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Abstract 
Shortly after the outbreak of the COVID-19 pandemic, research into the optimal strategies for promoting emergency remote 

teaching (ERT) had increased. These studies were extremely important since they alerted policymakers to take serious steps 

to promote readiness for ERT. The aim with this study was to determine the ERT experiences as reported by high-school 

teachers in Saudi Arabia. I used a mixed-mode design in which both quantitative and qualitative methods were used. I collected 

the data using a questionnaire on the teachers’ experiences during the COVID-19 pandemic, and focus-group discussions to 

get information about the best practices to promote readiness for ERT. The participants of the study were 373 high-school 

teachers working in Asir region schools in Saudi Arabia. Of that number, 12 teachers were randomly selected and divided into 

2 focus groups of 6 participants each. The findings show that teachers reported negative and positive teaching experiences 

during the pandemic. In addition, 3 major themes with regard to the best practices for ERT emerged from the focus-group 

discussions: instructor-related practices, technology-related practices, and student-related practices. In the conclusion I refer 

to a few major matters that need to be emphasised to promote readiness for ERT. 
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Introduction 

Mankind has witnessed several pandemics such as H1N1 influenza (swine flu), severe acute respiratory syndrome 

(SARS), human immunodeficiency virus/acquired immunodeficiency syndrome (HIV/AIDS), the Spanish flu, 

and cholera. The recent outbreak of the coronavirus disease (COVID-19) is probably the worst of all the others 

mentioned due to the huge number of victims and negative social and economic impact (Whitworth, 2020). On 

11 March 2020, all educational institutions in Saudi Arabia were closed to prevent the spread of the new virus. 

Like in many other countries, the Saudi Ministry of Education decided to shift to full online teaching and learning. 

Consequently, teachers, students, policymakers, and parents encountered the serious challenge of implementing 

an extremely rapid shift to remote teaching. The COVID-19 disease affected all aspects of life and countries all 

over the world attempted to control the spread of the virus. The disease affected global economies, changed our 

society, imposed the closure of schools, stores, and malls, and brought about nationwide lockdowns (Shim & Lee, 

2020). 

Education was affected by the virus at all levels. According to Pokhrel and Chhetri (2021), the new situation 

affected around two billion students from all educational levels in 200 countries. This situation hastened a sudden 

shift from traditional teaching to remote teaching. Saudi schools also shifted their teaching mode and resources to 

developing self-learning modules and used several teaching platforms for the students to maintain learning 

continuity, often known as emergency remote teaching (ERT) (Bozkurt & Sharma, 2020). 

ERT was used during the disruptive time of the COVID-19 pandemic. ERT has arisen in response to the 

abrupt temporary transitions of the teaching mode caused by disruptive crises such as war, famine, pandemics, 

and the like (Hodges, Moore, Lockee, Trust & Bond, 2020). Remote teaching has been proven to be an essential 

part of the teaching process during normal and disruptive times (Bulusan, Codamon-Dugyon & Bolintao, 2022). 

However, remote teaching and learning need more instructional plans, designs, and technological facilities to 

allow for students and institutions to be more prepared for any future disruptions (Carlson, 2020). 

Unlike ERT, online teaching is intentionally designed and developed with the help of content experts and 

designers to be delivered through learning management systems, which allow both teachers and students to be 

involved in teaching and learning from different places (Whittle, Tiwari, Yan & Williams, 2020). The switch from 

the traditional mode of teaching to the remote one is a difficult task, especially when the delivery of the course 

spans months (Saqlain, 2021). According to Shim and Lee (2020), students and parents encounter serious 

challenges during ERT due to the unavailability of a pre-designed course plan. 

In several recent studies (Ağçam, Akbana & Rathert, 2021; Bulusan et al., 2022; Cahyadi, Hendryadi, 

Widyastuti, Mufidah & Achmadi, 2021; El-Sakran, Salman & Alzaatreh, 2022; Misirli & Ergulec, 2021; Potyrała, 

Demeshkant, Czerwiec, Jancarz-Łanczkowska & Tomczyk, 2021; Rodrigues, Costa & Moro, 2022; Saqlain, 

2021) researchers have attempted to determine the perspectives and/or challenges encountered by students, 

teachers, and parents during ERT. These studies enriched the literature by providing extra information about 

stakeholders’ readiness for the ERT caused by the disruptive virus. Previously, literature on ERT has focused on 

the instructors’ perceptions of ERT practices (Ağçam et al., 2021), the ERT difficulties encountered by Filipino 

university students in non-laboratory courses (Bulusan et al., 2022), the assessment of ERT at tertiary level in 

Indonesia (Cahyadi et al., 2021), the influence of ERT on Emirati college students (El-Sakran et al., 2022), Turkish 

parents’ experiences and perceptions about ERT (Misirli & Ergulec, 2021), opinions of Polish head teachers about 
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the future of ERT (Potyrała et al., 2021), assessment 

patterns used in primary schools in Portugal 

(Rodrigues et al., 2022), and a personal reflection on 

ERT (Saqlain, 2021). However, few studies 

concentrated on identifying practices to promote 

readiness for ERT. Therefore, I aimed to bridge the 

gap in this area by investigating the best practices to 

promote readiness for ERT from the perspectives of 

high-school teachers in Saudi Arabia. To this end, 

the following research questions were formulated: 
1) What were the teachers’ experiences of ERT during 

COVID-19? 

2) What are the best practices to promote readiness for 

ERT from the point of view of high-school teachers 

in Saudi Arabia? 

 

Literature Review 
Online teaching, distance education, and ERT 

Online teaching, distance education, and ERT are all 

forms of remote learning, but they differ in their 

characteristics, purpose, and context. Online 

teaching involves planned and structured courses 

delivered over the internet, often through learning 

management systems (LMS) or virtual classrooms. 

It is typically a deliberate and well-designed form of 

education, where instructors and students engage in 

a virtual environment, regardless of geographic 

distance. Online teaching relies on digital resources, 

multimedia, and interactive tools (Moore, 2013). 

Distance education is a broader term that 

encompasses various modes of learning where the 

instructor and the learner are physically separated. It 

includes all forms of education delivered remotely, 

including online, correspondence courses, or even 

traditional electronic mail (email)-based courses. It 

can be asynchronous (self-paced) or synchronous (in 

real time) and may involve the use of technology or 

various media (Zawacki-Richter & Jung, 2023). 

ERT refers to a temporary shift to remote teaching 

and learning during crises, such as the COVID-19 

pandemic, without the time for proper instructional 

design. It is an emergency response to maintain 

educational continuity during unexpected 

disruptions. ERT often lacks the full features of 

online teaching, with quick adaptations of existing 

material for remote delivery (Hodges et al., 2020). 

These types of remote learning are different in 

that online teaching is planned and intentional, while 

ERT is a rapid response to a crisis. Distance 

education is a broader concept that encompasses 

various forms of remote learning. Online teaching is 

often designed specifically for optimal learning 

experiences, while ERT may be less structured and 

more focused on immediate needs. Online teaching 

and ERT both use technology, but ERT may rely on 

simpler tools and platforms due to time constraints. 

Online teaching is a long-term strategy, whereas 

ERT is a short-term solution during emergencies. 

However, the three types of remote teaching 

share several similarities. All involve some form of 

remote or virtual learning, often facilitated through 

digital technology. They all rely on technology to 

facilitate teaching and learning, although the extent 

and sophistication of technology may vary. They 

can potentially reach learners who are 

geographically distant from educational institutions. 

 
Emergency remote teaching 

There is a substantial difference between ERT and 

online learning since ERT is an improvised reaction 

to exceptional circumstances rather than a planned 

response (Seabra, Abelha, Teixeira & Aires, 2022). 

For regular online teaching, teachers have adequate 

time to design and plan course materials, teaching 

strategies, activities, and assessment (Aladsani, 

2022). In the ERT environment, teachers have 

insufficient time and limited resources to cope with 

the rapid transition to complete online teaching and 

learning (Hodges et al., 2020). Typical online 

courses are designed and offered under ordinary 

circumstances, while ERT courses are offered 

during extraordinary conditions such as famine, 

wars, and pandemics that involve unstable emotions 

(Aladsani, 2022). The main purpose of ERT is to 

preserve the process of teaching and learning, while 

ensuring the safety of all members (Hodges et al., 

2020). 

Several challenges emerged due to the abrupt 

transition to ERT in comparison to those that emerge 

in regular online teaching and learning settings. In 

the academic context, sudden calamities lead to the 

closure of educational institutions leaving them 

vulnerable (Aladsani, 2022). The major challenges 

that may emerge in an ERT situation are the lack of 

readiness of educational institutions, teachers’ lack 

of experience in presenting online classes, and 

parents’ lack of preparation in such situations, which 

can negatively affect students’ involvement in the 

learning process (Ibrahim, Padilla-Valdez & Rosli, 

2022). 

Several factors may have influenced students’ 

readiness to engage in online learning in Saudi 

Arabia such as infrastructure, limited access to 

technology, and a lack of digital literacy. The 

availability of reliable internet access and the 

affordability of devices such as smartphones and 

laptops played a significant role in determining 

students’ readiness for online education. In addition, 

students’ ability to navigate digital platforms, use 

online tools, and access educational content online 

was a critical factor. Many institutions and 

organisations were offering digital literacy 

programmes to help students develop these skills 

(Alharthi, 2023). 

In a similar vein, the ability of Saudi parents to 

assist their children during online learning varied 

widely depending on various factors, including the 

parents’ education level, digital literacy, work 

commitments, and the availability of resources at 

home. Parents with a higher level of education may 

be better equipped to provide academic support to 
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their children. They can assist with homework, 

answer questions, and help with understanding 

complex topics. Parents who are digitally literate 

and comfortable with technology are more likely to 

be able to assist their children with online learning. 

They can help troubleshoot technical issues, 

navigate online platforms, and support their children 

in accessing online resources. Like in other 

countries, many parents in Saudi Arabia have work 

commitments that may limit their availability to 

assist their children with online learning during the 

day. This may be a challenge, especially for working 

parents who cannot be at home to supervise their 

children’s online classes (Alharthi, 2023). 

The situation of ERT may result in teachers 

delivering their classes using a teacher-centred 

instead of a learner-centred approach. Teachers may 

also prefer using traditional methods of assessment 

that rely on supervised exams, which pose real 

challenges during the online administration of those 

exams (Moorhouse, 2020; Rodrigues et al., 2022). 

Notwithstanding, the context of ERT presented 

several traits such as reviewing the strategies of the 

teacher-centred approach used in the class and how 

to shift to approaches that provide for more 

autonomy in learning. Furthermore, teachers were 

obliged to use technology in their teaching style, and 

the formats of assessments had been changed from 

traditional and supervised exams to more 

appropriate assessment methods that suited remote 

teaching (Aladsani, 2022). 

 
Emergency remote teaching and teachers’ 
experiences 

The ERT situation highlights the importance of 

instructors changing positions to manage social, 

administrative, educational, and technical 

responsibilities (Kidd & Keengwe, 2010). The 

social role entails supporting the online social 

environment; the administrative role involves 

defining objectives for the class; the educational role 

pertains to using technology to cope with ERT; and 

the technical role entails utilising technology to cope 

with ERT. Teachers need to receive professional 

training and development to manage teaching in 

disruptive times to be well-prepared for the new 

situation (Valsaraj, More, Biju, Payini & Pallath, 

2021). However, teachers expected to encounter 

massive amounts of uncertainties and anxieties 

concerning the new learning environment. The new 

situation would leave them bewildered about how to 

handle it. This was particularly true when faced with 

challenges like the sudden shift to online learning, 

changes in teaching methods, and adapting to 

unforeseen circumstances. 

It is extremely important to understand the 

teachers’ experiences and strategies for responding 

to ERT during the COVID-19 pandemic. A study 

conducted among administrators and faculty 

members of 600 educational institutions in the 

United States of America (USA) found that 97% of 

the faculty members lacked online teaching 

experience, 56% of them reported a lack of previous 

experience using virtual teaching, 48% of them 

reported reduced expectations of student work, and 

32% reported a significant deterioration in the 

quality of students’ work (Seaman, Allen & Ralph, 

2021). In a study by Sinacori (2020) on nursing 

educators in New Jersey on the experiences of 

transition from traditional teaching to remote 

teaching, show that the participants needed a drastic 

alertness to adapt to the new teaching style, and 

professional development for mentorship, 

technological support, and LMS. 

According to Johnson, Veletsianos and 

Seaman (2020), administrators and faculty members 

in the USA managed to adopt new teaching methods 

regardless of their previous experience. In a similar 

vein, Eisenbach, Greathouse and Acquaviva (2020) 

point out that teachers in the USA were able to cope 

with the challenges brought about by ERT. Teachers 

exhibited creativity and critical thinking during 

COVID-19. Nonetheless, faculty members revealed 

some challenges during ERT such as problems with 

internet access, changes in students’ personal needs, 

and obscure government directives or educational 

transition. In addition, they reported the need for 

support to adapt the practices of transition, and that 

they relied on informal self-directed networks for 

teaching assistance (Trust & Whalen, 2020). 

Valsaraj et al. (2021) studied the faculty 

experiences on ERT during the COVID-19 

pandemic in some selected private universities in 

four countries: Oman, United Arab Emirates, India, 

and Malaysia. The main themes obtained from this 

multicentre study were the anxiety experienced by 

the faculty members and lack of readiness. Iyer, 

Blut, Xiao and Grewal (2020) argue that teachers 

may encounter serious challenges in teaching online 

during disruptive times because of the lack of 

sufficient time to choose between asynchronous and 

synchronous online modes of learning, many 

students defaulted to whatever was immediately 

available. Teachers should be resilient enough to 

diverge from the original plan of content delivery. 

 
Promoting emergency remote teaching 

Societies aspire to attain sustainable development as 

one of their highest priorities. Sustainable 

development has been the subject of debate on how 

to balance global economic growth and social 

progress with the goal of achieving environmental 

sustainability (Alsarayreh, Al-Khasawneh & Al 

Soub, 2022; Echegoyen-Sanz & Martín-Ezpeleta, 

2021). Undoubtedly, education is critical to 

sustainable development, as is evidenced by several 

initiatives at national and international levels 

(United Nations Educational, Scientific and Cultural 

Organization [UNESCO], n.d.). The complexity 

issues – especially in education during the COVID-
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19 pandemic – led to imperious demands and focus 

on education for sustainable development (ESD) to 

appropriately ponder on this issue. The outbreak of 

catastrophes poses serious challenges for students, 

parents, and teachers to arrange and implement 

efficient procedures for sustainable education (Yu, 

Huang, Han, He & Li, 2020). These procedures may 

include domains such as values, attitudes, and 

behaviour. The importance of these domains is the 

fact that more research is needed to deal with beliefs, 

attitudes, and competencies in both environmental 

education and environmentally sustainable 

education (Pegalajar-Palomino, Martínez-Valdivia 

& Burgos-García, 2021). Most studies in this field 

have focused on only three pillars (environment, 

society, and economy), but very few studies have 

concentrated on sustainable education. Research on 

sustainable education is extremely important in 

preparation of any extraordinary circumstances such 

as calamities or pandemics. As a result, I believe that 

it is critical to broaden the implications for 

sustainable education by advocating for a new 

environment for education stakeholders. 

The pandemic of COVID-19 has changed the 

stakeholders’ attitudes toward online education, and 

many online education platforms have been used 

during the pandemic. Both parents and students 

found themselves obliged to accept the online 

system of education to sustain education, regardless 

of their assumptions and irrespective of their digital 

literacy. The use of remote teaching helped to 

enforce social distancing between students and 

teachers. Teachers would be able to present their 

classes and curriculum online and assign 

assignments and homework online with the help of 

teaching platforms. Teachers can also imitate face-

to-face instruction by displaying images of 

themselves on the screen, and students can engage 

with them by asking and responding to questions 

(Shamir-Inbal & Blau, 2021). 

Ferri, Grifoni and Guzzo (2020) argue that 

students should gain certain skills for the sake of 

education sustainability. One of these skills is the 

student’s ability to use devices for online learning, 

which is useful for communicating with teachers and 

vice versa. Policymakers must take some action to 

ensure the long-term viability of online education, 

such as measuring students’ typing abilities as well 

as cognitive burdens. Cognitive burdens may 

include learning materials, resource usefulness, ease 

of use of online platforms, and timely response from 

teachers. It is also critical to assess the efficacy, 

contentment, interest, and attitudes about the 

transition to ERT. Reliable measurement of such 

characteristics is critical for the long-term viability 

of online education. The evaluation results may be 

used by instructors, parents, students, and 

curriculum designers to modify their tactics for 

meeting the demands of online education (Mahdy & 

Sayed, 2022). 

The outbreak of the COVID-19 pandemic 

alerted educators and researchers about the vital role 

of digital literacy in promoting readiness for ERT. 

The pandemic encouraged curriculum designers to 

consider the incorporation of digital technology into 

the new virtual schooling environment. 

Furthermore, instructors and students had to 

increase their knowledge of educational technology 

to keep up with the abrupt shift from face-to-face to 

online educational environments (Bhagat & Kim, 

2020). Convenient access to educational technology 

can promote long-term education and increase 

educators’ digital literacy (Román, Castro, Baeza, 

Knab, Huss-Lederman & Chacon, 2021). 

Ede, Masuku and Jili (2021) point out that 

higher education institutions should obtain adequate 

information and equipment of communication 

technology, evolve indispensable facilities, 

implement regulations and rules, and sufficiently 

maintain this technology to successfully promote 

ERT. Joseph, Thompson, Soobramoney and Wing 

(2022) present a four-stage model to promote 

readiness for ERT in South African universities. The 

stages include preparation, synchronous and 

asynchronous learning and teaching, electronic 

assessment (e-assessment), and reflections. The 

preparation stage ensures that both students and 

teachers gain the necessary resources and skills for 

transformation ERT. The second and third stages 

ensure the effective implementation of teaching, 

learning, and assessment strategies that were 

required to successfully address learning outcomes. 

The last stage reflects the best practices of teaching 

in the ERT environment, analysing the impact of 

those practices on students’ performance. 

 
Theoretical Framework 

Creating a theoretical framework for ERT involves 

drawing upon relevant educational theories and 

concepts to provide a structured lens through which 

to understand and analyse the unique challenges and 

dynamics of teaching in emergencies like the 

COVID-19 pandemic. This study was guided by the 

technological pedagogical content knowledge 

(TPACK) theory that emphasises the intersection of 

technological knowledge (TK), pedagogical 

knowledge (PK), and content knowledge (CK) to 

guide effective teaching with technology. 

TK refers to understanding how technology 

should be used effectively and adapted for 

educational purposes (Koehler, Mishra & Cain, 

2013). PK involves knowledge of teaching 

strategies, instructional methods, and classroom 

management techniques (Shulman, 1987). CK refers 

to expertise in subject matter and understanding the 

core concepts and principles of a particular 

academic discipline (Shulman, 1987). TPACK is the 

integration and intersection of TK, PK, and CK, 

where teachers possess the knowledge and skills to 

effectively design and implement technology-
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enhanced learning experiences. TPACK is not a 

fixed body of knowledge but is dynamic and evolves 

as new technology, teaching methods, and content 

emerge (Koehler et al., 2013). TPACK is used to 

guide educators in effectively integrating 

technology into their teaching practices, with a focus 

on enhancing student learning outcomes (Harris & 

Hofer, 2011). 

 
Methodology 
Design 

With this study I aimed to investigate the teachers’ 

experiences of ERT and how to promote readiness 

for ERT from their perspectives. I applied a mixed 

method approach, in which both quantitative and 

qualitative designs were employed for data 

collection. Quantitative data were used to explore 

teachers’ experiences of ERT, while qualitative data 

were used to present ideas/strategies to promote 

readiness for ERT from teachers’ perspectives. 

 
Participants 

The number of participants in the study was  373 

teachers (114 female and 259 male). The teachers 

were purposively selected from various high schools 

in the Asir region and from three specialisations: 

science, mathematics, and English language 

(Table 1). The teachers’ experiences of ERT were 

explored using a questionnaire. I received a letter of 

consent from King Khalid University, which was 

sent to the Directorate of Education in the Asir 

Region. The administrators working at the education 

department assisted to send the questionnaire to the 

teachers working in schools in the Asir region. 

Consequently, the questionnaire was sent via online 

platforms and completed by the teachers. Focus-

group discussions (FGDs) were also held to get 

ideas from the teachers on how to promote readiness 

for ERT. Two FGDs were held, each with six 

teachers who were recruited using the convenience 

sampling method. 

 

Table 1 Demographic information of the 

participants 
Gender Female = 114 

Male = 259 

Total = 373 

Specialisation Mathematics = 104 

English = 124 

Science = 145 

Total = 373 

 

Research Instruments 

Both a questionnaire and focus-group sessions were 

used to obtain data for the study. I developed the 

questionnaire based on a comprehensive review of 

previous studies (Aladsani, 2022; Echegoyen-Sanz 

& Martín-Ezpeleta, 2021; Ferri et al., 2020; Khlaif, 

Salha & Kouraichi, 2021; Pegalajar-Palomino et al., 

2021; Shamir-Inbal & Blau, 2021; Valsaraj et al., 

2021). The questionnaire consists of 26 items about 

the teachers’ experiences of ERT during COVID-19. 

The participants’ responses were based on a 5-point 

Likert scale ranging from a lower level of agreement 

to a higher level (1 – Strongly disagree and 5 – 

Strongly agree). I used two different methods to 

ensure the validity and reliability of the 

questionnaire. To ensure content validity, the 

questionnaire was sent to six colleagues from the 

Faculty of Education for them to give their opinions 

about the items in the instrument. The faculty 

members recommended paraphrasing some of the 

items and deleting some others. The final number of 

questionnaire items remained at 26. In addition, I 

conducted a pilot study with 30 participants who 

were not included in the data collection of the main 

study. The main goal of the pilot study was to ensure 

internal structure validity using Pearson correlation 

and reliability using Cronbach’s alpha. To assess the 

internal structure validity of a questionnaire, 

researchers typically examine how the individual 

items or questions in the questionnaire relate to one 

another. The Pearson correlation coefficient is a 

common statistical tool used for this purpose. I 

calculated the correlations of the questionnaire items 

to determine whether they were measuring the same 

underlying construct or concept. 
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Table 2 Internal structure validity of the questionnaire items 
Number 

(No.) Item Pearson value Significance 

1 I have felt the need to alter the content of the class .398 .000 

2 There was a need to modify the lesson plan .517 .000 

3 I have eased the grading policy .644 .000 

4 I preferred traditional teaching rather than the remote one .587 .000 

5 Remote teaching hampered addressing students’ special needs .556 .000 

6 I feel disengaged in the remote teaching .662 .000 

7 The difficulty of remote teaching was beyond my expectations .582 .000 

8 I feel that I have been left behind by the shift to remote teaching .622 .000 

9 I was confident to teach remotely during the pandemic .635 .000 

10 I have often faced technical problems during my teaching .667 .000 

11 I had worries about privacy and security while using online platforms .541 .000 

12 I received adequate technical support when needed .512 .000 

13 Remote teaching allows me to reflect on the topic of the course .530 .000 

14 My organisational skills have improved .542 .000 

15 My communication skills have improved .516 .000 

16 Teamwork with the students has improved .406 .000 

17 Remote teaching allows me to enhance the content of the course .547 .000 

18 My motivation to achieve the course learning outcomes has increased .498 .000 

19 Remote teaching improved the self-evaluation of the students .471 .000 

20 Remote teaching enhances students’ ability to learn autonomously .344 .000 

21 Remote teaching provides adequate activities to the students .380 .000 

22 I devoted more time to preparing for the class .379 .000 

23 I got full freedom on how to deliver my course .292 .000 

24 I experienced unauthorised participants during my classes .260 .000 

25 The students were very interested in the classes .263 .000 

26 The students were able to complete learning activities effectively .286 .000 

 

As seen in Table 2, all questionnaire items used 

in this study were internally valid as the Pearson 

correlation value ranged between .260 to .667 with 

a significance level of (0.00 ≤ α). In addition, I used 

Cronbach’s alpha to ensure the reliability of the 

questionnaire (see Table 3). 

 

Table 3 Reliability check of the questionnaire 

items 
Number of items Cronbach’s alpha 

26 .857 

 

DeVellis (1991) argues that Cronbach’s alpha 

(α) of at least equal to 0.70 (α ≥ 0.70) indicates good 

reliability of a questionnaire. The data collected for 

this study were calculated using Statistical Package 

for Social Sciences (SPSS) 22.0 for Windows. The 

Cronbach’s alpha value was found to be 0.857, 

which is higher than 0.70. The questionnaire was 

thus reliable for use in this study. The second 

instrument used in this study was online FGDs, in 

which four primary questions were used. By 

consulting four experts in the education field in this 

regard, the interview questions were ensured to be 

valid, reliable and comprehensive. The respondents 

were permitted to express themselves in either 

English or Arabic to avoid ambiguity throughout the 

dialogue and to develop deeper connections. 

In addition, some steps were taken to ensure 

trustworthiness of the data. Firstly, the goals of the 

data collection process were clearly articulated; this 

helps to collect relevant data and avoid unnecessary 

information. The FGD questions used in the study 

are presented in Table 4. Secondly, data validation 

checks during collection were to identify errors and 

anomalies early on. This included range checks, data 

type validation, and cross-field consistency checks. 

In the third instance, the data were regularly cleaned 

and pre-processed to remove duplication, to correct 

errors, and to manage missing values. Finally, as 

data trustworthiness is an ongoing process, I 

monitored data quality and made improvements as 

needed. 

 

Table 4 Sample questions of focus-group 

discussions 
Question type Sample question 

Preliminary How did you feel about ERT during 

the pandemic? 

Transitory How do you describe your teaching 

experience during the pandemic? 

Core In your point of view, what are the 

best practices to promote readiness 

for ERT? 

Closing How did you conquer teaching 

challenges during the pandemic? 

 

Data Analysis 

The SPSS for Windows 26.0 was used to record and 

tabulate the quantitative data. To establish the 

instructors’ experiences with ERT during COVID-

19, descriptive statistics such as means and standard 

deviation were generated. I also recorded each focus 

group session, which lasted roughly 50 minutes. The 

recorded sessions were converted to field notes. I 

then ensured data cleaning by asking transcribers to 

verify the obtained data, and the transcribed texts 



 South African Journal of Education, Volume 45, Supplement 2, December 2025 S7 

were returned to the respondents for member-

checking to ensure credibility (Creswell & Creswell, 

2017). The data set was thematically analysed in 

which I looked for themes and patterns relating to 

the best practices to promote readiness for ERT. I 

generated codes from the transcripts, organised them 

into categories, formed codebook hierarchies, and 

connected categories into themes. These themes led 

to the creation of the dimensions of best practices to 

promote readiness for ERT that addressed the main 

question in this study. Confirmability was ensured 

by involving external researchers to validate the 

themes, categories, and codes generated from the 

data (Graneheim & Lundman, 2004). 

 
Ethical Considerations 

Ethical considerations are fundamental in 

conducting research. They ensure that research is 

conducted responsibly, with respect for the rights 

and well-being of participants, and according to 

accepted principles of morality and integrity. I 

obtained informed consent from the participants 

before involving them in the study. This means that 

participants were provided with clear information 

about the purpose of the study, procedures, potential 

risks, and benefits. The participants were also 

informed of their right to withdraw from the study at 

any time without consequences. 

I took certain measures to protect the privacy 

and confidentiality of participants. This includes 

safeguarding of personal information and ensuring 

that the individuals could not be identified as a result 

of any published or disseminated research results. I 

also conducted the work with honesty and integrity, 

which included reporting results accurately and not 

manipulating data. Fabrication, falsification, and 

plagiarism are considered serious breaches of 

research ethics. 

 
Findings 

I used descriptive analysis, including means and 

standard deviations, to provide an answer to the first 

question: What are the teachers’ experiences of ERT 

during COVID-19? The teachers reported variant 

experiences during COVID-19 (see Table 5). 

 

Table 5 Teachers’ experiences of ERT during COVID-19 
 N M SD 

I preferred traditional teaching rather than the remote one 373 4.80 .811 

Remote teaching provides adequate activities to the students 373 4.80 .969 

Remote teaching allows me to enhance the content of the course 373 4.78 1.09 

I was confident to teach remotely during the pandemic 373 4.71 .782 

The students were able to complete learning activities effectively 373 4.70 1.29 

I have often faced technical problems during my teaching 373 4.66 .962 

The difficulty of remote teaching was beyond my expectations 373 4.62 1.01 

I devoted more time to preparing for the class 373 4.60 1.08 

I feel that I have been left behind by the shift to remote teaching 373 4.52 .977 

I had worries about privacy and security while using online platforms 373 4.46 1.13 

I experienced unauthorised participants during my classes 373 4.39 1.32 

Remote teaching hampered addressing students’ special needs 373 4.35 1.08 

I got full freedom on how to deliver my course 373 4.33 1.39 

My motivation to achieve the course learning outcomes has increased 373 4.22 1.33 

My communication skills have improved 373 4.20 1.34 

There was a need to modify the lesson plan 373 4.18 1.54 

Teamwork with the students has improved 373 4.11 1.18 

Remote teaching allows me to reflect on the topic of the course 373 4.09 1.73 

Remote teaching improved the self-evaluation of the students 373 4.04 1.51 

The students were very interested in the classes 373 3.97 1.34 

My organisational skills have improved 373 3.93 1.53 

Remote teaching enhances students’ ability to learn autonomously 373 3.80 1.24 

I have felt the need to alter the content of the class 373 3.75 1.54 

I received adequate technical support when needed 373 3.33 1.62 

I feel disengaged in the remote teaching 373 3.29 1.45 

I have eased the grading policy 373 3.29 1.45 

 

The questionnaire items are provided in 

ascending order, beginning with the highest mean 

score and ending with the lowest. I decided to 

mention the five highest and lowest means of the 

teachers’ experiences in teaching during the 

COVID-19 pandemic. The experiences with the 

highest mean scores were “I preferred traditional 

teaching rather than the remote one” (M = 4.80, SD 

= .811), followed by “Remote teaching provides 

adequate activities to the students” (M = 4.80, SD = 

.969), “Remote teaching allows me to enhance the 

content of the course” (M = 4.78, SD = 1.09), “I was 

confident to teach remotely during the pandemic” 

(M = 4.71, SD = .782), and finally “The students 

were able to complete learning activities 

effectively” (M = 4.70, SD = 1.29). 

On the other hand, the experiences with the 

lowest mean scores were “Remote teaching 

enhances students’ ability to learn autonomously” 

(M = 3.80, SD = 1.24), followed by “I have felt the 
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need to alter the content of the class” (M = 3.75, SD 

= 1.54), “I received adequate technical support when 

needed” (M = 3.33, SD = 1.62), “I feel disengaged 

in the remote teaching” (M = 3.29, SD = 1.45), and 

finally “I have eased the grading policy” (M = 3.29, 

SD = 1.45). The standard deviation is a measure of 

the dispersion or spread of a set of data points. In the 

context of scores or data, a low standard deviation 

indicates that the data points are close to the mean 

(average), while a high standard deviation indicates 

that the data points are more spread out from the 

mean. The standard deviations obtained from this 

study were relatively small, and this indicates that 

most of the data items were close to the mean, 

precise, and consistent. 

In addition to the quantitative results, several 

themes have emerged from the focus-group 

discussions (FGD) that determine the best practices 

to promote readiness for ERT (see Figure 1). 

 

 
 

Figure 1 Themes that emerged from the focus-group discussions 

   
Instructor-related Experiences 

The first emerging theme is instructor-related 

practices. This theme points to the support that could 

be offered to instructors to cope with ERT. For 

instance, the participants mentioned three issues 

under this theme, such as offering high professional 

development opportunities. 
Policymakers should provide periodic professional 

development to increase the performance quality of 

teachers. I think this is a very important issue since 

the frequency of professional development 

experiences is episodic and its quality is different, 

limited duration, and follow-up or support is almost 

non-existent. (Participant 11) 

Participants also mentioned authentic teaching 

experiences as one of the priorities to promote 

readiness for ERT. Two participants asserted the 

following: 
It is extremely important to provide authentic 

learning experiences in the case of ERT. It prepares 

students for real work as traditional-based learning. 

The activities in authentic learning match the real-

world teaching and tasks (Participant 9). 

Authentic teaching experiences are relevant to 

students. It shows how students can apply theory to 

the profession; learning becomes more effective 

when it is relevant to students (Participant 1). 

Another component of instructor-related practices is 

to provide training for teachers on ERT. Two 

participants emphasised this point: 

Teachers should receive professional training to 

cope with the demands of ERT. It is vital to train 

teachers during emergency cases since they are the 

ones who perform teaching tasks, create an effective 

learning environment, and solve learning problems 

faced by students. (Participant 4) 

Schools are responsible for supporting teachers to 

deliver their lessons online. This can be achieved by 

providing training and workshops to equip them 

with the necessary skills to make a more effective 

teaching environment (Participant 8). 

 

Technology-related Practices 

The second theme of the best practices is related to 

technology. This included three components: 

provision of sufficient technology infrastructure, 

enhancement of the internet connectivity, and fixing 

problems related to teaching platforms. One 

participant pointed out: “It is extremely important to 

provide quick solutions to technical problems since 

it is the essence of ERT. It is also important to ensure 

data confidentiality for both teachers and students” 

(Participant 12). 

Another participant stated that “[t]eachers and 

students need to know how to use digital devices 

because the process of teaching and learning during 

ERT would be ineffective without considering this 

important point” (Participant 5). 

Some participants emphasised the importance 

of enhancing internet access and connectivity during 

Instructor-related Practices

(IRP)

• To offer high professional 
development opportunities

• To provide authentic 
teaching experiences

• To provide training for 
teachers on ERT

Technology-related Practices

(TRP)

• To provide sufficient 
technology infrastructure 

• To enhance internet 
connectivity 

• To  fix problems related to 
teaching platforms 

Student-related Practices

(SRP) 

• Time management

• To get support from parents

• To increase learning 
motivation 
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emergency cases: “Internet connectivity is one of the 

most important components during ERT. It avails 

access to course content, learning resources, the 

ability to watch and rewatch lectures online, and 

attend virtual classes” (Participant 2). 

In addition, some participants averred the 

importance of fixing problems related to online 

teaching platforms: 
Students and teachers experienced some challenges 

with the teaching platforms used during ERT. I 

believe there is a persistent need to fix any problem 

related to teaching platforms. I also think that online 

teaching platforms should be simple and clear for 

both teachers and students. This helps in 

customizing the teaching materials easily and 

making them available for students. (Participant 6) 

 
Student-related Practices 

The third theme that emerged from this study was 

student-related practices, which contained three 

elements: time management, getting support from 

parents, and increasing students’ learning 

motivation “I think time management plays a crucial 

factor in online teaching and even traditional 

teaching. It helps in keep tracking assignments 

deadlines and test schedules. The students should be 

aware of that” (Participant 10). 

Some participants emphasised the parents’ role 

in ERT: 
Parents have a vital role in occasional teaching 

cases. They should encourage and motivate their 

children when virtual schooling starts. Learning 

motivation is very important in this case (Participant 

5). 

Parents should be involved in this case. They can 

help in creating a healthy environment and good 

homework habits. They can also help their children 

to set goals and make plans (Participant 9). 

 

Discussion 

With this study I sought to investigate the teachers’ 

experiences during COVID-19. I also sought to 

determine the best practices to promote readiness for 

ERT from school teachers’ perspectives. The results 

show perceived negative experiences of ERT such 

as inadequate activities provided to the students, and 

the technical problems faced by both teachers and 

students. The results also reveal some perceived 

positive experiences such as devoting more time to 

preparing the course content and achieving the 

course learning outcomes. The results of this study 

agree with the results reported in previous studies 

(Al-Nofaie, 2020; Atmojo & Nugroho, 2020). 

Notably, the negative and positive experiences 

perceived by the teachers created new opportunities 

and uncovered some challenges experienced by 

teachers and students during COVID-19. 

The first theme was about instructors’ 

practices. This theme stems from developmental 

opportunities, authentic teaching experiences, and 

training teachers to improve their teaching skills. 

This suggests it is assumed that teachers understand 

the concepts of ERT. I argue that policymakers are 

accountable for making teachers aware of virtual 

and interactive classes, and for boosting 

collaboration between teachers and students. 

McMurtrie (2020) indicates that teachers must 

experience presence, enabling them to sense the 

ERT teaching community. This finding is in line 

with the findings of Iwai (2020); and Reimers, 

Schleicher, Saavedra and Tuominen (2020) who 

explain that teachers in ERT are incompetent to 

establish effective communication with the students. 

The technology-related practices stem from 

providing technology infrastructure, enhancing 

internet connectivity, and fixing teaching platform 

problems. These practices are viewed as essential in 

ERT due to COVID-19, as all schools resorted to 

using technology to ensure uninterrupted teaching. 

The technology-related practices are explained by 

the lack of technological infrastructure resulting 

from the abrupt shift to ERT. These practices are 

extremely important to maintain progressive and 

effective teaching and learning (Brereton, 2021). In 

addition, the lack of technological infrastructure 

would lead to inconsistency in using teaching 

platforms and this causes confusion and increases 

stress among students (Jelińska & Paradowski, 

2021). 

The student-related practices stemmed from 

time management, getting support from parents, and 

increasing learning motivation. This situation 

explains the inability of students to respond to the 

given tasks and assignments. This finding agrees 

with Bulusan et al.’s (2022) empirical findings, 

which emphasise the importance of encouraging 

students to manage their study time to achieve self-

regulated learning. The findings of this study 

indicate the vital role of parents to support their 

children and increase their motivation. Parents 

should show adequate socialisation with their 

children during the learning process (Shim & Lee, 

2020). Family support allows parents to better 

understand the best strategies to assist their children 

and to reduce the students’ learning challenges 

(Raguindin, Listing & Custodio, 2021). 

The findings of this study highlight several 

reasons for the unpreparedness of Saudi schools for 

ERT. These reasons include inadequate internet 

connectivity and technological infrastructure, 

insufficient teacher training in the use of digital tools 

and remote teaching methods, which hinder the 

development of effective pedagogical strategies, and 

the absence of pre-established contingency plans or 

policies for emergency transitions to remote 

learning. 

To enhance preparedness for ERT in the future, 

I make three key recommendations. Firstly, 

prioritising investments in nationwide technological 

infrastructure is crucial to ensure reliable internet 

connectivity and provide essential devices for both 

students and teachers, bridging the digital divide and 
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improving access to learning resources. Secondly, 

schools should establish ongoing professional 

development programmes to train educators in using 

digital tools effectively and adopting remote 

teaching strategies, enabling them to address ERT 

challenges with greater expertise. Lastly, developing 

robust contingency plans, including pre-designed 

curricula and clear implementation guidelines is 

vital to facilitate seamless transition during 

emergencies. Implementing these measures will 

strengthen the education system’s resilience, 

ensuring that it can maintain quality and continuity 

in times of crisis. 

 
Conclusion 

This study reveals different teaching experiences of 

Saudi high school teachers during COVID-19. It 

also represents different themes on best practice to 

promote readiness for ERT. These themes included 

instructor-related practices, technology-related 

practices, and student-related practices. The 

practices reported in this study enable a clear picture 

of ERT needs to be improved and addressed in 

subsequent years in order to improve readiness for 

ERT. To achieve this goal, different units and 

agencies should collaborate to mitigate the 

challenges faced by both teachers and students. 

Furthermore, the study foregrounds solid 

foundations for best practice. It concludes that the 

intertwined foundations are crucial to promote ERT 

readiness in the future. 

The study findings may be used as a base for 

future studies concerned with this research area, 

especially interdisciplinary research. The themes 

that emerged from this study can be used in future 

research using different research methods or 

instruments, which may support and validate the 

findings of this study. Despite the useful findings 

obtained from the study, one should caution against 

indiscriminate generalisation. The study was limited 

to high school teachers in Saudi Arabia. Further 

research on the topic may involve a greater number 

of higher institutions or schools in- and outside 

Saudi Arabia. 
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