore, strengthening faculty training iniƟ a-
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Ɵ ves, ensuring conceptual clarity, and integrat-
ing pedagogical, technological, and emoƟ onal 
dimensions are key elements for enabling a 
sustainable path toward digital transformaƟ on 
at this insƟ tuƟ on.

6 CONCLUSIONS

The analysis of faculty members’ state-
ments at this public university, organized into 
two analyƟ cal categories, enabled the idenƟ fi -
caƟ on of structural, conceptual, and formaƟ ve 
challenges in the implementaƟ on of Distance 
EducaƟ on (DE), Emergency Remote Teaching 
(ERT), and Hybrid Teaching in the Angolan con-
text.

The diffi  culƟ es highlighted in Category 1 
reaffi  rm the need for a systemic approach, as 
proposed by Moore and Kearsley (2013), in-
tegraƟ ng technological infrastructure, faculty 
development, and insƟ tuƟ onal policies. The 
lack of conceptual clarity between DE, ERT, 
and Hybrid Teaching compromises the eff ec-
Ɵ veness of pedagogical pracƟ ces, revealing 
gaps that must be addressed through ongoing 
professional development programs and nor-
maƟ ve guidance. These limitaƟ ons are exac-
erbated by connecƟ vity defi cits, the absence 
of learning support centers, and weak public 
policy, as also emphasized by Mavengere et al. 
(2022) and Zakharova et al. (2024).

On the other hand, Category 2 reveals 
a promising scenario. There is a growing ap-
propriaƟ on of concepts and methodologies by 
faculty, especially regarding Hybrid Teaching, 
which is recognized as a viable soluƟ on in con-
texts with limited infrastructure. The parƟ ci-
pants’ statements demonstrate a willingness 
to innovate, refl ect on pedagogical pracƟ ces, 
and adapt to the use of digital technologies—
key factors in building a criƟ cal mass commit-
ted to the digital transformaƟ on of the univer-
sity.

However, this conceptual and aƫ  tudinal 
progress is not yet suffi  cient to consolidate an 
insƟ tuƟ onal DE model at this public university. 
Advancing in this direcƟ on requires strategic 
and mulƟ dimensional investments: ongoing 
teacher training, adequate technological in-

frastructure, regulatory clarity, emoƟ onal sup-
port mechanisms, and aƩ enƟ on to inclusion 
and equity. Overcoming technological and 
training inequaliƟ es requires consistent public 
policies and insƟ tuƟ onal commitment to edu-
caƟ onal innovaƟ on.

Therefore, it is concluded that this pub-
lic university has the potenƟ al to consolidate 
a culture of technology-mediated educaƟ on. 
However, it is essenƟ al to recognize that the 
success of this transiƟ on lies not merely in 
acquiring equipment or replicaƟ ng external 
models, but in building contextually grounded 
policies, pracƟ ces, and knowledge that value 
teacher agency, respect student diversity, and 
ensure structural condiƟ ons for acƟ ve, inclu-
sive, and sustainable learning.
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