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Abstract: The COVID-19 pandemic has affected educational institutions around the world. One partial solution for students and teachers to continue the academic process involved the use of software
and hardware technologies via the internet. The main objective of this research was to analyze the
actions carried out by computer science teachers (and teachers who taught related degrees) in Sinaloa,
Mexico, during the COVID-19 confinement period, to determine if the working conditions were
different at all educational institutions. Based on quantitative, descriptive–explanatory, correlational,
field, and cross-sectional approaches to data collection—a survey was designed and sent to teachers
who taught classes in computer science and related careers. The results showed that although teachers
felt prepared in designing and implementing virtual courses (90.73%), 68.5% believed that virtual
classes were not enough for students (i.e., regarding replacing the training being offered). Likewise,
teachers observed that only 27.8% of their students showed real commitment to online classes. In the
hypothesis test, a chi-squared value of 3.84 was obtained, with a significance (p-value) of 0.137. There
was a probability of error of 13.7%; this is high, considering that the level of significance must be 0.05
(5%) or less. It was concluded that teachers must be permanently trained in the use of new digital
technologies; in addition, they must continuously produce academic material and make it available
to the educational community. It is necessary for universities to design plans for the regulated use
of applications and devices for academic purposes, update study plans and programs, and train
teachers and students beyond conventional education.
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The World Health Organization (WHO) characterized COVID-19 as a pandemic after
a wave of infections spread around the world. COVID-19 is an acute respiratory disease
caused by the SARS-CoV-2 coronavirus. Governments around the world have responded to
this pandemic by taking precautionary measures to stop its spread. Some of these measures
include the closures of (all levels of) educational institutions. Millions of universities
and schools have been closed as part of social distancing measures, thus limiting the
spread of the virus. On 23 March 2020, UNICEF, based on UNESCO data, reported that,
in Latin America and the Caribbean, around 154 million children (more than 95% of those
in enrollment) were temporarily out of school—this period lasted for at least six months [1].
According to data from the Economic Commission for Latin America and the Caribbean
(ECLAC), students from Latin America and the Caribbean already faced deteriorated
social situations prior to the pandemic, due to issues such as poverty, inequality, or social
discontent [2].
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COVID-19 is the greatest challenge faced by national and international educational
systems. Several governments have ordered institutions to suspend face-to-face classes for
most of their students. Educational institutions face new challenges due to the pandemic.
COVID-19 has influenced the way classes are taught; teachers and students stay at home
and digital technologies provide support for studies to continue. Social media, video
conferencing software, emails, and virtual learning environments, through desktop computers, laptops, tablets, and mobile phones, are now common tools in the teaching–learning
process. The pandemic has not only impacted how we impart and receive knowledge, but it
has also impacted the academic supply and demand. In this regard, internet bandwidth
is relatively low with less access points, and internet services are costly in comparison to
the average income in many developing countries, Mexico is no exception—accessibility is
inadequate. Students without access to computers, mobile devices, or internet connections,
for economic or geographical reasons, are deprived of access to courses; the same could
happen with teachers. Affordability and accessibility for all students and teachers is a
challenge that developers of educational tools should focus on. On the other hand, students
who take classes online spend a greater amount of time connected to virtual platforms; this
represents a potential problem because it leaves students vulnerable to online exploitation. The increasing (and unstructured) amount of time spent learning online has exposed
students to dangerous and violent content, as well as an increased risk of cyberbullying.
Therefore, there could be a fall in the supply and demand of education, which could
lead to a reduction in human capital, an increase in learning poverty (and poverty in
general due to school dropouts), inequality, social unrest, as well as reinforcement of the
intergenerational cycle of poverty and low human capital [3,4]. This would lead to a decline
in the quality of education and affect the future of young people [3,5].
Currently, academic institutions have opportunities to improve the means and methods of the teaching–learning process through non-conventional and innovative educational
modalities using technology, e.g., via applications and portable/mobile devices, which
became necessary and popular during the pandemic, not only in academia but also among
the general population. These technologies helped in the transition to e-learning in a short
time and with relative success. The experiences gained should be used in the future.
Based on the above, the following research question arises—were the working conditions of teachers (in computer science and related degrees) in Sinaloa, Mexico, during the
COVID-19 confinement period, different at all educational institutions? In this research, we
analyzed the actions carried out by computer science teachers (and teachers with related
degrees) in Sinaloa, Mexico, while teaching from home due to COVID-19 confinement.
This was carried out under the assumption that teaching staff at the universities in Sinaloa,
Mexico, were not prepared to teach from home via the internet, as they did not have the
training or infrastructure, i.e., having relatively low internet bandwidth with less access
points, costly internet services in comparison to income, or (lack of) equipment or skills
necessary to carry out their work during the COVID-19 pandemic.
With the results of this research, we will know the needs and problems teachers faced
during the pandemic period when they taught virtually. Problems were reflected in the
teaching preparations and school infrastructures, which impacted student learning. It
is necessary to understand the panorama of Sinaloa (in this matter) and offer a series of
recommendations regarding the possible actions to be carried out to improve performances
in case virtual classes continue. This investigation could serve as a starting point for substance reforms as well as in the plans and programs at universities in Sinaloa, Mexico. It
highlights the reality of education in a health emergency, reflecting the needs of the teacher
and student. This will allow them to face better possible contingencies that may arise in the
future (due to a new pandemic or a resurgence of the current one). The theoretical support
of this article could be relevant for the Ministry of Public Education in Sinaloa, by providing
strategic axes to follow, to strengthen the education in the face of possible health contingencies. It could even serve as a topic of debate for higher education experts regarding the
definition of reforms and their applicability in the prevention of health problems.
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The article is organized into five sections. Section 2 presents the state-of-the-art studies
related to this research; Section 3 explains the methodology carried out. The results and
discussion are presented in Sections 4 and 5, respectively. Finally, the conclusions are
presented in Section 6.
2. State-of-the-Art
COVID-19 has led institutions to modify their classroom teaching strategies (to virtual
classrooms). There are many studies on this topic. For example, ref. [6] talked about
new relationships between society, students, and teachers. This study discussed the new
challenges, i.e., the planning, development, and evaluation of classes being conducted
from the home and the need to generate conducive environments and a greater interest in
training. Technology allows us to generate digital documents and audiovisual materials
and it ’accompanies’ us in developing classes.
Britez [7] addressed how educational measures were taken in countries such as
Paraguay, Argentina, and Brazil since the first positive case of COVID-19 was discovered. It should be noted that, globally, virtual classes took place in order for the school
year to continue; digital platforms were enabled and various technological resources and
applications (e.g., WhatsApp and Classroom) were used. It was possible to identify problems where teachers and parents were unprepared for virtual environments; situations
where it was not possible to carry out activities virtually were highlighted. In the same
idea, but focusing only on Argentina, ref. [8] studied technological indicators and how
teachers used these resources in distance education during the pandemic. WhatsApp was
mentioned as the most-used medium, even allowing disadvantaged teachers and students
to continue with the educational process. According to the teachers, this situation had a
negative influence on student performances. In [9], the authors looked into the descriptions
of the role changes that teachers and students faced when resorting to virtual learning,
via forums such as wikis, meetings, Zoom, Skype, Classroom, Moodle, etc. The authors
stated that students must work in collaboration with others to achieve the objectives and
force teachers to use computer tools (for the development of digital educational content).
The study concluded that this new work model has fostered certain ways of thinking
and acting in the face of specific problems and that the use of the inverted class model
is positive.
In [10], the authors discussed how the change from face-to-face to virtual education
has mainly affected students from the most disadvantaged socioeconomic strata; this was
seen in an analysis carried out in Ecuador, but could easily be the case in many Latin
American countries. In this study, it was mentioned that 75% of households in Ecuador
do not have computers to carry out virtual education activities; in many cases, the time
on a device must be divided between several children and the parent who is conducting
remote work. Likewise, only 37.2% of households have an internet connection, which is
why only 6 out of 10 children could continue with their education. In [11], the authors
studied the main difficulties encountered by educational institutions and some strategies
used in the teaching–learning processes, focusing on Latin America (particularly Peru,
Mexico, Ecuador, Costa Rica, and Chile). Some of the main problems faced by teachers are
the lack of resources and technological platforms and ignorance of pedagogical models.
In the contingency plan that they exposed, they indicated aspects, such as educational level
(basic, secondary, university, and special education), location (rural or urban), and attitude
towards the use of technologies (of teachers, students, and administrative). Lloyd [12]
focused on educational inequalities in Mexico; according to surveys, only 45% of Mexicans
have computers and only 4% of the people in rural areas have access to the internet.
Regarding teachers, a strong difference was also mentioned between public and private
schools; it is expected that those who work in private schools have greater access to online
technologies and, therefore, their students have better opportunities to take advantage of
resources. It was concluded that it is critical to find solutions that close the technological
gaps in the country.
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The authors of [13] looked at the comparison between the teaching–learning processes
adopted between Mexico and Argentina due to the virtual learning impact; the measures
adopted by universities in said countries were analyzed. Students and teachers participated
in this research, concluding that in contrast to Argentina (where they were adapted to the
use of virtual environments as well as less transportation costs due to virtual learning),
in Mexico, not having equipment (computer or a laptop) and a lack of (or a bad) internet
connection, was the norm. It was concluded that, as part of the new teaching process, methods should be sought to motivate, guide, and establish student concentration, and above
all to find a way to uncover more participatory roles.
With online teaching being forced into effect by this exceptional problem worldwide—
universities have never faced massive online assessments before (from an institutional
perspective). Therefore, teachers and students have had to collaborate to provide responses
that integrate methodological and technological decisions while guaranteeing equity, legal
security, and transparency for all actors, internally and externally. This was presented
by [14], who presented the recommendations made by the Group of Online Teaching
Managers of the Public Universities of Castilla y León; recommendations are aimed at
designing online evaluation mechanisms and strategies, leading to evaluation processes
that are fair for everyone.
In [15], the author wrote about primary and secondary school children; after just
20 days of confinement in Spain, it was the sector most affected by COVID-19 restrictions.
Above all, his study focused on identifying the problems that this confinement will have
when life returns to normal since it identifies problems that the children were involved in
during this time, including feelings of loneliness, domestic violence, family economic situation, etc., and how they should try to cope once the confinement passes. Hall [16] analyzed
the serious problem that Mexico faces regarding sedentary lifestyles and childhood obesity
(which will increase due to the use of virtual education) as well as the sedentary levels of
primary school students during the pandemic.
We should note the analysis made about the perception of learning in a virtual environment and the use of ICT, developed at the Universidad Autónoma de Nuevo León [17] and
the Universidad Autónoma de Chiapas [18]. Moreover, the study highlights how public
universities faced while moving into distant teaching practices at Universidad Autónoma
Metropolitana [19] and Yucatán, México [20]. Furthermore, teaching challenges (regarding
the digitalization process in German schools) were presented by [21,22]; the authors presented a study on the higher education teaching practices experienced in Mexico due to
the switch from face-to-face teaching to emergency remote teaching. The analysis by [23]
concluded that humans learned more about technology and education in 2020 than
in the previous ten years; it was also noted that during the COVID-19 confinement,
the ’mastering’ of app and device usage improved considerably despite the time demands of continuously developing new material in classes. In [24], the authors analyzed
how primary and secondary schools in Catalonia (Spain) implemented the teaching and
learning process during the lockdown, showing a ‘digital range’ involving students and
teachers. They concluded that teachers from private institutions generally presented
better conditions for transitioning to the new model without further setbacks. Similarly,
their results indicated a lack of teachers’ familiarity with various digital tools, i.e., to
facilitate their remote teaching experiences. Finally, the authors of [25] studied different
educational models caused by the COVID-19 pandemic: face-to-face and e-learning.
The main conclusion was that the students preferred to continue with the face-to-face
learning process (49%) rather than online learning (7%) or, failing that, mixed or blended
learning (44%), where the theoretical classes could be online and the practical classes
could be face-to-face.
As shown in this section, there is a considerable amount of research on how the
COVID-19 health emergency has impacted education. For years, there has been talk of
strategies for distance education, for example, in the work carried out by [26], where the
difficulties faced by this educational modality were discussed; the quality of courses and
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terminal efficiency could be improved by detecting improvement strategies and areas
of opportunity.
Various activities had to be modified due to the pandemic, specifically in the educational environment, and teachers and students were immersed in new ways of working;
this included students at all educational levels (from primary to postgraduate) and various
activities (classes, practices, social services, tutorials, etc.).
3. Methodology
A quantitative approach was used at a descriptive–explanatory level. This was a field
study, because first-hand data were obtained directly from primary sources—the teachers.
It was cross-sectional; the measurements were made in single moments.
The Mexican educational system is divided into basic, middle, and higher levels.
The basic level is made up of preschool (from 3 to 6 years old), primary (from 6 to 12 years
old), and secondary education (from 12 to 15 years old); the middle level is high school
(from 15 to 18 years old); the higher levels include bachelor’s, masters, and doctorate
degrees. The study population was made up of higher-education professors from Sinaloa,
Mexico, who work in technology-related programs, with bachelor’s degrees in computer
science, animation and visual effects, information systems engineering, mechatronics,
biotechnology, and software, among others. To obtain data, the authors designed a structured survey with 30 items divided into six categories—(i) demographic information;
(ii) labor information; (iii) infrastructure and teacher training; (iv) teachers’ opinions
on the use of digital technology by the student; (v) teaching skills for virtual teaching;
(vi) effects of COVID-19 in education; the surveys were self-completed by the teachers,
guaranteeing anonymity.
In the survey, teachers were questioned about their demographic and employment
information (gender, age, workplace, area, and highest degree of studies). Opinions were
collected on the infrastructure offered by the institutions where they worked, and whether
they had tools such as a computer, the internet, or smartphones in their homes. Likewise,
they were asked if they had recently received training in relation to ICT or the development
of virtual educational activities. The ‘instrument’, in the same way, covered their opinions
in relation to the use of digital technology by the students, if the teachers felt that they had
the necessary knowledge to design and teach online courses, and finally, their perceptions
about students accepting the new way of receiving classes. The survey was implemented
on the web via Google Forms and distributed by email and social media (WhatsApp and
Facebook) to the participants. In total, 540 higher education teachers responded from
Sinaloa. We protected the rights of the research participants, enhanced the research validity,
and maintained scientific integrity [27]. Moreover, the ethical considerations contained in
the Regulations of the General Health Law in the field of Research for Health [28] were
taken into account, specifically the second title of the Ethical Aspects of Research in Human
Beings, Chapter I, articles 13, 16, and 23.
The answers provided by the teachers are divided into categories: (i) demographic
information, (ii) labor information, (iii) infrastructure and teacher training, (iv) opinion
on the use of digital technology by the student, (v) teaching skills for virtual teaching,
(vi) effects of COVID-19 on education. The responses to the items in these categories
are Likert-type: 5—totally agree, 4—agree, 3—neutral, 2—disagree, 1—totally disagree;
and dichotomous: 2—yes, 1—no. As can be seen, the instrument was designed so that
the positive responses had higher scores; when adding the scores obtained by each study
subject, those with higher numbers were considered as having better training, infrastructure,
skills, and perceived better conditions in their students. This summation was carried out in
the scores to determine if the conditions in the three institutions were homogeneous.
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Correlational analyses were carried out by the institutions, but only with two universities, UAS and UPSIN, as only 10 subjects from the UdeO responded to the survey.
Therefore, a Pearson correlation coefficient greater than 0.6, obtained between all variables,
was compared with the data of the two institutions individually, not between them, with the
objective to make a comparison, finding similarities and differences.
The analysis was carried out with 30 variables, 29 of them independent and 1 dependent: the institution where the teacher worked. To determine the distribution of the data,
the Kolmogorov–Smirnov test was performed with the Lilliefors significance correction,
since N = 540. Subsequently, the chi-squared value of homogeneity was calculated to
evaluate the research hypothesis.
Table 1 shows the instrument’s internal consistency, which obtained a Cronbach’s
alpha of 0.57. Thus, it was considered reliable and acceptable. According to the dimension
or section (Dichotomous), a score of 0.88 was obtained according to Cronbach’s alpha
statistic; the Likert-type section obtained a score of 0.99, making it reliable and acceptable.
The dimensions or sections reached reliability of 0.98.
Table 1. Internal consistency of the survey.
Survey

Item

Total

Alpha

Questions

15, 16, 17, 18, 19, 20,
21, 22, 23, 24, 25, 26,
27, 28, 29 and 30

16

0.990

Computer skills questions

6, 7, 8, 9, 10 and 11

6

0.880

All questions, including percentages (except
gender, age, city, or state where you work, highest
degree of study, and institution where you have
your highest load)

6–30

25

0.579

Dichotomous questions and Likert-type
response questions

–

22

0.984

4. Results
In this section, the results obtained from the survey are analyzed and interpreted.
The data collected from each of the six categories addressed are presented and used to
study the information of the teachers participating in the survey.
Table 2 shows the gender and age distribution of the teachers who responded to
the instrument. These data correspond to the first category of the survey “Demographic
information”, where information, e.g., gender, age, and city where they worked, area
(urban or rural), and the highest degree of study was requested.
As can be seen in Table 2, the last column and last row show the total figures in each
category. It can be observed that the number of male teachers was higher than females,
at 310 (57.40%) and 230 (42.59%), respectively. The ages ranged from 30 to 65, with a higher
frequency of those from 35 to 39.
Regarding the maximum degree of study, while using the instrument to obtain data,
four options were considered: bachelor’s degree, specialty, master’s degree, and doctorate.
The responses are organized by gender and institution in Table 3.
According to the summary observed in Table 3, 220 (40.74%) professors claimed to
have a master’s degree, 210 (38.88%) had a doctorate, 100 (18.51%) had a bachelor’s degree,
and 10 (1.85%) had a specialty degree. All respondents worked in urban areas, at the
Universidad Autónoma de Sinaloa (UAS), Universidad Politécnica de Sinaloa (UPSIN), and
the Universidad Autónoma de Occidente (UAdO); this was uncovered within the second
category “Labor information”, where they were asked to indicate where they worked.
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Table 2. Age and gender distribution.
Age

Male

Female

Total

30–34

20

50

70

35–39

110

40

150

40–44

50

40

90

45–49

60

40

100

50–54

30

40

70

55–59

20

10

30

60–65

20

10

30

Total

310
(57.40%)

230
(42.60%)

540

Source: Original, developed during the investigation.

Table 3. Degree of study by institution and gender.
Institution

Bachelor’s Degree

Specialty

Master’s Degree

Doctorate

Total

Universidad Autónoma
de Sinaloa

0

0

0

10

60

50

120

60

300

Universidad Politécnica
de Sinaloa

50

50

0

0

50

50

10

20

230

Universidad Autónoma
de Occidente

0

0

0

0

10

0

0

0

10

50
9.25%

50
9.25%

0
0

10
1.85%

120
22.22%

100
18.51%

130
25%

80
14.9%

Total

Source: Original, developed during the investigation.

In the third category, “Infrastructure and teacher training”, in the statements about
whether their institutions provided them with computer equipment and an internet connection to teach their in-person classes, 57% of teachers mentioned that the institutions where
they worked did not provide a computer for use during the school day, and only 41% had
an internet connection; 530 (98.14%), 540 (100%), and 500 (92.59%) answered affirmatively
to each of the statements about whether they had the necessary tools at home, such as a
computer, internet connection, and a smartphone, respectively. Finally, 35 and 48% said
they had not received any training regarding ICT or virtual teaching in the last three years,
respectively.
The fourth category, “Teaching opinion on the use of digital technology by the student”,
includes statements about whether the students had the necessary tools at home, such as
a computer, internet connection, and smartphone; the information obtained is presented in
Table 4. According to 300 teachers (55.5%), between 81 and 100% of their students had a
computer at home. In the case of smartphones, 310 teachers (57.4%) answered that 81–100%
of their students had one, but only 220 teachers (40.74%) answered that between 81 and
100% of their students had an internet connection; therefore, it would be impossible for
them to continue with classes remotely.
As can be seen in Table 4, only 55.5% of the students had computer equipment and
57.4% had a smartphone; this allowed us to identify the deficiencies in terms of preparing
students to receive virtual classes. This was mainly due to the lack of financial resources.
Finally, it can be seen that less than half of the students had an internet connection; that
is, only 40.74%. This indicates that even when some of the students had some equipment
to work with (laptop, desktop computer, smartphone) it could be the case that they did
not have an internet connection, which further reduced the number of students who were
prepared to continue with online classes through virtual platforms and video calls, meaning
that, even though the students had the means to adapt to the new teaching modalities, it
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was impossible for them to attend classes, have the proper material, and be able to carry
out tasks and activities on time.
Table 4. Teachers’ opinions on the use of digital technology (by the students).
Statement

0–20%

21–40%

41–60%

61–80%

81–100%

Percentage of students who have
a computer at home

0

20 (3.70%)

60 (11.11%)

160 (29.62%)

300 (55.55%)

Percentage of students who have
a smartphone at home

0

10 (1.85%)

80 (14.81%)

140 (25.92%)

310 (57.40%)

Percentage of students who have internet
access at home

20 (3.70%)

0

70 (12.96%)

230 (42.59%)

220 (40.74%)

Source: original, developed during the investigation.

The next category of the survey, “Teaching skills for virtual teaching”, included
questions related to the teachers’ perception of whether they had the necessary knowledge
to teach their courses virtually. Table 5 summarizes the items in this section, which are
Likert-type and on a scale ranging from 1 to 5—1 for “Totally disagree”, 2 “Disagree”,
3 “Neither agree nor disagree (neutral)” , 4 “Agree”, and 5 “Totally agree”.
Table 5. Teaching skills for virtual teaching.
Statement

1

2

3

4

5

I have the knowledge to design virtual courses

10 (1.85%)

0

40 (7.40%)

170 (31.48%)

320 (59.25%)

I have the knowledge to implement courses on
a virtual platform

10 (1.85%)

0

40 (7.40%)

180 (33.33%)

310 (57.40%)

I have taught online courses through
virtual platforms

20 (3.70%)

50 (9.25%)

20 (3.70%)

130 (24.07%)

320 (59.25%)

I would like to teach courses creating educational
videos in addition to the platform

10 (1.85%)

30 (5.55%)

60 (11.11%)

80 (14.81%)

360 (66.66%)

I have already created and used videos to
support my face-to-face or online courses

30 (5.55%)

80 (14.81%)

70 (12.95%)

70 (12.95%)

290 (53.70%)

I teach subjects that are mainly practical

10 (1.85%)

30 (5.55%)

80 (14.81%)

70 (12.95%)

350 (64.81%)

50 (9.25%)

40 (7.40%)

220 (40.74%)

130 (24.07%)

100 (18.51%)

210 (38.88%)

160 (29.62%)

90 (16.66%)

60 (11.11%)

20 (3.70%)

170 (31.48%)

130 (24.07%)

110 (20.37%)

100 (18.51%)

30 (5.55%)

A video tutorial on techniques and procedures is
enough for the student to reinforce their
theoretical knowledge
Online education is sufficient for the student and
can replace laboratory work or practical training.
My students acquire the same skills by taking
online and face-to-face classes

1: “Strongly disagree”, 2: “Disagree”, 3: “Neither agree nor disagree (neutral)”, 4: “Agree”, and 5: “Strongly agree”.

As illustrated in Table 5, the statements “I have the knowledge to design virtual
courses”, “I have the knowledge to implement courses on a virtual platform”, “I have
taught online courses through virtual platforms”, “I would like to teach courses creating
educational videos in addition to the platform”, “I have already created and used videos to
support my face-to-face or online courses”, and “I teach subjects that are mainly practical”
received the higher answers, with values between 53.70% and 66.66% for “Strongly agree”.
Mostly, teachers (220) were neutral regarding whether “A video tutorial on techniques
and procedures is enough for the student to reinforce their theoretical knowledge”, which
had 40.74%. Even when the professors said they had the knowledge to create educational
content, 210 (38.88%) and 160 (29.62%) answered “Strongly disagree” and “Disagree”,
respectively, to “A video tutorial on techniques and procedures is enough for the student to
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reinforce their theoretical knowledge”. Finally, to the item “My students acquire the same
skills by receiving online and face-to-face classes”, the teachers mostly responded with
“Strongly disagree” and “Disagree” (31.48% and 24.07%).
Table 6 presents the questions from the category “Effects of COVID-19 on education”,
which focused on how teachers perceived the experiences/learning of students via this
type of education. These questions, similar to the previous category, are Likert-type on
a scale that ranges from 1 to 5—1 for “Strongly disagree”, 2 “Disagree”, 3 “Neither agree
nor disagree (neutral)”, 4 “Agree”, and 5 “Strongly agree”.
Table 6. Effects of COVID-19 on education.
Statement

1

2

3

4

5

I feel comfortable using ICT to teach my classes

0

10 (1.85%)

60 (11.11%)

110 (20.37%)

360 (66.66%)

I see my students engaged and with a positive
attitude working remotely

40 (7.40%)

110 (20.37%)

210 (38.88%)

140 (25.92%)

40 (7.40%)

I perceive an improvement in the learning of my
students when working at a distance

60 (11.11%)

190 (35.18%)

220 (40.74%)

50 (9.25%)

20 (3.70%)

My institution has the necessary infrastructure to
teach face-to-face classes without risking the
health of students and teachers due to COVID-19

160 (29.62%)

160 (29.62%)

120 (22.22%)

50 (9.25%)

50 (9.25%)

My health would be at risk, due to COVID-19, if I
return to teach face-to-face classes

30 (5.55%)

20 (3.70%)

30 (5.55%)

60 (11.11%)

400 (74.07%)

1: “Strongly disagree”, 2: “Disagree”, 3: “Neither agree nor disagree (neutral)”, 4: “Agree”, and 5: “Strongly agree”.

As can be seen in Table 6, before the statement “I feel comfortable using ICT to teach
my classes”, 360 (66.66%) of the teachers said they “Strongly agree”, but they did not notice
if the students were engaged or had positive attitudes working remotely; moreover, they
did not perceive any learning improvements in their students while working at a distance.
As for negative issues during the COVID-19 period, it was identified that the institutions
did not have the necessary infrastructure to teach face-to-face classes without risking the
health of students and teachers due to COVID-19. Thus, professors believed that they
would be put at risk if they returned to teach face-to-face classes.
Table 7 shows the Pearson correlation coefficient calculated individually by institution
(only from the UAS and UPSIN). This analysis was not performed with the data from the
third university, UdeO, as only ten subjects answered the survey.
As seen in Table 7, there was a rise in the variables “Percentage of students who have
a computer at home” and “Percentage of students who have Internet access at home” (0.79
in the UAS and 0.89 in the UPSIN). Between the variables “I have the knowledge to design
virtual courses” and “I have the knowledge to implement courses on a virtual platform”,
the correlation was 0.94 in the UAS and 0.80 in the UPSIN. Moreover, among the variables
“Online education is sufficient for the student and can replace laboratory work or practical
training”, and “My students acquire the same skills by taking online and face-to-face
classes” similarities were found in the correlation, resulting in 0.80 in the UAS and 0.73 in
the UPSIN. Finally, there was a correlation of 0.60 in the UAS and 0.67 in the UPSIN, for the
variables “I perceive an improvement in the learning of my students when working at a
distance”, and “My students have the skills to learn online”. The rest of the results show a
correlation <60 for some of the institutions and >60 for others.
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Table 7. Pearson correlation coefficient calculated by institution.
Survey Items/Correlated Variables

UAS
UPSIN
Pearson (r)

Percentage of students who have a computer at home
Percentage of students who have internet access at home
Percentage of students who have a smartphone at home

0.79
0.09

0.89
0.69

Percentage of students who have internet access at home
Percentage of students who have internet access at home

0.22

0.74

I have the knowledge to design virtual courses
I have the knowledge to implement courses on a virtual platform

0.94

0.80

I have the knowledge to implement courses on a virtual platform
My institution has the necessary infrastructure to teach face-to-face classes
without risking the health of students and teachers due to COVID-19

−0.17

−0.64

I would like to teach courses creating educational videos in addition to
the platform
I have already created and used videos to support my face-to-face or online courses
I would like to receive training in virtual teaching

0.37

0.61

0.11

0.72

0.29

0.66

0.80
0.76

0.73
0.20

0.73

0.33

0.80

0.73

0.20

0.62

0.60
0.65

0.67
−0.26

A video tutorial on techniques and procedures is enough for the student
to reinforce their theoretical knowledge
Online education is sufficient for the student and can replace laboratory work
or practical training
Online education is sufficient for the student and can replace laboratory
work or practical training
My students acquire the same skills by taking online and face-to-face classes
I perceive an improvement in the learning of my students when working at
a distance
My students acquire the same skills by taking online and face-toface classes
I perceive an improvement in the learning of my students when working at
a distance
I see my students engaged and with a positive attitude working remotely
I perceive an improvement in the learning of my students when working at
a distance
My students have the skills to learn online
I perceive an improvement in the learning of my students when working
at a distance
My students have the skills to learn online
My institution has the necessary infrastructure to teach face-to-face classes
without risking the health of students and teachers due to COVID-19
Source: Original, developed during the investigation.

To obtain the distribution of the dependent variable, made up of the sum of the
data from categories (ii) labor information, (iii) infrastructure and teacher training, (iv)
teaching opinions on the use of digital technology by the student, (v) teaching skills for
virtual teaching, and (vi) effects of COVID-19 on education—the Kolmogorov–Smirnov
test (Table 8) was performed with the Lilliefors significance correction, since the sample
was composed of 540 data points.
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Table 8. Kolmogorov—Smirnov test.
Summation
N

540

Normal parameters

Maximum extreme differences

Average

311.35

Deviation

41.848

Absolute

0.183

Positive

0.121

Negative

−0.183

Test statistic

0.183

p-value

7.075 × 10−50

As can be seen in Table 8, the p-value is almost zero (7.075 × 10−50 ), so the distribution
is not normal. This is confirmed in Figure 1. The analysis of the data must be carried out
with non-parametric tests because it presents this type of distribution,

Figure 1. Histogram of the data distribution of the dependent variable (teacher’s institution).

Table 9 shows the frequency distribution of teachers with scores higher and lower
than 300, by institution.
Table 9. Frequency distribution by institution.
Institutions
UAS

UPSIN

UAdeO

Total

N

%

N

%

N

%

N

%

<300

80

28.6

50

21.7

10

33.3

140

25.9

>300

200

71.4

180

78.3

20

66.7

400

74.1

Total

280

100

230

100

30

100

540

100

Summation

Table 9 shows the number of teachers and their percentages by institution (UAS,
UPSIN, and UAdeO), with scores higher and lower than 300.
To answer the hypothesis—the human, infrastructure, and training conditions necessary to carry out the teaching work and implement the expected learning were different at
each university in Sinaloa, Mexico, during the COVID-19 pandemic. The chi-squared value
of homogeneity was calculated; it was 3.977 (Table 10). The significance (p-value) was 0.137
(13.7%).
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Table 10. Chi-squared tests of homogeneity.
Value

df

Significance
(p-Value)

Pearson’s chi-squared

3.977

2

0.137

Likelihood ratio

3.922

2

0.136

N of valid cases

540

5. Discussion
The SARS-CoV-2 coronavirus pandemic has caused profound changes in society, which
have not been gradual, but immediate; these changes surprised the world as, globally,
we lacked the necessary preparations. Many activities are now carried out from home
(online). Universities and their different actors—students, teachers, managers—are not
immune to this disaster, but based on the experiences from overcoming other epidemics,
the importance of continuing with daily activities, as much as possible, has been demonstrated. As stated by the Centers for Disease Control and Prevention (CDC), “in a pandemic
[. . . ], these [academic] institutions must maintain a balance between academic continuity,
infection control, and minimization of morbidity” [29].
To alleviate infections and reduce the pandemic’s impact, as well as avoid student
and teacher absenteeism, government authorities (globally), including in Mexico, opted
for online education, relying on internet technology and the services it offers. Lifestyle
changes, which imply modifying the habits and behaviors of the population, were needed.
In addition to fostering isolation between society, including students and teachers, this new
way of living also assumes that the educational process continues, whether it be with the
help of social media, email, or learning platforms. This is conducted with the goal to reduce
infections—until the outbreak disappears or while an effective vaccine is developed.
Therefore, the teachers participating in the study were questioned as to whether
whether a video tutorial (on techniques and procedures) would be enough for the students
to ’reinforce’ their theoretical knowledge—only 90 said they fully agreed or agreed, 220
did not agree or they disagreed, and 140 disagreed or strongly disagreed. This contrasts
with the findings by [30,31], who affirmed that these instruments favor the involvement
of students in the educational process, helping them to strengthen their knowledge and
narrow the learning gaps, turning video into an effective educational tool.
Only 90 professors claimed to fully agree or agree that online education was sufficient
for the student to replace laboratory or practical training; the rest maintained neutral
positions or disagreed. This perception is different from the conclusion reached by [32]:
online education in some institutions has increased the access to information by teachers
and students. A rich, collaborative environment for students can improve academic
standards. It also differs from the results by [33], who affirm that the use of e-learning
is positively and significantly related to student satisfaction, having an impact on the
intention of use that, in turn, affects the effectiveness of e-learning.
The previous opinion disagrees with the assessment of the students—300 teachers
said that they acquired the same skills when taking classes online as in person (56%);
the other 44% (240 teachers) were neutral or were in disagreement. These results coincide with the research by [34], who carried out a study using a blended learning model
with a hands-on approach for in-service secondary school teachers. They looked at the
combination of e-learning and face-to-face discussions, finding that access, flexibility, costeffectiveness, improved interaction, forming a teacher network, and the participation of
administrators, instructors, and school leaders were factors that contributed to the success
of the learning model. This coincides with the findings by [35], who found that the use of
e-learning [. . . ] for medical students was an interesting alternative and an effective method
to develop competence.
Only 150 teachers considered that their students were engaged and had positive
attitudes toward working remotely. The rest, 390 teachers, ranged from having neutral
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positions to completely disagreeing. The previous assertion does not coincide with the
research by [36], who found that e-learning in higher education could have a positive
impact on the learning process, such as greater satisfaction, motivation, and greater student
engagement. It also did not coincide with the research by [37], who provided evidence
about the achievement of the reflective commitments of students [. . . ]. The designed
initiative allowed students to achieve significant gains in knowledge to improve their
understanding of e-learning. Students perceived that the initiative could help them achieve
their learning outcomes. They also perceived that group interactions and the exchange of
experiences with peers, teachers, and related experts in this context could help advance
their knowledge.
Given the statement “I perceive an improvement in the learning of my students when
working at a distance”, 150 teachers (28%) completely agreed or agreed with it; however,
the vast majority, 390 teachers (72%), ranged from neutral positions—through disagreeing
to completely disagreeing. These results coincided with those by [38], who showed that
learning performance was higher in a flipped classroom environment compared to other
learning environments, such as traditional, e-learning, and b-learning. Students in the
b-learning environment had better learning performances compared to the e-learning environment.
However, the results differed from a study on the implementation of m-learning in
education, where it was found that mobile adaptations compared to e-learning approaches
had limited impacts (on the performances) in learning practical skills. Information was also
collected on the use of mobile systems (which were developed by the authors according to
the contents of the classes taught, with mobile and web interfaces) and was compared with
traditional computer access. The results suggest that students learned in a similar context
regardless of the way they accessed learning content. This may lead to the questioning of
current assumptions on student mobility [39].
6. Conclusions
Implementation (planned or not) of online learning must occur with appropriate
strategies. Students must have the skills required by this challenge; trained teachers,
institutional support, and the necessary infrastructure for teachers and students must be
available. There is a significant relationship between e-learning strategies and the increase
in the efficiency of educational performance in universities [40].
Due to the statistical results, the hypothesis cannot be accepted because there is not
enough evidence to conclude that the variables are associated. So, the following hypothesis
is rejected: the human conditions, infrastructure, and training necessary to carry out
teaching work and achieve the expected learning were different at each university in
Sinaloa, Mexico, during the COVID-19 pandemic. Therefore, it is concluded that, in the
universities in Sinaloa, Mexico, there were no significant differences in human resources,
infrastructure, and training regarding the implementation of online education during the
COVID-19 pandemic. Additionally, it was observed (Table 8) that the teachers of UAdeO
presented less favorable conditions (66.7%) than those of UAS (71.4%) and UPSIN (78.3%).
The results of this study will be valuable in case of another contingency, whether
natural or artificial. The main recommendations could be divided into three sections:
teachers, students, and government or educational authorities.
Regarding teachers—they must be permanently trained in the use of new digital
technologies, which are constantly evolving; in addition, they must constantly produce academic material and make it available to the educational community. Therefore, the docents
should be prepared to use virtual platforms, such as Moodle, Google Classroom, Microsoft
Teams, etc. Moreover, they need to be prepared to elaborate on class material via the use
of videos or support lecture documents that back up the information in class (in case the
student cannot be present physically). This should be included in the preparation of all
teachers, particularly in the technological areas.
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For teachers, it is essential to accept that a more personalized and agile approach is
needed for this type of education, for example, more personalized communication with
students throughout the semester and the provision of tailor-made solutions that meet
the needs of students. Furthermore, regarding evaluations, it is necessary to design more
appropriate strategies and synchronize them with how it is taught. In this sense, methods,
such as creating activities in mobile applications (e.g., Kahoot!), writing blogs, publishing
videos on YouTube, generating mental maps and preparing presentations in different
interactive formats, should be considered.
Students should receive instructions on how to use ICT (this knowledge should be
updated as often as necessary). The essential issue is to offer students virtual environments
and prepare extra courses, seminars, or video tutorials about the general use of the tools. It
is difficult for a student to follow the class in an environment that is complicated to manage
or one that the student does not understand.
A positive result of this situation (virtual learning due to the pandemic) involves the
support provided by international corporations, such as Microsoft and Google. The former
involves Teams; the latter involves Google Classroom and Google Meet. Both provide free
online courses and certifications for teachers and have made alliances with universities for
free licenses.
Finally, administrators of educational institutions, governments, and educational
authorities at all levels must seek financing options, both internally and externally, to keep
their IT infrastructures as updated as possible, and sufficient for teachers and students.
Regarding lower-resource students, spaces that provide continued education should be
offered, ensuring that all students have access to the minimum hardware and software,
as well as high-bandwidth internet connections, to continue their learning in situations
similar to the one that has prevailed in the world at present.
This study has limitations. The sample was restricted to teachers who teach undergraduate courses in the areas of computer science at three public universities in the southern
Mexican state of Sinaloa. Obtaining data in electronic form may have excluded people
without internet connections. The application of the survey during the COVID-19 pandemic
period may not have resulted in accurate answers due to other obvious concerns in the
population and the possibility that some teachers had symptoms of the disease.
Author Contributions: Conceptualization, C.T.-B. and A.Z.-C.; methodology, C.T.-B., A.Z.-C.,
G.-M.P.-G. and A.-R.M.-G.; formal analysis, C.T.-B., A.Z.-C. and J.-A.A.-C.; investigation, C.T.-B.,
A.Z.-C., G.-M.P.-G., J.-A.A.-C. and A.-R.M.-G.; writing—original draft preparation, C.T.-B. and A.Z.-C.;
writing—review and editing, C.T.-B., A.Z.-C., G.-M.P.-G., J.-A.A.-C. and A.-R.M.-G.; supervision,
C.T.-B. and A.Z.-C. All authors have read and agreed to the published version of the manuscript.
Funding: This research received no external funding.
Institutional Review Board Statement: Not applicable.
Informed Consent Statement: Not applicable.
Data Availability Statement: The data analyzed and obtained for this study are available at https:
//doi.org/10.6084/m9.figshare.20075897.v1 (accessed on 9 May 2022).
Acknowledgments: This work was partially supported by the Universidad Autónoma de Sinaloa
(UAS, Mexico) by PRODEP (Programa para el Desarrollo Profesional Docente), the support of
the Cuerpo Académico Tecnología Educativa I+D+I (UAS-CA-303), and the PROFAPI projects:
Tripp-Barba (PRO-A8-033), Zaldívar-Colado (PRO-A4-021), Peña-García (PRO-A4-011), and AguilarCalderón (PRO-A8-042).
Conflicts of Interest: The authors declare no conflict of interest.

References
1.
2.

UNICEF. COVID-19: Más del 95 por Ciento de Niños y Niñas Está Fuera de las Escuelas de América Latina y el Caribe; UNICEF:
New York, NY, USA, 2020.
CEPAL. La Educación en Tiempos de la Pandemia de COVID-19; CEPAL: Santiago, Chile, 2020.

Int. J. Environ. Res. Public Health 2022, 19, 7687

3.
4.
5.
6.
7.
8.
9.

10.
11.
12.

13.

14.
15.
16.
17.
18.
19.
20.
21.
22.

23.
24.
25.
26.
27.
28.
29.
30.

15 of 16

Grupo Banco Mundial. COVID-19: Impacto en la Educación y Respuestas de política Pública; Grupo Banco Mundial: Washington, DC,
USA, 2020.
Sintema, E. Effect of COVID-19 on the Performance of Grade 12 Students: Implications for STEM Education. Eurasia J. Math. Sci.
Technol. Educ. 2020, 16, em1851. [CrossRef]
Usak, M.; Masalimova, A.; Cherdymova, E.; Shaidullina, A. New playmaker in science education: COVID19. J. Balt. Sci. Educ.
2020, 19, 180–185. [CrossRef]
Gazzo, M.F. La educacion en tiempos del COVID-19: Nuevas practicas docentes, nuevos estudiantes? Rev. Dep. Cienc. Soc. 2020,
7, 58–63.
Britez, M. La educacion ante el avance del COVID-19 en Paraguay. Comparativo con países de la Triple Frontera. Hum. Sci. 2020,
1–15 . [CrossRef]
Expósito, C.; Marsollier, R. Virtualidad y educacioon en tiempos de COVID-19. Un estudio empirico en Argentina. Educ.
Humanismo 2020, 22, 1–22. [CrossRef]
Santana-Sardi, G.; Mawyin-Cevallos, F.; Gutiérrez-Santana, J.; Santos-Moreira, L.; de la Peña-Consuegra, G. Buenas prácticas de
enseñanza-aprendizaje con el empleo de clases invertidas para la formación continúa en tiempos de COVID-19. Dominio Cienc.
2020, 6 , 331–348. [CrossRef]
Vivanco-Saraguro, A. Teleducación en tiempos de COVID-19: Brechas de desigualdad. CienciAméRica 2020, 9, 166–175. [CrossRef]
Fardoun, H.; González, C.; Collazos, C.; Yousef, M. Estudio exploratorio en iberoamerica sobre procesos de enseñanza-aprendizaje
y propuesta de evaluación en tiempos de pandemia. Educ. Knowl. Soc. 2020, 21, 1–9. [CrossRef]
Lloyd, M. Desigualdades educativas y la brecha digital en tiempos de COVID-19. In Educación y pandemia: Una visión académica;
Cardiel, H.C., Ed.; Universidad Nacional Autonoma de México, Instituto de Investigaciones sobre la Universidad y la Educacion:
Ciudad de Mexico, Mexico, 2020; pp. 115–121.
Maldonado-Gómez, G.; de los Ángeles Miró, M.; Stratta, A.; Mendoza, A.A.B.; Zingaretti, L. La educacion superior en tiempos
de COVID-19: Análisis comparativo México—Argentina. Rev. Investig. GestiÓn Ind. Ambient. Segur. Salud Trab. 2020, 2, 35–60.
[CrossRef]
García-Peñalvo, F.; Corell, A.; Abella-García, V.; Grande, M. La evaluacion online en la educacion superior en tiempos de la
COVID-19. Educ. Knowl. Soc. 2020, 21, 1–26. [CrossRef]
Álvarez Zarzuelo, M. El confinamiento de niñas y niños en España en 2020 por la crisis del COVID-19: Propuestas desde la
Educacion Social Escolar para la vuelta al centro escolar. RES Rev. Educ. Soc. 2020, 30, 457–461.
Hall, J.; Ochoa-Martínez, P. Enseñanza virtual en educación física en primaria en México y la pandemia por COVID-19. Rev.
Cienc. Act. FÍsica 2020, 21, 1–7. [CrossRef]
Torres Perez, E.C. Percepción del Desempeno del Aprendizaje en Línea en Alumnos de Odontología en México Durante la
Pandemia SARS-CoV-2. Master’s Thesis, Universidad Autónoma de Nuevo León, San Nicolas de los Garza, Mexico, 2022.
Guillen, I.R.; Gallegos Cuellar, M.P.; Flores Alfaro, L.d.C. Using Technologies in 21st Century: COVID-19 as an Acceleration
Factor to Virtualize the World. Int. J. Innov. Sci. Res. Technol. 2020, 5, 307–309. [CrossRef]
Paredes Arriaga, A.M.; Munoz Gonzalez, L.F.; Velazquez Palmer, M.C.A. Distant Teaching: A Way to Face COVID-19 Pandemic
in a Public University. Eur. J. Educ. Artic. 2020, 3, 120–128. [CrossRef]
Chan Chi, G.I.; Rodríguez Pech, J. Challenges and difficulties of secondary school teachers in times of COVID-19. Rev. Investig.
Tecnol. Inf. (RITI) 2022, 10, 107–118. [CrossRef]
Delcker, J.; Ifenthaler, D. Teachers’ perspective on school development at German vocational schools during the COVID-19
pandemic. Technol. Pedagog. Educ. 2021, 30, 125–139. [CrossRef]
Zapata-Garibay, R.; González-Fagoaga, J.E.; González-Fagoaga, C.J.; Cauich-García, J.R.; Plascencia-López, I. Higher Education
Teaching Practices Experience in Mexico, During the Emergency Remote Teaching Implementation due to COVID-19. Front.
Educ. 2021, 6, 628158. [CrossRef]
Delgado, F. Teaching Physics for Computer Science Students in Higher Education During the COVID-19 Pandemic: A Fully
Internet-Supported Course. Future Internet 2021, 13, 35. [CrossRef]
Palau, R.; Fuentes, M.; Mogas, J.; Cebrián, G. Analysis of the implementation of teaching and learning processes at Catalan
schools during the COVID-19 lockdown. Technol. Pedagog. Educ. 2021, 30, 183–199. [CrossRef]
Costado Dios, M.T.; Piñero Charlo, J.C. Face-to-Face vs. E-Learning Models in the COVID-19 Era: Survey Research in a Spanish
University. Educ. Sci. 2021, 11, 293. [CrossRef]
Miramontes-Arteaga, M.; Villapudua, K.C.; Rodríguez, H.M. Estrategias de aprendizaje en la educación a distancia. Rev. Investig.
Tecnol. Inf. 2019, 7, 199–214. [CrossRef]
Petousi, V.; Sifaki, E. Contextualising harm in the framework of research misconduct. Findings from discourse analysis of
scientific publications. Int. J. Sustain. Dev. 2020, 23, 149–174. [CrossRef]
De la Salud, P. Reglamento de la ley General de Salud en Materia de Investigacion Para la Salud; Diario Oficial de la Federación: Ciudad
de Mexico, Mexico, 2014.
CDC. CDC Guidance for Responses to Influenza for Institutions of Higher Education during the 2009–2010 Academic Year; CDC: Atlanta,
GA, USA, 2010.
Rodríguez-García, A.; Lucena, M.H.; Ágreda Montoro, M. Análisis del uso de vídeo-tutoriales como herramienta de inclusión
educativa. Publicaciones 2017, 47, 13–35.

Int. J. Environ. Res. Public Health 2022, 19, 7687

31.
32.
33.
34.
35.

36.
37.
38.
39.
40.

16 of 16

Brame, C.J. Effective Educational Videos: Principles and Guidelines for Maximizing Student Learning from Video Content.
CBE—Life Sci. Educ. 2016, 15, es6. [CrossRef]
Arkorful, V.; Abaidoo, N. The role of e-learning, advantages and disadvantages of its adoption in higher education. Int. J. Instr.
Technol. Distance Learn. 2015, 2, 29–43.
Al-rahmi, W.M.; Othman, M.S.; Mi Yusuf, L. The Effectiveness of Using E-Learning in Malaysian Higher Education: A Case
Study Universiti Teknologi Malaysia. Mediterr. J. Soc. Sci. 2015, 6, 625–637. [CrossRef]
Ho, V.T.; Nakamori, Y.; Ho, T.B.; Lim, C.P. Blended learning model on hands-on approach for in-service secondary school teachers:
Combination of E-learning and face-to-face discussion. Educ. Inf. Technol. 2016, 21, 185–208. [CrossRef]
Salajegheh, A.; Jahangiri, A.; Dolan-Evans, E.; Pakneshan, S. A combination of traditional learning and e-learning can be more
effective on radiological interpretation skills in medical students: A pre- and post-intervention study. BMC Med. Educ. 2016,
16, 46. [CrossRef]
Urh, M.; Vukovic, G.; Jereb, E.; Pintar, R. The Model for Introduction of Gamification into E-learning in Higher Education.
Procedia Soc. Behav. Sci. 2015, 197, 388–397. [CrossRef]
Kong, S.C.; Song, Y. An experience of personalized learning hub initiative embedding BYOD for reflective engagement in higher
education. Comput. Educ. 2015, 88, 227–240. [CrossRef]
Thai, N.T.T.; De Wever, B.; Valcke, M. The impact of a flipped classroom design on learning performance in higher education:
Looking for the best blend of lectures and guiding questions with feedback. Comput. Educ. 2017, 107, 113–126. [CrossRef]
Garcia-Cabot, A.; de Marcos, L.; Garcia-Lopez, E. An empirical study on m-learning adaptation: Learning performance and
learning contexts. Comput. Educ. 2015, 82, 450–459. [CrossRef]
Abdalmenem, S.; Abu-Naser, S.; Al-Shobaki, M.; Abu-Amunaa, Y. Relationship between e-Learning Strategies and Educational
Performance Efficiency in Universities from Senior Management Point of View. Int. J. Acad. Inf. Syst. Res. 2019, 3, 1–7.

