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Emergency E-Learning as a Gateway to Psychosocial Recovery Among Al-Aqsa 
University Students in Gaza During the War: An Explanatory Mixed-Methods 

Study 
Abstract: 

Background: The protracted warfare in Gaza has led to the structural collapse of 
higher educaƟon, demanding urgent alternaƟve instrucƟonal frameworks for student 
survival. ObjecƟves: This study aimed to examine the role of e-learning as a gateway 
to psychosocial recovery among Al-Aqsa University students in Gaza during the war, 
invesƟgate diīerences across demographic and logisƟcal variables, and qualitaƟvely 
explain students' lived experiences to contextualize the staƟsƟcal Įndings. 
Methodology: An explanatory sequenƟal mixed-methods design was employed. The 
digital quanƟtaƟve sample comprised n = 298 EducaƟon students who completed a 
21-item Psychosocial Recovery Scale. The qualitaƟve sample included n = 248 students 
responding to a digital open-ended interview card. QuanƟtaƟve data were analyzed 
using descripƟve staƟsƟcs and MANOVA, while qualitaƟve data were processed via 
Braun and Clarke’s inducƟve themaƟc analysis. Results: QuanƟtaƟve results revealed 
a high overall evaluaƟon of e-learning's role in supporƟng recovery (M = 3.62, SD = 
0.81), with social recovery scoring 3.63 and psychological recovery scoring 3.61. 
StaƟsƟcally signiĮcant diīerences (p < 0.05) were found based on gender (favoring 
females, (𝜂0.019 = 2ߩ) and residence (favoring displacement camp residents, 𝜂2ߩ= 
0.025), whereas technology type, internet, and electricity status showed no signiĮcant 
diīerences. The qualitaƟve analysis interpreted the staƟsƟcal Įndings through six 
comprehensive themes: posiƟve distracƟon and psychological shield; hope sustainer 
and ambiƟon driver; social cohesion and third space; resilience and technical 
adaptaƟon; insƟtuƟonal Ňexibility as an incubator; and psychological challenges and 
digital burden. Conclusion & ImplicaƟons: Emergency e-learning transcended its 
convenƟonal academic funcƟon to operate as an existenƟal lifeline, fostering Everyday 
Sumud and restoring human agency amidst scholasƟcide. Based on these integrated 
Įndings, the study introduces the Trauma-Informed Displacement Digital Pedagogy 
(TIDP) Model, recommending its insƟtuƟonalizaƟon to adopt low-tech, Ňexible, and 
trauma-sensiƟve digital conĮguraƟons tailored to protracted displacement contexts. 

Keywords: Emergency E-Learning, Psychosocial Recovery, Al-Aqsa University, 
ScholasƟcide, Everyday Sumud, TIDP Model, Mixed Methods. 

 

1. IntroducƟon 

1.1. Context of the Study 

The occupied PalesƟnian territory, parƟcularly the Gaza Strip, is subjected to an 
ongoing aggression that has resulted in unprecedented destrucƟve impacts on the 



social fabric, economic infrastructure, and human development. This war has leŌ 
massive human casualƟes, including the killing, injury, and disappearance of a large 
percentage of the populaƟon within brief periods—with a disproporƟonately high rate 
of women and children among the vicƟms. Consequently, excepƟonal psychological 
and social pressures have been imposed on PalesƟnian society, parƟcularly the 
university student demographic, which faced a severe humanitarian crisis and forced, 
repeated displacement aīecƟng more than 75% of the populaƟon (UNDP & ESCWA, 
2024). 

EducaƟonal insƟtuƟons were not isolated from this destrucƟon; internaƟonal staƟsƟcs 
indicate an actual collapse of the educaƟonal system due to the direct and indirect 
targeƟng of schools and universiƟes. Approximately 100 schools and universiƟes were 
completely destroyed, hundreds of other insƟtuƟons were damaged, and hundreds of 
teachings and academic staī were martyred. This has deprived students of their basic 
right to educaƟon and caused a regression in Human Development Index (HDI) 
indicators in the Gaza Strip by more than two decades, threatening the emergence of 
"lost generaƟons" facing complex psychosocial crises (UNDP & ESCWA, 2024). 

This systemaƟc targeƟng manifests in what internaƟonal and human rights literature 
deĮnes as "scholasƟcide" or "educide"—the deliberate and systemaƟc destrucƟon of 
educaƟonal life and insƟtuƟons, encompassing severe losses among students and staī 
alongside the annihilaƟon of university infrastructures. Data from the PalesƟnian 
Ministry of EducaƟon and Higher EducaƟon reveals the targeƟng of personnel and the 
destrucƟon or damage of over 95% of university buildings, a paƩern classiĮed by 
United NaƟons experts in New York as an intenƟonal eīort to erase the educaƟonal 
system as a cornerstone of naƟonal idenƟty and collecƟve culture (United NaƟons, 
2024; Desai et al., 2025; Iriqat et al., 2025). This destrucƟon transcends physical 
dimensions to consƟtute a paƩern of "organized violence of forgeƫng" and the 
"structural violence of scholasƟcide," aiming to impose historical and cultural amnesia, 
erase reservoirs of cumulaƟve memory, and obliterate narraƟves of cogniƟve 
resistance. 

This deprivaƟon renders students vulnerable to the erosion of protecƟve insƟtuƟonal 
environments that safeguard their dignity, leading to heightened existenƟal anxiety 
and extended psychosocial trauma (Giroux, 2025). Furthermore, the determinants of 
recovery are intrinsically linked to the tacƟcs of "siege warfare" that target higher 
educaƟon insƟtuƟons to engineer "spaces of despair" and deplete moral energy, 
causing chronic mental exhausƟon that weakens tradiƟonal psychological strengths 
and drives individuals toward losing hope in the future (McGahern, 2025). 

The condiƟons of war and forced displacement have shaƩered the baseline levels of 
Maslow’s hierarchy of needs—namely, basic physiological necessiƟes and physical and 
psychological safety needs. This has placed students' psychological systems in a state 



of permanent hypervigilance against dangers, inducing acute mental distracƟon that 
impedes memory processes, concentraƟon, and academic achievement. Field data 
reveals that academics and displaced students within shelter tents face complex 
emoƟonal and economic crises, manifested in a loss of control over their living 
environments, daily existenƟal threats, and the crushing of occupaƟonal and Įnancial 
security, leading to escalaƟng rates of mental exhausƟon, psychological distress, and a 
collecƟve sense of loss (Abusamra, 2024). InternaƟonal esƟmates indicate that the 
aggression has leŌ hundreds of thousands of students deprived of face-to-face 
educaƟon, rendering more than one million students in need of psychosocial support 
intervenƟons to confront extended trauma. UNRWA reports conĮrm that scarcity of 
aid and the systemaƟc destrucƟon of infrastructure have deepened trauma and 
imposed chronic psychological and social disorders (United NaƟons, 2024; UNRWA, 
2025). 

1.2. Emergency E-Learning and Psychosocial Support (Literature Review) 

To analyze psychosocial recovery mechanisms within conŇict seƫngs, the 
conceptualizaƟon of PalesƟnian resilience (Sumud) emerges as a collecƟve, solidary 
pracƟce deeply rooted in culture and community resistance, rather than a purely 
individualisƟc trait. Students’ persistence in virtual educaƟon despite destrucƟon 
represents a form of educaƟonal and existenƟal resistance, wherein virtual spaces 
transform into an environment that generates "existenƟal hope" and a sense of 
conƟnuity and normal life. This resilience intersects across three levels: individual 
(post-trauma adaptaƟon), community/collecƟve (digital support networks), and 
naƟonal (rejecƟon of scholasƟcide policies) (Junina, 2026). 

ConstrucƟng an explanatory model for recovery requires dismantling imported 
Western psychological concepts, foremost among which is tradiƟonal psychological 
resilience based on "bouncing back to a previous state." PalesƟnian literature proposes 
"endurance and resistance" as an alternaƟve, dynamic system that transcends passive 
adaptaƟon to anchor itself in a collecƟve framework integraƟng aƩachment to the 
land, knowledge insƟtuƟons, forƟtude, and the "normalizaƟon of the abnormal" to 
recreate a stable daily life. Actual recovery is bound to the synchronizaƟon of 
emoƟonal support with the principle of social jusƟce, while preserving students' 
dignity and human agency (Giacaman, 2019). This necessitates a shiŌ toward 
"mulƟlevel social resilience," where resilience is a parƟcipatory process founded on 
the ability of groups to generate solidary bonds that protect against existenƟal 
crushing, shiŌing the focus from the "grieved ego" to a "shared desƟny" (Cacioppo et 
al., 2011). Furthermore, educaƟonal responses anchor themselves in "trauma-
informed educaƟon" and "trauma-based instrucƟonal pracƟce," which recognize the 
eīects of trauma on emoƟonal and cogniƟve performance and rely on principles of 
trauma-directed care: safety, trustworthiness, Ňexible choices, collaboraƟon, and 



empowerment (Carello & Butler, 2015; Koval et al., 2024). Accordingly, this study 
adopts the concept of "transformaƟonal resilience and recovery as a conƟnuous 
process" based on shared human agency (Shah et al., 2019). 

In light of total closures and the destrucƟon of university premises, including Al-Aqsa 
University in Gaza, shiŌing toward e-learning was no longer a technological luxury, but 
an inevitable alternaƟve and a core survival mechanism. Academic insƟtuƟons in Gaza 
demonstrated an excepƟonal paƩern of "community and academic resilience," 
acƟvaƟng digital learning modes relying on simple, low-cost technical tools suited to 
severe resource scarcity. This digital arena transformed into a "third space" that 
gathered scaƩered students within displacement tents, providing virtual environments 
to sustain learning and academic communicaƟon (Junina et al., 2026). Students' 
engagement in these environments acquires a liberatory dimension and a conscious 
pracƟce of existenƟal resistance through knowledge. Sustaining educaƟonal acƟvity 
plays a therapeuƟc role through generaƟng criƟcal consciousness and human agency, 
alongside repairing human bonds, granƟng students the psychological momentum to 
achieve transformaƟonal psychosocial recovery (Giroux, 2025; McGahern, 2025). 

Psychosocially, e-learning environments represent an academic and psychological 
lifeline; engaging in virtual lectures helps break isolaƟon, restore academic belonging, 
reconstruct academic idenƟty, enhance self-regulaƟon, and alleviate stress and 
disorder. EvaluaƟve studies at Al-Aqsa University have proven the contribuƟon of these 
plaƞorms to enhancing individual and collecƟve resilience, parƟcularly among 
displaced students (Junina et al., 2026; Mahdi & Al-Taaban, 2026). Concurrently, the 
digital learning environment imposes complex challenges, including limited resources 
(electricity outages, ŇuctuaƟng internet, device shortages, overcrowding) and 
psychological and social barriers (mental distracƟon, anxiety, conƟnuous threats). 
StaƟsƟcal indicators revealed a strong negaƟve correlaƟon (r = -0.778) between these 
challenges and e-learning eĸciency, with signiĮcant variance favoring students in 
relaƟvely stable homes (Mahdi, 2026). Other studies showed that the shiŌ toward e-
learning received signiĮcant support as the sole Ňexible mechanism ensuring semester 
conƟnuity, intersecƟng with security and economic anxieƟes to render it an 
"existenƟal safety environment" (Farrah et al., 2025). 

The jusƟĮcaƟon for the importance of e-learning rests on its capability to "reshape a 
safe daily rouƟne" amid chaos, providing an existenƟal purpose that supports 
adaptaƟon, and demanding the engineering of curricula that transcend academic 
empowerment toward building psychosocial survival competencies (Abed Alah, 2024; 
Salha et al., 2024). Self-determinaƟon theory supports uƟlizing interacƟve acƟviƟes to 
saƟsfy needs for autonomy, competence, and social relatedness (Beserra et al., 2024), 
while emoƟonal support from the instructor acts as a mediator that builds academic 
self-eĸcacy and, subsequently, academic resilience (Guo et al., 2025). 



1.3. The Present Study & Research Gap 

Based on the hierarchical and criƟcal review of the theoreƟcal background and 
contemporary literature, it is noted that local studies examining the reality of Al-Aqsa 
University in Gaza during the war primarily focused on monitoring technical and 
environmental challenges, the eĸciency of emergency e-learning, and general levels 
of community resilience through descripƟve-analyƟcal survey designs (Mahdi, 2026; 
Mahdi & Al-Taaban, 2026). These studies revealed signiĮcant diīerences based on 
place of residence and a staƟsƟcally signiĮcant negaƟve correlaƟonal relaƟonship 
between psychosocial pressures and plaƞorm eĸciency. Despite the importance of 
these descripƟve indicators, they did not directly approach the variable of 
"psychosocial recovery" as a transformaƟonal instrucƟonal system that can be 
intenƟonally engineered via virtual space, mostly suĸcing with poinƟng out the 
importance of integraƟng psychological support programs as a complementary aspect. 
Although the study by Junina (2026) delved qualitaƟvely into students' responses by 
monitoring dimensions of daily resilience and low-cost emergency pedagogy tacƟcs, it 
was limited to a sample of English language majors. Hence, there remains a need for 
a broader explanatory study applied to mulƟple disciplines and faculƟes (such as the 
Faculty of EducaƟon) to scienƟĮcally explore how digital plaƞorms can serve as an 
intervenƟon supporƟng psychosocial recovery. 

It is worth noƟng that recent local studies addressing e-learning challenges and 
resilience levels among Al-Aqsa University students collected their quanƟtaƟve data 
under highly complex Įeld condiƟons imposed by war, repeated displacement, and 
severe restricƟons on accessing independent samples (Mahdi, 2026; Mahdi & Al-
Taaban, 2026). These prior studies provided a foundaƟon using broader quanƟtaƟve 
metrics. Building upon this, the current study independentally re-evaluates the 
"psychosocial recovery" variable through a novel conceptual framework that 
systemaƟcally integrates demographic and contextual parameters disƟnct from 
previous analyses. SpeciĮcally, raw items were re-grouped and measured through 
newly operaƟonalized dimensions targeƟng trauma-informed psychosocial recovery. 
Furthermore, this quanƟtaƟve re-analysis is uniquely coupled with newly collected, 
study-speciĮc qualitaƟve data to yield an enriched mixed-methods understanding, 
speciĮcally adapted to an excepƟonal context where repeaƟng primary Įeld sampling 
presents severe logisƟcal, ethical, and safety risks. On the other hand, while 
internaƟonal literature has presented important conceptual arguments regarding 
scholasƟcide, trauma pedagogy, and crisis-driven educaƟon, they remained largely 
general and cross-contextual, and were not empirically validated within the 
emergency plaƞorms available to Al-Aqsa University students (United NaƟons, 2024; 
Abed Alah, 2024; Carello & Butler, 2025; Desai et al., 2025; Giroux, 2025; Iriqat et al., 
2025; Koval et al., 2024; Salha et al., 2024). TradiƟonal psychological theories of 
resilience have also shown limitaƟons in aligning with the PalesƟnian cultural concept 



based on endurance, collecƟve resistance, and the restoraƟon of agency and dignity 
(Cacioppo et al., 2011; Giacaman, 2019). From this theoreƟcal and methodological 
gap, the cogniƟve necessity for the current study emerges, seeking to bridge this 
deĮcit through a sequenƟal explanatory mixed-methods design. This design facilitates 
data triangulaƟon, where quanƟtaƟve survey data from the iniƟal phase are integrated 
with qualitaƟve interview narraƟves in the second phase, minimizing single-method 
biases while improving trustworthiness and contextual validity (Maxwell, 2012; 
Zohrabi, 2013). In the quanƟtaƟve phase, relaƟonships between e-learning domains 
and recovery indicators are measured, while the qualitaƟve phase serves as an 
explanatory channel revealing the lived experience and how students and instructors 
uƟlize digital plaƞorms to confront isolaƟon and challenges, potenƟally transforming 
e-learning from a technical tool into a supporƟve gateway for survival and recovery. 

In light of the devastaƟng war on the Gaza Strip, resulƟng in extensive destrucƟon of 
educaƟonal infrastructure, disrupƟon of the academic process, and forcing 
universiƟes—including Al-Aqsa University—to rely on e-learning as a total and 
conƟnuous alternaƟve, there arose a criƟcal need to understand the role of this 
emergency educaƟonal paƩern. This role encompasses not only ensuring academic 
conƟnuity but also supporƟng the psychosocial recovery of students experiencing 
displacement, trauma, and loss. 

Therefore, this study aims to examine the role of emergency e-learning as a gateway 
to psychosocial recovery among Al-Aqsa University students in Gaza during the war by 
combining quanƟtaƟve measurement with qualitaƟve explanaƟon of their lived 
experiences. SpeciĮcally, it addresses the following research quesƟons: 

1. What is the level of Al-Aqsa University students' evaluaƟon of emergency e-
learning as a gateway to their psychosocial recovery during the war? 

2. Are there staƟsƟcally signiĮcant diīerences at the signiĮcance level (α≤ 0.05) 
between the mean responses of Al-Aqsa University students on the 
psychosocial recovery scale aƩributable to the variables: gender, academic 
program, academic level, place of residence, uƟlized technology, internet 
status, and electricity status? 

3. How do they lived experiences and Įeld-based accounts of Al-Aqsa University 
students explain the quanƟtaƟve Įndings regarding the role of e-learning in 
achieving their psychosocial recovery during the war? 

2. Methodology 

2.1. Research Design 

This study adopted an explanatory sequenƟal mixed-methods design, which is highly 
appropriate for connecƟng empirical quanƟtaƟve measurements with a deep 



contextual interpretaƟon of students' lived experiences (Creswell & Creswell, 2018). 
The methodology was executed in two disƟnct, sequenƟal phases: an iniƟal 
quanƟtaƟve phase followed by a subsequent qualitaƟve phase. In the Įrst phase, a 
quanƟtaƟve survey was deployed (N = 298) and staƟsƟcally analyzed to establish 
baseline trends, macro-level paƩerns, and general levels of psychosocial recovery 
among the parƟcipants. 

The point of integraƟon and interface between the two strands occurred through a 
structured connecƟon mechanism. The iniƟal staƟsƟcal outputs revealed criƟcal 
empirical paradoxes and signiĮcant staƟsƟcal phenomena—speciĮcally, unexplained 
signiĮcant diīerences favoring displaced students and female parƟcipants, alongside 
an unexpected decline in the speciĮc item measuring "the improvement of 
psychological state." To systemaƟcally address "how" and "why" these counterintuiƟve 
staƟsƟcal trends manifested, these exact quanƟtaƟve anomalies were used to inform 
and construct nine open-ended, qualitaƟve inquiry quesƟons. These quesƟons were 
subsequently administered to an extended purposive sample (n = 248) derived from 
the original quanƟtaƟve cohort who had provided extensive textual responses, 
thereby allowing the qualitaƟve data to directly explain, enrich, and contextualize the 
macro-level staƟsƟcal Įndings. 

2.2. ParƟcipants and Context 

The target populaƟon comprised all higher educaƟon students oĸcially enrolled at Al-
Aqsa University during the 2023–2024 academic year who were digitally acƟve on the 
university’s insƟtuƟonal e-learning system (N = 4,597). Due to acute security risks and 
conƟnuous displacement, tradiƟonal probability sampling was impossible. 
Consequently, a non-probability digital convenience sampling approach was uƟlized 
through oĸcial learning networks. A total of 298 students completed the quanƟtaƟve 
survey. Integrated within the same digital tool, a purposive sub-sample of 248 
parƟcipants also responded to qualitaƟve, open-ended survey items embedded to 
capture detailed contextual narraƟves rather than tradiƟonal face-to-face interviews.  

Table 1 

Demographic CharacterisƟcs of the Sample 

CharacterisƟc Dimension / Category QuanƟtaƟve Sample 
(N=298) 

Percentage 
(%) 

Gender Female 236 79.2% 
 

Male 62 20.8% 

Academic 
Program 

Undergraduate 277 93.0% 



 
Postgraduate / Others 21 7.0% 

Current 
Residence 

Displacement Camps 184 61.7% 

 
Non-Displacement / 
Home 

114 38.3% 

2.2.1. Methodological RaƟonale and LimitaƟons 

UƟlizing remote digital channels was the most ethical and secure opƟon to protect 
vulnerable parƟcipants from physical Įeld hazards during acƟve warfare. To reduce 
cogniƟve overload, a uniĮed survey instrument was distributed to capture mulƟ-
dimensional indicators simultaneously. However, this digital approach introduces 
accessibility bias, excluding students lacking stable connecƟvity or devices. 
AddiƟonally, the sample exhibits a pronounced gender asymmetry (79.2% female), 
which reŇects the university's baseline enrollment but may limit the external 
generalizability of the quanƟtaƟve Įndings. To miƟgate these limitaƟons and support 
overall trustworthiness, the quanƟtaƟve Įndings were supplemented by qualitaƟve 
interview data represenƟng both genders across various displacement contexts. 

2.3. Data CollecƟon Instruments 

To saƟsfy the requirements of the explanatory sequenƟal design, data collecƟon 
uƟlized two complementary digital instruments developed speciĮcally for the acƟve 
conŇict context of this study. 

2.3.1. The QuanƟtaƟve Survey 

The quanƟtaƟve instrument comprised a 21-item scale developed from contemporary 
literature on crisis pedagogy and psychosocial support (PSS). The items were evaluated 
using a 5-point Likert scale (5 = Strongly Agree, 1 = Strongly Disagree) across two 
primary domains: Psychosocial Recovery (11 items) and Social Recovery (10 items). 

Content validity was established by a panel of Įve expert reviewers in educaƟon and 
psychology. Internal consistency was veriĮed using Pearson correlaƟon coeĸcients; 
item-to-domain correlaƟons ranged from 0.404 to 0.917, while domain-to-total scale 
correlaƟons reached 0.956 for psychosocial recovery and 0.954 for social recovery, all 
signiĮcant at the 0.01 level. Tool reliability was robust, yielding a total Cronbach's alpha 
coeĸcient of 0.93 and a corrected Spearman-Brown split-half coeĸcient of 0.975. 
Factor analysis was intenƟonally omiƩed since the tool was context-speciĮc rather 
than intended for psychometric standardizaƟon. 

2.3.2. The QualitaƟve Digital Interview 



A semi-structured qualitaƟve interview card was developed and deployed 
asynchronously via Google Forms. The protocol consisted of nine open-ended, non-
direcƟve quesƟons designed to explore students' lived experiences and strategic 
adaptaƟon mechanisms. To opƟmize the explanatory sequenƟal interface, the prompt 
formulaƟons were directly informed by preliminary staƟsƟcal paradoxes emerging 
from the quanƟtaƟve phase. The instrument was validated by Įve academic arbiters 
to ensure face and structural appropriateness, and linguisƟc reĮnements were made 
to accommodate the criƟcal psychological state of the parƟcipants. 

2.4. Data Analysis and Trustworthiness 

2.4.1. StaƟsƟcal and ThemaƟc Procedures 

QuanƟtaƟve datasets (N = 298) were processed computaƟonally using SPSS. 
DescripƟve parameters (frequencies, percentages, means, and standard deviaƟons) 
proĮled the sample and evaluated recovery levels. InferenƟal variances across mulƟple 
demographic and contextual factors were tested using a MulƟvariate Analysis of 
Variance (MANOVA) without interacƟon to control for Type I error compounding. 

Concurrently, the qualitaƟve textual responses (n = 248) underwent inducƟve 
themaƟc analysis based on Braun and Clarke’s (2006) six-phase framework. The text 
was iteraƟvely read for familiarizaƟon, fragmented into open codes reŇecƟng 
underlying emoƟonal meanings, grouped into sub-themes, and Įnalized into main 
themes that directly contextualized the preceding staƟsƟcal indicators. 

2.4.2. Trustworthiness and Ethical ProtecƟons 

QualitaƟve rigor was secured following Lincoln and Guba’s (1985) trustworthiness 
framework—encompassing credibility, transferability, dependability, and 
conĮrmability—through systemaƟc analyƟcal protocols. Credibility and dependability 
were established via inter-coder reliability procedures; a blind audit of a 20% random 
sample by two independent qualitaƟve researchers yielded an excellent Cohen’s 
Kappa consensus of (kappa) = 0.88, with minor discrepancies resolved via peer 
debrieĮng to achieve consensus. Conceptual saturaƟon was fully realized at response 
180, though all (n) = 248 responses were fully analyzed to maximize transferability and 
ensure extensive contextual representaƟon. 

The excepƟonally large size of this qualitaƟve cohort (n) = 248 which is highly 
unconvenƟonal for standard interpreƟve qualitaƟve designs—emerged as a natural 
outcome of deploying an asynchronous digital interview card directly integrated into 
the primary electronic survey interface. This embedded conĮguraƟon lowered 
parƟcipaƟon fricƟon, oīering displaced students total temporal Ňexibility and physical 
safety to share their lived experiences without external pressure. To manage this 
massive volume of qualitaƟve textual data with structural rigor, the researchers did 
not rely on automated machine shortcuts; instead, an intensive manual open-coding 
process was executed, cross-referencing each narraƟve through a matrix of inducƟve 



codes. ConƟnuing the themaƟc analysis across all 248 responses, even aŌer 
conceptual saturaƟon was fully reached at response 180, served as a deliberate 
strategy to secure maximum transferability and capture rare outlier accounts, thereby 
enhancing the contextual conĮrmability of the mixed-methods integraƟon. 

Consequently, negaƟve and discrepant case analysis was systemaƟcally applied to 
outlier responses to expand the framework's conĮrmability by thoroughly evaluaƟng 
e-learning boundary constraints. Furthermore, the researchers maintained a reŇexive 
journal to minimize personal emoƟonal bias arising from the severe Įeld condiƟons. 
Given the acƟve warfare environment, strict ethical safeguards were integrated into 
the design. Asynchronous digital data collecƟon protected the physical safety of 
parƟcipants while oīering temporal and geographic Ňexibility for displaced 
individuals. Absolute autonomy to withdraw was guaranteed, and the inquiry 
boundaries strictly avoided demanding explicit descripƟons of personal trauma to 
protect parƟcipants from risks of re-traumaƟzaƟon while securing full 
pseudonymizaƟon (e.g., ParƟcipant-Female-Displaced-142). 

3. Results and Discussion 

3.1. Macro-Level and DescripƟve Analysis of Emergency E-Learning as a Gateway to 
Recovery (RQ1) 

To address the Įrst research quesƟon regarding the level of Al-Aqsa University 
students' evaluaƟon of emergency e-learning as a gateway to their psychosocial and 
social recovery during the war, descripƟve staƟsƟcal tracking was executed (N = 298). 
The empirical evaluaƟon thresholds for the 5-point Likert scale were structurally 
categorized based on the following mathemaƟcal intervals: 1.00–1.80 (Very Low), 
1.81–2.60 (Low), 2.61–3.40 (Moderate), 3.41–4.20 (High), and 4.21–5.00 (Very High). 

3.1.1. Overall Scale and Domain-Level Performance 

The preliminary macro-level analysis demonstrated a high overall evaluaƟon across 
the cumulaƟve psychometric instrument (M = 3.62, SD = 0.81). When deconstructed 
at the sub-domain level, both primary dimensions seƩled securely within the high 
parameter Ɵer. The Social Recovery domain recorded a slightly advanced descripƟve 
posiƟon (M = 3.63, SD = 0.83) compared to the Psychosocial Recovery domain (M = 
3.61, SD = 0.81). The relaƟvely constrained standard deviaƟon values across the 
domains indicate an acceptable and staƟsƟcally coherent level of homogeneity within 
the parƟcipant responses, reŇecƟng a shared consensus regarding the uƟlity of remote 
instrucƟonal environments despite the extreme contextual variaƟons of the ongoing 
conŇict. 

Table 2 

DescripƟve Parameters for Psychosocial Scale Domains and CumulaƟve Overall Impact 
(N = 298) 



AnalyƟcal Domain / Scale N M SD EvaluaƟon Level 

Psychosocial Recovery 298 3.61 0.81 High 

Social Recovery 298 3.63 0.83 High 

Total Scale (CumulaƟve Impact) 298 3.62 0.81 High 

3.1.2. Psychometric Detailed of the Psychosocial Recovery Domain 

A comprehensive breakdown of individual items within the Psychosocial Recovery 
domain (Table 3) reveals a disƟnct hierarchical distribuƟon of means. The highest 
empirical indicators within this dimension were observed for Item 8 ("Emergency e-
learning reduced my anxiety and fear of losing the academic year"; M = 3.77, SD = 
1.02), followed closely by Item 6 ("Online educaƟon provided me with a sense of 
control over my future despite current condiƟons"; M = 3.73, SD = 1.02), and Item 9 
("The digital space granted me a sense of achievement that supports my mental state"; 
M = 3.73, SD = 0.98). 

Conversely, the lowest staƟsƟcal parameter within this sub-scale was recorded for 
Item 3 ("E-learning contributed to improving my psychological state during crises"), 
which experienced a visible descripƟve decline, seƩling uniquely into the moderate 
evaluaƟon bracket (M = 3.36, SD = 1.11). 

Table 3 

Detailed Item-Level DescripƟve StaƟsƟcs for the Psychosocial Recovery Domain (N = 
298) 

Item 
No. 

Psychosocial Recovery Item Phrasing M SD EvaluaƟon 
Level 

1 Emergency e-learning helped me detach from 
conƟnuously thinking about the negaƟve, tragic 
events of the war. 

3.48 1.14 High 

2 ParƟcipaƟon in online learning acƟviƟes 
alleviated my sense of isolaƟon and 
psychological distress. 

3.65 0.95 High 

3 Emergency e-learning contributed directly to 
improving my psychological state during crises. 

3.36 1.11 Moderate 



4 Engaging with the digital plaƞorm helped me 
experience stability amidst the chaos caused by 
the war. 

3.48 1.06 High 

5 I Įnd that compleƟng academic tasks online 
provides an acƟve opportunity to boost my self-
conĮdence. 

3.72 0.99 High 

6 Emergency e-learning provided me with a sense 
of control over my future despite current 
condiƟons. 

3.73 1.02 High 

7 I feel a sense of comfort and relief when 
communicaƟng with instructors and peers via 
digital learning plaƞorms. 

3.67 1.00 High 

8 Online learning reduced my anxiety and 
profound fear of losing the ongoing academic 
year enƟrely. 

3.77 1.02 High 

9 The digital environment granted me a sense of 
achievement that acƟvely supports my 
psychological state. 

3.73 0.98 High 

10 Accessing emergency e-learning assisted me in 
coping with the chronic anxiety resulƟng from 
the war. 

3.48 1.07 High 

11 Digital learning provided an operaƟonal 
opportunity to reorganize my life and ease the 
pressures of the crisis. 

3.67 1.00 High 

3.1.3. Psychometric Detailed of the Social Recovery Domain 

The descripƟve parameters for the items within the Social Recovery domain (Table 4) 
reŇect high structural raƟngs across collecƟve and solidarity indicators. The staƟsƟcal 
maximums were heavily concentrated in Item 10 ("E-learning enabled me to conƟnue 
serving my community and achieving useful roles"; M = 3.79, SD = 1.01) and Item 9 
("The conƟnuity of online learning acƟvely contributed to enhancing community 
recovery and resilience"; M = 3.77, SD = 0.96). 

On the other hand, the absolute descripƟve minimums within this domain were linked 
to Item 1 ("E-learning contributed to strengthening relaƟonships between me and my 



study peers"; M = 3.50, SD = 1.04) and Item 7 ("My general social condiƟons improved 
due to online learning conƟnuity"; M = 3.50, SD = 1.06). While these items remained 
within the boundaries of the high evaluaƟon bracket, their relaƟve posiƟons indicate 
that the digital medium had a powerful impact on macro-level solidarity and 
community acƟon, while having a slightly more limited eīect on rebuilding deep, face-
to-face personal connecƟons. 

Table 4 

Detailed Item-Level DescripƟve StaƟsƟcs for the Social Recovery Domain (N = 298) 

Item 
No. 

Social Recovery Domain Item Phrasing M SD EvaluaƟon 
Level 

1 Emergency e-learning contributed to 
strengthening relaƟonships between me and 
my peers in the study. 

3.50 1.04 High 

2 Teamwork in digital academic acƟviƟes 
enhanced my sense of belonging to the 
university community. 

3.65 0.99 High 

3 CommunicaƟng with peers and instructors via 
online learning plaƞorms granted me a sense of 
social support. 

3.64 0.97 High 

4 Digital learning helped me exchange ideas and 
experiences with my peers, boosƟng the spirit 
of cooperaƟon. 

3.58 1.04 High 

5 AcƟve parƟcipaƟon in digital educaƟonal 
acƟviƟes built a supporƟve social network 
inside the community. 

3.66 0.99 High 

6 Emergency e-learning makes me feel 
conƟnuously connected with my social 
environment despite acƟve challenges. 

3.67 0.99 High 

7 My general social condiƟons improved thanks 
to the funcƟonal conƟnuity of online learning 
modes. 

3.50 1.06 High 



8 Online educaƟon enhanced our mutual 
solidarity and support as students, reinforcing 
social stability and Sumud. 

3.70 1.01 High 

9 The structural conƟnuity of e-learning acƟvely 
contributed to enhancing community recovery 
and resilience. 

3.77 0.96 High 

10 Emergency e-learning enabled me to conƟnue 
serving my community and fulĮlling highly 
useful roles within it. 

3.79 1.01 High 

3.1.4. Integrated InterpretaƟon and TheoreƟcal Discussion of DescripƟve Findings 

The macro-level descripƟve data (M = 3.62, SD = 0.81) reveals a powerful socio-
academic reality: emergency e-learning at Al-Aqsa University transcended its 
funcƟonal role as a technical medium for syllabus delivery. Instead, it operated as a 
structured, non-clinical psychological intervenƟon that fostered resilience amid acƟve 
warfare. This high evaluaƟon demonstrates that under condiƟons of protracted 
violence, maintaining insƟtuƟonal academic Ɵes acts as an anchor for stabilizaƟon, 
helping to oīset the cogniƟve chaos caused by the widespread destrucƟon of higher 
educaƟon infrastructure—a phenomenon documented in internaƟonal legal and 
criƟcal academic literature as scholasƟcide or educide (Desai et al., 2025; Giroux, 2025; 
Junina, 2026). 

The CriƟque of Maslow’s Hierarchy and the Paradox of Self-Transcendence 

The high quanƟtaƟve raƟngs for items measuring "reducing anxiety of losing the 
academic year" (M = 3.77) and "providing a sense of control over my future" (M = 3.73) 
present a striking theoreƟcal paradox when viewed through tradiƟonal Western 
psychological models. Under the severe condiƟons of the war on Gaza, the 
foundaƟonal Ɵers of Maslow’s hierarchy of needs—namely, basic physiological 
survival, physical safety, and residenƟal security—were systemaƟcally shaƩered due 
to forced, repeated displacement and severe infrastructural deprivaƟons (Abed Alah, 
2024; UNDP & ESCWA, 2024). According to classical moƟvaƟon theory, individuals 
cannot eīecƟvely pursue higher-level cogniƟve growth or self-actualizaƟon unƟl these 
baseline survival needs are met. 

However, the study's empirical Įndings challenge this linear dependency. By acƟvely 
immersing themselves in digital learning environments despite acƟve bombardment, 
Gazan students bypassed these shaƩered foundaƟonal layers to pursue what Viktor 
Frankl conceptualized as self-transcendence the deliberate search for ulƟmate 
meaning and existenƟal purpose as a defensive strategy against despair (Abed Alah, 
2024). Engaging with virtual coursework was not a secondary academic task; it was an 
urgent mechanism to maintain dynamic agency, counter terminal helplessness, and 



protect their future intellectual idenƟty from being obliterated (Abed Alah, 2024; 
Giacaman, 2019). 

Trauma-Informed Pedagogy and the "PosiƟve Distractor" 

From a cogniƟve and neuropsychological standpoint, the high scores for anxiety 
reducƟon and emoƟonal stabilizaƟon Įnd solid backing in trauma-informed pedagogy 
and trauma-directed instrucƟonal pracƟces (Carello & Butler, 2015; Koval et al., 2024). 
Prolonged exposure to warfare places the human psychological system in a state of 
permanent hypervigilance, Ňooding the working memory with intrusive fear and 
disrupƟng execuƟve funcƟoning. The staƟsƟcal performance of Item 1 ("detached me 
from conƟnuously thinking about negaƟve war events"; M = 3.48) and Item 2 
("alleviated feelings of isolaƟon and distress"; M = 3.65) shows that the virtual lecture 
hall funcƟoned as a posiƟve cogniƟve distractor. 

By providing structured, Ɵme-framed mental tasks (such as deciphering linguisƟc text 
or compleƟng speciĮc homework modules), emergency pedagogy created a 
temporary mental sanctuary. This forced cogniƟve redirecƟon gave the nervous 
system a vital break from monitoring conƟnuous danger, allowing students to regulate 
emoƟonal distress and regain a sense of predictable rouƟne amid external chaos 
(Abed Alah, 2024; Hosseini et al., 2026). 

The Digital "Third Space" and MulƟlevel Social Resilience 

The advanced descripƟve posiƟon of the Social Recovery domain (M = 3.63), 
parƟcularly driven by the capacity to "conƟnue serving the community" (M = 3.79) and 
"enhance community resilience" (M = 3.77), highlights the role of digital infrastructure 
in rebuilding social capital. In the context of total geographical fragmentaƟon, digital 
tools like WhatsApp networks, Telegram feeds, and Moodle discussion boards became 
what Homi Bhabha termed a "Third Space". 

This virtual space bypassed physical destrucƟon to assemble scaƩered student 
communiƟes, shiŌing the psychological burden from an isolated, fractured ego to a 
shared, collecƟve desƟny (Cacioppo et al., 2011; Desai et al., 2025). The interacƟve 
academic environment allowed students to exchange aīecƟve support, maintain 
mutual solidarity, and preserve their insƟtuƟonal belonging. This process matches the 
core tenants of mulƟlevel social resilience, which views recovery not as an isolated 
psychometric trait, but as a parƟcipatory, collecƟve pracƟce built on solidarity 
networks that protect against social alienaƟon and structural erasure (Cacioppo et al., 
2011; Junina, 2026). 

Reconceptualizing Resilience: PalesƟnian Sumud vs. Western AdaptaƟon 

Your quanƟtaƟve results provide a clear reason to rethink imported Western 
frameworks of psychological resilience. Standard psychological literature oŌen deĮnes 
resilience as "bouncing back" to a pre-exisƟng state of equilibrium following an 
isolated traumaƟc shock. However, this deĮniƟon fails in environments marked by 
conƟnuous, existenƟal trauma like the Gaza Strip (Giacaman, 2019; McGahern, 2025). 



The empirical reality of Al-Aqsa University students redeĮnes resilience through the 
culturally grounded concept of everyday Sumud (PalesƟnian deĮance)—a dynamic, 
collecƟve pracƟce of endurance, deĮance, and the acƟve "normalizaƟon of the 
abnormal" to sustain life and dignity under siege (Giacaman, 2019; Junina, 2026; 
McGahern, 2025). Pursuing educaƟon under bombardment is transformed into an act 
of non-violent cogniƟve resistance. The struggle to access digital plaƞorms becomes a 
declaraƟon of human agency, where compleƟng a course module is an explicit refusal 
to let scholasƟcide halt personal and naƟonal development (Desai et al., 2025; 
McGahern, 2025). 

The Boundary Limits of Digital Recovery 

However, a balanced analysis must account for the visible drop of Item 3 ('contributed 
to improving my psychological state during crises') into the moderate bracket (M = 
3.36, SD = 1.11). This decline highlights the pracƟcal boundary limits of emergency e-
learning as a mechanism for psychological recovery. 

While digital learning serves as a powerful coping strategy, it cannot subsƟtute for 
dedicated clinical psychological treatment or eliminate the profound trauma of 
ongoing warfare. AƩempƟng to maintain academic performance while facing 
displacement, severe device shortages, and immediate threats creates a heavy, dual 
cogniƟve burden. If instrucƟonal workloads are not carefully adjusted, the digital 
medium can shiŌ from a protecƟve shield into an added source of chronic stress and 
mental exhausƟon (Abed Alah, 2024; Mahdi, 2026). This directly supports Mahdi’s 
(2026) Įndings regarding the strong inverse relaƟonship between extreme 
psychosocial stress and emergency learning eĸciency. 

3.2. InferenƟal Analysis of Demographic and Contextual Diīerences (RQ2) 

To answer the second research quesƟon and test for staƟsƟcally signiĮcant diīerences 
(α≤0.05) in psychosocial and social recovery levels across demographic and contextual 
factors, a MulƟvariate Analysis of Variance (MANOVA) via the General Linear Model 
(GLM) without interacƟon was conducted. This staƟsƟcal approach was used to 
analyze the independent eīects of mulƟple factors simultaneously while controlling 
for Type I error inŇaƟon. 

3.2.1. MulƟvariate StaƟsƟcal TesƟng Matrix 

The global mulƟvariate assessments, uƟlizing Pillai’s Trace criterion (Table 4), revealed 
that staƟsƟcally signiĮcant variaƟons in recovery scores existed exclusively when 
analyzed by gender (Pillai’s Trace = 0.030, F = 4.400, p = 0.013, 𝜂0.030 =2ߩ) and current 
place of residence (Pillai’s Trace = 0.026, F = 3.875, p = 0.022, 𝜂0.026 =2ߩ). 

Conversely, no staƟsƟcally signiĮcant mulƟvariate diīerences were observed based on 
the student's academic program ((p = 0.604)), academic level ((p = 0.502)), uƟlized 
digital technology (p = 0.069), internet connecƟvity status (p = 0.960), or electricity 
availability (p = 0.254). 



Table 4 

MulƟvariate Test Results (MANOVA) across Demographic and Contextual Independent 
Factors (N = 298) 

Independent Factor 
Matrix 

Pillai’s Trace 
Value 

(F) 
Value 

SigniĮcance 
((p)) 

𝜂2ߩ 

Gender 0.030 4.400 .013* 0.030 

Academic Program 0.004 0.505 .604 0.004 

Academic Level 0.018 0.890 .502 0.009 

Place of Residence 0.026 3.875 .022* 0.026 

UƟlized Technology 0.019 2.704 .069 0.019 

Internet Status 0.002 0.156 .960 0.001 

Electricity Status 0.019 1.338 .254 0.009 

Note. * Denotes staƟsƟcal signiĮcance at the (α≤0.05) threshold. 

3.2.2. Between-Subjects Univariate Eīects and DirecƟonal Tracking 

Following the signiĮcant mulƟvariate vectors, a series of univariate Between-Subjects 
Eīects tests were reviewed to isolate the precise sub-scale desƟnaƟons and direcƟonal 
paths of the variances (Table 5). 

The data conĮrmed that gender-based variaƟons were staƟsƟcally signiĮcant across 
all dimensions, consistently favoring female students in Psychosocial Recovery ((p = 
0.012), 𝜂0.022 =2ߩ), Social Recovery ((p = 0.039), 𝜂0.015 =2ߩ), and the total scale balance 
((p = 0.021), 𝜂0.019 =2ߩ). 

Furthermore, residence-based variaƟons revealed highly signiĮcant diīerences 
speciĮcally favoring students residing inside displacement shelter camps over their 
non-displaced peers residing in their original homes across Psychosocial Recovery ((p 
= 0.011), 𝜂0.023 = ({2ߩ), Social Recovery ((p = 0.006), (𝜂0.026 =2ߩ), and cumulaƟve 
instrument impacts ((p = 0.008), (𝜂0.025 =2ߩ). 

Crucially, despite the clear staƟsƟcal signiĮcance of these diīerences, the isolated 
eīect sizes remained strictly within the small-to-moderate parameters 𝜂2ߩ range: 
0.015–0.026). This indicates that the observed demographic variaƟons are relaƟve and 
boundary-limited; the severe structural and psychological trauma of the warfare 
universally impacted the enƟre student sample, maintaining a high baseline level of 
shared experienƟal struggle. 

Table 5 

Univariate Summary of Between-Subjects Eīects and DirecƟonal Tracking Indices 



Primary 
Source 

Dependen
t 
Psychomet
ric 
Dimension 

Sum 
of 
Squar
es 

(df
) 

Mea
n 
Squa
re 

(F) 
Valu
e 

SigniĮcan
ce ((p)) 

𝜂2ߩ Empirical 
DirecƟon / 
Favor 

Gender Psychosoci
al 
Recovery 
domain 

4.097 1 4.097 6.46
9 

.012* 0.02
2 

Favoring 
Female 
Students 

 
Social 
Recovery 
domain 

2.832 1 2.832 4.29
8 

.039* 0.01
5 

Favoring 
Female 
Students 

 
CumulaƟv
e 
Instrument 
Score 

3.436 1 3.436 5.40
5 

.021* 0.01
9 

Favoring 
Female 
Students 

Residen
ce 

Psychosoci
al 
Recovery 
domain 

4.178 1 4.178 6.59
7 

.011* 0.02
3 

Favoring 
Displacem
ent Camps 

 
Social 
Recovery 
domain 

5.017 1 5.017 7.61
4 

.006* 0.02
6 

Favoring 
Displacem
ent Camps 

 
CumulaƟv
e 
Instrument 
Score 

4.588 1 4.588 7.21
8 

.008* 0.02
5 

Favoring 
Displacem
ent Camps 

3.2.3. Integrated TheoreƟcal Discussion of InferenƟal Findings 

1. Gendered Coping Dynamics and Digital Spaces of Empathy 

The disƟnct univariate variance favoring female parƟcipants across cumulaƟve 
recovery metrics (p = 0.021, 𝜂0.019 =2ߩ) maps cleanly onto contemporary gender-based 
health and educaƟonal crisis literature. Within the context of severe conŇict, female 
students frequently bear disproporƟonately heavy, layered domesƟc and caretaking 
expectaƟons inside overcrowded shelter faciliƟes and tents. These immediate 
geographic pressures are coupled with extreme safety vulnerabiliƟes that restrict their 
physical movement outside shelters compared to their male counterparts. 

Under these condiƟons, the digital learning plaƞorm shiŌs from an academic portal to 
what criƟcal literature conceptualizes as a "Network of Empathy" and a virtual refuge. 



Female students acƟvely leveraged synchronous and asynchronous communicaƟon 
feeds (such as academic WhatsApp and Telegram subgroups) as legiƟmate, socially 
accepted pathways for emoƟonal expression, stress relief, and reciprocal validaƟon. 
While male students oŌen process trauma through outer-directed survival mechanics 
or direct exposure to environmental stressors, female students demonstrate a marked 
reliance on collaboraƟve relaƟonal networks to process grief and break isolaƟon. In 
the shadow of scholasƟcide, the virtual space allowed female academics to reclaim 
personal agency, secure human dignity, and reconstruct an academic self-image that 
structural violence explicitly sought to dismantle (Desai et al., 2025; Junina, 2026; 
Meshko et al., 2023). 

2. The Displacement Camp Paradox: EducaƟon as an ExistenƟal Lifeline 

The inferenƟal Įnding showing signiĮcant diīerences favoring students embedded in 
displacement camps over those remaining in Įxed residenƟal contexts (p = 0.008), 𝜂2ߩ= 
0.025) exposes an intriguing socio-psychological reality. Displaced students 
unquesƟonably face far harsher material deprivaƟon, severe environmental chaos, 
and the loss of stable household condiƟons. Yet, they evaluate emergency e-learning 
as a signiĮcantly more powerful gateway to recovery than their non-displaced peers. 

This paradox is explained by the concept of existenƟal framing. For a student residing 
in an original family home, online learning may be viewed as an ineĸcient, structurally 
Ňawed subsƟtute for normal academic operaƟons. However, for a student conĮned to 
a displacement tent, surrounded by physical ruins and facing structural erasure, the 
digital academic connecƟon represents an essenƟal "Lifeline of Existence" and a shield 
against idenƟty death. 

The virtual classroom becomes the ulƟmate space to pracƟce Sumud, allowing 
displaced youth to reject funcƟonal paralysis and aĸrm their conƟnuous presence as 
intellectual beings. Academic tasks oīer a vital anchor of meaningful focus, helping 
students look past their immediate material losses and direct their psychological 
energy toward future reconstrucƟon (Giacaman, 2019; McGahern, 2025). 

3. The Technological and LogisƟc Independence Phenomenon 

The absolute absence of staƟsƟcally signiĮcant diīerences based on internet 
connecƟvity status (p = 0.960), electricity availability (p = 0.254), or the uƟlized device 
type (p = 0.069) introduces a criƟcal Įnding regarding crisis pedagogy. This staƟsƟcal 
homogeneity across diverse logisƟcal strata conĮrms a crucial reality: the psychological 
moƟvaƟon for survival and the commitment to educaƟonal conƟnuity acƟvely 
overcame external technical barriers. 

As students normalized the extreme infrastructure deĮcits, they engaged in adapƟve 
resource mobilizaƟon. This acƟve problem-solving included charging phone devices 
using car baƩeries, tracking solar-power sources across tent lines, and sharing low-
bandwidth text Įles during short late-night internet windows. 



This high level of Ňexibility means that when insƟtuƟonal moƟvaƟon is strong, low-
cost digital tools (such as WhatsApp frameworks and asynchronous Moodle 
applicaƟons) successfully step in to bridge deep infrastructural divides. The digital 
plaƞorm becomes a shared virtual environment for a scaƩered student populaƟon, 
transforming technical challenges into an acƟve arena to demonstrate personal will 
and maintain academic conƟnuity (Junina, 2026; Salha et al., 2024; Sytnykova et al., 
2024). 

3.3. QualitaƟve Findings and ThemaƟc DeconstrucƟon (RQ3) 

To explain the quanƟtaƟve trends and analyze the 248 textual responses, an inducƟve 
themaƟc analysis was conducted following Braun and Clarke’s (2006) framework. The 
qualitaƟve dataset revealed that emergency e-learning funcƟoned as a dynamic 
psychological protecƟve system. This system transformed digital academic tasks into 
structured environments for emoƟonal survival, idenƟty protecƟon, and collecƟve 
solidarity. Table 6 provides the comprehensive structural map of the discovered 
themes, their supporƟng sub-themes, and the corresponding operaƟonal codes. 

Table 6 

ThemaƟc Coding Matrix for Al-Aqsa University Students' Psychosocial Recovery 
Experiences (n = 248) 

Main Discovered Theme Sub-Themes / 
Structural Dimensions 

operaƟonal Codes / 
Structural Indicators 

Theme 1: The PosiƟve 
Distractor & Psychological 
Shield 

•CogniƟve redirecƟon 
& immersion 

•News cycle 
detachment 

•Mental safe-
haven/Sanctuary 

• Forced cogniƟve breaks 

• Trauma containment 

Theme 2: Keeper of Hope & 
Future AmbiƟon Engine 

• ExistenƟal anchor and 
conƟnuity 

•RelaƟonal growth 
post-trauma 

•DeĮance of academic 
erasure 

•Purpose-driven task 
moƟvaƟon 

•ExistenƟal meaning-
making 

Theme 3: Social Cohesion & 
The "Third Space" 

•Virtual community 
belonging 

• EmpatheƟc instructor-
peer networks 

•Breaking displacement 
isolaƟon 

•Virtual solidarity 
networks 

• AīecƟve relaƟonal safety 
nets 

Theme 4: Resilience & 
Technical AdaptaƟon 

•AdapƟve resource 
mobilizaƟon 

•Car-baƩery charging 
tacƟcs 

•Solar power tracking 



• OperaƟonal problem-
solving 

metrics 

•Micro-bandwidth 
opƟmizaƟon 

Theme 5: InsƟtuƟonal 
Flexibility as a Cradle 

•Compassionate 
administraƟve care 

•Trauma-informed 
evaluaƟon 

•Curriculum 
compression/Focus 

•Academic safety cushions 

•Inclusive logisƟcal 
paƟence 

Theme 6: ConƟnuous 
Trauma & Digital FaƟgue 

• Compound cogniƟve 
overload 

• Structural limits of e-
learning 

•Screen-induced 
exhausƟon 

•High-stakes evaluaƟon 
anxiety 

• Chronic survival fricƟon 

3.3.1. Extensive ThemaƟc DeconstrucƟon and Raw Field TesƟmonies 

Theme 1: The PosiƟve Distractor and Psychological Shield 

The qualitaƟve analysis demonstrates that immersive engagement with academic 
structures funcƟoned as a criƟcal emoƟonal defense mechanism. By demanding deep 
intellectual focus, the virtual plaƞorm triggered cogniƟve redirecƟon. This process 
temporarily separated students' working memory from the severe environmental 
trauma of the ongoing war, operaƟng as a mental shield against absolute psychological 
exposure: 

"The lectures and assignments were a temporary 'safe haven'. Immersing myself in 
academic material and focusing on linguisƟc rules or literary texts gave my mind a 
mandatory break away from the tragic news cycle. This 'posiƟve distracƟon' granted 
me a sense of control amidst a state of chaos, helping me maintain my psychological 
balance by direcƟng my energy toward future-building rather than surrendering to 
permanent anxiety." (ParƟcipant-Female-Displaced in Camp-P-010) 
"When I was not studying, I was constantly following the news and tracking explosions, 
which kept me in an absolute state of panic over what might happen next. Once the 
plaƞorm re-opened, the assignments consumed most of my day. I simply did not have 
the spare Ɵme to watch tragic videos, and that brought a massive relief to my nervous 
system." (ParƟcipant-Female-Hosted by RelaƟves-P-074) 

This mental containment conĮrms that when instrucƟonal pracƟces accommodate the 
realiƟes of acƟve conŇict, they establish a predictable daily structure. This structure 
limits cogniƟve fragmentaƟon and helps minimize the symptoms of acute funcƟonal 
panic (Abed Alah, 2024; Hosseini et al., 2026). 

Theme 2: Keeper of Hope and Future AmbiƟon Engine 

Rather than evaluaƟng online educaƟon as an ordinary administraƟve requirement, 
students embedded deep existenƟal purpose within their digital coursework. 



ConƟnuing to learn became a direct act of psychological resistance (Sumud). It 
funcƟoned as an acƟve tool to navigate profound grief and prevent the destrucƟon of 
their professional futures: 

"Despite the biƩerness of forced displacement and losing my brother—the dearest 
person to my heart—educaƟon remained my only lifeline. Engaging with knowledge is 
not an escape from reality, but an insistence on life and a challenge to all aƩempts to 
crush our will. Every piece of knowledge I learn and every goal I pursue is a declaraƟon 
of survival and a tribute to the souls of those we lost." (ParƟcipant-Male-Shelter 
Center/Rented Apartment-P-005) 
"EducaƟon is the only real weapon we possess in Gaza; without it, we lose our future 
existence. E-learning kept this remaining Ňame Ňickering within us, reminding me daily 
that there is an end to this horror and a future where I must be ready to rebuild myself." 
(ParƟcipant-Male-Original Home-P-030) 

These Įeld tesƟmonies show that the accumulaƟon of micro-academic achievements 
supported students' self-transcendence needs. This process helped rebuild internal 
self-eĸcacy and successfully protected youth from falling into total existenƟal despair 
(Cacioppo et al., 2011; Giacaman, 2019). 

Theme 3: Social Cohesion and the "Third Space" 

The digital networks developed around Moodle plaƞorms, WhatsApp channels, and 
Telegram subgroups transcended their standard instrucƟonal designs. They 
transformed into a virtual "Third Space" that bypassed geographic isolaƟon and 
brought scaƩered communiƟes together across remote shelter tents: 

"Digital communicaƟon with my university community helped me overcome the deep 
feelings of alienaƟon and isolaƟon inside the displacement camps. I felt that I was sƟll 
part of something bigger and that there were people who cared about my safety. Our 
academic WhatsApp groups were more than study channels; they were a sanctuary 
where we exchanged mutual support and checked on one another." (ParƟcipant-
Female-Displaced in Camp-P-120) 
"Our professors interacted with us not merely as grading oĸcers, but as empatheƟc 
guides. They regularly checked on our survival and emoƟonal well-being before 
discussing any syllabus requirements. This made us feel contextually humanized and 
safe." (ParƟcipant-Male-Shelter Center-P-110) 

By reconstrucƟng these damaged insƟtuƟonal connecƟons, remote learning 
generated protecƟve social capital. This relaƟonal support system shiŌed the 
psychological burden from an isolated, fractured ego to a shared collecƟve desƟny 
(Cacioppo et al., 2011; Desai et al., 2025). 

Theme 4: Resilience and Technical AdaptaƟon 

The qualitaƟve responses revealed that students viewed severe infrastructural deĮcits 
not as barriers to learning, but as acƟve opportuniƟes to demonstrate agency. 



Overcoming internet cutoīs and electricity blackouts became an intenƟonal pracƟce 
of deĮance: 

"In the camp, there is nothing but the tent and destrucƟon around us. We charged 
phones from car baƩeries or solar panels and walked long distances searching for a 
weak internet signal just to send assignments. The struggle itself gave us internal 
power, proving to ourselves and the world that we sƟll exist and are capable of 
learning." (ParƟcipant-Male-Displaced in Camp-P-033) 
"The harsh constraints forced us to develop immense mental Ňexibility. If the network 
drops or the shelling intensiĮes, we instantly recalibrate our schedules, wait for 
midnight signals, or share text-heavy compressed Įles. We normalized the abnormal 
to keep moving forward." (ParƟcipant-Female-Displaced in Camp-P-022) 

This acƟve coping strategy explains the missing inferenƟal variance across 
technological categories in your quanƟtaƟve Įndings. It conĮrms that when internal 
moƟvaƟon is robust, students adapt to technical limitaƟons to protect their right to 
educaƟon (Mahdi, 2026; Salha et al., 2024). 

Theme 5: InsƟtuƟonal Flexibility as a Nurturing Environment 

The operaƟonal success of emergency e-learning was heavily reliant on the academic 
empathy demonstrated by instructors. Flexible evaluaƟon methodologies and 
compressed curriculum frameworks served as an essenƟal insƟtuƟonal safety net: 

"The academic adjustments and the professors' deep empathy for our extreme 
condiƟons were our primary moƟvaƟon to conƟnue. If the university had been rigid 
with deadlines or requirements, most of us would have dropped out enƟrely due to our 
displacement tracking." (ParƟcipant-Female-Displaced in Camp-P-150) 
"Compressing the courses into fundamental core competencies and dropping non-
essenƟal academic pressures allowed us to comprehend materials despite our 
scaƩered aƩenƟon spans. It felt like the insƟtuƟon was genuinely anchoring us." 
(ParƟcipant-Male-Original Home-P-200) 

This shows that modifying curriculum requirements during structural emergencies is 
not merely an administraƟve choice. It funcƟons as a key psychological requirement 
to prevent insƟtuƟonal dropout and lower cogniƟve exhausƟon (Carello & Butler, 
2015; Mahdi, 2026). 

Theme 6: ConƟnuous Psychological Challenges and Digital Burden 

To maintain full empirical validity via negaƟve case analysis, this Įnal theme addresses 
the structural limits of emergency learning. When administraƟve burdens were poorly 
managed, online requirements created a heavy double burden that heightened 
anxiety: 

"Honestly, in the beginning, it was a posiƟve distractor, but over Ɵme and with the 
increase in academic workloads and conƟnuous assignments, it turned into an 
immense burden upon us due to the total absence of basic living necessiƟes. Online 



studies cannot fully cure conƟnuous trauma or replace direct psychological treatment." 
(ParƟcipant-Male-Displaced in Camp-P-051) 
"The pressure was unbearable at Ɵmes. Between running to Įnd clean water for my 
displaced family and aƩempƟng to catch a short internet window to upload a quiz, I 
felt like I was trapped in an endless, agonizing race. My eyes conƟnuously burn from 
screens, and the digital burden someƟmes compounds my panic aƩacks." (ParƟcipant-
Female-Displaced in Camp-P-142) 

This paƩern explains why the item measuring direct psychological improvement 
remained moderate (M = 3.36). It shows that e-learning serves as an eīecƟve 
supporƟve coping system, but it cannot completely erase the deep impacts of 
prolonged trauma (Giacaman, 2019; Mahdi, 2026). 

3.4. Mixed-Methods IntegraƟon and Key Inferences 

The sequenƟal explanatory mixed-methods framework integrated the qualitaƟve 
Įndings (n = 248) to explain and contextualize the macro-level staƟsƟcal paƩerns (N = 
298). This synthesis shows that the high quanƟtaƟve evaluaƟon of emergency e-
learning (M = 3.62) indicates that digital educaƟon funcƟoned as a protecƟve socio-
academic system during acƟve conŇict. 

The high raƟng for anxiety reducƟon (M = 3.77) matches the qualitaƟve themes of the 
"PosiƟve Distractor" and the "Psychological Shield", showing that structured 
cogniƟve immersion helped protect students from constant trauma. Similarly, the 
staƟsƟcal paradox where displacement camp residents scored higher on recovery 
metrics (p = 0.008) is fully clariĮed by the qualitaƟve evidence: for youth conĮned to 
tents facing physical and structural erasure, the digital plaƞorm became an existenƟal 
lifeline to protect their academic idenƟty and pracƟce Sumud. 

Finally, tracking outlier and negaƟve cases clariĮed why the direct psychological 
improvement item remained moderate (M = 3.36). The qualitaƟve feedback 
uncovered the boundary limits of emergency learning, showing that high assignment 
workloads amid resource scarcity create a compound digital burden that can 
compromise e-learning's protecƟve beneĮts if leŌ unmanaged. 

3.4.1. Higher Conceptual Inferences 

The integrated analysis yields four key insights regarding educaƟon in emergencies: 

1. Pedagogy as an ExistenƟal Core: Emergency e-learning in acƟve conŇict zones 
extends beyond basic knowledge transmission; it funcƟons as a virtual "Third 
Space" that supports personal agency, builds self-transcendence, and counters 
structural eīorts to disrupt higher educaƟon (scholasƟcide). 

2. The Resilience AdaptaƟon Dynamic: Severe infrastructure deĮcits (such as 
internet cutoīs and electricity blackouts) do not automaƟcally stall 
psychosocial recovery. Instead, when student moƟvaƟon is high, overcoming 



these technical barriers is transformed into a collecƟve pracƟce of resilience 
and problem-solving. 

3. Virtual Safe-Havens for Vulnerable Demographics: Digital environments 
provide vital psychological safe-havens for highly vulnerable cohorts—
speciĮcally female students and displacement camp residents—by bypassing 
severe geographical restricƟons to establish virtual communiƟes of empathy 
and solidarity. 

4. The Structural Capacity FronƟer: While emergency digital learning is an 
eīecƟve supporƟve coping system, it has clear funcƟonal limits; it cannot fully 
subsƟtute for dedicated clinical psychological treatment or eliminate the 
profound trauma of ongoing warfare. 

3.5. PracƟcal ApplicaƟon: The Trauma-Informed Displacement Digital Pedagogy 
(TIDP) Model 

To translate these higher conceptual inferences into acƟonable instrucƟonal pracƟces, 
this study introduces the Trauma-Informed Displacement Digital Pedagogy (TIDP) 
Model. Designed speciĮcally for higher educaƟon insƟtuƟons operaƟng within acƟve 
conŇict zones and displacement seƫngs, the TIDP framework shiŌs crisis pedagogy 
from a basic technical response to an adapƟve, trauma-sensiƟve instrucƟonal 
environment. (see Figure 1) 



 

 

Figure 1. The Trauma-Informed Displacement Digital Pedagogy (TIDP) Model for 
Higher EducaƟon in ConŇict Zones. 

Note. The framework illustrates the conƟnuous, iteraƟve processing loop where severe 
contextual stressors are addressed by four adapƟve core process pillars (Psychological, 
Pedagogical, Technological, and InsƟtuƟonal) to generate sustainable system outputs 
and community resilience (Sumud). 



3.5.1. OperaƟonal ExecuƟon of the TIDP Model Pillars 

Table 7 outlines the structural pillars of the TIDP model, linking your empirical Įndings 
directly to acƟonable pracƟcal guidelines. 

Table 7. OperaƟonal Blueprint and AcƟonable Guidelines for the TIDP Model Pillars 

Core TIDP Pillar Empirical Field Insight AcƟonable PracƟcal 
Guidelines 

1. 
Psychological 
Pillar 

High student anxiety paired 
with cogniƟve burnout from 
heavy digital workloads. 

• Enforce a strict cap of 
maximum two assignments per 
month per course. 
• Embed anonymous peer-
support discussion threads 
within low-bandwidth 
channels. 
• Minimize Ɵmed tasks to 
lower psychological pressure. 

2. Pedagogical 
Pillar 

Heightened eīecƟveness of 
Ňexible, asynchronous learning 
conĮguraƟons. 

• ShiŌ insƟtuƟonal operaƟons 
to 100% asynchronous delivery 
frameworks. 
• Deconstruct standard 
lectures into 15-minute 
mobile-friendly micro-
modules. 
• Replace high-stakes Ɵmed 
exams with cumulaƟve project 
porƞolios. 

3. 
Technological 
Pillar 

Chronic infrastructure collapse, 
electricity blackouts, and 
unstable network connecƟons. 

• Strip heavy streaming video 
and mulƟmedia Įles from the 
core curriculum. 
• Compress all mandatory 
lecture content into low-
bandwidth, text-only PDFs. 
• Package weekly educaƟonal 
modules into downloadable 
ZIP Įles for oŋine access. 

4. InsƟtuƟonal 
Pillar 

EssenƟal protecƟve buīering 
provided by empatheƟc 
administraƟve care. 

• Establish solar-powered 
digital access and phone-
charging points near camps. 
• Mandate rapid trauma-
informed pedagogical training 
for all faculty members. 



• InsƟtute a non-puniƟve, 
automaƟc grading extension 
policy for displaced students. 

 

4. LimitaƟons and Future Research DirecƟons 

4.1. LimitaƟons of the Study 

The researchers explicitly acknowledge several contextual, methodological, and 
structural limitaƟons that bound the scope and immediate generalizability of the 
empirical Įndings: 

• Contextual and InsƟtuƟonal Boundaries: This invesƟgaƟon was conducted 
under acƟve warfare and structural crisis seƫngs uniquely centered at Al-Aqsa 
University in the Gaza Strip. Consequently, the operaƟonal adaptaƟons, 
insƟtuƟonal Ňexibility margins, and the speciĮc manifestaƟon of student 
Sumud reŇect localized parameters that may not fully align with general 
pedagogical dynamics in other global conŇict zones or tradiƟonal distance 
learning environments. 

• Self-ReporƟng and Digital Accessibility Bias: Data collecƟon relied exclusively 
on a self-selected digital convenience sampling method due to the absolute 
impossibility of Įeld physical access. This digital distribuƟon naturally creates 
an accessibility bias, as it systemaƟcally underrepresents or enƟrely excludes 
the most marginalized student subsets—speciĮcally those experiencing 
telecommunicaƟon blackouts, chronic power outages, or limited access to 
smart devices within shelter camps. Furthermore, the reliance on self-reported 
survey measures can introduce unintended subjecƟve bias regarding the exact 
quanƟĮcaƟon of internal psychosocial recovery states. 

• Pronounced Gender Asymmetry: The Įnal quanƟtaƟve cohort exhibited a 
major gender imbalance, with female students comprising 79.2% of the total 
sample. While this split aligns with the baseline pre-war insƟtuƟonal 
enrollment trends at Al-Aqsa University, this signiĮcant asymmetry restricts the 
external validity and generalizability of the inferenƟal parameters, meaning the 
observed diīerences favoring female respondents must be interpreted with 
cauƟon. 

4.2. Future Research DirecƟons 

To expand upon the higher inferences established by this study and advance the 
literature on pedagogy in emergencies, the following future inquiries are proposed: 

• Longitudinal Tracking of TransformaƟonal Recovery: Future studies should 
implement a longitudinal methodology to track how the psychosocial and 
social recovery tracks of Gaza University students evolve through the post-war 



reconstrucƟon phases and the eventual transiƟon back to face-to-face 
academic models. 

• InvesƟgaƟng Faculty Mental Health and Coping Frameworks: There is an 
urgent need to examine the psychological well-being, hidden trauma, and 
strategic coping mechanisms of the academic faculty members themselves, 
who deliver digital instrucƟon while simultaneously enduring forced 
displacement and severe survival stressors. 

• ComparaƟve InsƟtuƟonal Analyses: ConducƟng expansive comparaƟve 
research across mulƟple higher educaƟon insƟtuƟons within the Gaza Strip 
(such as the Islamic University, Al-Azhar University, etc.) would clarify how 
varying organizaƟonal designs and emergency infrastructures inŇuence 
student resilience and mental health stabilizaƟon. 

• Empirical ValidaƟon of the TIDP Model: Researchers are encouraged to 
empirically deploy, test, and validate the proposed Trauma-Informed 
Displacement Digital Pedagogy (TIDP) Model across alternaƟve conŇict-
aīected populaƟons or refugee higher educaƟon frameworks globally to 
evaluate its trans-contextual uƟlity. 
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