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Abstract: Online teaching has become part and parcel of higher 
education as the pandemic caused by COVID-19 has made us go digital. 
Most of the higher education institutions in Bangladesh suddenly shifted 
from face-to-face teaching to online teaching in June 2020. Since all the 
educational institutions got back to face to face classes from March 2022, 
it is time to reflect on those virtual experiences to identify what teachers 
have achieved and how learners have benefited from the digital stop-gap 
practices. Therefore, this qualitative study aims to share the challenges 
and explore the opportunities which emergency remote teaching may 
have presented to the tertiary level teachers and learners of Bangladesh. 
Data were collected from 24 teachers from 11 private universities and 19 
students from 7 private universities of Bangladesh through focus group 
discussions. Follow-up interviews were also conducted with 6 teachers 
and 6 students from 6 universities. The discussions and the interviews 
were recorded, transcribed, and analyzed thematically. Findings reveal 
that despite the technological and pedagogical challenges, the 
integration of technology in teaching and learning during the pandemic 
has created opportunities for developing learners’ autonomy and self-
regulation, and teachers’ technological pedagogical content knowledge. 
However, online assessment and feedback strategies did not prove to be 
satisfactory for the teachers and the students. These findings may have 
further implications for higher education in the post-COVID climate in 
Bangladesh. 
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Introduction 

The unanticipated turbulence caused by COVID-19 has posed many 
challenges to the Higher Education (HE) communities around the 
world (Almazova et al., 2020; Ferri et al., 2020). One of those 
challenges has been the emergency transition from face-to-face 
teaching and learning to virtual teaching and learning via different 
online platforms (United Nations [UN], n.d). As universities and 
other tertiary level educational institutions were closed in 175 
countries across the world and all of the tertiary level students 
(100%) of the South-Asian countries were affected by this 
disruption, the Higher Education Institutions (HEIs) needed this 
makeshift arrangement (World Bank Group Education, 2020). Like 
other developing countries in South Asia, the Bangladeshi education 
system had to encounter this crisis and deal with it. Since the 17th of 
March 2020, all the educational institutions in Bangladesh were 
closed due to the spread of COVID-19 in the country (Haque, 2020). 
Considering all pros and cons, in May 2020, the University Grants 
Commission (UGC) of Bangladesh instructed all the universities to 
start the online mode of delivery during this period to ensure the 
continuity of teaching and learning (Abdullah, 2020).Due to the 
affordability of the students and the technological support, the 
private universities started teaching online earlier than the public 
universities in Bangladesh (Jasim, 2020).This sudden change of the 
teaching mode led the teachers, who probably had very limited or 
no experience teaching online courses, to adopt digital pedagogies 
to transform their onsite teaching procedures into online 
instruction with minimal technical support. This abrupt move to 
online teaching forced teachers with little or no training to adopt 
digital pedagogies to cope with the demands of the situation. 

It may be noted that Bangladesh holds the 129th position out of 138 
countries in terms of internet bandwidth on mobile phones and the 
98thposition out of 180 countries regarding broadband internet 
bandwidth (Speedtest Global Index, 2022) demonstrating one of the 
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poorest bandwidths in the world. Therefore, the decision of 
implementing online learning in Bangladesh was a crucial challenge 
at HE. In this regard, the remote teaching and learning experiences 
of the Bangladeshi teachers and learners during COVID-19 can shed 
light on the pertinent information required to identify whether or 
not integrating technology into the traditional face-to-face teaching 
situation will be able to facilitate teaching and learning at HE in the 
post-COVID context. Moreover, it is necessary to explore the 
challenges as well as the opportunities which Emergency Remote 
Teaching (ERT) (Hodges et al., 2020) practices at HE might have 
posed to us during this pandemic. These findings could provide 
information for developing future pedagogical policies, planning 
and technology infrastructure. Under this backdrop, it is important 
to explore different aspects of online teaching in the Bangladeshi 
context so that through a combination of the best practices from 
the face-to-face mode and ERT, a new, flexible, hybrid/blended and 
sustainable model of teaching can emerge to promote learning that 
will cater to the needs of the learners in marginalized contexts (Shin 
et al., 2021; UN, 2020).The current study was designed with this 
purpose focusing on the following research questions: 

1. What are teachers’ perceptions of the transition during the 
emergency mode of teaching amidst COVID -19? 

2. How does the teachers' adoption of an emergency mode of 
teaching facilitate students' online learning? 

 
Literature review 

This section reviews the literature related to ERT and the 
development of teacher knowledge, teacher roles in an online 
teaching environment and benefits of introducing ERT in different 
settings during COVID-19. 
Emergency mode of online teaching and teacher knowledge 

In response to the unexpected closure of schools, colleges and 
universities due to the pandemic, different educational institutions 
around the world decided to adopt ERT which “...provide temporary 
access to instruction and instructional support in a manner that is 
quick to set up and is reliably available during an emergency or 
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crisis" (Hodges et al., 2020, para. 13). The worldwide survey 
conducted by the National Geographic Learning research team 
revealed that the majority of the teachers (75%), who opted for 
ERT, were hardly familiar with online teaching (Shin et al., 2021). 
Therefore, while integrating technology into education, these 
teachers would need to develop certain types of knowledge which 
would help them to use their content and pedagogy based 
knowledge in collaboration with technology in online classes.  

According to Mishra and Koehler’s (2006) Technological Pedagogical 

Content Knowledge (TPACK) framework, when teachers integrate 

technology in education, their Content Knowledge (CK) that is the 

knowledge about the subject matter to be taught to the students, 

Pedagogical Knowledge (PK) referring to the knowledge about 

different instructional procedures and techniques which will help to 

nurture students’ learning, and Technology Knowledge (TK) 

referring to the knowledge about technological tools and resources 

which could be used for teaching and learning, interact with each 

other. Because of this interaction, TPACK evolves out of Pedagogical 

Content Knowledge (PCK) which refers to teachers’ knowledge of 

how course contents can be presented to the students using 

different teaching methods, approaches, techniques; Technological 

Content Knowledge (TCK) which indicates teachers’ knowledge of 

how the content could be delivered to the students using the most 

suitable technological tools and resources; and Technological 

Pedagogical Knowledge (TPK)which relates to teachers’ knowledge 

of how different technological tools and resources could be used for 

various pedagogical purposes. Thus, TPACK “enables teachers to 

develop appropriate and context-specific teaching strategies” 

(Koehler et al., 2014, p. 102).In this regard, Yeh et al. (2013) 

mentioned that different knowledge dimensions of TPACK can 

affect five pedagogic areas, such as learners, content to be taught, 

curriculum, classroom teaching and assessment. Since the teachers 

could not take the required preparation before starting ERT (Shin et 

al., 2021), we may need to investigate how far these teachers were 

able to develop TPACK for their virtual teaching. 
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In addition to developing TPACK, teachers may also need to play 

different roles. Rapanta et al. (2020) suggested that teachers need 

to ensure three types of “presence” in the ERT environment, such 
as “cognitive presence” where they will have to check students’ 

preparedness; “a social presence” where they will frequently 

communicate with students through various channels and a 

“facilitatory presence” where teachers will become a facilitator and 

mentor, and give direct instruction embodying tools/resources 

(Rapanta et al., 2020, pp. 938-939). Finally, teachers need to follow 

the continuous or formative assessment process so that students 

can maintain and develop self-regulation and learner autonomy, 

and the teachers can monitor the learners’ progress. It would be 

useful to explore whether or not the teachers who embarked on 

online teaching without or with little preparation were able to 

discharge these roles. 

Considering the uncertainties of an emergency, Whittle et al. (2020) 

suggested that teachers should constantly enquire about students’ 

access to online classes, and health and safety-related issues so that 

they can regularly update their pedagogical applications according 

to the learners' needs and agency, “critical learning goals”, 

synchronous or asynchronous mode of communication, assessment, 
instructor’s and learners’ roles, and feedback procedure (p. 314). 

Finally, teachers will need to adopt these strategies and evaluate 

the whole procedure from time to time to ensure the successful 

implementation of ERT. 

Almazova et al. (2020, p. 9) also investigated the HE context of 

Russia during the pandemic and mentioned that fostering students’ 
“critical and creative thinking skills”; “actualization of students’ self-

education needs and skills” and “development of students’ 

sustainable motivation” for studies must be ensured while 

organizing online teaching and learning. These objectives reiterate 

the implementation of the frameworks provided on ERTE by Whittle 

et al. (2020) and place learners' needs and context at the center. 

Therefore, the teachers will need to consider the above factors for 

the fruitful integration of technology at any level of education. 
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The UNESCO International Institute for Higher Education in Latin 

America and the Caribbean (IESALC) report (2020) revealed the 

impact of COVID-19 on HE in that region and generalized that in the 

post-COVID era, hybrid methodologies would be used in different 

HEIs around the world “to support pedagogical renewal and 

improvement” (UNESCO IESALC, 2020, p. 44). Therefore, the 

practical experiences that teachers and students have gathered 

from the ERT practices could prove to be a valuable source of 

context-based information in providing future directions to HE in 

terms of making different choices in teaching methodologies. 
 
Teacher roles in online teaching 

Teachers play one of the most vital roles in ensuring the quality of 

teaching and learning online (Hodges et al., 2020). Huang, Liu et al. 

(2020) pointed out that a teacher should be a monitor, feedback 

provider, and resource of learning materials in an ERT context to 

facilitate online learning. They emphasized teachers’ use of 

effective methodology and friendly learning tools and the 

promotion of self-regulation via independent study and 

collaborative learning to increase learning opportunities in an online 

environment. Mahmood (2021) also suggested teachers design 

interactive and participatory classroom tasks and case studies so 

that students can engage in real-life related activities to nurture 

their innovative and creative abilities during this pandemic. 

Therefore, teachers will need to be very flexible in their teaching 

approaches so that they can accommodate any kind of challenging 

context online. This flexibility has added a new dimension to the 

traditional teacher roles, and satisfactory performance of this role 

may help the teachers ensure a rewarding online learning 

experience. 
Benefits of introducing ERT in different settings during COVID-19 

Researchers identified different benefits of implementing ERT 
around the world. Oyedotun (2020, p. 2)  revealed several merits of 
introducing ERT in Guyana during this pandemic, such as: “general 
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benefits” regarding deriving different resources of teaching 
materials and class recordings using online tools; “personal growth 
and development benefit” concerning teachers’ professional 
development and HEI’s infrastructural and technological 
development; and “pedagogical benefits” in terms of teacher-
student connectedness outside the classroom, use of different 
online tools for teaching and learning and the opportunities of 
introducing blended learning. Similarly studies conducted in the 
world wide context by Shackleton et al. (2021) and Shin et al. (2021) 
as well as the research conducted by Mishra et al. (2020) and 
Talidong and Toquero (2020) in Indian and Filipino contexts 
respectively revealed the beneficial impact of ERT on teaching and 
learning. Zhang's (2020) study further revealed that ERT had 
positive impact on those Chinese students’ online performances 
who had good self-regulation and learner autonomy.  

The above studies, which were mostly conducted in the context of 

developed countries, highlighted a gamut of merits in favour of ERT 

starting from personal growth to pedagogical and technological 

development benefits. In those contexts, ERT seemed to offer an 

alternative to face-to-face teaching, which proved to be convenient 

for both teachers and students involved. However, very few studies 

(Bashir et al., 2021; Khan et al., 2020, 2021a) have been conducted 

in developing countries contexts to explore the opportunities which 

teachers and learners could get during the ERT with their limited 

technological support and poor internet access. Moreover, a few 

studies (Khan et al., 2021b) have been conducted in Bangladeshi 

private universities contexts to investigate these issues. Therefore, 

this study aimed to identify the opportunities that the tertiary level 

teachers and students of Bangladesh might have gained from their 

remote teaching and learning experiences encountering the 

challenges during COVID-19. 
 
Methodology 

This study was conducted following a qualitative research approach. 
The data were collected through Focus Group Discussions (FGDs) 
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followed by in-depth semi-structured Interviews (IVs). The 
population of this study is English language teachers and learners 
from different private universities in Bangladesh. Following a 
convenient sampling technique for teachers in terms of access and 
time. For accessing the participants, an open invitation was 
circulated on social media, and teachers who were interested to 
participate in the FGD were contacted for sharing their convenient 
time. A total of 24 teachers from 11 private universities participated 
in 5 FGDs. On the other hand, students were accessed through the 
teachers who participated in the FGDs. Hence, students for FGDs 
were selected adopting a snowball sampling technique. A total of 19 
students from 7 private universities participated in 5 more FGDs. 
From the teachers and the students who took part in the FGDs, 
6teachers and 6 students were later purposively selected for in-
depth IVs. Table 1 and Table 2 present the demographic information 
regarding the teachers and the students respectively.  
 
Table 1. Teachers’ Demographic Information 
 

 Identifiers 
FGD 
Details 

Interview 
Details 

Total number  24 6 
Gender Male 8 2 
 Female 16 4 
Experience 0- 5 years 8 2 
 6- 10 years 6 2 
 11- 15 years 5 1 
 16- 20 years 4 1 
 Over 20 years 1 0 
Levels taught Undergraduate 18 4 

 
Both graduate and 
undergraduate 

6 2 

Taught 
courses 

Skill-based courses 12 3 

 
Skill-based and English 
literature courses 

2 1 

 
Skill-based, applied linguistics 
and English Language 
Teaching(ELT) courses 

12 2 
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Table 2. Students’ Demographic Information 
 

 Identifiers 
FGD 
Details 

Interview 
Details 

Total 
Number 

 19 6 

Gender Male 9 3 
 Female 10 3 
Level of 
Education 

B. A (Hons.) 1
st

 year 7 2 

 B. A (Hons.) 2
nd

 year 3 1 
 B. A (Hons.) 3

rd
 year 2 1 

 B. A (Hons.) 4
th

 year 7 2 
Faculties Social Science and Humanities 15 4 
 Business 3 1 
 Science 1 1 
Enrolled in Skill-based courses 10 2 

 
English Literature, applied 
linguistics & English Language 
Teaching (ELT) courses 

6 2 

 All the above courses 3 2 

The data collection tools, the FGD questions and the semi 
structured interview questions, were piloted and revised. Since this 
study was conducted during a lockdown period caused by the 
pandemic, the FGD and the IV data were collected using Zoom and 
Google Meet platforms. The duration of the FGDs was 50-90 
minutes whereas the IVs lasted for 25-50 minutes. The FGDs and 
the IVs were conducted in both Bangla and English keeping in mind 
the convenience of the participants. All data were digitally recorded 
with the consent of the participants.  

The digitally recorded data were transcribed following a verbatim 
approach and translated into English by professional translators. 
The researchers of the study checked the quality of the 
transcription and translation randomly with digitally recorded data. 
Then, the data were analyzed thematically. This thematic analysis 
was question-driven that followed a deductive approach rather 
than an inductive approach (Braun & Clarke, 2006).The anonymity 
of the participants was maintained by coding the teacher 
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participants as Teacher 1 (T1) to T 24 and the student participants 
as Student 1 (S1) to S 19. Several consensus meetings were held 
among the authors for conducting this research, and analyzing and 
reviewing the findings of the study. To maintain the trustworthiness 
(Golafshani, 2003) of the study, the data were triangulated from 
several sources (e.g. teachers and students) and methods (e.g. FGDs 
and IVs). 
 
Findings and discussion 

The qualitative data indicated seven emerging themes regarding the 

teachers’ and students’ perceptions about the challenges and the 

opportunities that occurred during the ERT amidst COVID-19. The 

themes were related to teachers’ professional development, 

teacher and student connectivity, use of materials, multiple ways of 

learning, learner autonomy, assessment techniques, and the 

prospect of online teaching and learning in Bangladesh. 
 
Teachers’ professional development 

The teachers did not have any experience teaching online before 

starting ERT during COVID-19. However, as they had 3-20 years of 

teaching experience, they were able to identify that only PCK would 

not be able to help them teach online. They pointed out in the FGDs 

that they realized that they needed to update their pedagogical 

techniques and activities, instructional resources, assessment 

techniques and feedback procedures to accommodate the online 

teaching and learning contexts (Yeh et al., 2013). As a result, all of 

them tried to obtain TCK and TPK by attending different virtual 

training sessions arranged by their respective institutions, and 

through collaborating with their friends who were familiar with 

various technological tools.  

The teachers further explained in the IVs what they learned from 

those formal and informal training. For instance a teacher reported 

in this regard that: 
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we colleagues together had some meetings and we helped each other 
earnestly. For example, one of our colleagues suggested making adobe 
spark. So, he knew how to do it and he taught us how to prepare video 
classes over there. (T 3) 

Regarding TCK, the teachers developed their understanding of 
presenting teaching content through pdf copies, slides or 
multimedia, disbursing materials through Google Classroom, 
Whatsapp, email, Google Drive and/or Facebook. Concerning TPK, 
teachers learned how to integrate technology while delivering 
instruction via different modes of teaching and digital platforms, 
and managing classes through Google Meet, Zoom, Facebook 
and/or WhatsApp. They also received training on how to use 
Turnitin for detecting plagiarism and cheating in students ‘writing. 
They obtained knowledge regarding how to use Google Form, 
Google Docs, Google Jam board, Mind Maps, Padlet, Kahoot, 
Edpuzzle and Flipgrid for designing engaging activities, and taking 
quizzes, presentations and examinations. Though teachers became 
familiar with those tools, all of them mentioned in the IVs that they 
could not use most of these mechanisms due to the poor speed of 
the internet and students’ lack of having digital literacy and devices 
with larger screens other than mobile phones. As most of the 
students used mobile phones for attending classes, they could not 
respond appropriately through these gadgets. Because of these 
factors, the majority of the teachers could use only Google Form, 
Google Docs and Google Jamboard in the classes even after gaining 
knowledge about other tools.  

The FGD and the IV data further revealed that the development of 
PCK, TCK and TPK helped the teachers design lesson plans for 
teaching English language skills, English literature, applied linguistics 
and English Language Teaching (ELT) based course contents online 
(Tseng et al., 2020). They focused on planning lessons during ERT 
because “if classes are not good, students might not feel interested 
to attend the classes” (T 9) and “... unless they find it effective they 
will not take the trouble of buying data, using the devices, sitting 
before the monitor for such a long time” (T 21).  The interaction of 
these three types of knowledge, the teachers seemed to have 
developed TPACK focusing on how to choose and select different 
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teaching methods and relevant technologies to present and teach 
the contents according to various technological challenges and 
students’ needs; how to plan and manage online activities using 
different teaching techniques and technologies for developing 
students’ content knowledge and English language proficiency; how 
to evaluate students in online courses using different assessment 
tools; and how to give feedback on students’ writing (Koehler et al., 
2014; Mishra & Koehler, 2006).  

Bao (2020) also identified that teachers’ professional skills 
developed during the pandemic in the Chinese ERT context. 
However, all the teachers reported in the IVs that they needed 
more intensive training to increase their confidence and efficiency 
in operating different technological tools in the online teaching 
environment. Hodges et al. (2020), Koehler et al. (2014), Rapanta et 
al. (2020), and Whittle et al. (2020) also suggested that teachers 
should develop PCK along with pedagogical digital competence to 
function smoothly in different online teaching contexts. Thus, the 
ERT experience during COVID-19 has highlighted the importance of 
training teachers and developing various dimensions of their 
knowledge.  
 
Teacher and student connectivity 

As the teachers and the students could not meet face to face during 
ERT, both of the groups became more active online (Ferri et al., 
2020). The teachers’ newly developed knowledge of technology 
might have helped them to understand the students’ needs and 
supported them to take necessary initiatives during the pandemic. 
Therefore, one teacher (T 12) commented in the FGD that “we all 
know that it is a very crucial time and students are asking for our 
help. Now we have to become their therapist, psychologist, teacher 
all in one” online. All the students seemed to agree with S 9 who 
reported in the FGD about the teachers’ presence. S 9 mentioned 
that “the teachers ...have always assured us that we would get help 
from them … whenever we face problems. We have found them 
available all the time.” Rapanta et al. (2020) and the UN’s (2020) 
policy briefing also suggested teachers increase their presence in 
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different roles on online platforms to maintain connectivity with the 
students. The students also reported in the FGDs that they became 
digitally literate and confident in using online tools by utilizing the 
frequent opportunities to interact with their peers and teachers via 
different online platforms (Huang, Shi et al., 2020).However, the 
teachers mentioned in the IVs that they had to invest a significant 
amount of time every day for ensuring their presence online. They 
did not need to do it during the offline mode of teaching. Therefore, 
time management has probably become a new challenge during the 
pandemic. 
 
Materials used during remote teaching 

Though the teachers initially struggled in providing students with 
necessary materials for their online classes, their development of 
TPACK probably helped them to identify ways to overcome these 
obstacles to a certain extent. They highlighted in the IVs that they 
were aware of the fact that the students had difficulties in buying 
books online or offline, taking prints and downloading large files. 
Moreover, the students revealed in the IVs that they had limited 
access to the library and paid high costs for downloading materials. 
Due to these issues, the teachers struggled in selecting the 
appropriate course contents and suitable materials for teaching 
online. Mishra et al. (2020) also found in the Indian ERT context that 
teachers sought feedback constantly from their students to upgrade 
their teaching materials. 

The FGD data further unfolded that the teachers struggled to find 
relevant audio-visual materials according to the learners’ interest 
areas and the course contents. Therefore, they started developing 
new materials using different technological tools. The FGD data 
revealed that five of them mentioned in the FGDs that they 
prepared short videos as authentic materials for teaching English 
language skills, applied linguistics and ELT courses. For instance, one 
teacher reported that: 

...usually the students do not feel like going through other study materials 
than the lecture slides online… So, as I teach psycholinguistics, I brought 
in videos of Bangladeshi kids… and asked them to analyze these… 
suddenly they became very interested. (T 4) 
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Thus, the teacher tried to engage the learners by creating authentic 
video content. They also prepared audio records accompanied by 
grammar practice-based activities. In one university, all the teachers 
of the English department were involved in creating audio clips for 
their students. They also frequently used live class recordings, 
PowerPoint slides, soft copies of the textbooks and YouTube videos 
as teaching materials. While preparing video-based materials for 
the students, a teacher (T 18) identified that “shorter videos are 
more effective than longer videos” because those videos took less 
time to prepare, and those materials were easy to download at a 
lower cost with minimal technical support. All the other teachers 
agreed with T 18 regarding this fact in the FGD. 

The students also found these varieties of materials useful to some 

extent since one student in the FGD (S 7) stated that teachers 

“...provided us many things to make us comfortable and easy for 

studying. They share slides, video recordings, and pdf files also.” 

However, the students pointed out in the FGDs that they faced 

numerous problems in reading the soft copies of the books or 

articles on the mobile screen as no other devices were available to 

them. On the other hand, the data also revealed that the majority 

of the teachers (5 out of 6 teachers in the IVs) reported that they 

could not provide the students with any interactive multimedia-

based materials which could have made the online language 

learning experience more interesting and engaging for the learners 

(Ferri et al., 2020). Therefore, the data suggested that the pandemic 

provided the Bangladeshi teachers with an opportunity to explore 

the types of materials which would be effective in teaching online 

and the difficulties which might arise during the use of those 

materials. This opportunity will help them develop materials for the 

post-COVID situation as teachers may need to integrate technology 

into face-to-face teaching (UNESCO IESALC, 2020).  
 
Use of multiple engagement techniques  

The teachers faced several challenges regarding classroom 
interaction and management during ERT. In the FGDs, the teachers 
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mentioned that they used to get an idea about students' prior 
knowledge and current level of understanding by observing their 
facial expressions, eye contacts, and body movements in face-to-
face classes. In contrast, when the camera was off in an online 
situation (due to lack of high-speed internet connectivity), it 
became challenging for them to customize and adjust their 
instructions and materials according to students’ current level of 
understanding. They also could not assign any in-class group or pair 
works because of a lack of required technological support. 

On the other hand, most of the classes irrespective of the contents 
became mainly teacher-centric where students only listened to the 
teacher talk but fruitful learning results from both cognitive 
processing and social interaction (Hodges et al., 2020).Therefore, 
the teachers mentioned in both FGDs and IVs that they started 
focusing on creating meaningful learning opportunities online so 
that students could develop their language skills along with critical 
thinking abilities related to different course contents (Tseng et al., 
2020). As a result, the teachers focused more on clarifying students’ 
understandings rather than on finishing syllabus. For example, T 3 
reported in the FGD that as it was difficult to conduct pair and 
group works in online classes, they welcomed “students’ opinions 
and comments, and elicited responses for each of the items” more 
than the offline classes. The students also confirmed in their IVs 
that their teachers changed the interaction pattern in the online 
classes as they started asking a good number of probing questions. 
Thus teachers tried to increase the learners’ involvement by 
applying different instructional strategies (Zhao et al., 2016). 

The FGD and the IV data further unfolded that the teachers used 
other engagement strategies in their online classes, such as 
reflecting on the content of the previous class by answering 
multiple-choice questions in Google Forms. This type of learner 
engagement strategies have also been suggested for online classes 
by Chong et al. (2021). For applied linguistics and ELT courses, the 
students would have to present in groups or pairs on case studies 
and problem-solving tasks based on their personal experiences. 
Thus, the teachers tried to make the lessons interesting to the 
learners by engaging them in different interactive activities.  
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The students also reported in the IVs that these types of tasks were 
not given to them to such a great extent by almost all the teachers 
before the pandemic. The use of these strategies suggested that 
ERT has probably provided the teachers with the opportunities to 
engage the learners in multiple ways. These strategies might have 
opened the path for nurturing students’ critical thinking and 
problem-solving abilities in online classes, and raised the teachers’ 
critical awareness of their instructional strategies. The teachers’ 
TPACK might have played an important role in this regard. Thus, 
gradually online teaching might have become more student-centric 
during the pandemic. These findings corroborate with the 
suggestions made by Almazova et al. (2020) for teaching online. 
 
Opportunities for developing learner autonomy 

ERT provided the teachers with the scope to promote learner 
autonomy to some extent. The student IV data revealed that the 
students who had poor fluency in spoken English, and who are 
afraid of public speaking found the online learning quite facilitative 
to them as they could respond both inside and outside the classes 
using multiple channels. The teachers also mentioned in the FGDs 
that they noticed that some of the quietest and shy students 
started responding during their online classes as they implemented 
different ways of communication through the chat box, hand raise 
option, emojis, verbal communication, and Whatsapp. Huang, Liu et 
al.’s (2020) study revealed similar findings in the Chinese context. 
Therefore, one teacher (T 6) commented that “...even the most 
negligent boy, who used to miss classes, now asks questions...As 
now he doesn’t have the option to collect notes from someone 
else…”.This experience indicated that the students were probably 
becoming autonomous using online platforms for learning. 

More evidence regarding the development of learner autonomy 
were gathered from the IVs. One of the students (S 10) pointed out 
this fact in the IV “now since we either have to mail or call to 
contact our teachers so, we feel lazy and sometimes uncomfortable. 
We now try to solve our problems by searching the solution on 
Google at first”. Thus, the student became less dependent on the 
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teachers during online learning. Almazova et al. (2020) and Zhang’s 
(2020) studies corroborated these findings. The students might 
have also gained the opportunity to practice self-regulation during 
the pandemic. In this regard, two students pointed out that “in 
online classes, study depends on me” (S 7, S 12). Therefore, they 
realized that they would have to be self-motivated to do well in any 
course. As a result, both the teachers and the students 
acknowledged in the IVs that the students started using more 
materials outside the referred texts and articles for writing their 
assignments in different courses than the pre-pandemic period. 
Thus, ERT helped the students develop learner autonomy and self-
regulation which were not properly nurtured in the face-to-face 
teaching context in Bangladesh (Begum, 2018).  
 
Use of assessment techniques  

Controlling plagiarism and cheating in students’ writing became a 
major concern in online teaching during the pandemic (Hill et al., 
2021). The teachers mentioned in both FGDs and IVs that they 
observed that a good number of students resorted to plagiarism 
and contract cheating during examinations or while doing 
assignments. These students, though submitted well-written 
assignments, could not explain how they wrote it during their viva 
or oral presentations.  

To solve these problems, the teachers informed in the FGDs that 
they started assessing the learners based on their higher-order 
thinking skills. Therefore, the teachers included project-based, 
problem-solving and decision-making tasks to assess their students 
(Almazova et al., 2020; Stobaugh, 2013). The teachers set these 
tasks either for doing assignments and/or presentations in groups 
or pairs or for answering individually in the examination. 
Accordingly, the students mentioned in the IVs that during the 
pandemic their teachers asked them to prepare assignments 
comparing the characters that they read in novels or short stories 
with any famous public figures of the country in the literature 
courses, whereas in the ELT courses they had to suggest teaching 
strategies or methods for various groups of learners considering 
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different educational levels, classroom contexts and mediums of 
instructions of Bangladesh. Additionally, they had to prepare 1 to 2-
minute videos on different topics for their spoken English courses 
and post those on Facebook groups, and analyze and present audio-
visual materials for applied linguistics courses. They hardly did these 
types of tasks during their offline classes. 

The teachers also changed instructions for preparing assignments to 
control students’ cheating and plagiarism. For example, T 19 
informed in the FGD that: 

...instead of leaving the options open for them, I limited the options. I 
asked them to collect 4/5 sources and stick to only those sources for 
writing their assignments. They have to submit those sources, web pages, 
book chapters, or whatever. And I have the materials they use. (T 19) 

Hence, students informed in both FGDs and IVs that most of their 
“assignments are now accompanied by either viva or presentations 
to check whether or not we have done the task. We have never give 
viva earlier” (S 12). Therefore, the inclusion of viva voce was quite 
new to them as they did not face it in the offline classes.  

The changed pattern of the questions probably made the students 

think more critically during their online assessment and helped 

them realize the responsibility of their learning. One of the students 

(S 5) clarified the impact of these changes further in the IV and 

mentioned that “now our memorization skill does not help us much 

to answer the exam questions. Now, we have to read texts and think 

more analytically and practically, and add our views and experience 

to write answers or assignments.” The teachers probably made 

these types of modifications in online assessment techniques using 

their TPACK (Yeh et al., 2020) which were rarely in use in pre-COVID 

Bangladesh (Islam et al., 2021). Huang, Shi et al. (2020) also 

revealed similar findings regarding assessment in the Chinese 

contexts. 

     In spite of facing the challenges in controlling plagiarism, the 
teachers from only three out of 11 universities informed in the FGDs 
that they started using Turnitin for checking the plagiarism in 
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students’ writing. Accordingly, the quality of education could vary 
from institution to institution in Bangladesh. These variations could 
affect the standard of online education to a large extent (Hodges et 
al., 2020). Therefore, all the university authorities may consider 
these issues while planning policies for online education in future.  
 
Future of online teaching and learning in Bangladesh 

Though students faced different challenges online, their attitudes 

seemed to be positive about online classes in general. The students 

started liking the flexibility of online teaching and learning as all the 

participants agreed with S 12 in the FGD on the fact that “online 

study allows us to study anytime and anywhere with relaxation…” (S 

12).” Another FGD participant (S 8) added that “online classes are 

saving time and money” as they did not have to go to the university 

facing several hours traffic jam or pay house rents for staying in the 

metropolitan cities to attend the classes. All the other students 

supported these points in the IVs. Thus, students showed a positive 

attitude towards online teaching and learning even after facing 

different challenges. These findings echo the results of the survey 

conducted by Shackleton et al. (2021) in diverse contexts around 

the world. 
 
Conclusion 

This paper identified the challenges and explored the opportunities 
that COVID 19 posed for the teachers and the learners at HEIs in 
Bangladesh. The findings revealed that the teachers were 
continually involved in the process of evolution by modifying their 
usual practices and incorporated new ways to facilitate their 
students’ online learning experiences. Connecting with students and 
increased awareness about the community have made the teachers 
reorganize their teaching techniques and assessment tools. Thus, 
both parties, students and teachers, worked collaboratively and 
supported each other to handle the crisis at hand. Therefore, the 
overall experience of teaching was a combination of formal, 
informal, and virtual elements. 
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Moreover, the ERT led the teachers to engage in professional 

development and provided them with the opportunities to develop 

their TPACK which they could integrate with their online classes. 

This shift of teaching context from offline to online mode during the 

pandemic has worked as a catalyst to bring changes in designing 

learning activities and assessment tools, expanding teacher roles, 

and adopting flexible teaching procedures for accommodating the 

uncertainties involved in the context of the pandemic-affected 

teaching-learning community. Learning seems to have become 

more personalized as it is related to learners’ interests and gives 

them opportunities to share their voices. The students, who were 

involved with the ERT processes during the pandemic, also 

demonstrated several mentionable attributes, such as increased 

critical thinking ability, resilience, learner autonomy, and self-

regulation.  

The benefits of TPACK that teachers have generated from this 

emergency mode of teaching might not be limited only to this 

pandemic but can be extended to facilitate face-to-face contexts. 

The concerned authorities at HEIs should consider these 

pedagogical impacts to redesign the teaching and learning in the 

post-pandemic era. It is recommended that strong internet 

connectivity, affordable devices, systematic training of teachers, 

appropriate teaching materials and learning resources, and suitable 

e-learning platforms with necessary software need to be ensured 

for smooth online operation. 

     As this is a qualitative study with a limited number of 

participants, the findings cannot be generalized. Further extensive 

research with a larger sample size can be conducted to draw 

generalizations. The findings of this study may work as a resource 

and guideline for relevant stakeholders towards developing a 

sustainable system of teaching and learning in Bangladesh.  
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