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ABSTRACT

This study examines the impact of Information and Communication Technologies (ICT) on the educational inclusion

of children displaced by conflict in the northern provinces of Mozambique, analyzing how these technologies contribute to

their learning. The research explores disparities in access to and use of ICT in schools, emphasizing the challenges faced

by displaced children. Employing a mixed-methods approach, data were collected from a sample of 35 participants through

questionnaires administered to students, teachers, and school administrators; semi-structured interviews with educators

and Non-Governmental Organizations (NGOs); focus groups with displaced children; and classroom observations. The

analysis identifies three key findings: (i) ICT availability differs markedly between urban schools (70% with access)

and rural/conflict-affected areas (30% with limited or no infrastructure); (ii) displaced children show strong interest in

ICT but face low levels of digital literacy, hindering effective use; and (iii) teacher training substantially enhances the
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success of ICT-based methodologies, although ongoing support remains insufficient. The study underscores the urgent need

for investment in infrastructure and continuous professional development to address regional inequalities and strengthen

pedagogical practices. While ICT demonstrates clear potential, educational inclusion ultimately depends on overcoming

disparities in access and adapting methodologies to the specific needs of displaced children.

Keywords: Education; Educational Inclusion; Information and Communication Technologies; Conflict Situations; Mozam-

bique

1. Introduction

Access to education for children displaced by con-

flict poses a significant challenge, particularly in crisis con-

texts such as those experienced in the northern provinces of

Mozambique, Cabo Delgado, Nampula, and Niassa. These

territories, severely affected by armed violence and forced

displacement, are facing an educational crisis that compro-

mises not only the present and future of these children but

also their full reintegration into society. In such fragile set-

tings, education is not merely a right but also a pathway for

resilience, social cohesion, and reconstruction.

International studies have shown that displaced chil-

dren often suffer a double exclusion: the immediate loss of

access to structured schooling and the long-term difficulties

of reintegration due to systemic inequalities, scarcity of re-

sources, and the psychological impacts of violence. While

much of the existing literature has focused on refugee popula-

tions and large-scale humanitarian responses, there remains a

limited research base on the specific role of ICT in fostering

educational inclusion in internal displacement contexts, par-

ticularly in Sub-Saharan Africa. This study, therefore, fills

a critical gap by examining how ICT is being used or could

be used to mitigate educational exclusion among internally

displaced children in Mozambique, where research on this

subject remains scarce.

In this scenario, ICT emerges as a promising tool for

promoting educational inclusion, providing opportunities

to expand access to knowledge and enabling innovative ap-

proaches to teaching and learning.

The central question of this research is: How are ICTs

contributing to the educational inclusion of children dis-

placed by conflict in the northern provinces of Mozambique?

To address this question, the study examines the impact of

ICT on both the quality of education and the overcoming of

barriers faced by displaced students.

The research is guided by four specific objectives: (i) to

identify the degree of availability and use of ICT in schools

in Cabo Delgado, Nampula, and Niassa; (ii) to explore the

perceptions of displaced children regarding the use of ICT in

learning; (iii) to measure the adequacy and effectiveness of

pedagogical methodologies that employ ICT to meet these

children’s needs; and (iv) to verify the impact of ICT on the

inclusion and quality of education offered to them.

Methodologically, the study combines qualitative and

quantitative approaches to provide a comprehensive under-

standing of the phenomenon. Structured questionnaires with

students, teachers, and administrators captured data on ICT

access and use, while semi-structured interviews with ed-

ucators and NGOs allowed for insights into pedagogical

practices and systemic barriers. Focus groups with displaced

children provided first-hand accounts of their experiences,

and participant observation enriched the data with concrete

evidence of classroom practices.

The findings reveal stark inequalities, while urban

schools present relatively better conditions, rural and conflict-

affected schools lack basic infrastructure, such as electricity

and connectivity. Displaced children show enthusiasm for

ICT but face challenges due to limited prior exposure and

digital literacy. The effectiveness of ICT-based pedagogies

is uneven, largely depending on teacher training and the

availability of resources. These results reinforce the urgent

need for integrated interventions that combine investment

in infrastructure, continuous teacher training, and curricular

adaptation to local realities.

The originality of this study lies in its context-specific

contribution: unlike much of the existing literature that ex-

amines refugee education in international or camp-based

settings, this research focuses on internally displaced chil-

dren in Mozambique and explores how ICT can act as both

a bridge and a barrier in their educational inclusion. It high-

lights not only the structural inequalities that hinder ICT use
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but also the agency and perspectives of displaced children

themselves, an aspect often underrepresented in academic

studies. By giving voice to these children, the study pro-

vides novel insights into how ICT can promote inclusive,

high-quality education in conflict-affected regions of Sub-

Saharan Africa.

The article is organized as follows: the introduction

presents the context and objectives of the study; the literature

review discusses concepts and prior studies on educational

inclusion, ICT, and conflict; the methodology details the

mixed methods applied; the results provide empirical find-

ings; the discussion connects them to the literature; and the

conclusion synthesizes the main contributions and policy

implications.

2. Literature Review

The educational inclusion of children in conflict situ-

ations represents one of the greatest challenges in the field

of global education. Conflict zones, often marked by forced

displacement, destruction of infrastructure, and disruption

of basic services, create significant barriers to access and

quality of education. In this context, ICTs emerge as promis-

ing tools to mitigate these barriers and promote educational

inclusion.

2.1. Pedagogical and Theoretical Foundations

Pedagogical reflection on the role of ICT in fostering

the educational inclusion of children in conflict-affected con-

texts has evolved significantly, following the emergence

of complementary theoretical frameworks. The literature

reveals an intellectual trajectory that extends from classi-

cal constructivism, through sociocultural theory, to trauma-

informed pedagogies, illustrating a deepening understanding

of the impact of ICT on inclusive education.

Constructivism, grounded in Piagetian and Freirean

thought, serves as a foundational lens for understanding the

pedagogical potential of ICT. Allen [1] observes that “con-

structivism is based on the idea that people actively construct

or make their own knowledge, and that reality is determined

by their experiences as learners.” This conception places

the learner at the centre of the process, emphasising agency

and active knowledge construction. Similarly, Piaget high-

lighted that “learning is only possible when there is active

assimilation” [1], suggesting that experience is inseparable

from cognitive development. In parallel, Freire argued that

education should not be “detached from reality” but rather

rooted in learners’ existential experiences [1]. Together, these

perspectives indicate that, in situations of social instability

and conflict, ICT can act as privileged mediators to promote

meaningful and socially contextualised learning.

Subsequently, the sociocultural approach shifts the fo-

cus from individual learning to relational and historical con-

texts. Murphy and Ivinson [2] argue that, within this per-

spective, “thinking occurs within the relationship between

the individual and the environment, where the environment

encompasses both the physical surroundings and their his-

torical and social dimensions.” This understanding is partic-

ularly critical when applied to forcibly displaced children,

whose educational trajectories are deeply shaped by envi-

ronmental and social conditions. The authors also warn

against hegemonic pedagogies that “perpetuate inequalities

of power/knowledge” [2], highlighting the need for inclusive

and diversity-sensitive pedagogical practices.

Within the same field, Lantolf and Poehner [3] introduce

the notion of Vygotskyan praxis, stressing that “practice is

the research laboratory where theory is tested.” According

to these authors, “the sociocultural environment is the main

source of human development,” implying that educational in-

teractions should be understood as socially situated practices.

This perspective aligns with the use of ICT as mediating

instruments that can enhance collaboration among peers and

teachers. Indeed, the concept of the Zone of Proximal Devel-

opment (ZPD), revisited by the authors, demonstrates that

“cooperative activity undertaken by teachers and students

enables individuals to function beyond their actual capabili-

ties” [3]. Applied to conflict contexts, these insights suggest

that ICT can facilitate collaborative processes that transcend

individual and structural limitations.

Recent pedagogical literature further reinforces and

updates these premises, emphasising mediation and active

participation. Mutekwe [4] argues that “the adoption of a mul-

tifaceted strategy that includes authentic learning conversa-

tions, learning tools (material, psychological, and semiotic),

and situated learning experiences contributes significantly to

effective teaching and learning.” This perspective strength-

ens the relevance of ICT as cultural and cognitive mediators,

enabling authentic interactions and contextualised experi-
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ences. Similarly, Robertson [5] highlights the formative value

of digital pedagogical practices such as video production,

contending that “the significance of the video production

process for learning is a major finding.” Accordingly, dig-

ital learning should be understood not merely through its

end products but through its participatory and collaborative

processes, aligning with Vygotsky’s notion of scaffolding.

In the same vein, Shah [6] reinforces this understanding

by asserting that “constructivism is an epistemology which

holds that knowledge is constructed by learners as they at-

tempt to make sense of their experiences,” challenging trans-

missive methodologies that diminish student agency.

More recently, the literature has drawn attention to

trauma-informed approaches, which have gained prominence

in educational settings affected by war and displacement.

Choudhuri [7] defines trauma as “any experience in which a

person’s internal resources are insufficient to cope with exter-

nal stressors,” emphasising that trauma-sensitive pedagogy

should “fully integrate knowledge about trauma into edu-

cation, training, supervision, research, and self-reflection.”

This approach repositions ICT from a merely instrumental di-

mension towards a socio-emotional one, as it can contribute

to creating safe learning environments responsive to students’

needs.

Complementarily, Clervilet et al. [8] note that forced

displacement exposes individuals to “complex challenges as

they leave their homelands and attempt to establish a home

in a new world,” with trauma being “central to their experi-

ence before, during, and after migration.” For the authors,

trauma-informed care represents “a strengths-based frame-

work grounded in understanding and responsiveness to the

impact of trauma.” Applied to education, these principles im-

ply that ICT integration should serve a dual function: on one

hand, to mitigate the fragmentation caused by displacement

through the creation of safe and culturally responsive digital

spaces; and on the other, to strengthen individual and com-

munity resilience by providing opportunities for expression,

educational continuity, and identity reconstruction.

2.2. Information and Communication Tech-

nologies and Digital Literacy

The incorporation of ICT into teaching is now recog-

nised as one of the pillars for promoting educational inclusion

in contexts of vulnerability and conflict. Their importance ex-

tends well beyond the provision of equipment, encompassing

infrastructure, teacher mediation, and pedagogical integra-

tion. UNESCO IITE [9] highlights that “the guiding principle

of ICT integration to promote inclusion is to minimise gaps

in access to education for learners with special educational

needs and to maximise their opportunities to reach typical de-

velopmental milestones.” This demonstrates that technology

should be understood as part of a broader ecosystem of pub-

lic policy, methodology, and resources adapted to learners’

actual needs.

However, the literature also shows that the mere pres-

ence of ICT does not guarantee meaningful learning. UN-

ESCO [10] warns that although digital solutions reached more

than one billion students during the pandemic, about “31%

of students worldwide and 72% of the poorest were excluded

from remote learning opportunities.” This finding illustrates

how structural inequalities constrain digital inclusion and

how technological infrastructure must be accompanied by

equitable pedagogical strategies.

In analysing ICT integration in classrooms, Ramnarain

et al. [11] emphasise that “teachers’ pedagogical beliefs are a

crucial construct influencing ICT integration, and research is

recommended to focus on this construct to understand tech-

nology use in classrooms.” In other words, teachers’ digital

literacy, together with their pedagogical orientations, is de-

cisive in transforming digital resources into instruments for

critical and meaningful learning. At the same time, teachers

face considerable obstacles, such as “security issues, students

without digital devices, connectivity problems, technical fail-

ures during classes, vandalism, school policies, and power

cuts” [11]. These barriers underscore the need for continuous

professional development and investment in infrastructure

to ensure the sustainability of digital inclusion.

Regarding skill development, digital literacy has

evolved beyond mere technical proficiency. According to

Ilomäki et al. [12], it is now conceived as a multidimensional

construct encompassing critical evaluation of sources, aware-

ness of personalisation mechanisms, and reflection on the

social and ethical implications of technology. The authors

stress that “criticality” manifests across different levels from

self-reflection to an understanding of the political and eco-

nomic interests embedded in technologies, making it essen-

tial to educate citizens capable of dealing with phenomena

such as surveillance, data manipulation, and misinformation.
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At the curricular level, Vuorikari, Kluzer, and Punie [13]

provide a taxonomy of digital competences—including data

literacy, communication and collaboration, content creation,

safety, and problem-solving—allowing the measurement of

differences across age groups and educational levels. This

framework also incorporates contemporary dimensions such

as interaction with artificial intelligence, sustainability, and

accessibility, thus enabling the adaptation of teaching and as-

sessment tools to local contexts and diverse student profiles.

Comparative analyses across populations reveal that

age, gender, and educational attainment are structural factors

shaping the distribution of digital competences. According

to Tinmaz et al. [14], there is strong methodological hetero-

geneity among studies, yet evidence consistently indicates

persistent inequalities in access and use that “tend to repro-

duce social divides related to age, gender, and socioeconomic

status.” These disparities extend beyond access to devices

or connectivity, encompassing differences in operational,

informational, and strategic competencies.

In parallel, the positive impacts of pedagogical ICT use

are widely documented. Frasseto et al. [15] demonstrate that

active digital methodologies “improve students’ engagement

and help them develop skills to plan processes and proce-

dures related to their learning.” Likewise, Fernández-Otoya

et al. [16] confirm “a direct relationship between digital and

information literacy and digital competence”, reinforcing

the idea that investing in digital literacy means investing in

inclusion and educational achievement.

International experiences demonstrate that technology

produces meaningful results only when coupled with peda-

gogical intentionality. In China, the provision of high-quality

recorded lessons to rural students improved learning out-

comes by 32% and reduced disparities between urban and

rural areas by 38% [10]. Conversely, in Peru, the distribution

of over one million laptops without pedagogical integration

did not yield learning gains [10]. These examples highlight

that digital literacy should be understood as a systemic pro-

cess in which infrastructure, competencies, and pedagogy

are inseparably intertwined.

2.3. The Concept of Educational Inclusion and

ICT

Educational inclusion is a concept aimed at ensuring

equal access to education for all individuals, regardless of

their personal or social characteristics. The use of ICT is fun-

damental in this process, as it provides tools and resources

that help overcome educational barriers and promote a more

accessible and adaptable learning environment [17]. In this

regard, ICT not only facilitates access to education but also

enables the creation of personalised strategies that address

the individual needs of each learner, an essential feature of

an inclusive learning environment.

As emphasised by Demo (as cited in Sousa [17]), re-

search and knowledge are crucial to adapting the educational

process to social needs. Through ICT, it is possible to collect

and analyse data to identify best practices and necessary ad-

justments that respond to the diverse profiles of learners. This

reinforces the notion that technologies are powerful instru-

ments for the personalisation of learning. ICT play a critical

role in enabling such personalisation by providing resources

that cater to the specific needs of each student. As Sousa [17]

points out, a qualitative approach is particularly suitable for

analysing the interaction between ICT and educational in-

clusion processes, as it allows a deeper understanding of the

dynamics involved.

The pedagogical use of ICT introduces an interactive

dynamic that can enrich the learning experience by over-

coming physical barriers and enabling engagement with a

broader and more diverse world. Educational inclusion is

therefore strongly supported by the integration of ICT, which

contributes to creating more flexible and accessible learning

environments.

In the context of war, educational inclusion faces even

more complex challenges. Children in conflict situations

often encounter multiple barriers—including psychologi-

cal trauma and interruptions in educational access—that

extend beyond physical or cognitive disabilities. Glat [18]

proposes a participatory and collaborative school model that

promotes inclusion through the restructuring of the Political-

Pedagogical Project (PPP) and the adaptation of curricula to

meet students’ diverse needs. The restructuring of the PPP

should take into account the adversities faced in wartime con-

texts, adapting strategies and methodologies to create safe

and accessible learning environments for all students [19, 20].

ICT play a crucial role in this process by providing

adaptive pedagogical resources that help overcome physical

and cognitive barriers. ICTs drive global transformations

in communication and education, expanding interactions,
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access to information, and new ways of teaching and learn-

ing (Pinho and Hornink, 2018 [21]). While Silva e Maran (as

cited in Ricci et al. [22]) argue that digital ICTs constitute an

emerging field of educational intervention by fostering the

formation of active, creative, and critical students, capable

of consciously interacting with different technologies and

integrating them into their educational paths, promoting new

ways of learning, teaching, and producing knowledge.

In wartime scenarios, the capacity of ICT to provide

adaptive resources becomes even more relevant. Technolo-

gies such as educational software, communication boards,

and accessibility devices are essential to ensure that all

children—regardless of their conditions can access knowl-

edge and participate actively in learning. The Salamanca

conference further reinforces the importance of using ICT to

promote an inclusive and equitable school environment [23].

Beyond curricular adaptation, ICT offer a platform for

social inclusion and for building a more equitable educa-

tional community. As Mantoan [24] argues, digital literacy is

a prerequisite for social inclusion in contemporary society,

and access to ICT is vital to ensure that all students, partic-

ularly those in conflict situations, can participate fully in

school life.

The role of teachers is equally crucial in this context.

Educators must be flexible and innovative, adapting their

practices to meet the needs of all learners, especially in chal-

lenging environments such as those affected by war. Continu-

ous professional development in the use of ICT and inclusive

pedagogy is essential to ensure that teachers can employ

these tools effectively in supporting the learning of students

with special needs [24].

2.4. ICT and Education in Conflict Situations

In contexts marked by armed conflict or social crises,

education faces significant challenges that compromise both

children’s access to schooling and the quality of learning

experiences. Schools may be destroyed, teachers displaced,

and families forced to migrate, resulting in frequent and pro-

longed interruptions in the educational process. Moreover,

fear and emotional insecurity can have negative effects on

students’ engagement and academic performance. Within

such circumstances, ICT emerge as a strategic instrument

capable of offering alternative solutions for ensuring edu-

cational continuity, even under conditions of instability. As

Sousa [17] emphasise, ICT acts as a form of educational safety

net, providing flexible and adaptable means that enable learn-

ers to remain connected to knowledge evenwhen the physical

conditions for teaching are disrupted.

The relevance of ICTgoes beyond overcoming physical

or logistical barriers. They offer new pedagogical possibili-

ties, enabling the teaching–learning process to become more

interactive, personalised, and learner-centred. Fonseca et

al. [25] highlight that the use of digital resources fosters auton-

omy and learner agency, key factors in emergency contexts

where the presence of teachers or complete school infras-

tructures may not be possible. Through digital platforms,

multimodal content, and online communication tools, edu-

cators can maintain meaningful connections with students,

facilitating continuity in learning and enabling individualised

follow-up, even from a distance.

Another crucial aspect of ICT concerns their contri-

bution to educational inclusion. In conflict situations, vul-

nerable groups, including children with disabilities, girls in

high-risk regions, and displaced children, often face addi-

tional barriers to accessing education. INEE [26] notes that

digital technologies not only provide access to information

but also foster cognitive, communicative, and psychomo-

tor development among these learners. Through adapted

educational software, interactive applications, and multime-

dia resources, it becomes possible to design more equitable

learning experiences in which all students can participate

actively, regardless of their limitations or the severity of the

surrounding context.

Furthermore, the use of ICT helps strengthen the re-

lationships between students, their families, and educators.

Digital platforms and educational social networks enable

constant communication, resource sharing, and collabora-

tion in pedagogical activities an especially valuable when

traditional school systems are fragmented or inaccessible.

This relational continuity plays a crucial role in offering emo-

tional and social support to students, helping to mitigate the

traumatic effects of conflict and fostering resilience.

It is also worth noting that the implementation of ICT in

conflict contexts requires thoughtful planning, teacher train-

ing, and curricular adaptation. Mere access to computers or

the internet does not guarantee effective learning; teachers

must be adequately prepared to integrate these tools mean-

ingfully into their pedagogical practice, tailoring content to
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students’ needs and circumstances. International organisa-

tions have repeatedly emphasised the importance of continu-

ous teacher training programmes to enable educators to use

ICT as instruments of inclusion and innovation, transforming

adversity into opportunities for learning.

Thus, the role of ICT in conflict settings transcends

the mere substitution of in-person classes. They represent

an opportunity for educational transformation, capable of

creating more accessible, participatory, and inclusive learn-

ing environments. By reducing barriers and inequalities,

digital technologies provide children with the means to con-

tinue learning even amid extreme adversity, fostering not

only knowledge acquisition but also holistic development,

autonomy, and hope. As a result, ICT-mediated education

emerges as a form of social resistance and future reconstruc-

tion, demonstrating that even in contexts of conflict, mean-

ingful and equitable educational opportunities can indeed be

achieved.

2.5. Teacher Training and Professional Devel-

opment

Teacher training and professional development in

conflict-affected contexts require innovative approaches that

employ Information and Communication Technologies (ICT)

as mediating tools in the educational process. Recent stud-

ies indicate that ICT can enhance educational inclusion by

enabling flexible, collaborative, and context-responsive ped-

agogical practices.

According to UNESCO [27], “teacher training and con-

tinuous, relevant, and appropriate professional development

are essential if the benefits of ICT investment are to be re-

alised.” This statement highlights that technology alone does

not guarantee transformation; its impact depends largely

on teachers’ preparedness. Therefore, investment in digi-

tal infrastructure must be accompanied by robust capacity-

building strategies; otherwise, it risks leading to a waste of

resources and opportunities.

Minea-Pic [28] reinforces this argument, stating that

“new technologies offer immense potential to transform

teachers’ learning and the provision of professional develop-

ment activities throughout their careers.” The author argues

that technological integration expands not only access to

materials but also the collaborative and personalised dimen-

sions of lifelong learning. This indicates that ICT-mediated

teacher training can transcend rigid models and foster more

interactive and adaptive learning processes.

Complementarily, Wolfenden et al. [29] emphasise that

“teacher professional development is an essential component

in transforming teaching and learning to achieve the goals

of the Sustainable Development Goals.” The direct link

between teacher development and the global commitments

of the 2030 Agenda highlights the strategic importance of

teacher training, particularly in regions where conflict un-

dermines educational structures. In such contexts, the use of

ICT is not merely desirable but essential to ensuring equity

and sustainability in teachers’ continuous development.

Another crucial point is the conception of teacher train-

ing as a lifelong process. As UNESCO [27] stresses, “teacher

development should be a process of lifelong learning... from

initial training to continuous professional growth throughout

one’s career.” This continuous approach is particularly useful

in unstable environments, where rapidly changing conditions

require teachers to constantly adapt and innovate to meet

emerging needs.

In this discussion, MacDonald [30] provides a signifi-

cant contribution by examining the role of communities of

practice. The author notes that “a community of practice can

be an effective way to promote collaborative professional

development.” This notion of peer support among teach-

ers suggests that learning should not be reduced to content

transmission but understood as a process of collective knowl-

edge construction. Such support is even more crucial where

local realities hinder face-to-face interaction and access to

resources.

MacDonald [30] further observes that “the principles and

characteristics that enhance the effectiveness of traditional

professional development can also inform the design and

evaluation of online teacher learning.” Rather than viewing

digital training as a substitute or inferior mode, the author

advocates recognising it as a modality capable of extend-

ing effective in-person practices, fostering environments of

experimentation and pedagogical innovation.

Similarly, MacDonald [30] adds that “when members of

a community of practice share their experiences and knowl-

edge, the benefit to the community may exceed the sum of

its parts.” By mediating exchanges among teachers from

different locations, technology contributes to the creation of

a collective pedagogical capital—essential for addressing
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shared challenges in conflict-affected zones. The author fur-

ther observes that, with online support, teachers can remain

in their schools while simultaneously sharing their experi-

ences, thereby overcoming professional isolation.

Wolfenden et al. [29] extend this reasoning by emphasis-

ing that “ICT plays a role in creating, maintaining, and contin-

uously improving the architecture and functioning of profes-

sional development systems.” This underscores that digital

training should not be perceived merely as an emergency

measure, but as part of a sustainable educational ecosystem

that ensures teachers’ ongoing professional growth.

As UNESCO [27] highlights, particularly in challenging

contexts, teachers must be able to “continuously develop,

experiment, guide, innovate, and share best practices to de-

termine how technology can best serve the school.” Here,

technology is not an end in itself but a critical tool for trans-

forming the educational process. Teachers must therefore

adopt reflective, creative, and resilient attitudes that tran-

scend technical mastery and translate into pedagogical inno-

vation with tangible social impact.

2.6. Challenges in ICT Implementation

The implementation of ICT in education faces multi-

ple challenges, particularly in inclusive and conflict-affected

contexts. These include inadequate infrastructure, the need

for continuous teacher training, and the adaptation of curric-

ula to new technologies.

Alves Guimarães et al. [31] note that student motiva-

tion and adaptation to new methodologies are among the

major challenges in distance education. These challenges

are especially acute considering that distance learning often

requires a fundamental shift in how learners interact with

both content and instructors. Unlike traditional classroom

environments, where physical presence and direct interac-

tion play vital roles, distance learning heavily depends on

students’ ability to self-regulate and remain engaged within

virtual settings.

In this regard, Garrison, Anderson, and Archer [32] pro-

pose the Community of Inquiry model, which emphasises

the integration of social, cognitive, and teaching presence

as essential components of an effective online learning envi-

ronment. Furthermore, Moore [33] stresses the importance of

reducing “transactional distance”, defined as the psychologi-

cal and communicative gap between students and teachers,

to promote richer and more engaging learning experiences.

According to Berge [34], the role of the facilitator in

distance education is crucial, involving not only content de-

livery but also the creation of learning environments that fos-

ter interaction and motivation. Similarly, Keegan [35] argues

that distance education requires appropriate technologies

that are accessible and effective in transmitting knowledge

and supporting learners. Finally, Palloff and Pratt [36] point

out that student engagement is closely tied to the establish-

ment of strong virtual communities, where collaboration and

experience-sharing foster meaningful learning.

To overcome these challenges, it is essential to ensure

that teachers are well-prepared and up to date with emerging

technologies, which demands ongoing training and regular

review of pedagogical practices. Continuous professional

development is vital not only for mastering new digital tools

but also for adapting pedagogical strategies to the specific

demands of distance learning. Well-trained professionals

can create more effective and dynamic online learning envi-

ronments that foster active participation and sustain learner

motivation.

Additionally, both technical and pedagogical support

for teachers are crucial. Training should extend beyond the

technical use of tools to include the development of skills for

creating interactive content and engagement strategies fun-

damental for distance education. The adoption of adaptive

methodologies and the incorporation of continuous feedback

are also key to maintaining student motivation and ensuring

the effectiveness of the learning process.

Thus, adequate teacher preparation and the continuous

updating of pedagogical practices are essential to addressing

the challenges of distance learning. While students require

support to navigate and adapt to new methodologies, educa-

tors must be equally equipped to provide high-quality learn-

ing experiences. A proactive approach to teacher training

and pedagogical adaptation can therefore not only mitigate

the challenges identified by Alves Guimarães et al. [31] but

also foster a more effective and engaging distance learning

environment.

The integration of ICT, according to Malta et al. [37],

should promote collaborative learning, considering the char-

acteristics of the students. In contexts of social fragility,

these technologies promote interaction, engagement, and the

reconstruction of inclusive and participatory educational en-
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vironments. However, its effective implementation requires

sensitivity and contextual adaptation.

In this sense, educators must be committed to overcom-

ing these challenges and adopting pedagogical practices that

value diversity. Inclusive education should not be regarded

merely as a legal obligation but as an ethical and pedagogical

commitment to building a fairer and more equitable society.

Consequently, the use of ICT should be guided by an ed-

ucational vision that fosters active participation, empathy,

and respect for diversity integrating all learners regardless

of their individual circumstances.

2.7. Success Stories and Lessons Learned

Several successful cases illustrate the positive impact

of ICT on educational inclusion in conflict-affected contexts.

For instance, distance learning programmes implemented

in such regions have demonstrated that ICT can facilitate

access to education and support continuous learning.

INTERSOS and the Secondary Education for Peace

Programme in Colombia represent two effective approaches

to addressing educational challenges in conflict contexts. IN-

TERSOS implemented various Conflict-Sensitive Education

activities, including teacher training and community engage-

ment. Positive outcomes included the inclusion of over 6000

children in educational programmes and teacher training

on critical topics such as child protection and psychosocial

support [26]. These initiatives highlight the importance of

a holistic approach that not only focuses on formal educa-

tion but also considers the emotional and social contexts of

children affected by conflict.

Teacher training in child protection and psychosocial

support is vital to creating a safe and nurturing environment

that promotes resilience and well-being. Moreover, com-

munity engagement has been fundamental to INTERSOS’s

success, ensuring that educational interventions remain cul-

turally relevant and sustainable. Collaboration with local

communities facilitates the adaptation of programmes to

emerging needs and strengthens local ownership and support.

Lessons learned—such as the importance of community co-

ordination and continuous programme adaptation—illustrate

that flexibility and sensitivity to local dynamics are essen-

tial to the effectiveness of educational responses in crisis

contexts.

In Colombia, the Norwegian Refugee Council (NRC)

and the Peace Observatory (Observatorio para la Paz) de-

veloped a curriculum tailored for internally displaced youth,

incorporating conflict resolution and psychosocial support.

The programme’s success was evidenced by its official adop-

tion by the Ministry of Education and by the empowerment

of young people to become agents of change in their com-

munities [26].

This example demonstrates the effectiveness of inte-

grating conflict resolution and psychosocial support into

the curriculum, preparing young people not only for contin-

ued education but also for active roles in community peace-

building and reconstruction. The adaptation of curricula

to students’ cultural realities and the involvement of local

communities in the educational process are critical lessons

drawn from this programme. The contextualised and inclu-

sive approach adopted by the NRC and Peace Observatory

(Observatorio para la Paz) underscores the need to tailor edu-

cational strategies to learners’social and cultural specificities,

thereby promoting more relevant and impactful learning ex-

periences.

3. Materials and Methods

3.1. Methodological Approach

This study adopted a mixed-methods approach, inte-

grating both quantitative and qualitative dimensions, with

the aim of analysing the role of ICT in the educational inclu-

sion of children displaced by armed conflict in three northern

provinces of Mozambique: Cabo Delgado, Nampula, and

Niassa. The combination of these approaches enabled the

quantification of ICT usage patterns, while simultaneously

exploring participants’ perceptions and narratives. This inte-

gration enriched the interpretation of findings and captured

the contextual factors underlying the phenomenon.

This study employs a mixed-methods approach with a

sequential explanatory design, aiming to understand how

ICTs influence the educational inclusion of children dis-

placed by conflict. Initially, questionnaires were adminis-

tered to students, teachers, and school administrators to map

access to and usage of ICTs. Subsequently, semi-structured

interviews with educators and NGOs, focus groups with dis-

placed children, and classroom observations were conducted

to deepen the quantitative findings.

The research questions guiding this investigation are:
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(1) In what ways do ICTs contribute to the learning of

displaced children?

(2) What barriers hinder their effective use in crisis con-

texts?

The choice of a mixed-methods design is supported

by recent studies (e.g., Gierus [38]) that highlight its growing

prevalence and methodological rigor in educational journals,

particularly in research addressing complex phenomena in

challenging environments.

3.2. Sampling Strategy

The sampling strategy combined convenience and pur-

posive sampling. Convenience sampling was adopted due

to contextual constraints, including insecurity in conflict-

affected regions and logistical challenges in reaching dis-

placed populations. Purposive sampling, on the other hand,

aimed to deliberately include participants who play central

roles in the educational process, namely, displaced learners,

teachers, school administrators, and representatives of non-

governmental organisations (NGOs) operating in the school

context. This approach was justified by the need to capture

a diversity of perspectives essential to understanding the

complexity of ICT implementation in vulnerable educational

settings [39, 40].

Although the sample does not allow for statistical gen-

eralisation to the overall population of displaced children

across the three provinces—which together comprise tens of

thousands of individuals—it provided access to rich and de-

tailed information on ICT integration and related challenges.

The combination of these sampling strategies ensured a bal-

ance between operational feasibility, ethical considerations,

and diversity of viewpoints.

3.3. Sample Determination and Composition

The sample size was determined based on logistical,

ethical, and pragmatic considerations, resulting in the par-

ticipation of 35 individuals. This decision reflected the hu-

manitarian and security context, participant availability, and

the need to conduct the study in a culturally and ethically

sensitive manner.

The final sample included: 15 displaced children, 10

teachers, 5 school managers, and 5 NGO representatives.

The composition was designed to ensure that the voices of

direct beneficiaries, the children, were captured in depth,

while also including those responsible for ICT implementa-

tion and educational management. This structure allowed

for a multifaceted understanding of the phenomenon.

Although a sample of 35 participants is insufficient for

statistical generalisation, it was deemed appropriate for an

exploratory and preliminary study, providing rich data and

valuable insights for future research. Subsequent investiga-

tions should employ larger and stratified samples to enhance

representativeness and generalisability.

3.4. Data Collection Instruments

To ensure a comprehensive assessment, data were col-

lected through four complementary instruments:

Structured Questionnaire

Administered to all participants, this instrument gath-

ered information on the frequency of ICT use, availability

of technological resources, pedagogical methodologies, and

main barriers to technology integration in classrooms. The

questionnaire was validated through a pilot study involving

five teachers and five learners to ensure clarity and relevance

of items.

Semi-Structured Interviews

Conducted with teachers, school administrators, and

NGO representatives, these interviews sought to deepen un-

derstanding of perceptions and experiences regarding ICT

integration. Open-ended questions allowed respondents to

freely discuss challenges and successful practices, facilitat-

ing the identification of emerging thematic patterns.

Focus Groups

Focus groups were organised with displaced children,

providing a collective space for expression and exchange of

experiences concerning ICT use. This method was selected

for its capacity to foster interaction, reveal shared percep-

tions, and uncover nuances in technology use that may not

surface in individual interviews [40, 41].

Participant Observation

This method was used in classrooms to document ac-

tual ICT application practices, interactions between learners
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and technologies, and daily obstacles. Observations were

recorded in detailed field notes, complementing information

obtained through other instruments.

Document Analysis

Document analysis encompassed the review of institu-

tional records, pedagogical plans, project reports, and school

documentation related to the implementation of ICTs. This

process enabled the contextualization of observed practices,

the identification of formal guidelines, and the assessment

of coherence between institutional discourse and actual prac-

tices.

The combination of these instruments enabled data tri-

angulation, enhancing the reliability and depth of analysis

while mitigating bias associated with self-reporting [42, 43].

3.5. Data Analysis Procedures

Quantitative data were processed using SPSS software

(version 29), through descriptive analyses including frequen-

cies, means, and identification of response patterns. These

results characterised the distribution of ICT use, resource

availability, and the technological profile of schools and

learners.

Qualitative data obtained from interviews, focus

groups, and observations were fully transcribed and sub-

jected to open coding to identify units of meaning and emerg-

ing categories. Data were subsequently organised into key

themes such as technological barriers, innovative pedagogi-

cal strategies, perceptions of ICT effectiveness, and contex-

tual challenges. Coding was independently performed by

two researchers, followed by peer discussion to harmonise

categories and strengthen the credibility of the analysis.

Triangulation among different data sources (question-

naires, interviews, observations, and focus groups) reinforced

the validity of findings and enabled the integration of quantita-

tive and qualitative results into a holistic interpretation [42, 43].

3.6. Ensuring Objectivity

Acknowledging the risk of bias, particularly due to re-

liance on self-reported data, specific strategies were adopted

to ensure objectivity:

• Use of standardised and pre-tested instruments;

• Inclusion of multiple data sources for triangulation and

cross-validation;

• Independent analysis by more than one researcher, fol-

lowed by consensus discussions in cases of divergence;

• Direct classroom observations to complement and ver-

ify self-reported information from questionnaires and

interviews.

These measures reduced the effects of social desirabil-

ity, selective memory, and subjective interpretation, thereby

strengthening the methodological robustness of the study.

3.7. Ethical Considerations

The study adhered to ethical principles for research in-

volving vulnerable populations. All participants or their legal

guardians provided informed consent after being made aware

of the study’s objectives, procedures, potential risks, and

benefits. Confidentiality was ensured through data anonymi-

sation and secure storage.

Interviews, focus groups, and observations were con-

ducted with cultural and psychological sensitivity to avoid

retraumatisation. Instruments were adapted to local condi-

tions, employing simple and context-appropriate language

to guarantee accessibility and full comprehension.

4. Results

The availability and use of ICT in schools across the

provinces of Cabo Delgado, Nampula, and Niassa demon-

strate considerable variability, reflecting significant inequali-

ties in access to these resources. In urban areas, some schools

have managed to establish basic computer laboratories and

provide internet access, enabling a more effective integration

of ICT into the educational process. These resources offer

students valuable opportunities to access information, digital

tools, and multimedia materials, thereby enriching learning

and fostering broader interaction with knowledge.

4.1. Level of Availability and Use of ICT in

Schools

The survey conducted in the three Mozambican

provinces reveals marked disparities in the availability and

use of ICT. While some urban schools have computer lab-

oratories and regular internet access, schools in rural areas,

particularly those heavily affected by conflict, face severe
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challenges due to the lack of basic infrastructure, such as

reliable electricity and stable connectivity.

Survey results indicate that 70% of urban schools have

functional laboratories and internet access, whereas only 30%

of rural schools possess even minimal ICT infrastructure

(Figure 1). The scarcity of electricity, unstable connections,

and insufficient equipment significantly restricts ICT use in

rural areas, creating pronounced educational inequalities.

Figure 1. Access to ICT and Internet Availability by School Location.

The presence of ICT in urban schools is substantially

greater, ranging from fully equipped laboratories to high-

speed internet, often integrated into the school curriculum.

This enables students to acquire essential digital skills, such

as online research, multimedia presentation development,

and the use of interactive educational platforms. Conversely,

only 30% of rural schools have some level of ICT access,

and even in those cases, use is limited due to challenges such

as irregular electricity and unstable internet connections.

Beyond infrastructure, the effective use of ICT depends

on teacher training and the availability of teaching materi-

als adapted to technology. The lack of teacher training and

adequate technical support in rural areas contributes to under-

utilized or abandoned computer laboratories. Thus, the suc-

cessful implementation of ICT requires a holistic approach,

including investment in basic infrastructure, teacher training,

and curricular adaptation to meaningfully integrate ICT.

4.2. Perceptions of Displaced Children Regard-

ing the Use of ICT in Learning

Interviews and focus groups with displaced children

revealed a strong interest in learning through ICT. Students

perceived technology as making learning more engaging and

interactive, introducing dynamic elements that stimulate mo-

tivation and participation. However, many of these students

had limited digital literacy, reflecting a lack of prior exposure

to computers and mobile devices (Figure 2).

Students reported that the presence of educational

videos, games, and other multimedia resources significantly

enhanced motivation and participation. However, irregular

ICT access created frustration and disrupted learning conti-

nuity, demonstrating that maximizing ICT benefits requires

continuous access and adequate pedagogical support.

4.3. Level of Adequacy and Effectiveness of

ICT-Based Teaching Methodologies

The effectiveness of pedagogical methodologies that

incorporate ICT is closely linked to teacher training and the

quality of school infrastructure (Figure 3). In urban schools,

where teachers received specific ICT training, displaced stu-

dents performed better in digital activities, demonstrating

that adequate teacher preparation is a key determinant for

successful technology-mediated instruction.

In rural schools, the lack of continuous training and
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technical support limits the effectiveness of teaching method-

ologies. Furthermore, the shortage of basic resources, such

as reliable electricity and adequate devices, makes it diffi-

cult to implement ICT-based methodologies consistently and

sustainably. Resource disparities between urban and rural ar-

eas reinforce educational inequalities, creating a scenario in

which students in less advantaged regions have fewer oppor-

tunities for digital development. A rural teacher emphasized:

“We do our best, but without devices and internet, ICT cannot

be fully integrated.”

Figure 2. Perceptions of displaced children on the use of ICT in learning.

Figure 3. Teacher training and student performance in ICT-based learning.

4.4. Impact of ICT on Inclusion and Quality of

Education

The findings indicate that ICT can help overcome bar-

riers to access and promote a more inclusive and equitable

educational environment, particularly for displaced children

(Figure 4). A student stated: “Even having to leave my home

because of the conflict, I feel that I can still learn and keep

up with my peers thanks to ICT.” Technology provides ac-

cess to diverse teaching resources and enables personalized

learning tailored to students’ individual needs. Additionally,

distance learning platforms offer educational continuity, even

in contexts of instability or displacement.

In urban schools, adequate infrastructure and institu-
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tional commitment to continuous training result in greater

inclusion, higher teaching quality, and stronger learning con-

tinuity. In contrast, in rural schools, infrastructure limitations,

lack of devices, and insufficient training undermine ICT ef-

fectiveness, highlighting the need for integrated policies to

promote educational equity.

Figure 4. Impact of ICT on inclusion, quality, and continuity of learning.

Moreover, the data indicate that ICT use contributes

to the development of essential digital skills, such as online

research, virtual communication, multimedia presentation

creation, and the ability to address complex problems. These

skills are fundamental to preparing students for contemporary

challenges and reducing digital inequality.

The results also underscore the importance of the mo-

tivation and engagement fostered by ICT. Multimedia re-

sources make learning more dynamic; however, irregular

access may generate frustration and affect performance. To

maximize ICT benefits, it is necessary to combine infras-

tructure, teacher training, continuous technical support, and

curricula adapted to local realities.

5. Discussion

5.1. Degree of Availability and Use of ICT in

Schools

The findings of this study reveal significant disparities

in the availability and use of Information and Communica-

tion Technologies (ICT) across schools in the provinces of

Cabo Delgado, Nampula, and Niassa. In urban schools, ap-

proximately 70% have functional computer laboratories and

high-speed internet access, enabling the effective integration

of ICT into the school curriculum. These schools reflect the

pattern identified by Vuorikari, Kluzer, and Punie [13], high-

lighting the strategic importance of ICT in fostering inclusive

and adaptive learning environments. The use of ICT extends

beyond mere access to devices, integrating into pedagogical

processes by facilitating online research activities, multime-

dia presentation development, interactive platform use, and

personalized learning, thus becoming an integral part of the

curriculum.

In contrast, rural schools, particularly those located in

conflict-affected areas, have only about 30% access to any

level of ICT, and the use of these resources is often limited.

Structural barriers such as unreliable electricity, unstable

connectivity, and scarcity of technological equipment render

continuous ICT use impractical. This situation reinforces

the observations of Alves Guimarães et al. [31], which empha-

size the challenges of implementing digital methodologies

in vulnerable contexts. The lack of technical support and the

absence of pedagogical materials adapted to ICT exacerbate

educational inequalities, restricting learning opportunities

and hindering digital inclusion.

These findings suggest that to promote equity in ICT

access and use, educational policies should prioritize struc-
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tural investments in rural and conflict-affected schools. This

includes providing reliable electricity, stable connectivity,

fully equipped laboratories, and ongoing equipment main-

tenance. Furthermore, integrating ICT into the curriculum

must be accompanied by continuous teacher training pro-

grams, ensuring that educators are capable of effectively

using technology to foster inclusive learning. Educational

policy should, therefore, consider not only the provision of

resources but also the necessary conditions for their effective

use, including teacher training and permanent technical sup-

port, as suggested by Vuorikari, Kluzer, and Puni, Garrison,

Anderson, and Archer [13, 32].

5.2. Displaced Children’s Perceptions of the

Use of ICT in Learning

Analysis of displaced children’s perceptions revealed

considerable enthusiasm for the use of ICT. Students recog-

nized that digital resources made learning more engaging,

dynamic, and interactive, corroborating Fonseca et al. [25],

who highlights the role of ICT in crisis contexts by providing

alternative learning pathways and promoting student auton-

omy. Many of these students exhibited strong motivation

to learn using digital technologies, even when coming from

regions with limited access to computers and mobile devices.

However, most children demonstrate low digital liter-

acy due to limited prior experience with computers, tablets,

and smartphones. This initial limitation reduces their capac-

ity to fully exploit the benefits of ICT, creating obstacles

in learning and adapting to digital methodologies. Irregular

access to technology further increases student frustration

and compromises the continuity of the educational process.

Nonetheless, children with consistent access to ICT reported

that learning became more engaging and personalized, en-

hancing both participation and motivation.

For ICT to have a significant impact on the educational

inclusion of displaced children, policies must ensure continu-

ous and predictable access to digital resources. Additionally,

implementing digital literacy programs is crucial to equip

children with the skills to effectively use computers and mo-

bile devices. Adapted pedagogical strategies should integrate

multimedia resources with inclusive methodologies, promot-

ing personalized teaching, motivation, and engagement, even

in vulnerable contexts. Literature suggests that with adequate

support, ICT can transform the educational experiences of

displaced children, contributing to the reduction of inequali-

ties and fostering social and educational inclusion [13, 25].

5.3. Level of Adequacy and Effectiveness of

Pedagogical Methodologies Using ICT

The study revealed significant differences in the ef-

fectiveness of ICT-mediated pedagogical methodologies be-

tween urban and rural schools. In urban schools, teachers

who received specific ICT training were able to integrate

technologies effectively, promoting personalized and inter-

active learning, consistent with Vuorikari, Kluzer, and Punie,

Garrison, Anderson, and Archer [13, 32], who emphasize the

need for well-structured learning communities to sustain

digital education. In these schools, ICT not only comple-

ments the curriculum but enables differentiated teaching

strategies, fostering student autonomy and stimulating com-

plex problem-solving.

Conversely, in rural and conflict-affected areas, the im-

plementation of digital methodologies faces severe obstacles,

including electricity shortages, unstable connectivity, limited

devices, and low teacher qualifications. These factors restrict

the adequacy and effectiveness of ICT-mediated teaching,

supporting the conclusions of Moore [33], who underscore

the importance of student motivation and adaptation to new

digital methodologies. The absence of technical support and

ongoing training undermines the sustainable implementation

of inclusive pedagogical practices.

Educational policies should prioritize continuous

teacher development, equipping educators not only with

technical ICT skills but also with the ability to pedagogically

adapt content and digital teaching strategies. Furthermore,

the successful implementation of digital methodologies re-

quires appropriate pedagogical materials, stable infrastruc-

ture, and permanent technical support, ensuring that ICT be-

comes an effective tool for inclusion and personalized learn-

ing. Pedagogical approaches should consider the contextual

needs and challenges of each region, promoting inclusive

strategies that are sensitive to digital inequalities [13, 24, 33].

5.4. Contributions of ICT to Educational Inclu-

sion and Quality in Displacement Contexts

The impact of ICT on educational inclusion and teach-

ing quality for displaced children emerged as one of the most
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significant findings of this study. ICT enables continuity of

learning through digital platforms and distance education, al-

lowing students in displacement contexts to maintain access

to formal education, in line with Pinho, Ricci, Barros, and

Hornink [21, 22]. Moreover, ICT-enabled personalized learn-

ing adapts instruction to individual student needs, promoting

greater engagement and participation, particularly in contexts

characterized by high diversity and educational inequality.

In urban environments, the availability of infrastructure

and resources, combined with teacher training, contributes

to higher inclusion and improved student performance. In

contrast, in rural and conflict-affected regions, equipment

scarcity, unstable connectivity, and lack of technical support

significantly limit ICT’s impact. This highlights persistent

inequalities in access and use of technologies, reflecting the

need for policies that promote educational equity.

To maximize ICT’s potential in fostering educational

inclusion, an integrated approach is necessary, including

investments in infrastructure, continuous teacher training,

and sustained technical support. Educational policies must

address digital inequalities and ensure that all children, in-

cluding displaced and conflict-affected learners, have equi-

table access to quality learning opportunities. Educational

programs should incorporate adapted digital methodologies,

multimedia resources, and inclusive pedagogical strategies,

fostering personalized instruction and active participation

of all students, in accordance with the recommendations of

Vuorikari, Kluzer and Punie [13].

Additionally, ICT integration should be planned with

consideration for the cultural and social context of commu-

nities, as suggested by Clervil et al. [8]. Technologies not

only support learning but also contribute to social cohesion,

inclusion, and the development of essential digital skills in

the contemporary world. Promoting student motivation and

engagement, alongside continuous and predictable provision

of digital resources, is fundamental to ensuring the effective-

ness of technology-mediated learning.

6. Conclusions

This research has provided concrete, albeit exploratory,

evidence of the transformative potential of ICTs in promot-

ing educational inclusion for displaced children in conflict-

affected regions of northern Mozambique. Empirical find-

ings indicate that, when appropriately implemented, ICTs can

expand access to knowledge, enhance pedagogical practices,

and facilitate learner engagement, thereby contributing to both

cognitive and socio-emotional development. These findings

demonstrate that ICTs are not merely supplementary tools but

strategic instruments capable ofmitigating some of the barriers

inherent to education in contexts of forced displacement.

Akey contribution of this study lies in documenting the

stark disparities in ICT access and utilization between urban

and rural schools. Approximately 70% of urban schools sur-

veyed possess functional computer labs and reliable internet

connections, whereas only 30% of rural and conflict-affected

schools meet the minimum conditions for using such tech-

nologies. This quantitative evidence provides a concrete

basis for understanding how structural inequalities perpetu-

ate educational exclusion. The study also offers qualitative

insights into how these inequities affect learner motivation,

participation, and academic performance, highlighting the

necessity of targeted policy interventions to ensure equitable

access to technological resources.

Digital literacy emerged as another critical factor affect-

ing the educational inclusion of displaced children. While

children displayed enthusiasm and curiosity toward ICTs,

their limited prior exposure and inconsistent access often

resulted in frustration and hindered learning outcomes. This

study contributes original insights by demonstrating the link

between culturally contextualized digital literacy programs

and increased learner engagement. The findings underscore

the need for instructional interventions that not only teach

technical skills but also incorporate local languages, cultural

knowledge, and accessible pedagogical strategies tailored to

the lived experiences of displaced populations.

Teacher preparedness and ongoing professional devel-

opment were identified as decisive factors in the effective-

ness of ICT-mediated learning. Schools where educators

received systematic training in both technical competencies

and technology-enhanced pedagogical strategies reported

improved student engagement and performance. This obser-

vation reinforces the study’s contribution to understanding

the interplay between teacher capacity and ICT effectiveness,

emphasizing that infrastructure alone is insufficient without

skilled facilitation and continuous technical support.

Furthermore, the study illustrates the strategic role of

ICTs in ensuring learning continuity during crises, supporting
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remote instruction, personalized learning, and collaborative

educational networks. By integrating quantitative and qual-

itative analyses, the research offers nuanced evidence of

how ICTs can serve as instruments of resilience and inclu-

sion in emergency education contexts. However, the study

acknowledges its limitations, including a relatively small,

non-representative sample of 35 participants, which restricts

the generalizability of the findings. Future research employ-

ing larger and stratified samples, longitudinal designs, and

cross-regional comparisons will be essential to validate and

extend these exploratory insights.

Based on these findings, the study recommends con-

crete policy and practice actions: expansion of ICT infras-

tructure in marginalized areas, implementation of culturally

and linguistically adapted digital literacy programs, continu-

ous teacher training and technical support, development of

low-connectivity educational platforms, and establishment

of public-private partnerships for equipment provision and

maintenance. Additionally, future research should investi-

gate the long-term impact of ICT use on academic perfor-

mance and psychosocial well-being, the role of mobile and

low-cost technologies in resource-constrained settings, and

the potential of ICTs to strengthen socio-emotional skills and

community ties among displaced children.
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