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ABSTRACT

Emergency online teaching (EOT) due to COVID19 is different to well-planned online learning. This small-scale
qualitative case study explored the impact of EOT upon undergraduate students in a regional university and a
metropolitan university in Australia. Each university had some experience in online or distance learning, however,
courses in this study were on-campus face-to-face courses in education and performing arts. Differentiating factors
considered are location, course of study, year of study and innovations that arose during the EOT period. To assist
in the interpretation of findings, this case study utilises the “emergency remote teaching environments” (ERTE)
developed by Whittle, Tiwari, Yan and Williams (2020) as an interpretive lens; and the findings of this study
are also compared with the findings in the Australian Tertiary Education Quality and Standards Agency (TESQA)
November 2020 report. Implications derived from the present case study for consideration in the development
of future online learning include technology selected, upskilling tertiary educators and unexpected benefits to

students.

Introduction

Australian universities moved to online teaching and learning in
March 2020 in response to national restrictions on social interactions
due to the COVID-19 pandemic. Teaching and learning was hastily mod-
ified from on campus to online (Martin, 2020). Some universities already
offered tuition via online platforms, but many did not, so that students
had to adapt to a very different style of learning with all tuition provided
online. These “remote learning regimes” (Martin, 2020, p. 3) are likely
to continue for some time, thus it is important for the tertiary sector
to evaluate the impact and success or failure of this change of delivery
mode.

Emergency online teaching (EOT) offered in response to a crisis such
as COVID-19 is not the same as well-planned online learning experiences
(Hodges, Moore, Lockee, Trust, & Bond, 2020). While some institutions
opted to cancel tuition, others opted to move tuition to some form of ‘on-
line’ teaching and learning, which Hodges et al.(2020) carefully label as
emergency remote teaching. In such a context, Phelan (2012) highlights
the importance of learning communities and the student’s sense of “be-
longing”(p. 34), an aspect that immediately seems absent when learning
is no longer in a physical face-to-face environment. Students’ motivation
to learn is evident in their positive and negative adaptive behaviours

(Martin et al., 2013) in response to learning situations. Liem and Mar-
tin (2012) consider attributes such as planning, task management and
persistence, to be adaptive or positive behaviours, in contrast to mal-
adaptive behaviours such as disengagement and even self-handicapping.

The findings of this case study are reported using the emergent
themes in the “emergency remote teaching environments” (ERTE)
framework, which offers “rapidly developed, temporary instructional
support in a crisis” (Whittle et al., 2020, p. 311). This framework con-
trasts with established pre-COVID-19 frameworks which are largely
based on carefully developed “processes, planning, implementation and
evaluation” (Carr-Chellman, 2016, p. xiv). The ERTE framework (2020),
while focusing on school-based education, is a useful interpretive lens
which assists in making sense of the experiences of undergraduate stu-
dent participants in this study. The framework identifies eight themes,
seven of which we utilise in this study: hidden curriculum; student en-
gagement; loss of teacher social presence; loss of student social pres-
ence; learner agency; synchronicity; and instability of expectations
(Whittle et al., 2020, p. 314). The eighth theme, parental connections,
is not attended to in this paper, due to the fact that our focus is on
the tertiary, rather than school, sector. These themes are captured more
fully in Table 1 EOT themes aligned to ERTE Themes. In addition, this
article draws on the findings of Foundations for Good Practice: The stu-
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Table 1
EOT themes aligned to ERTE Themes.
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Current study theme ERTE themes

Motivation to learn

Student engagement (A concern for or focus on the teachers’ ability to engage students in learning)

Loss of teacher social presence (Observations that teachers serve a social purpose as well as instructional, one interrupted by

remote teaching)

Loss of student social presence (A concern for the social/emotional needs of students as well as difficulties in creating socialized

learning opportunities)

Learner agency (Observations that ERTEs may create more opportunity for learner agency)

Course delivery

Hidden curriculum (A need for teaching how to interact with and within learning technologies)

Synchronicity (Conversations indicating a shift from
valuing synchronous learning to valuing asynchronous learning)
Instability of expectations (Concerns over shifting technologies, assessment standards, learning goals and institutional factors)

The future
knowledge and skills
confidence and resilience

not referenced by ERTE. This factor has been added by EOT study:

dent experience of online learning in Australian higher education during
the COVID-19 pandemic (Martin, 2020), a report developed by the Aus-
tralian Governmental agency, the Tertiary Education Quality and Stan-
dards Agency (TEQSA) which investigates the effects of the pandemic
on higher education in Australia.

Thus, the purpose of this article is three-fold. Firstly, we investigate
students’ self-reporting of their own motivations to learn prior to and
during the EOT period. Secondly, we review their views about the emer-
gency online learning; and finally, we explore the students’ views about
their future careers. In doing so, we use the ERTE’s themes as a con-
ceptual lens and throughout, refer to the findings of the TEQSA (2020)
report.

Research literature

The advent of the COVID-19 pandemic in 2020 wrought havoc across
the globe in terms of health, national economies, employment and edu-
cation. While in recent decades the use of blended and digital platforms
in higher education rendered the “boundaries between conventional on-
campus education and distance education” (Latchem, 2018, p. 13) in-
distinct, the health emergency necessitated the urgent shift of largely
face-to-face/on-site models of course delivery to digital, online models
in higher education, school-based education and other educational do-
mains. This sudden shift followed a general increase in the number of
enrolments in higher education engaged in what could be termed as ‘dis-
tance education’ in numerous countries such as an enrolment growth of
900% in Brazil in the period 2000 to 2010; and in Russia and Turkey,
an increase to almost 50% in the number of students enrolled in open
or distance education (Qayyum & Zawacki-Richter, 2018).

Table 5

From the outset of the 2020 pandemic, educational researchers were
quick to investigate and document the impact of the pandemic in a
number of areas, such as: course delivery, including the use of tech-
nology; student learning; equity and learning; and the effects on school
partnerships (Burke and M., 2020; Chang & Yano, 2020; Nenad, 2020;
O’Shea et al., 2016; O’Shea et al., 2020; Pikulski et al., 2020; Tinubu Ali
& Herrera, 2020). In addition, the United Nations Educational, Scien-
tific and Cultural Organization (UNESCO) released three statements for
schools related to the pandemic: recommendations to ensure that learn-
ing remained uninterrupted during the pandemic (UNESCO 2020b); ad-
vice with regard to the responses of schools to COVID-19 and disruption
(UNESCO 2020c); and planning for equity during the school closures
(UNESCO 2020a).

This abrupt interruption to daily life and education spawned
a host of terms to describe the ‘new’ online mode of learning.
Hodges et al. (2020) make careful distinctions between a number of
terms that became prolific during the early period of the pandemic such
as “distance learning”, “distributed learning” “blended learning”, “on-
line learning and “mobile learning” all of which have all been used in
different ways throughout the health crisis, often interchangeably. In

addition, Hodges et al. (2020) draw attention to the politicisation of
specific terms, as evidenced in South Africa where “blended learning”
became increasingly problematic due to a lack of governmental foresight
in acknowledging that “institutions would make different decisions and
invest differently” with “widely varying solutions and results” from each
other (2020, p. 3). Tinubu Ali and Herrera (2020) identify a distinction
between distance education and online learning arguing that distance
education draws upon online learning as part of a broader collection of
resources. Additionally, new learning models incorporated “e-learning,
mobile learning, and ubiquitous learning, appeared with highly rich and
interactive content” (Bozkurt, p. 258) while Beatty (2020) identifies a
myriad of models and nomenclature developed over the past decade
which demonstrate the attempt to “meet the needs of large populations
of both on campus and distance students” (2020, p. 15) through the
implementation of Mode-Neutral, Converged Learning, Multi-Options,
Flexibly Accessible Learning Environment, Blendflex, Commodal, Flex-
ible Hybrid, gxLearning, and Remote Live Participation models.

However, the term ‘emergency remote teaching’ (ERT) (Hodges
et al., 2020) is the most appropriate term for the urgent shift to online
delivery of courses during the global pandemic. Hodges et al. (2020) ar-
gue that the main characteristics and driving factor of ERT include its
implementation as a temporary arrangement of instructional delivery in
response to a crisis.

Modes of delivery

Another mode of delivery, traditionally known as distance educa-
tion (DE), has a long history dating back to the 1860s in countries such
as Australia, Canada, Great Britain, Germany, Sweden and the United
States (Saba, 2016). Although there have been numerous definitions
over the decades (Bozkurt, 2019) DE can be defined as “any educa-
tional process in which all or most of the teaching is conducted by
someone removed in space and/or time from the learner, with the effect
that all or most of the communication between teachers and learners is
through an artificial medium either electronic or print” (UNESCO, 2002,
p. 22). Largely focusing on school-based education, distance education
embraces non-traditional modes of delivery that exploit: the physical
distance between teacher and learner; the learner not being required
to be present in a specific place at a specific time; a different vision of
achievement, not wedded to traditional stages of learning in schools; and
accommodates students’ extraneous activities such as part-time work
(Wedmeyer, 1981, p. xxii). Holmberg (1993) asserts that the provision
of empathy for the student is the key motivator of the instructor, with
content delivery occupying a secondary position (pp. 336-337) while
Moore and Kearsley (2011) define distance education as the “teach-
ing and planned learning in which teaching normally occurs in a dif-
ferent place from learning, requiring communication through technolo-
gies, as well as special institutional organization” (p. 2). In Australia,
Latchem (2018) argues the development of distance education invovles
three phases: external studies by correspondence (1910-1970s); two-
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way communication and multimedia (1970-1980); using the internet
and digital technologies for online, flexible and open learning, (1980s
to present).

Impact on learning

A number of studies have tracked the impact of the 2020 pandemic
on the learning of both school and higher education students. In Aus-
tralia, one such study (Drane et al., 2020) investigates the impact on
school children, particularly those identified as ‘vulnerable’. The report
identifies risks associated with school shut-downs that present problems
for students learning including digital exclusion, poor technology man-
agement, an increase in psychosocial change and disengagement with
education in the longer term.

Similarly, the Educator Perspectives on the Impact of COVID-19
on Teaching and Learning in Australia and New Zealand April 2020
(Buckley Flack et al., 2020) report, saw 3500 primary and secondary
teachers in government and non-government schools undertake an on-
line survey on the impact of the pandemic on their students’ learning.
Amongst the findings of the survey, teachers were “divided about the
efficacy of online learning” (2020, p. 3), with the majority of teachers
believing that students would require additional instructional support
upon their return to school. Respondents identified three major con-
cerns impacting students’ social connection: social isolation, reduced
well-being, and loss pf learning potential.

The shift to remote teaching also implicated a range of other is-
sues, such as teacher/student relationships. Arguing that online delivery
should strengthen “cooperation, collaboration, and re-creation of knowl-
edge” (Sali, 2020, p. 37) in the teacher/student and student/student
relationship, Sali further posits that pedagogical practice using digi-
tal technologies should enhance teacher-student connection, as remote
teaching is more than instruction.

In November 2020, the Australian Governmental agency, the Ter-
tiary Education Quality and Standards Agency (TEQSA) released above-
mentioned report into the effects of the pandemic titled Foundations
for Good Practice: The student experience of online learning in Australian
higher education during the COVID-19 pandemic (Martin, 2020) with data
from individual higher education providers (HEPs) forwarded directly
to TEQSA for compilation. Reporting on the first phase of a project fo-
cusing on the online experience of higher education students during the
transition phase from face-to-face course delivery to remote teaching,
the report did not identify courses that already included online learn-
ing. While students conveyed their appreciation of the efforts made by
higher education providers to ensure a smooth transition, a “significant
percentage” (Martin, 2020, p. 1) indicated a return to on-campus face-
to-face delivery as their preference. The report specified what students
considered to be the successful features of the remote teaching mode: ac-
cess to online materials; the availability of quick and responsive advice;
and appropriate and good quality technology constituting the positive
features. Also conveyed as positive features, though to a lesser extent,
were greater scope for students to manage their time more effectively;
improved learning outcomes; and flexibility of types or assessment on-
line. Students found a range of issues problematic such as: concerns
about IT; limited interaction with academics; online examinations; lim-
ited IT expertise from staff; and discipline specific academic concerns
were problematic.

The report identifies that HEPs supported students during the pan-
demic with extant Learning Management Systems used in both face-to-
face and remote teaching. Different forms of collaborative or meeting
tools such as Zoom and Teams were also used, as well as some equiva-
lent software for lectures, online tutorials and discussion sessions. There
was a limited array of tools available during the sudden transition to on-
line learning. However, the range of software used by HEPs is described
in the report as “somewhat surprising”, given the resources allocated to
the development of learning management systems by the sector over the
past fifteen years (p. 6). Amendments and re-calibration were required
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for assessments and examinations to ensure they accurately reflected
student performance. Assessment and examination schedules were also
amended to accommodate interruptions to learning and the shift to re-
mote delivery.

Rationale for this case study

In this paper, we use the term “emergency online teaching” to de-
scribe the urgent shift from face-to-face course delivery to an online
blended approach, reflecting the broad and significant impact of the
pandemic. This term also captures a sense of disruption experienced
not only be students who took part in this research project, as we dis-
cuss later, but also higher education academics who “almost overnight,
(have) been asked to become both designers and tutors, using tools
which few have fluently mastered” (Rapanta, Botturi, Goodyear, Guar-
dia, & Koole, 2020, p. 926).

Method

This project aims to understand potential impacts of online tuition
for performing arts and education undergraduate students during the
COVID19 emergency shutdown period in Australia. The small-scale case
study includes students in a regional university and a metropolitan
university to consider if location is a contributing factor. As outlined
above, this study utilises the themes identified in the ERTE framework
(Whittle et al., 2020) to assist in the interpretation of participant re-
sponses. The ERTE has been developed for teachers as a framework
for “understanding and planning learning” in crises such as “outbreaks,
wildfires, active shooter incidents” (p. 312). These themes are used
in this study as an interpretive lens, to identify, categorise and attach
meaning to participant responses.

Data collection design

This case study involved the development and distribution of a 15-
item survey designed to help us gain a better understanding of the im-
pact of moving all tuition online for undergraduate students in perform-
ing arts and education. The survey and the small sample of students was
developed in a short period of time to capture students’ experiences in
the moment rather than retrospectively as a means to capture a ‘snap-
shot’ of student responses to the shift to EOT. Students were invited to
participate in the study on a voluntary, anonymous basis by completing
the online, structured survey, accessed through each university’s student
email list-serve. In the ERTE study, on the other hand, involved a four-
phased approach including a written survey and focus group meetings
with participants across the other three phases (Whittle et al., 2020).

In the present case study, the first six items of the survey sought de-
mographic and profiling information about the participant’s geographi-
cal location, course of study, current year of study and study load. The
following three items enquired about the percentage of subjects that
shifted to online delivery; while the next two items focused on investi-
gating participant motivation, using a Likert scale. The next item asked
participants to specify their reaction to the shift to online learning again,
by using a Likert scale. The final three questions sought short answers
related to their preferences for future subject delivery; the identification
of any aspects they found surprising; and finally their level of optimism
for the future.

Student participants in the case study attended the universities
at which the researchers are employed. Although one institution is
metropolitan and the other regional, the mission statements from both
institutions demonstrate an alignment of educational values and goals.
Both institutions focus on developing the graduate attributes of active
citizenship, critical and creative inquiry, effective communication, pro-
fessional readiness. This is evidenced in the statement from one insti-
tution which targets “crucial lifelong learning and transferable generic
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skills such as self-reflection, critical thinking, problem-solving, commu-
nication, and cross-cultural competence” (Institution 1, 2021). Simi-
larly, the second institution targets “cognitive and creative skills to exer-
cise critical thinking and judgement”, “communication skills” and “ap-
plication of knowledge and skills in collaboration with others” (Insti-
tution 2, 2021). Both institutions highlight the importance of applying
practice and theory in learning in an array of different contexts.

Participant selection

Participant selection utilised purposeful sampling (Palinkas, Hor-
witz, Green, Wisdom, Duan & Hoagwood, 2015). Criteria for selection
were:

o currently enrolled undergraduate students in B.Theatre or B.Music
at the regional university and B.Arts/B.Education (BABEd) at the
metropolitan university, and

e voluntary willingness (Creswell & Clark, 2007).

Participant recruitment was by emailed invitation sourced through
the respective university enrolled student email addresses. Voluntary
participants undertook the survey between August and October 2020.
The regional university also offers the B.Music via distance and uses an
alternative software platform for individual instrumental tuition which
provides a better connection than Zoom or Teams. Students undertak-
ing this course by distance were not included in this study. In addition,
the survey questions were designed collaboratively with guidance from
more senior researchers in each faculty. The survey was presented in
Qualtrics and distributed electronically by email to students’ university
email addresses as approved by Ethics and provided by each university.

Findings and discussion

This section commences with the present case study and the details
of participants’ demographic information in terms of their degree, part-
or full-time study status and location. The ERTE framework focussed on
socially driven learning intending to identify successful strategies that
may be applied in future ERTEs and consequently, the discussion of the
findings of this case study are presented under the following themes:
motivation to learn; course delivery, and the future.

The emergent themes from the ERTE framework are used to interro-
gate the students’ responses to questions under the first two themes of
this case study. The third theme, ‘the future’, is explored in the EOT case
study but was not investigated in the ERTE study due to the participants
being school-aged students whose learning trajectories will continue in
the following years of their school studies.

The discussion includes reference to the findings of the Tertiary Edu-
cation Quality Standards Agency (TEQSA) national report, ‘Foundations
for good practice; the students’ experience of online learning in Aus-
tralian higher education during the COVID-19 pandemic’(Martin, 2020)
released in November 2020.

The TEQSA report provides a preliminary analysis of the information
submitted by 118 Australian higher education providers in November
2020. The information was collated from student experience surveys for
semester 1, 2020, to gain a better understanding of the students’ expe-
rience and perceptions of the emergency online teaching and learning.
The purpose of the TEQSA project was to compile a thematic under-
standing of students’ experience of the recent shift to online learning.
Themes were divided into two broad areas, what ‘worked well’ and what
‘did not work’. While the TEQSA project takes a big picture view of more
than 100 tertiary institutions, the small scale EOT case study provides
an analysis of the responses of individual students from two different
degree programs at two different institutions in two different states of
Australia.
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Table 2
Participants’ course and years of study.

Years of study

Course Total
1 2 3 4 5 or more
BABEd 3 5 8 3 1 20
B.Theatre 4 0 1 0 0 5
B Music 2 3 0o 0 O 5
Other 2 0 1 0 O 3
Table 3

Full or part-time study.

BABEd B.Theatre B.Music Other  Total
Full time 19 5 4 2 30
Part time 1 0 1 1 3

Demographics

The participating students identified their degree and year of study.
(See Table 2. Participants’ course and years of study). The Bache-
lor of Theatre (Theatre) and Bachelor of Music (Music) are presented
at the regional university in State X. The double degree, Bachelor of
Arts/Bachelor of Education (BABEA) is presented at a metropolitan uni-
versity in State Y. Three students indicated ‘other’ for their courses.
These students were all in State Y and were most likely considering only
the Education or Arts component of the BABEd. Thirty students under-
took full-time with only three indicating part-time study (See Table 3.
Full or part-time study).

Motivation

Students were asked to indicate their agreement with the statement,
“At the beginning of the year I was highly motivated to learn in my
course.” A total of twenty-eight students agreed to some degree that
they were motivated to learn (See Table 4. Motivation to learn). In a
second question related to motivation, students were asked to indicate
their agreement with the statement, “I continue to maintain the same
level of motivation during the current COVID-19 pandemic.” Eighteen
students agreed; four students neither agreed nor disagreed; and ten
students disagreed, with four strongly disagreeing. This indicates a de-
crease in motivation to learn. Students’ comments are incorporated in
the discussion of each of the four ERTE themes aligned with motivation.

Student engagement

In this EOT case study, students reported a series of negative effects
with regard to their engagement with their studies and interaction with
others in the move from face to face tuition to online learning. These
effects included: a lack of engagement generally; insufficient peer in-
teraction; distraction; and online workload. These aligned with the at-
tributes of “what did not work”, identified in the TEQSA report, where
the most common complaint from students was insufficient engagement
with teaching staff (Martin, 2020). The student observations in the EOT
case study also reflect the findings of the ERTE (Whittle et al., 2020)
wherein students commented on ‘loss of teacher social presence’ indi-
cating the teacher’s purpose was social as well as instructional.

In a more positive response, a third year Theatre student was “ex-
cited to be back on campus and undertaking the last year of my study.”
In addition, a first year Theatre student reported, “At the start of the
year, the lecturers were very supportive and motivated me to study.
The course was exciting and fun and therefore increased my motiva-
tion.” Two students indicated they were not motivated at the start of
the year. One third year BABEd student strongly disagreed stating, “At
the start of the year I was struggling to affirm that the decisions I had
made were the right ones... I am not convinced that my university is
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Table 4
Motivation to learn.
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Strongly disagree =~ Disagree =~ Somewhat disagree ~ Neither agree nor disagree =~ Somewhat agree ~ Agree  Strongly agree
Beginning the year 1 1 0 0 6 12 10
During EOT period 4 0 6 4 15 0 3
Table 5 motivation because I was unable to collaborate with others”. A second
Feelings about their future career. year Theatre student also found they “didn’t have as much engagement
Response BABEd  B.Theatre B.Music Other  Total with the material without being about to have the in-class discussions
- and subject-exploration that would be available on campus”. A Third
Very negative 0 0 0 0 0 . « T
Negative 0 0 0 0 0 year BABEd student claimed “there has been more individual work to
Unsure 5 3 Py 1 11 be completed, that would normally be done possibly in small groups on
Positive 10 2 1 0 13 campus, or as a whole class. However, Sali (2020), Phelan (2012) and
Very positive 4 0 1 2 7 Means, Bakia and Murphy (2014) claim online learning should include

actually preparing me for the future”. The other students who strongly
disagreed did not make a comment.

During the COVID online period one first year Theatre student com-
mented “During the lockdown period of the pandemic, my university
still allowed me to use the facilities because I lived on Campus”. How-
ever, other first year Theatre students were no longer on campus and
noted being “distracted”, “losing motivation”, and reported they had dif-
ficulty learning in physical classes such as dance. All Theatre students
were particularly missing the opportunity to collaborate with others:
“Being online changes the dynamic of the course. There are distractions
around you that obstruct your motivation. It is easier to get distracted
and not be motivated whilst learning online.” (Theatre, First year). A
second year BABEd student was scathing of the online experience, “The
continual changes to the situation, lack of structure, and the like have
made it extremely difficult to maintain the same level of motivation and
enthusiasm for my course”.

Loss of teacher social presence

This emergent theme in the ERTE (2020) concluded that teachers
serve a social and instructional purpose and that the social presence of
the teacher online was beneficial to learning. In the EOT case study,
indicative of all BABEd students, some classes were strongly founded
on teacher-student and student-student interaction to improve under-
standing of content which, with limited or no experience and training,
is impossible to achieve at the same level online. The BABEd students
reported a high degree of motivation at the start of the year, “antici-
pation and looking forward to being on campus” and commented that
the “lecturers were very supportive...motivated me to study...exciting
and fun...”. Some students indicated that they were tentative regarding
their studies in general which appears to be less COVID-related than
course/career-direction related. A first year Theatre student reported
that “It became much harder to learn the dances and the workload got
heavier” in the emergency online situation. A BABEd student felt that
“not having a proper relationship with the tutor” was an issue of con-
cern. However, a first year Theatre student felt that “There was a lot
of one-on-one help when we were online, and now we are back in the
classroom it is more generalized”. Likewise, the TEQSA report (2020)
identified that during the EOT period staff allocated extra time to pro-
viding online support to individual students.

Loss of student social presence

The ERTE found that students with an engaged social online pres-
ence found the online interaction a positive experience in contrast to
students who experienced a “sudden loss of classroom social engage-
ment” due to emergency online learning (Whittle et al, p317). In the EOT
case study students at both universities across all three degrees missed
the student social presences (ERTE) they experienced in collaboration
with their peers.. A First year Theatre student commented “I lost a bit of

collaboration and rapport building.

Students in this study and in the TEQSA report indicated they
preferred face-to-face collaboration with their peers, however a third
year BABEd student felt positive about the online workshop experience
through Zoom, stating, “... this way of workshopping was more effec-
tive in getting feedback from the whole class as it allowed for more
perspective from different people”. In this instance the communication
tools used influenced and changed the activity (Cripps Clark, Jacobs, &
MacCallum, 2020).

Learner agency

Whittle et al. (2020) suggest that ERTEs may create more opportu-
nity for learner agency. We found that one first year Music student was
“eager to start” and was “able to spend more time focusing specifically
on music” in the EOT. Yet two other first year Music students indicated
they became stressed and anxious, one clarified “when COVID struck it
became extremely stressful to decide whether to continue my course”.
Additional complications included that one first year Music student “had
to pick up full-time work so that I could financially sustain myself, which
led to falling behind in units and not having time to be able to put in
my full effort.” By contrast another first year Music student explained,
“I moved back home to a small town where it was not affected as much.
This allowed me to still go out to see people and didn’t spend as much
time studying.”

Course delivery — difference between Pre-COVID and online delivery

Students were asked if there were any differences between the pre-
COVID and current emergency online COVID-course delivery. During
the emergency online teaching period students felt there was “not as
much down time as there was in face-to-face classes”. In fact, students
reported that learning via Zoom was more tiring than learning face-to-
face, a factor of the COVID-19 pandemic identified by Sklar (2020).

Hidden curriculum

In the ERTE this emergent theme illustrates the need for “teach-
ing how to interact with and within technologies” (Whittle et al, 2020,
p314). In the EOT case study a first year Music student “had to spend
a heap of money getting equipment to be able to do the online study”
which they found ”a lot harder to learn”. Second year BABEd students
noted “the lack of experience in online teaching and time to prepare has
resulted in repetitive dull work and classes”.

Educators cannot be familiar with the ever-increasing array of tools
and devices now available and be able to effectively integrate these for
teaching and learning (Redmond & Lock, 2019). Students commented
that “losing the face-to-face connection impacts the way lectures and
tutorials are delivered.” One student felt that some lecturers “seem like
they are just learning what the internet is.” Martin (2020) explains that
the TEQSA report was to scope the impact of online learning on students
and was not focused on staff and their development.
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The TEQSA report identified not only problems encountered but also
positive aspects of the online learning experience, as identified by stu-
dents (Martin, 2020). In the present EOT case study, students were asked
if they made any surprising discoveries. Nine selected ‘yes’, eight se-
lected ‘maybe’ and fifteen selected ‘no’. While the ‘yes’ responses were
low, the students’ comments provide useful insight into their online
learning experience. These discoveries pertain to unexpected skills de-
velopment, access to resources, online feedback and support.

A first year Music student noted, “...the movement to online enabled
us to explore different skills which we may not have ever used through-
out the course if the pandemic didn’t occur”. The TEQSA report found
that for some students, technology made it easier for them to learn. A
third year BABEd student commented, “I learnt more about how Ilearn”.
The TEQSA report found that some students reported improved reten-
tion and appreciated the flexibility in types of assessment and associated
outcomes online (Martin, 2020).

Students discovered there was far more available to them on their
university’s Learning Management Systems than they may have re-
alised in the on-campus learning experience. A third year BABEd stu-
dent discovered “...an abundance of resources that few tap into, with
regards to online learning and education”. Additionally, this student
found the online learning experience equipped them to be “confident
in leading lessons online as well as face-to-face through the example
set by the lecturers and tutors”. Regarding online resources, in the
TEQSA report students identified that “staff kept a closer watch on
LMS activity to review progress than in previous face-to-face teaching”
(Martin, 2020, p. 8).

Synchronicity

Whittle et. al (2020) identified a shift from valuing synchronous
learning to valuing asynchronous learning. Martin (2020) claimed that
students discovered the resources already available through their in-
stitutions’ Learning Management Systems. In this case study one third
year BABEd third year student identified that the online access to pre-
recorded lectures enabled the student “to go back and study directly
from the lecture instead of just from notes”. This student found this
“great” and explained “...recordings are able to be paused to finish writ-
ing notes or rewind to re-watch difficult topics.” Overall, there was very
limited commentary from the students in this study that implies distinc-
tion between synchronous and asynchronous learning.

Instability of expectations

This ERTE emergent theme recognises concerns over shifting tech-
nologies, assessment standards, learning goals and institutional factors.
In the EOT case study students at both universities across all three de-
grees commented in particular on the loss of practical components of
their course. Students recognised that some face to face components of
their courses did not translate into online tuition. One BABEd student
commented, “we have little to no hands-on and practical elements”. A
Theatre student similarly stated, ‘The dance lessons involved more work
giving less time to focus on other areas.” A third year BABEd student ex-
plained that the duration of tutorials had been reduced in the EOT and
recognised that “tutors, where possible, have tried to incorporate prac-
tical aspects into tutorials but it has been a lot less than it would be if I
was on campus.”

One first year Music student noted that music ‘ensembles’ were
moved online, while another was concerned about assessment tasks, “A
lot of the pre-COVID assessments were changed to suit the online deliv-
ery. Some assessments were slightly changed, completely changed and
in some units more assessments were added completely online.”

BABEd students reported that in a writing class they would usually
workshop final writing tasks in groups. One third year BABEd student
pointed out that “with online classes workshopping occurred as a whole
class with one person presenting and the rest of the class contribut-
ing.” BABEd students also reported less collaboration with peers and one
fourth year BABEd student claimed that “more content being delivered
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and needing completion on a device.” A first year student “was disap-
pointed not to be going back to classes on campus [in second semester]
but most of the teachers and other students are making an effort to keep
zoom lessons vibrant and informative.”

We asked the students how they would like their subjects/units to be
delivered after the COVID-19 emergency online period. The TEQSA re-
port found that the vast majority of students did not like learning online
and did not want to experience it in the future (Martin, 2020). Simi-
larly, in the EOT case study all of the first year Theatre students wanted
100% of their course delivered face-to-face. One first year Theatre stu-
dent felt that “It is easier to learn face-to-face as you don’t miss anything
if the computer freezes or connection problems.” Another noted, “Whilst
some subjects can be done online because they are textbook based, the
remaining are best learnt in person.”

A first year Music student found it easier and more motivating to
learn face-to-face, further explaining, “online study just doesn’t really
work well as there are too many elements out of my control. Studying
on campus is just way simpler having access to campus facilities.”

Another first year Music student noted, “although online was a good
experience, it’s much more beneficial being able to play with others and
feed off each other while playing.”

Of the return to campus after emergency online period a Theatre
student claimed, “Some classes are still online, and the delivery is the
same as Term 1. Yet the student commented that ‘the classes that have
returned have changed”. Another student explained that back on cam-
pus the changes included “smaller classes and room changes”.

The future

We asked the students how they felt about their future career. Thir-
teen students felt positive and seven felt very positive. Eleven felt un-
sure. When we broke this down by degree type we discovered that the
BABEd students were more positive and that the Theatre and Music stu-
dents were split between positive and unsure. Of the students who felt
unsure, Theatre and Music students were “uncertain” about establishing
a career in the arts industry, currently shut down by COVID health reg-
ulations. The BABEd students were generally more hopeful about their
futures in education, but were concerned about the uncertainty in the
world, reflecting upon the “current state of the country and world” caus-
ing them “great anxiety about the future”. The students who felt positive
about their future career identified an increase in their skills and knowl-
edge, confidence and resilience through their studies. The students’ com-
mentary illustrated two subthemes: skills and knowledge and confidence
and resilience.

Skills and knowledge

Students recognised that they acquire skills and knowledge through
their tertiary studies. However, first-year students in all three degree
programs were unsure of their progress. First year students in Theatre
recognised that university teaches the skills required for their chosen ca-
reers, whereas first year BABEd students questioned if the online teach-
ing and learning was “qualified enough”. Third year BABEd students
were worried about completing their required practicum teaching and
one was concerned about passing the Literacy and Numeracy Test for
Initial Teacher Education (LANTITE) required for teacher accreditation.

Generally, the third year BABEd students remained positive about
their skills and knowledge acquisition during the EOT period. A fourth
year BABEd student felt “equipped and ready to take on the classroom”.
A fifth-year part time BABEd student felt that “online learning has not
impacted my career negatively in any way”.

Confidence and resilience

Student responses indicated a clear divide between those studying
education and those studying performing arts. BABEd students were
hopeful for their future careers. Theatre and Music students referred
to the impact of COVID-19 on the arts industry and lack of surety that
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the industry would revive, providing no further commentary. By con-
trast, third year BABEd students referred to feeling “confident” and “re-
silient”. One suggested they had become “headstrong in hard times”.
Another was “feeling positive as education is always going to provide
jobs! We’ve seen how essential teachers are through this year!”.

Some of these third-year BABEd students were “keen” and “ex-
cited” to commence teaching. They felt that “things are getting better”
and they were “hopeful that things will be the same as pre COVID-
19 soon.” In addition to looking forward to teaching, some of the stu-
dents revealed altruistic motivations, “having the opportunity to become
a teacher is still very motivating” (fourth-year BABEd) and “teaching
young people is one of the most important jobs in our society” (third-
year BABEd). O’Flaherty and McCormack (2019) reported that good-
will and intention to improve another’s well-being are traits of teachers
which Pierce (2006) claimed attract people to service in the public in-
terest.

Implications

Reflecting upon the students’ commentary in this small-scale study,
three particular implications are identified and should be given further
consideration in the future development of online learning for tertiary
students in the arts and humanities.

Firstly, as more education is presented online, planning and facil-
itating effective teaching learning through technological platforms is
challenging (Redmond & Lock, 2019)(Redmond & Lock, 2019). The in-
troduction of technologies into the learning process has considerable
impact for pedagogical approaches and content-area learning (Harris &
Hofer, 2017). The selection and use of technology must be considered
and intentional (Lock & Redmond, 2021). The need to shift pedagogi-
cally when delivery modes are adjusted, as well as increasing collabora-
tive experiences in online delivery would enhance networking or social
engagement.

Secondly, as more education moves online, there are specific on-
line implications for collaboration among students. In this study both
performing arts (Theatre and Music) and Education (BABEd) students
felt that collaboration is a key component of their field of study. Yet
as tertiary providers move to present courses online in the continuing
pandemic and to then continue to utilise this platform in the future, ter-
tiary educators will need to develop skills in the application and use of
technological platforms which enable student collaboration.

Thirdly, there are specific benefits for students undertaking online
learning. Factors such a reduction in travel time enable asynchronous
learning. This case study has demonstrated that when students manage
their own learning schedule they realise the breadth and depth of the
resources already available through their institutions’ Learning Manage-
ment Systems. In addition, students realised they could revisit recorded
lectures and content, and work at their own pace. Consequently, stu-
dents can reconsider how they learn and develop knowledge, skills and
aptitudes through online tertiary tuition in the era of a global pandemic.

Limitations and future research

This small-scale research project embodies the limitations evident
in all qualitative research. For example, a more extensive and diverse
sample of participants would enable the development of more generalis-
able conclusions. The sample of participants used in this study are from
two distinct cohorts of undergraduate higher education students, from
whom specific biases may eventuate in the data due to their view on
education and the arts. In addition, the beliefs, values and philosophies
of the coders may impact on the analysis and coding of data in quali-
tative research. As such, we acknowledge the limitations; however, we
have provided rich descriptions of the research project’s participants,
the context and methods, which may enable other projects within simi-
lar contexts to utilise or modify the identified implications. With regard
to future research directions, the impact of the 2020 pandemic on the
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learning of higher education students and the approaches adopted by
higher education teachers are both worthy of consideration in future
research projects.

Conclusion

Connection with peers was important to students in both the TEQSA
and EOT studies. Motivation for students waned in the online period
and students found online learning more time consuming and requiring
more effort. Yet, students in the EOT discovered more of university’s
online resources than they would have during an on-campus learning
period; they gained a broader range of perspectives from their peers
in Zoom sessions than in face-to-face tutorials, and they felt that they
received more one-to-one assistance from educators in the EOT period.

The TEQSA report flags that providers look to existing remote educa-
tion programs offered by some providers for developing effective online
teaching and learning. Yet, tertiary providers must consider the require-
ments of individual fields of study to ensure best practice delivery of
tuition.

In contrast to the findings of the TEQSA report, the majority of stu-
dents in the emergency online teaching survey felt positive or very pos-
itive about their futures.

Declaration of Competing Interest

None.

This manuscript is not under consideration for publication else-
where, that its publication is approved by all authors and tacitly or ex-
plicitly by the responsible authorities where the work was carried out,
and that, if accepted, it will not be published elsewhere in the same form,
in English or in any other language, including electronically without the
written consent of the copyright-holder.

Acknowledgement

This research did not receive any specific grant from funding agen-
cies in the public, commercial or not-for-profit sectors.

Supplementary materials

Supplementary material associated with this article can be found, in
the online version, at doi:10.1016/j.ijjedro.2021.100057.

References

Bozkurt, A. (2019). From distance education to open and distance learning: a holistic
evaluation of history, definitions, and theories. In S. Sisman-Ugur, & G. Kurubacak
(Eds.), Handbook of Research on Learning in the Age of Transhumanism (pp. 252-273).
IGI GLobal.

Buckley Flack, C., Walker, L., Bickerstaff, A., Earle, H., & Margetts, C. (2020). Educator
perspectives on the impact of COVID-19 on teaching and learning in Australia and New
Zealand April 2020. Pivot Professional Learning.

Burke, J. D., M. (2020). Covid-19 practice in primary schools in Ireland report.

Carr-Chellman, A. (2016). Instructional design for teachers: improving classroom practice (2nd
Edition). London: Routledge.

Chang, G., & Yano, S. (2020). How are countries addressing the Covid-19 chal-
lenges in education? A snapshot of policy measures.. https://gemreportunesco.
wordpress.com/2020/03/24/how-are-countries-addressing-thecovid-19-challenges-
in-education-a-snapshot-of-policy-measures/.

Creswell, J. W., & Clark, V. L. P (2007). Designing and conducting mixed methods research.
SAGE Publications.

Cripps Clark, J., Jacobs, B., & MacCallum, J (2020). Solidarity and community: Collaborative
learning in times of crisis. Human Arenas. 10.1007/s42087-020-00152-4.

Drane, C., Vernon, L., & O’Shea, S (2020). The impact of ‘learning at home’ on the educational
outcomes of vulnerable children in Australia during the COVID-19 pandemic. Literature
Review prepared by the National Centre for Student Equity in Higher Education Issue.

Harris, J. B., & Hofer, M. J. (2017). TPACK Stories”: Schools and school dis-
tricts repurposing a theoretical construct for technology-related professional
development. Journal of Research on Technology in Education, 49(1-2), 1-15.
10.1080/15391523.2017.1295408.

Hodges, C., Moore, S., Lockee, B., Trust, T., & Bond, A. (2020). The difference between
emergency remote teaching and online learning. Educause Review.. Retrieved May 30,
2020, from https://medicine.hofstra.edu/pdf/faculty/facdev/facdev-article.pdf .


https://doi.org/10.1016/j.ijedro.2021.100057
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0001
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0001
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0002
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0002
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0002
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0002
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0002
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0002
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0002
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0004
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0004
https://gemreportunesco.wordpress.com/2020/03/24/how-are-countries-addressing-thecovid-19-challenges-in-education-a-snapshot-of-policy-measures/
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0006
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0006
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0006
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0006
https://doi.org/10.1007/s42087-020-00152-4
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0008
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0008
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0008
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0008
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0008
https://doi.org/10.1080/15391523.2017.1295408
https://medicine.hofstra.edu/pdf/faculty/facdev/facdev-article.pdf

L. Lorenza and D. Carter

Holmberg, B. (1993). Key issues in distance education: An academic perspective.
In K. Harry, M. John, & D. Keegan (Eds.), Distance education: New perspectives
(pp. 330-341). London, UK: Routledge.

Latchem, C. (2018). Australia. In A. Qayyum, & Zawacki-Richter (Eds.), Open and Dis-
tance Education in Australia, Europe and the Americas National Perspectives in an Age
(pp. 9-24). Open: Springer.

Liem, G. A., & Martin, A. J. (2012). The Motivation and Engagement Scale: Theoretical
framework, psychometric properties, and applied yields. Australian Psychologist, 47,
3-13.10.1111/J.17429544.2011.00049.x.

Lock, J., & Redmond, P. (2021). Embedded experts in online collaborative learning: A
case study. The Internet and Higher Education, 48, Article 100773 https://doi.org/.
10.1016/j.iheduc.2020.100773.

Martin, A. J., Mansour, M., Anderson, M., Gibson, R., Liem, G. A. D., & Sudmalis, D (2013).
The role of arts participation in students’ academic and nonacademic outcomes: A
longitudinal study of school, home, and community factors. Journal of Educational
Psychology, 105(3), 709-727. 10.1037/a0032795.

Martin, L. (2020). Foundations for good practice: The student experience of online learning
in Australian higher education during the COVID-19 pandemic. Australian Government
Retrieved from. https://www.tegsa.gov.au/.

Means, B., Bakia, M., & Murphy, R. (2014). Learning Online: What Research Tells Us about
Whether, When and How. Routeledge.

Moore, M. G., & Kearsley, G. (2011). Distance education: A systems view of online learning.
Wadsworth Cengage Learning.

Nenad, P. (2020, March 19 2020). Interactive chart: is your community demo-
graphically vulnerable? .id the population experts. https://blog.id.com.au/2020/
population/demographic-trends/interactive-chart-is-yourcommunity-demographically-
vulnerable/

O’Shea, S., McMahon, S., Priestly, A., Bodkin-Andrews, G., & Harwood, V. (2016). We
are history in the making and we are walking together to change things for the bet-
ter’: Exploring the flows and ripples of learning in a mentoring programme for in-
digenous young people. Education as Change, 20, 59-84. http://www.scielo.org.za/
scielo.php?script=sci_arttext&pid=51947-94172016000100005&nrm=iso.

O’Flaherty, J., & McCormack, O. (2019). Student holistic development and
the ‘goodwill’ of the teacher. Educational Research, 61(2), 123-141.
10.1080/00131881.2019.1591167.

O’Shea, S., Delahunty, J., & Gigliotti, A. (2020). Consumer or collaborator: Exploring a
‘students as partners’ approach to delivering effective support and outreach programs.
In M. Kek, & H. Huij (Eds.), Student Support Services: Exploring impact on student en-
gagement, experience and learning. Springer.

Palinkas, L. A., Horwitz, S. M., Green, C. A.,, Wisdom, J. P., Duan, N., & Hoag-
wood, K. (2015). Purposeful Sampling for Qualitative Data Collection and
Analysis in Mixed Method Implementation Research. Administration and Pol-
icy in Mental Health, 42(5), 533-544 PMID: 24193818; PMCID: PMC4012002.
10.1007/s10488-013-0528-y.

International Journal of Educational Research Open 2 (2021) 100057

Phelan, L. (2012). Interrogating students’ perceptions of their online learning experiences
with Brookfield’s critical incident questionnaire. Distance Education, 33(1), 31-44.
10.1080/01587919.2012.667958.

Pierce, A. (2006). Ethics and the Professional Accounting Firm: A Literature Review(Vol. null).

Pikulski, P., Pella, J., Casline, E., Hale, A., Drake, K., & Ginsburg, G. (2020). School con-
nectedness and child anxiety. Journal of Psychologists and Counsellors in Schools, 30(1),
13-24. 10.1017/jgc.2020.3.

Qayyum, A., & Zawacki-Richter, O. (2018). Open and Distance Education in Australia, Europe
and the Americas National Perspectives in an Age. Open: Springer (Vol. 1-8).

Rapanta, C., Botturi, L., Goodyear, P., Guardia, L., & Koole, M. (2020). Online Uni-
versity teaching during and after the Covid-19 Crisis: Refocusing teacher presence
and learning activity. Postdigital Science and Education, 2, 923-945 https://doi.org/.
10.1007/542438-020-00155-y.

Redmond, P., & Lock, J. (2019). Secondary pre-service teachers’ perceptions of technolog-
ical pedagogical content knowledge (TPACK): What do they really think? Australasian
Journal of Educational Technology, 35(3). 10.14742/ajet.4214.

Saba, F. (2016). Theories of Distance Education: Why They Matter. New Directions in Dis-
tance Education, 173, 21-30.

Sali, A. H. A (2020). Rethinking Distance Education In Covid-19 Pandemic: Perspectives
On Education Equity In. In The ‘New Normal’. New Normal: Idealism and Implemen-
tation in Indonesia and the Philippines (pp. 33-55).

Sklar, J. (2020). Zoom fatigue’ is taxing the brain. Here’s why that happens. National Geo-
graphic. https://www.nationalgeographic.com/science/2020/04/coronavirus-zoom-
fatigue-is-taxing-the-brain-here-is-why-that-happens/.

Tinubu Ali, T., & Herrera, M. (2020). Distance Learning During COVID-19. 7 Equity con-
siderations for schools & districts. Southern Education Foundation (SEF) (April Issue
Brief).

UNESCO. (2002). Open and Distance Learning: trends, policy and strategy consideration. UN-
ESCO.

UNESCO. (2020a). 10 recommendations to ensure that learning remains uninter-
rupted.https://en.unesco.org/news/covid-19-10-recommendations-plan-distance-
learningsolutions

UNESCO. (2020b). COVID-19 Educational Disruption and Response.
unesco.org/covid19/educationresponse

UNESCO. (2020c). Three ways to plan for equity during the school closures. . https://
gemreportunesco.wordpress.com/2020/03/25/three-ways-to-plan-for-equity-
duringthe-coronavirus-school-closures/

Whittle, C., Tiwari, S., Yan, S., & Williams, J. (2020). Emergency remote teaching envi-
ronment: a conceptual framework for responsive online teaching in crises. Information
and Learning Sciences, 121(5/6), 311-319. 10.1108/ILS-04-2020-0099.

https://en.


http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0011
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0011
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0012
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0012
https://doi.org/10.1111/J.17429544.2011.00049.x
https://doi.org/10.1016/j.iheduc.2020.100773
https://doi.org/10.1037/a0032795
https://www.teqsa.gov.au/
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0017
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0017
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0017
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0017
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0017
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0018
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0018
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0018
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0018
https://blog.id.com.au/2020/population/demographic-trends/interactive-chart-is-yourcommunity-demographically-vulnerable/
http://www.scielo.org.za/scielo.php?script=sci_arttext13pid=S1947-9417201600010000513nrm=iso
https://doi.org/10.1080/00131881.2019.1591167
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0022
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0022
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0022
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0022
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0022
https://doi.org/10.1007/s10488-013-0528-y
https://doi.org/10.1080/01587919.2012.667958
https://doi.org/10.1017/jgc.2020.3
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0027
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0027
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0027
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0027
https://doi.org/10.1007/s42438-020-00155-y
https://doi.org/10.14742/ajet.4214
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0030
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0030
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0031
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0031
https://www.nationalgeographic.com/science/2020/04/coronavirus-zoom-fatigue-is-taxing-the-brain-here-is-why-that-happens/
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0033
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0033
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0033
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0033
http://refhub.elsevier.com/S2666-3740(21)00027-3/sbref0034
https://en.unesco.org/news/covid-19-10-recommendations-plan-distance-learningsolutions
https://en.unesco.org/covid19/educationresponse
https://gemreportunesco.wordpress.com/2020/03/25/three-ways-to-plan-for-equity-duringthe-coronavirus-school-closures/
https://doi.org/10.1108/ILS-04-2020-0099

	Emergency online teaching during COVID-19: A case study of Australian tertiary students in teacher education and creative arts
	Introduction
	Research literature
	Modes of delivery
	Impact on learning
	Rationale for this case study

	Method
	Data collection design
	Participant selection

	Findings and discussion
	Demographics
	Motivation
	Student engagement
	Loss of teacher social presence
	Loss of student social presence
	Learner agency

	Course delivery - difference between Pre-COVID and online delivery
	Hidden curriculum
	Synchronicity
	Instability of expectations

	The future
	Skills and knowledge
	Confidence and resilience


	Implications
	Limitations and future research
	Conclusion
	Declaration of Competing Interest
	Acknowledgement
	Supplementary materials
	References


