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 One of the most basic imperatives in the current education system is the 

integration of information and communication technology (ICT) in 

education, and the teachers’ attitude is an important component for the 

successful integration of ICT. The aim of this study is to investigate the 

attitudes exhibited by the higher secondary school teachers with respect to 

the integration of ICT in the state of Manipur, India, and to examine the 

results with selected demographic variables. The study adopted  

a quantitative approach with a sample size of 1,100 teachers selected through 

proportionate stratified random sampling from government and private 

schools in Manipur using the attitude toward ICT (ATICT) scale. The results 

show the positive existence of affective, cognitive, and behavioral attitudes 

among teachers towards the integration of ICT, and the results proved to be 

significantly valid among teachers from government schools, teachers with 

professional degrees, and mid-career teachers. 
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1. INTRODUCTION 

Information and communication technology (ICT) have become central in modern education as they 

have the potential for improving learning, assessment, and information access; at the same time, they have 

the potential for supporting individualized learning and higher-order thinking. High-quality education must 

develop students’ talents to enable their contribution to society and help them build a just social order. From 

this perspective, ICT is not only a technical add-on, but it is potentially even a lever for improved education 

and social development [1]. Teachers’ attitudes toward ICT are one of the most salient factors that influence 

how or if technology gets used in the classroom: positive attitude, perceived usefulness, and self-efficacy 

strongly predict the likelihood of ICT integration into pedagogies, while negative attitude or low confidence 

limits the level of adoption. The positive attitudes towards ICT develop intentions and classroom behavior, 

change instructional choices, and get institutional support in determining ICT effectiveness to improve 

student outcomes [2], [3]. ICT can enhance the productivity of teachers and expand instructional choices, 

allowing rapid creation and dissemination of materials, facilitating multimedia and interactive pedagogies, 

and establishing alternative ways of evaluating learning. Teachers who perceive themselves as highly 

digitally self-efficient are more likely to adopt constructivist and student-centered practices enabled by 

technology. At the same time, successful integration of ICT requires an adequate base of infrastructure, 

training, and supportive institutional environment; and technology itself will not necessarily guarantee better 

teaching or learning [4]. Understanding the attitude of teachers towards the use of ICT calls for educational 

management and policymakers to account for resource planning or allocation and to organize professional 

development for the use of ICT [5]. 

https://creativecommons.org/licenses/by-sa/4.0/
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The integration of ICT at the secondary level of education is generally identified as one of the core 

factors to improve the effectiveness of learning as well as the flexibility of the learning process within the 

learning environment of the 21st-century classroom, where teachers lead the process of integration in the 

classroom. Teachers’ attitudes towards ICT are not merely the presence of a positive attitude, but how the 

attitudes are felt, thought of, and acted on by the teachers, strongly determine the extent of adoption of ICT 

within the classroom environment [6]. Although the importance of teacher attitude is widely acknowledged, 

the study considers teacher attitude from the perspective of an individual trait, forgetting that this process 

occurs with the involvement of broader professional processes. It highlights the significance of systemic 

facilitators such as infrastructure in schools and the school leadership to ensure that the readiness of attitude 

is transformed into action using ICT in the classroom. Technical assistance or school support levels are 

factors determining the transformation of the positive attitude of teachers regarding ICT into visible action 

[7]. Teachers with formal training in pedagogy would find it easier to progress from familiarity to proficient 

practice of ICT in their teaching, compared to those with a teaching background and related attitudes, which 

are subject-oriented in nature [8]. Research on teachers’ attitudes towards ICT globally is abundant; however, 

existing worldwide studies primarily focus on developed education systems with significant resources. This 

study does not present any new theoretical model, but uses an existing multi-dimensional institutional 

readiness model in a distant, and thus different, region and environment from where most studies on teacher 

attitude toward ICT (ATICT). In doing so, the current study provides evidence for regional education 

planners’ use of regional-specific data collected from the study, as well as importing findings from outside 

the region into a unique educational project. 

Regionally, research with links to Manipur and its neighboring states confirms the need for local 

evidence: a survey of B.Ed. student teachers in Manipur revealed significant variability across attitudes and  

a substantial percentage expressing ambivalence or uncertainty toward the use of ICT, again pointing to the 

need for focused pre- and in-service development in the state [9]. In Manipur, where difficult geography and 

socio-political factors combine, shifts post-pandemic created new digital practices such as wider use of 

digital platforms and learning materials, but have also uncovered a host of gaps in connectivity and teacher 

readiness. Mixed outcomes arising from this make the study of teachers’ attitudes in Manipur timely: 

understanding attitudes will inform the design of targeted professional development, school policy, and 

maximize the educational value of existing investments in ICTs [10]. Most of these influential findings on 

ICT preparedness tend to emerge from well-funded urban systems; there is relatively little known about how 

these same processes function in more peripheral, poorly funded areas. The northeast Indian state of Manipur 

is one such case, which combines a deep policy-level commitment to using ICT in education with  

a continued variability of infrastructure as well as varying school administrative conditions. To address these 

gaps, this paper focuses on the attitudes of higher secondary teachers in Manipur, India, towards integrating 

ICT, which are measured in terms of their affective, cognitive, and behavioral components. It also 

investigates if there are differences in attitudes based on gender, type of school administration, teachers’ 

experience, and qualification. 

 

 

2. THEORETICAL FRAMEWORK AND LITERATURE REVIEW 

Teacher attitudes regarding the integration of ICT have continued to be among the critical factors 

that define its success in teaching and learning processes. The construct of teacher attitudes on ICT has 

incorporated a broader scope of elements that seem to cover the affective, cognitive, and behavioral aspects 

of it. These, consequently, comprise emotional-feelings, beliefs, or perceptions of usefulness or intention to 

use of ICT elements, respectively. Conversely, however, it has recently been shown that teachers’ favorable 

perceptions of these aspects do define an enhanced commitment level regarding effective ICT-based teaching 

methodology integration by teachers, and that, despite teachers having a favorable perception of this 

technology, some organizational issues do restrict their efficiency at present for effective implementation or 

application. The technology acceptance model examines the impact that a perception of the use value and 

simplicity of use of ICT may have on teachers’ attitudes and behavior regarding ICT use [11]. More current 

research indicates that attitudes to ICT use should not merely be regarded as psychological states, but as 

outcomes of professional training or situational factors [12]. This perspective underscores the need to 

examine attitudes within broader systemic and organizational contexts. 

 

2.1.  Factors influencing attitudes toward ICT 

Institutional factors have an important role in influencing the teacher’s attitudes and behaviors with 

respect to ICT. Recent studies show that the school administration, infrastructure, and policy-driven activities 

have an important positive effect on the teacher confidence level with respect to ICT [13]. Teachers working 

in such institutional settings develop an appropriate cognitive and behavioral trait with respect to ICT, 
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independent of their boundaries with respect to gender, age, and other categories [14]. While novice teachers 

tend to be considered more technology-oriented, new observations suggest that mid-career teachers tend to 

display stronger cognitive knowledge and behavioral commitment to ICT because of their increased levels of 

pedagogical self-confidence, class autonomy, and staff development opportunities [12]. These inconclusive 

results indicate that the dynamics of career stages are more informative than the mere passage of time with 

regard to the engagement of teachers with ICTs [15]. It is therefore vital from a practical perspective to 

research the role of teaching experience as a contextual variable. One area that has shown itself to be a very 

reliable predictor for the adoption of ICT is professional teacher education. Trained teachers always 

positively and successfully integrate ICT into their classrooms [16], which provides developmentally 

appropriate opportunities that help integrate knowledge of subjects as well as teaching strategies with 

technological tools that help teachers move beyond the surface-level application of technology. 

In the teaching and learning process, ICT in the classroom turns traditional approaches into student-

centered approaches whereby students are center-stage, while teachers play the role of mentors or facilitators. 

This approach substituted group exercises, discussions, and activities for lectures [17]. Digital technologies in 

education increase opportunities for active learning; their impact depends on pedagogical design and teacher 

readiness [18]. Teacher educators with greater technological competency are valued more than those with 

lower levels of technological competency [19]. The subject-culture collision had a major effect on the 

teachers’ attitudes, beliefs, and self-efficacy toward technology and mobile-based training [20]. However, 

teachers developed a negative ATICT integration in teaching due to limited access to computers and the 

internet [21]. Another study revealed that the availability of ICT infrastructure, teacher expertise, and technical 

support also impacts how well ICT is integrated into teaching and learning in schools [22]. Persistent use and 

scaffolded pedagogical training are stronger predictors of classroom integration than one-off exposure [18]. 

Moreover, the frequency of utilizing computer applications or programs, teachers’ characteristics, and the 

availability of facilities are positively correlated with attitude and self-efficacy, which suggests that 

respondents who frequently use computer applications or programs are more likely to report better scores in 

attitude and self-efficacy regarding use of ICT which eventually leads to use of technology [23], [24]. 

Teachers with favorable attitudes towards the use of technology in teaching are absolutely associated with 

successful integration of technology, while negative attitudes and low confidence may work against policy 

implementation [25]. 

Based on the theories of acceptance of technology and the recent studies on the integration of ICTs 

in contemporary settings, the current study attempts to define the attitude of teachers toward the adoption of 

ICTs as an institutionally and professionally nuanced outcome of context-based constructs such as 

management of institutions, work experience in the classroom, qualification of teachers in education, and 

gender. Despite teacher attitudes towards ICT being a consistent finding in international research, there is 

scant evidence of large-scale evaluative studies from geographically remote and infrastructurally challenged 

regions such as Northeast India. Through an extensive evaluation of ICT attitudes, the current research adds 

to and augments current research efforts in relation to ICT adoption in geographically peripheral and variable 

resource contexts via a large-scale, multi-dimensional ICT attitude assessment. Using a scale to evaluate the 

three components of attitude (affective, cognitive, and behavioral) along with institutional and professional 

components, identifies the intersection of attitudes and the contextual conditions that exist within schools or 

other institutions regarding technology acceptance. 

Educational evaluators can use the study to develop a system-level diagnostic framework for 

assessing technology acceptance at the teacher level and institutional level. Policymakers can utilize these 

findings to inform contextually relevant implementation strategies within regional educational systems. 

Guided by this evaluative and contextual direction, the study seeks to answer these research questions: 

− What is the overall level of teachers’ affective, cognitive, and behavioral attitudes toward ICT use? 

− Do teachers’ ICT attitudes differ significantly by gender and school management type? 

− Are there significant differences in ICT attitudes across teaching experience levels? 

− Do educational qualifications influence the affective, cognitive, and behavioral attitudes toward ICT? 
 

 

3. METHOD 

The study conducted a quantitative cross-sectional design to measure teachers’ attitudes toward the 

use of ICT among higher secondary teachers in Manipur. Primary data was gathered using a questionnaire. 

There were two sections to the survey. The first section is teachers’ demographic information. In this section, 

gender, school type, teaching experience, and degree of education of the respondents were all gathered by the 

researcher. The second section was the standardized ICT attitude scale developed by Albirini [26], consisting 

of 20 items provided on a Likert-type scale, ranging from strongly disagree to strongly agree. The ATICT 

scale was developed for Syrian English as a foreign language (EFL) teacher; however, the present study was 

conducted among Manipur, India’s higher secondary school teachers. Although the ATICT scale was 
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designed for the Syrian EFL context, its constructs (affective, cognitive, and behavioral) can be considered as 

general dimensions of ATICT. To be context-specific, the instrument was subject to expert validation, 

linguistic modification and cultural adaptation. The relevance of content and equivalence of constructs were 

reviewed by five experts in the field of education and social science. Items were checked for semantic clarity, 

context suitability, and consistency. This procedure promotes functional equivalence rather than a strict or 

literal translation of the instrument, and at the same time maintains the theoretical framework behind the 

instrument and ensures contextual validation. Based on their suggestions, the scale item numbers 1, 2, 8, 9, 

and 13 were modified. Utilizing statistical package for social science (SPSS) version 23, Cronbach’s alpha 

was computed from the pilot study data. All negative statements on the Likert scale were reverse-coded to 

maintain consistency. The Cronbach’s α reliability coefficient for the scale was 0.80 (ATICT), which is 

regarded as satisfactory by Bland and Altman [27]. 

Although the ATICT scale offers a valid and theoretically supported tool for measuring pedagogical 

technology attitude among teachers, the current study is based solely on self-reporting, which may be 

influenced by social desirability bias, perceived professional expectations, and respondents’ subjective 

interpretations of their own instructional practice. Teachers whose administrations attempt to encourage the 

use of technology in their schools tend to have positive attitudes towards implementing technology, even 

though their implementation may not be represented effectively in their actual teaching. As such, the results 

of this research must be interpreted only as indicators of the research subjects’ perceived readiness and 

ATICT using technology, rather than an indication of how they use technology for instruction. 

The population comprised 1,977 higher secondary teachers (private school teachers: 1,281; 

government: 696) from Manipur. A proportionate stratified random sampling procedure was conducted with 

management (private vs. government) as the strata. Proportions were calculated from the population: 

private=1,281/1,977=0.648 and government=696/1,977=0.352. An initial target sample of 1,100 was drawn 

proportionally (private: 713; government: 387). After data collection and cleaning, which included removing 

non-responses, incomplete questionnaires, and ineligible cases, 1,000 usable responses remained and were 

retained for analysis (private: 646; government: 354). Utilizing the SPSS version 23, the data gathered from 

research participants through the ATICT scale were analyzed and assessed. All 20 statements regarding 

teachers’ attitudes toward ICT use were asked, and the measures of the affective, cognitive, and behavioral 

aspects of ICT attitude were intended to be obtained from the items. Since the data were not normally 

distributed, non-parametric tests were done for group comparisons. The data collected were analyzed using 

the Mann-Whitney U test and the Kruskal-Wallis test to measure the variables. 

 

 

4. RESULTS 

The teachers’ ATICT uses in Manipur, India, was found to be high. Only a very small percentage of 

the teachers strongly disagreed or disagreed with the statements that relate to the use of ICT, while nearly 

half of the respondents strongly agreed and agreed. A moderate proportion remained neutral, which would 

suggest that only a small minority of teachers are uncertain about the integration of ICT. About 49.3% of the 

respondents were in strong agreement, and 31.4% agreed on positive statements related to the use of ICT in 

education, while a very small number of participants expressed disagreement (5.4%) or strong disagreement 

(2.6%). A neutral response was received from 11.2% of the teachers. The high value of the overall mean 

(M=4.28, SD=0.60) indicates that higher secondary teachers have a very optimistic attitude in using ICT for 

teaching–learning. The result revealed that most of the teachers have a positive ATICT, implying that 

teachers hold a consistent and homogeneous positive ATICT use in teaching and learning. 

The analysis revealed significant gender-based differences in two out of three attitude domains 

toward ICT use. According to their higher mean ranks, male teachers demonstrated significantly more 

positive affective attitudes and cognitive attitudes than female teachers, as shown in Table 1. These findings 

suggest that male teachers tend to emotionally appreciate ICT more and cognitively view it as useful and 

relevant in teaching. In contrast, no statistically significant difference between genders emerged with respect 

to the behavioral domain. Institutional support for their employees has a greater impact than demographic 

characteristics. Policies focused on developing the entire institution will have more positive outcomes than 

developing only the targeted group of employees. This suggests that while males and females may differ in 

their attitude about, and what they think of ICT, male and female teachers use ICT in practice to roughly the 

same degree. From here, one may infer that behavioral ICT-use is determined by institutional requirements or 

the availability of ICT facilities rather than by gender-specific predispositions. 

The results indicated significant differences in the attitudes of teachers toward ICT use across all 

three domains when comparing government and private school teachers. Government school teachers 

reported significantly higher affective, cognitive, and behavioral attitudes, as reflected in their significantly 

higher mean ranks, as shown in Table 2. This could be consistently reflective of better access to government 
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ICT initiatives, higher exposures to professional development programs, and the institutional emphasis 

placed on digital tool integration in government schools. Access to and the use of technology will be limited 

for teachers who work in private schools. For that reason, investment in private schools is necessary to 

address issues with technology in schools, and these issues can only be addressed through targeted capacity-

building opportunities. Capacity-building will allow the use of technology to become consistent across all 

school systems. There is an important management-based gap in the preparedness for ICT use amongst the 

teachers of Manipur. 

The findings showed varying patterns of differences across teaching experience groups in teachers’ 

attitudes toward ICT use, as shown in Table 3. There were no significant differences in the affective domain 

across years of teaching experience; however, statistically significant differences were observed in the 

cognitive and behavioral domains. The cognitive and behavioral attitude of teachers towards ICT among 

mid-career teachers is significantly greater than that of either early-career or late-career teachers, suggesting 

that successful integration of ICT into the classroom depends on the convergence of pedagogical maturity 

and ongoing professional development. Given the lower levels of engagement found among early- and  

late-career teachers, it can be surmised that they have differentiated needs for support. From a policy 

perspective, it could be said that induction-stage teachers require mentoring through structured programs, 

while experienced teachers would likely benefit more from targeted digital skills development initiatives.  

As a result, this suggests that professional development strategies should be based upon a systematized career 

stage approach rather than a uniform delivery strategy. This implies that mid-career teachers may become 

more adaptable, more exposed to training oriented toward ICT, and confident in the use of digital tools than 

their less-experienced or highly senior counterparts. 
 

 

Table 1. Mann-Whitney U test ranks and statistics for gender 
Variable Gender N Mean rank Mann-Whitney U Z p 

Affective domain Male 430 524.55 112210.500 -2.311 0.021 

Female 570 482.36 

Cognitive domain Male 430 524.03 112433.500 -2.245 0.025 
Female 570 482.75 

Behavioral domain Male 430 503.05 121454.000 -0.248 0.804 

Female 570 498.58 

 

 

Table 2. Mann-Whitney U test ranks and statistics for school management 
Variable School management N Mean rank Mann-Whitney U Z p 

Affective domain Government 354 591.58 82098.500 -7.461 <0.001 
Private 646 450.59 

Cognitive domain Government 354 573.92 88350.000 -5.970 <0.001 

Private 646 460.26 
Behavioral domain Government 354 590.23 82579.000 -7.452 <0.001 

 

 

Table 3. Kruskal-Wallis test ranks and statistics across teaching experience 
Attitude Experience N Mean rank Chi-Square p 

Affective domain Up to 5 years 253 473.11 9.226 0.056 

6–10 years 277 496.19 
11–15 years 215 539.33 

16–20 years 134 528.41 

21+ years 121 467.72 
Cognitive domain Up to 5 years 253 477.39 16.080 0.003 

6–10 years 277 485.22 

11–15 years 215 542.83 
16–20 years 134 555.66 

21+ years 121 447.50 

Behavioral domain Up to 5 years 253 440.85 20.903 <0.001 
6–10 years 277 508.10 

11–15 years 215 545.97 

16–20 years 134 543.38 
21+ years 121 479.54 

 

 

The result showed a significant difference across the educational qualification groups of teachers in 

all three attitude domains, as shown in Table 4. The greatest differences were seen based on levels of 

qualification, with professional teachers (B.Ed. or M.Ed.) showing differences compared to teachers without 

professional qualifications. This includes the affective domain, where M.Ed.-qualified teachers were most 

emotionally positive toward ICT use, followed by B.Ed. or postgraduates with B.Ed. degree holders, and the 

least affective attitudes were shared by postgraduates or Ph.D. holders without professional teacher training. 
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Table 4. Kruskal-Wallis test ranks and statistics across educational qualifications 
Attitude Qualifications N Mean rank Chi-square p 

Affective Graduate 60 478.86 30.957 <0.001 
B.Ed. 139 533.55 

Postgraduate 275 445.59 

Postgraduate with B.Ed. 377 522.99 
M.Ed. 59 636.12 

Ph.D. 90 448.55 

Cognition Graduate 60 459.94 14.802 0.011 
B.Ed. 139 488.33 

Postgraduate 275 473.65 

Postgraduate with B.Ed. 377 519.24 
M.Ed. 59 611.54 

Ph.D. 90 477.07 

Behavior Graduate 60 475.07 60.751 <0.001 
B.Ed. 139 607.94 

Postgraduate 275 431.44 

Postgraduate with B.Ed. 377 499.94 
M.Ed. 59 669.18 

Ph.D. 90 454.30 

 

 

The cognitive domain is significantly different, where M.Ed. and postgraduate with B.Ed. degree 

holders reported stronger cognitive appreciation for the usefulness and pedagogical relevance of ICT.  

The most pronounced differences within the behavioral domain are where M.Ed. qualified teachers show the 

highest level of behavioral engagement in using ICT, followed by B.Ed. qualified teachers, while 

postgraduates without pedagogical training reported the lowest scores for behavioral traits. These findings 

confirm the very important place that professional teacher education, particularly the B.Ed. and M.Ed., has in 

forming teachers’ affective, cognitive, and behavioral orientations to integrate ICT into classrooms. 

Generally, teachers with an M.Ed. degree have significantly higher affective, cognitive, and behavioral 

scores than those with other qualifications, suggesting that a professional teacher degree or courses build 

cognitive skills that advance training and behavioral performance. Thus, it appears that when ICT components 

are included in a structured way within the context of teacher education, there is a significant benefit to 

improving a teacher’s ability to utilize ICT in a classroom setting. In terms of the evaluation of education, 

this reinforces our earlier statement that traditional pre-service teacher education is one of the highest leverage 

opportunities for improving the overall system of education’s capability to effectively utilize ICT in education. 

As a result, to enhance the capacity of school systems to harness the power of ICT in education, we recommend 

that the incorporation of techno-pedagogy within the initial certification component of teacher preparation 

programs would have more impact than simply relying on in-service workshops to provide this training. 

 

 

5. DISCUSSION 

The key contribution of this research is not only confirming that teachers in Manipur have positive 

attitudes towards ICT, but also showing how the positive attitudes were generated by the institutional and 

professional conditions. It has been shown that, consistent with technology acceptance theory [11], there are 

stronger positive affective and cognitive perceptions associated with stronger behavioral dispositions toward 

ICT use. Studies showed that while attitudes are important in influencing an implementation process, these 

are required in combination with critical enabling components toward effectual outcomes [6]. The results of 

this study provide further evidence of this shift in theory by showing that variations in ICT attitudes are more 

closely aligned with professional variables than with other demographic variables, and therefore, the attitude 

of the teacher should be viewed as an indicator of institutional readiness for ICT and not simply as an 

individual psychological variable. While slight affective and cognitive differences may exist, the lack of 

behavioral differences suggests that gender has little or no impact on the actual use of ICT when structural 

conditions are comparable, as noted by Vanegas et al. [14], where an individual demographic predictor for 

ICT use to be overridden by the institutional factors in determination the pattern and extent of ICT use. This 

finding highlights that systematic capacity-building may have a greater impact than demographic-based 

interventions. However, differences across school management types were more evaluatively significant than 

were differences found between schools within a particular management type. The higher attitudes of 

teachers in government schools as compared to private schools aligned with the previous literature asserting 

the role of infrastructure provision, policy-based initiatives; and structured professional development in 

increasing teachers’ technology readiness [13]. Therefore, regional planners should make sure that both 

government and private institutions have equitable access to technology resources and organized 

opportunities for professional growth. 
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On the other hand, teachers from the mid-career group showed the most cognitive and behavioral 

engagement as they may have benefited from joining teaching efficacy, autonomy, and continuous exposure 

to professional development that enables them to use their competence in ICT more effectively than novice 

and late-career teachers. The differences in teachers’ attitudes across teaching experience show that there is  

a necessity for using different methods of professional development. Late-career teachers could gain from 

programs specifically aimed at developing their skills in digital technologies to achieve adaptive instructional 

change, whereas early-career teachers may require more structured mentoring support regarding the 

implementation of ICT in their classrooms. The significance of teachers’ professional qualifications adds 

weight to the argument regarding the role of institutional context. Teachers who have formal pedagogical 

qualifications such as B.Ed. or M.Ed. exhibited higher levels of multi-dimensional readiness; these findings 

are consistent with previous studies [6], [16], which indicated that integrating techno-pedagogical training 

positively affects teachers’ confidence and ability to use technology in the classroom. The significance of 

incorporating techno-pedagogical training into pre-service teacher education programs is shown by the 

considerable correlation found between professional qualification and multi-dimensional ICT readiness. 

Instead of depending only on brief in-service seminars, incorporating ICT pedagogy into B.Ed. and M.Ed. 

programs, and regular hands-on training on ICT may provide a more viable route for long-term digital 

transformation. 

The post-COVID-19 situation provides a larger context in which these results must be understood. 

While the pandemic has hastened teachers’ awareness of technology tools and then encouraged their attitudes 

towards ICTs, it has also revealed and exacerbated institutional inequalities. Hence, the results shown here 

indicate that there are positive attitudes together with non-homogeneous implementation levels that are 

mostly predetermined by technological infrastructural attributes. Also consistent with current academic 

observations. In alignment with this pattern, recent research has indicated the enhancement of technology 

acceptance as well as prevalent disparities in its implementation based on related constraints [28], [29]. From 

the viewpoint of an educational assessment, the results provide evidence that ICT attitude functions as  

a readiness factor and not only as a psychological state. The overall positive attitudes toward the integration 

of ICT and the differences between institutions indicate that teacher unwillingness is not the primary barrier 

to ICT integration. The alignment of teacher readiness with respect to technology, infrastructure, and policy 

support is, therefore, a critical opportunity for advancing the effective use of technology in the classroom. 

Educational evaluation frameworks should assess both the attitudes and readiness of institutions as they 

pertain to digital educational reform to measure the successful implementation of technology. 

 

 

6. CONCLUSION 

The study assessed the attitudes of teachers in higher secondary schools of Manipur in the cognitive, 

affective, and behavioral aspects of ICT integration. The findings show that the teachers generally have  

a positive ATICT work, thus confirming the global observations about the increased awareness of teachers 

about the teaching efficacy of ICTs. A positive attitude is thus not general but deeply determined by the 

organizational conditions in which teachers work. The two most important determining variables are the type 

of school management and the teachers’ qualifications. Teachers in government schools and those holding 

professional degrees, especially M.Ed., show more active engagement in all aspects of the attitude. Gender 

variations were confined to the affective and cognitive parts, indicating that the class implementation aspects 

were not influenced, and the primary dominance of the institutional construct over the gender construct has 

been emphasized. Based on the analysis, the attitudes of teachers towards ICT are presented not within the 

context of an individual construct but within the context of an output construct that encompasses the system 

readiness, preparation, and institutional construct. 

Despite the contributions of this research, there are limitations as well. This research is based on 

self-reporting scales related to the attitude of teachers towards the ICT tool. Although such scales are widely 

used and validated, self-reported responses are, per se, susceptible to a measurement bias, including social 

desirability bias, acquiescence effects, and respondents’ tendency to overstate positive attitudes toward ICT 

in contexts where the use of technology is institutionally encouraged or socially valued.  

As a result, the reported attitudes might reflect perceived readiness rather than what takes place in 

the classroom. Future assessment research should corroborate survey results with observations in the 

classroom, with records of digital use, and with indicators based on performance. This would provide a more 

valid and practice-based understanding of ICT attitudes and their possible translation into classroom 

behavior, enhancing and providing stronger evidence for the relationship between attitudes and actual ICT 

integration. Future research could also adopt a mixed-method approach in exploring how concrete training 

models and school-level supports relate to ICT integration. 
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