W) Check for updates

Received: 31 May 2023 | Revised: 13 February 2024 Accepted: 17 February 2024

DOI: 10.1111/ijal.12557

ORIGINAL ARTICLE WILEY

E-learning successes with English language
teachers in under-resourced non-WEIRD contexts

Jawad Golzar’ | Omar Yacoub? | JimMcKinley?

1Herat University, Herat, Afghanistan

2|ndiana University of Pennsylvania, Indiana, Abstract
Pennsylvania, USA While e-learning has gained prominence globally over the
®IOE, UCL’s Faculty of Education and Society, past several years, little is known about the successes English

University College London, London, UK
language teachers (ELTs) experience in e-learning environ-
Correspondence ments in non-WEIRD (western, educated, industrialized,
Jim McKinley, University College London, IOE,
20 Bedford Way, London WC1H OAL, UK.

Email: j.mckinley@ucl.ac.uk or unavailable. This two-stage, primarily qualitative multi-

rich, democratic) contexts where teacher support is limited

method study specifically aimed to examine the extent to
which ELTs found success through e-learning in Afghanistan
and Egypt. Survey (N = 82) and interview (N = 15) data
showed that the teachers reported daunting challenges,
including institutional malfunctioning, ineffective policies,
absence of facilities and technical knowledge, large het-
erogeneous classes, students’ low emotional investment,
negative perceptions, and absence of rigorous and system-
atic assessment. The teachers also narrated their effective
coping strategies to resolve the existing tensions, described
how they incorporated the success elements, and how they
improved student engagement and learning outcomes. The
study provides surprising insights about how the move to
emergency online teaching in under-resourced non-WEIRD
contexts has changed and can inform teaching delivery. We

conclude with implications for teachers to develop more

effective e-learning environments in such contexts.

This is an open access article under the terms of the Creative Commons Attribution License, which permits use, distribution and
reproduction in any medium, provided the original work is properly cited.
© 2024 The Authors. International Journal of Applied Linguistics published by John Wiley & Sons Ltd.

Int J Appl Linguist. 2024;1-24. wileyonlinelibrary.com/journal/ijal 1


https://orcid.org/0000-0002-9949-8368
mailto:j.mckinley@ucl.ac.uk
http://creativecommons.org/licenses/by/4.0/
https://wileyonlinelibrary.com/journal/ijal
http://crossmark.crossref.org/dialog/?doi=10.1111%2Fijal.12557&domain=pdf&date_stamp=2024-04-12

2—I—Wl LEY

1 | INTRODUCTION

GOLZARET AL.

KEYWORDS

autonomous learning, e-learning, online interaction, learning
effectiveness, learning engagement, multimedia instructions,
non-WEIRD contexts

0 Ss

Al Ck.«,; xS Ju L s Sy i) JJ}JS b o
s Gl S ge 5540 50 ui Sl ¢l 055 Iy sl oy Sl
Sl piS 5s S Giael le da 5o il 0L Ol
UK cLa.u b L Gl wayls sy S (2 4 2 Bl dnuy
5 S bae e s adlhe o Bl g spie GLis
Olalial b ye Olige (gupr 2t b (ol yob 4 & 025 (Shsy
P pan 5 Ol (gla ;528 55 Koy XN sl Oyl sl
G 1551 as-bas 5 Olsliwl 31 (7 82 31 asliti ; (glaosls vl 0l
WIS W P 5)) bt | ool & sls ol olay
Ciae 3 sy O Olus BT gl (Gl
Shysl eoMaz gble L;)\.'{ als F CL.« O C)}Q”b cla
Olalial vidd dolye ¢ SKoletunn 5 38 E1IBTIEY=) ey i
Serge s S e cla o 5 ) dlas sl o
S N s ) Codbge ole 43)<¢ § Ksls ) 0346 Ol
Gl etz sp |y (6550 gle s OMa Sl 5 ol
S 65 S Oyl 1S 2 Al 1) e glo iy adllas
25 4B g sla 5528 55 5 il Oley 5 T iysel e
wllan o) ol 5o vle S el 4 Slgs sk 5 Cl0of
S AN T sl Lot slel bl & Slsleal sl 1y ol

ST 2 bl S5

6’2«4]\ ‘J"l’s ! 45\#) Lo u:‘))ﬁT “}E;Mﬁ 642‘?5\;'. {FS ajb A:.K
iy (S8 Sl CSHle (g Sipl ol

il

Education has dramatically changed worldwide over the past several years, creating tensions by shifting to emer-

gency online teaching. The emergence of these tensions was observed among university teachers in various settings,

as found in the study conducted in Libya by Maatuk et al. (2022). However, the extent of opportunities, such as acquir-

ing distance-teaching skills through teacher training programs, was not widely reported, particularly lacking evidence

of such support in culturally diverse environments. In pre-pandemic e-learning research, scholarships tended to focus

more on WEIRD (western, educated, industrialized, rich, democratic) contexts, which shifted focus away from the chal-

lenges in under-resourced contexts. In WEIRD contexts, it was reported that many teachers had difficulty designing
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FIGURE 1 Elements to develop an effective e-learning environment proposed by Liaw et al. (2007).

content and structure for effective online classrooms (Compton, 2009). Such challenges are doubled or tripled for the
teachers who work in non-WEIRD contexts, due to the lack of resources and under-prepared e-learning infrastructure.

A “one-size-fits-all” approach to online teaching falls short of capturing the complexity and richness of various
educational contexts, especially non-WEIRD and under-resourced. This is clear in the scholarly and educational ten-
dencies of place-based (Langran & DeWitt, 2020) and student-centered (Hoidn & Klemenci¢, 2020) pedagogies.
Moreover, research shows that socio-economic and cultural factors influence the implementation of technology in
online education (Maatuk et al., 2022; Mathrani et al., 2022). Acknowledging and addressing these contextual factors
can lead to more effective, inclusive, and engaging online learning experiences. In this study, we collected data from
Afghan and Egyptian teachers about their efforts to provide effective e-learning educational experiences to students
with few resources and less support. This study presents significant insights into how the transition to online education
in under-resourced cultural contexts led to e-learning successes and changed teaching practices in these contexts.

2 | LITERATURE REVIEW

Research in language studies has long provided empirical and theoretical investigation of e-learning, but with the
recent COVID-19 pandemic, the focus on e-learning increased dramatically. The educational systems in some non-
WEIRD countries, such as Egypt and Afghanistan, have limited financial resources and less support and resources for
education (see, e.g., Alumbungu & Mpofu, 2023), leading to many challenges before and even more after the pandemic
when implementing e-learning. The review of literature focuses on the following themes: the e-learning elements as

an analytical lens, online learning challenges, and coping strategies to manage online learning environments.

2.1 | An e-learning analytical lens

We draw from previous studies highlighting the complexities of implementing e-learning, especially in culturally dif-
ferent and under-resourced contexts. Several scholars reported various barriers, such as students’ unfamiliarity with
e-learning in Jordan (Jebreen, 2017) and resistance to change to online education in Saudi Arabia (Aljaber, 2018).
To respond to these contextual idiosyncrasies, we refer to the work of Liaw et al. (2007) for designing a successful
e-learning environment. Although this work pre-dates the current surge in e-learning, its continued relevance is evi-
denced by the wealth of recent studies drawing on it (e.g., Al-Fraihat et al., 2020; Wang et al., 2023). Figure 1 illustrates
the e-learning elements. We use this as a lens to navigate the literature and to analyze our data. This literature review,
as well as the first two authors’ positionality and reflexivity as Afghan and Egyptian English language teachers (ELTs)
and researchers, address a central concern of how ELTs in relatively similar non-WEIRD educational contexts might
create successful e-learning environments.

Promoting autonomous learning is pivotal for e-learning effectiveness (Liaw et al., 2007). For example, Adel Ali and
Rafie Mohd Arshad (2018) surveyed over 300 students at an Egyptian institution to understand factors that motivate
students to effectively participate in mobile (m)-learning. Their findings indicated that most students drew on learner
autonomy to manage m-learning. In another example, Mohd Arrif (2016) conducted a quasi-experimental study in
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Malaysia where students were put into two groups, conventional and hybrid learning. The author reported that the

e-learning aspect in the hybrid learning group increased students’ autonomy to manage the medium of education used
to interact with the instructor, receive instructions, and submit work.

Liaw et al.’s (2007) next element of e-learning is multimedia instruction, which, despite challenges like large classes
and limited resources, existing research shows has been successfully implemented in Afghanistan and Egypt. Kakar,
Sarwari, and Miri (2020) and Sarwari (2018) highlighted Afghan EFL instructors’ effective use of multimedia and tech-
nology. In Egypt, studies by Diyyab et al. (2014), El-Sakka (2016), and Abdallah (2021) underscored the benefits of
modern teaching methods and multimedia. Multimedia instruction has also been found to be effective in other non-
WEIRD educational contexts such as Serbia (Tasi¢ et al., 2019), Turkey (Oz, 2015), and Iran (Rahimi, 2011). Since this is
not a rich scholarship, our research contributes data on how under-supported instructors in non-WEIRD contexts use
multimedia instruction to enhance e-learning.

Liaw et al. (2007) also highlight the importance of teacher-student interaction for e-learning success. While inter-
actions in online language classes can be very challenging (Enkin & Mejias-Bikandi, 2017), it has been proven effective
for students’ learning. Indeed, research indicates challenges in this area in Afghanistan and Egypt due to factors like
large class sizes (Kakar & Sarwari, 2022; Takal et al., 2021). However, strategies like the flipped classroom in Egypt
have shown promise (Ahmed, 2016). While existing research in non-WEIRD contexts highlights the importance of
promoting interactions in e-learning classes (Dahalan et al., 2012; Yazgan, 2022), nuanced discussions of how instruc-
tors in these educational contexts carry out this responsibility with limited resources are lacking; we aim to make this
contribution through our findings.

In broader terms, Liaw et al.’s (2007) study focuses on the general efficacy of e-learning implementation and is
raised in several recent studies. Nam (2023) studied the efficacy of e-learning at a Vietnamese university; the author
reported that continuous assessment of course instruction and design as well as considering students’ input promoted
e-learning. Salahuddin and Ajmal (2020) found that online learning was very effective at a Pakistani university when
the learning management system (LMS) was organized in a way that facilitated communication and eased other course
activities such as assignment submission and accessing materials. This is further echoed by other studies, such as Jan-
feshan and Janfeshan (2021) in Iran and Lien (2021) in Vietnam, which highlighted the importance of using learning
management systems and social educational networking platforms to ensure the efficacy of e-learning. Furthermore,
other studies citing Liaw et al. (2007) reported the importance of using certain platforms such as social media (Zhang,
Liu, & Lee, 2021) and cloud-based applications (Li & Mak, 2022) to provide students with effective e-learning expe-
riences that foster accessibility to materials and communication with other students and the instructor. Although
existing research indicates ways that support e-learning efficacy in non-WEIRD contexts, there is a rarity in exploring
how instructors in these contexts increase e-learning effectiveness while under-resourced.

2.2 | Online learning challenges

Recent research has highlighted challenges faced by teachers and students due to the unique aspects and limitations
of online foreign language education (Golzar et al., 2022; Harsch et al., 2021; Maatuk et al., 2022; and others). Tao
and Gao (2022) reviewed articles on the challenges and responses in online language learning, emphasizing activi-
ties like promoting online learning and evaluating student development. Harsch et al. (2021) explored the challenges
of interaction during the COVID-19 outbreak in a German English language center. They found that students’ neg-
ative perception of online learning creates a challenge for teachers. In non-WEIRD contexts, Le et al. (2022) found
that Vietnamese EFL teachers encountered issues such as creating effective content and increasing students’ focus on
the course. Taghizadeh and Amirkhani (2022) found that teachers tailored most of their focus to manage challenges
such as organization of course content and management of course time and student interactions. Researchers found
that such challenges are faced by both experienced and pre-service teachers (Taghizadeh & Amirkhani, 2022). Also,
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TABLE 1 Learningchallenges.

Learning challenge Source

Guided learning Ruiz-Alonso-Bartol et al. (2022)

Social interaction Ruiz-Alonso-Bartol et al. (2022); Taghizadeh and Amirkhani (2022)
Technological issues Ruiz-Alonso-Bartol et al. (2022)

Perception of online learning as inferior Ruiz-Alonso-Bartol et al. (2022)

Creating effective content Leetal.(2022)

Increasing students’ concentration Leetal.(2022)

Limited time Taghizadeh and Amirkhani (2022)

Scattered tasks Taghizadeh and Amirkhani (2022)

online teaching challenges become more difficulty in non-WEIRD under-resourced educational contexts (Alatoom &
Khasawneh, 2022).

With the sudden shift to e-learning, studies mainly in WEIRD contexts have documented the experiences of stu-
dents and teachers transitioning to distance learning. For example, Ruiz-Alonso-Bartol et al. (2022) studied college
students’ experiences learning Spanish online in the United States. Results reported reduced stress levels over time
but varied in individual experiences. Some students appreciated the autonomy, while others missed guided learning
and social interactions, and maintained a negative perception toward online learning. A few faced technological issues,

and many felt that online learning was inferior to traditional methods. Table 1 demonstrates the learning challenges.

2.3 | Coping strategies to manage online learning environments

Developing effective coping strategies is essential for successfully managing the challenges ingrained in online learning
environments. During the COVID-19 pandemic, Taghizadeh and Amirkhani (2022) explored pre-service EFL teachers’
online classroom management strategies in Iran, emphasizing time management, organization, and student-centered
designs, concluding that “teachers have a key role in building rapport as well as creating a positive, safe, and friendly
atmosphere within online classes” (p. 1). The creation by the teachers in this study of a safe and welcoming online
community supports Liaw et al.’s (2007) aspects of enhancing teacher-student interaction and improving learning
effectiveness. Huang (2013) developed a web-based reading strategy program, receiving positive feedback for its
user-friendliness and strategy functions. Furthermore, multimedia instructions enhance learners’ cognitive process-
ing (Mayer, 2014). Studies have shown a positive correlation between multimedia instructions and students’ academic
performance, engagement, and satisfaction (Glomo-Narzoles, 2013; Swan, 2017; Yoon, 2019). Muller and Wulf (2020)
highlighted that creating particular online instructional methods bolsters students’ metacognition, motivation, and
learning perception; this works more effectively than using similar instructions and designs from in-person courses.

Moreover, teachers found benefits in the online format, such as improved teacher-student rapport in small
Zoom groups. In another example, Yan and Wang (2022) examined the transition of English teachers in China to
online teaching during the pandemic. Using the boundary-crossing learning theory, they identified three stages in
the transition: preparation, adaptation, and stabilization. Four strategies—identifying, coordinating, reflecting, and
transforming—aided this transition. Teachers’ experiences, beliefs, and support systems were crucial in navigating
technical, emotional, and pedagogical challenges. Table 2 shows the coping strategies.

There is a solid body of research that concentrates on various e-learning inquiries in non-WEIRD and under-
resourced contexts, yet there is a rarity in finding focused investigations of how teachers working in these contexts
carry out a mission to make e-learning effective. In this study, we present a case of teachers in two similar contexts,
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TABLE 2 Copingstrategies.

Coping strategies Source

Time management, student-centered course design Taghizadeh and Amirkhani (2022)

Organization

Web-based reading Huang (2013)

Multimedia instruction Glomo-Narzoles (2013); Mayer (2014); Yoon (2019);

Swan (2017)
Preparation, adaptation, and stabilization Yan and Wang (2022)

Egypt and Afghanistan, who taught online during the COVID-19 pandemic, without needed resources. Our study is
guided by the following research questions:

RQ1. What approaches do teachers in non-WEIRD under-resourced contexts report having used to manage e-
learning during the COVID-19 pandemic?

RQ2. What challenges were encountered by this teacher population in formulating an effective e-learning
environment?

RQ3. What factors contribute to this teacher population’s management of e-learning?

3 | METHODS

We utilized a two-stage multi-method research design employing a survey (N = 82) and semi-structured interviews
(N = 15). The approach provided both interpretive (actor-centered) and constructivist analyses of data; the two are
interconnected and utilized to thoroughly examine the social construction of a phenomenon (e.g., online teaching). The
study primarily focused on the analysis of qualitative data due to the nature of the research questions. This approach
serves our purpose in prompting ELTs to reflect on their use, if any, of the four elements in their course design and

instruction.

3.1 | Research sites

The classes in both contexts were held entirely face-to-face before the COVID-19 global crisis. In 2020, the Min-
istry of Higher Education (MoHE) in Afghanistan began emergency online teaching in a disruptive environment. It
promoted e-learning by creating a Moodle-based structure called Higher Education Learning Management System,
which is now used by teachers and students in both public and private universities. This platform offers different
affordances, including content sharing (video, voice, text, and picture), sending messages, taking attendance, creat-
ing forums, and assignments. The teachers could communicate with students in an asynchronous manner since the
LMS did not have video conferencing features. However, e-learning had various encounters in the Afghan context. For
example, in a recent survey, the variables of satisfaction and effectiveness of distance learning had the lowest mean
values (M = 2.16; M = 3.38); these variables were primarily rated poorly due to the absence of necessary equipment
(Sarwarietal., 2021, p. 151).

In Egypt, the adoption of e-learning has been fraught with challenges, including frequent electricity outages and
unreliable internet connectivity. Until a shift was necessitated, the predominant mode of education was traditional,
in-person instruction, leaving many teachers without prior experience in e-learning methodologies (Hafez & Kamel,
2015). This lack of experience became a barrier when courses designed for face-to-face delivery were transferred
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online without modification. Nonetheless, the forced move to e-learning has gradually gained momentum among stu-

dents, opening the door to more educational opportunities and challenges (Zalat et al., 2021). Because many Egyptian
students now primarily study online, only 57.3% of students have access to the internet, yet the usage of mobile
devices reached 94.09% in 2020 (El-Sayad et al., 2021).

3.2 | Data collection

Demographics and contextual information were collected through a 5-point Likert-scale survey adapted from the
works of Arnold (2006), Firat (2016), Liaw et al. (2007), and Swan (2003) that precisely meets the needs of the cur-
rent study. The survey was composed of four constructs. The autonomous learning construct included seven items:

» o«

“I can provide flexible access to e-learning anytime anywhere for my students,” “I support my students to build up
independence in learning by removing face-to-face contact,” and so on. The multimedia instruction construct con-
sisted of six items, including “I create different infographics to visually represent the information | want to teach in

»

online courses,” “I use digital text media instruction to deliver content effectively,” and so on. The instructor-student

interactions construct included four items: “I send notification and text messages to make students aware of the

» o«

tasks,” “| encourage students to engage in Forum discussion,” and so on. Finally, learning effectiveness consisted of

»

six items, including “work to increase students’ interaction with context (knowledge, skills, and attitudes),” “I provide
personalized instructions for students,” and so on.

To validate our 25-item survey, we engaged two field experts, who hold PhDs in educational technology and have
co-authored several articles on e-learning, to review its ability to effectively address the research topic. They recom-
mended eliminating items 8 and 17 for not aligning with the survey’s focus. A psychometrician from Herat University
Research Center then scrutinized the survey for clarity and potential errors, leading to the removal of problematic
elements in items 6 and 11. Subsequently, the final version of the survey was distributed online. The survey’s reli-
ability was confirmed with a Cronbach’s alpha of 0.907, indicating high internal consistency. The alpha values for the
sub-constructs were also robust: highly autonomous learning (0.803), multimedia instruction (0.788), teacher-student
interaction (0.752), and learning effectiveness (0.768). Moreover, no missing value was observed.

We used a convenience sampling strategy, a non-probability purposive sampling involving the deliberate selec-
tion of informants based on their capacities and experiences to explain a particular theme, concept, or phenomenon
(Rose et al., 2020). Participants were identified via the researchers’ own contacts: 82 ELTs were recruited, 42 from
Afghanistan and 40 from Egypt. The participants had different online teaching experiences ranging from less than 1
to 5 years. Both sets of participants hail from urban areas, predominantly in mainstream groups. We also obtained
participants’ approval prior to the research. Table 3 shows the teachers’ demographic profiles from the two contexts.

In our study’s demographic section, we reported on teachers’ utilization of four key elements. In Egypt, teacher-
student interaction was modest (M = 3.5, SD = 0.83), with the lowest scores reported for student feedback on shared
documents (M = 2.80). Conversely, in Afghanistan, teacher-student interaction and learning effectiveness scored
higher (M = 4.01, SD = 0.81), with multimedia instruction also receiving a high rating (M = 3.8, SD = 0.80). Afghan
teachers actively used varied instructional methods to engage students, despite difficulties with creating infographics
and organizing multimedia content. In Egypt, the highest scores were for learning effectiveness (M = 4.1, SD = 0.51),
particularly for accommodating diverse learning styles (M = 4.6). Table 4 details teachers’ reported use of each element
in both contexts.

To ensure data saturation, we created a grid in which we recorded important ideas itemized by each participant and
constantly checked whether they provided new insights or repetitive information. Therefore, we recruited 15 ELTs for
the semi-structured interview from the survey respondents: eight ELTs from Afghanistan (T1 to T8) and seven from
Egypt (T9 to T15). Table 5 shows interview participants’ demographic information. To ensure high representativeness,

we purposefully chose most participants with 1 year or less teaching experience rather than other population subsets
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TABLE 3 Participants’ demographic information.

Afghanistan Egypt
Demographics Frequency Valid percent Frequency Valid percent
Gender Female 9 214 14 35.0
Male 33 78.6 26 65.0
Education BA 9 214 9 214
MA/MS 31 738 31 738
PhD 2 4.8 2 4.8
Teaching experience 1-5years 3 7.1 19 475
15-20years 13 31.0 4 10.0
5-10years 26 61.9 17 425
Online teaching 2-3years 11 26.2 10 25.0
experience 4-5years 1 24 0 0
Less than 1year 30 714 30 75.0
TABLE 4 Teachers’ claims to use four elements in E-learning.
Country N Mean Std. deviation
Highly autonomous learning Afghanistan 42 3.89 0.766
Egypt 40 3.76 0.728
Vivid multimedia instruction Afghanistan 42 3.82 0.805
Egypt 40 3.74 0.829
Teacher-student interaction Afghanistan 42 4.01 0.814
Egypt 40 3.51 0.838
Learning effectiveness Afghanistan 42 4.01 0.742
Egypt 40 4.10 0.514
E-learning composite Afghanistan 42 3.93 0.706
Egypt 40 3.78 0.590

because they constitute 73.1% of total survey informants (just 20% of interview respondents were above the 1-year

category).

Upon completing our initial analysis, we found alignment with Liaw et al.’s (2007) elements, confirming its relevance

for our study. Despite its age, the applicability of the work as an analytical lens has emerged again post-COVID-19, as

evidenced by its use in recent research to explore various e-learning challenges (e.g., Al-Fraihat et al., 2020; Wang et al.,

2023).

We clarified the study’s aim during one-on-one interviews: to delve into the effectiveness of online teaching meth-

ods. Interviews lasted 20-30 min, focusing on challenges and coping strategies in e-learning, with consideration given

to Liaw et al.’s (2007) elements. Conducted in the participants’ native languages, Dari in Afghanistan and Arabic in

Egypt, the approach fostered a relaxed atmosphere, encouraging teachers to share their experiences and reflections

candidly.
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TABLE 5 Interview respondents’ demographic information.

Teaching Years of
No Gender Age experience teaching online Education
T1 Male 31 10 2 MATESOL, USA
T2 Female 41 11 1 MATESOL, AF
T3 Male 29 9 2 MATESOL, USA
T4 Male 29 10 1 TEFL, India
T5 Female 29 4 1 English Literature, India
T6 Female 31 9 1 MATESOL, USA
T7 Male 32 8 2 MATESOL, Malaysia
T8 Female 28 4 1 BA English Literature, AF
T9 Male 29 4 1 MA Translation, USA
T10 Female 36 9 1 MA English Linguistics, Egypt
T11 Male 32 7 2 MA English Linguistics, Egypt
T12 Female 29 5 1 MA English Linguistics, Egypt
T13 Male 45 10 1 MA English Linguistics, Egypt
T14 Female 27 3 1 MA English Linguistics, Egypt
T15 Female 37 13 1 MA English Linguistics, Egypt

3.3 | Data analysis

Using SPSS 25, we first obtained descriptive and inferential statistics to gauge the extent to which ELTs incorporated
Liaw et al.’s four elements, complementing this with the demographic profiles of the teacher participants. Qualitative
data were then subjected to content analysis to identify and analyze themes (Selvi, 2020), developing an inductive
categorization of instructors’ interview responses. Data were transcribed, translated, and read thrice for a deeper
understanding and initial coding, noting memos, and employing constant comparison. Initial codes included a range
of issues from ineffective e-learning policies to autonomous learning strategies and the use of multimedia to address
multiple intelligences. To ensure data trustworthiness, we used credibility and confirmability criteria. A moderator
reviewed the data for coding, which we cross-checked, discussing discrepancies to refine codes and themes. A rating
agreement minimized subjectivity, with codes averaging above 3.7 on a 0-5 scale being selected. Interviewees also
reviewed the refined codes for consistency with their responses. Through triangulation—comparing interpretations
from authors, moderators, and respondents—we categorized codes into themes upon identifying significant relation-
ships. This process led to two main themes: the integration of e-learning elements and the enhancement of student

engagement and learning outcomes. The coding system and emergent themes are detailed in Figure 2 and Appendix.

4 | RESULTS

We present the results based on the research questions. Two major themes emerged: (1) incorporation of e-
learning elements; (2) promoting student engagement and learning outcomes. The first theme includes the following
subthemes: E-learning challenges, promoting autonomous learning, integrating vivid multimedia instruction, and cul-
tivating learning effectiveness. The second theme includes enhancing teacher-student interactions and maximizing

learning outcomes. See Appendix for the themes, subthemes, codes, and sample participants’ quotes. In response to
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Individual Refining Individual
Interviews Codes
e Cross-examining codes

e  First transcribed verbatim e Utilizing a rating agreement

e Translated into English e Agreeing on the codes after

e Three rounds of reading the data joint discussion

to get to know the nature of data. .
€ Refining the Codes by

Codification Interview Respondents

by Researchers

e Individual respondents 1
reviewed the codes

e Individual interviews are

separately coded by researcher 1
and researcher 2. e Codes are filtered

e Initial codes are identified. through researchers’ l

Filtering the Codes

joint discussion

Codifications by —
the Moderator Classifying under
Emergent Themes

e Developing a tentative coding system.
e Individual interviews are coded by the
moderator (field expert).

FIGURE 2 Coding system procedure. [Color figure can be viewed at wileyonlinelibrary.com]

RQ1, we provide mean scores from the survey data, while for RQ2 and RQ3, we draw on both the survey and interview
data.

To address RQ1, we found the survey participants reported using approaches that align with Liaw’s e-learning
elements to manage the online learning environment. The elements included autonomous learning (M = 3.89 [AF];
M = 3.76 [EG]), vivid multimedia instruction (M = 3.82 [AF]; M = 3.74 [EG]), teacher-student interaction (M = 4.01
[AF]; M = 3.51[EG]), and learning effectiveness (M = 4.01 [AF]; M = 4.10 [EG]).

4.1 | Embracing challenges and optimizing solutions

To address RQ2, we focused on the teachers’ reporting of how they faced challenges in promoting autonomous learn-
ing, integrated vivid multimedia instruction, and cultivating learning effectiveness. Here, we present teachers’ (T1-T8

are from Afghanistan; T9-T15 from Egypt) descriptions of how they embraced the above elements in their classrooms.

411 | Challenges to manage an E-learning environment

Despite the teacher’s proficiency in utilizing key elements in e-learning as its mean value exceeds 3.4, the teachers
encountered common hurdles when developing and managing the e-learning environment. This incongruity exists
because while teachers may have theoretical knowledge of online teaching, the contextual limitations are out of
teachers’ control. The hurdles included salient issues such as ineffective e-learning policies, the novelty of e-learning,
teachers’ limited experience, lack of e-learning facilities, lack of rigorous and systematic evaluation and assessment,
and students’ negative perceptions toward e-learning (See Table 6). After identifying these challenges, the teacher
participants reported various coping strategies to manage poor integrations of the e-learning elements.

Some teachers argued that the e-learning policies aimed at managing language courses did not support and encour-
age the process (Challenge 1) (see Appendix for a summary of challenges). The teachers realized the top-down nature
of institutional functioning and hegemonic ideologies, forcing them to fall behind and struggle to develop a successful

e-learning program. For instance, T1 claimed,
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Using motivational strategies to encourage

Studying how to teach online resources;

Record the sessions and upload them for

Categorizing students in terms of facilities
and providing individualized instructions;

Using learning analytics in LMS effectively;
Encouraging formative assessment using
online monitored quizzes, projects, etc.
Planning and creating rubrics for each online

Acculturating e-learning in the community;
Conducting an awareness program on the
significance and effectiveness of e-learning;
Sharing students’ e-learning success stories.

Theorizing e-learning practices considering

Adjusting expectations to the available

Incorporating students’ needs/interests;
Using interactive activities to make learning

Highlighting the meaningful connection
between what students learn and what they

Arranging heterogeneous groups based on

Incorporating other technological tools to
boost the LMS’ functionality and accessibility.

Sharing video tutorials on how to work with

GOLZARET AL.
TABLE 6 E-learning challenges and coping strategies.

No E-learning challenges Coping strategies

1 Ineffective e-learning policies .
students.

2 The novelty of e-learning and teachers’ limited .

experience * Colleagues’ support.
3 Lack of e-learning facilities .
further access;
* Using free LMS.
4 Lack of rigorous and systematic evaluation and * Allocating time for feedback;
assessment °
assignment;
* Reporting valid scores.
5 Students’ negative perception .
6 Teachers’ and students’ low emotional .
investment contextual realities;
facilities;
fun;
may practice in the future.

7 Large class size * Employing cooperative learning;
their existing proficiencies and skills.

8 Ineffective LMS * Selecting LMS after exploring its
functionalities and features;

9 Students’ lack of technical knowledge and skills » Offering training for students;
LMSs and put in a better e-learning
performance.

10 Low degree of students’ participation .

Abbreviation: LMS, learning management system.

Being flexible about the assignments and the
deadlines;

Using motivational strategies;

Allocating points for each activity;

Holding online competitions: essay contests,
debates, etc.
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The administration did not take e-learning seriously, so it influenced my performance as a teacher. The Ministry
of Higher Education did not even have specific policies for online teaching, and students exploited this loophole
and declined participation. However, | tried to motivate my students to promote a deeper engagement with the
e-learning process, yet it was strenuous and demanding.

Most teachers also claimed that the novelty of e-learning and limited experiences with designing and managing
e-learning environments resulted in poor performance by both teachers and students (Challenge 2). T2 and T12
emphasized this point by referring to the sources of existing challenges. They took the initiative to develop their tech-
nical and teaching skills to the next level by watching video tutorials and studying different resources. The teachers
also lowered their expectations, required students to do less work, and demonstrated a degree of flexibility about the
assignments’ deadlines (T2, T5, T9, and T10). For instance, T9 mentioned:

| believe being flexible with my students was the best way to support them and myself to get accommo-
dated in this new educational setting. | also started finding different online resources and studied more about
how to develop my current online teaching practice while maintaining a positive attitude toward the overall

process.

In both settings, the primary challenge with e-learning was the absence of adequate facilities, impacting planning and
instructional quality. T3 emphasized that proper e-learning tools, like high-speed internet and LMS, enhance student
engagement. The Egyptian teachers highlighted institutional shortcomings, frequent power outages, and slow internet
connections. These limitations prompted innovative solutions, such as video-recorded sessions and sharing links for
flexibility. T7 adapted by categorizing learners based on their available facilities and utilized various channels, includ-
ing social media, for instruction and resource sharing. Té also tailored her strategies, considering the unique context

and available resources. She commented:

| tried adding more YouTube videos and keeping downloaded files in the department for individual pick-up
or sharing them with class representatives to solve internet access [problems]. Moreover, | used Telegram a
lot since it was accessible to all. | also talked and sought advice from my colleagues about the platforms and

practical strategies they employed in their online classes.

The participants also reported that rigorous and systematic evaluation and assessment were almost absent in both
contexts (Challenge 4). T1 claimed, “Nobody evaluated the process and the teacher.” This highlights institutional mal-
functioning. T4 argued that formative assessment plays a significant role in an e-learning environment in a similar
vein. Yet, it is difficult to administer the tests, monitor their reliability, and report valid results. At the same time, some
students resort to cheating. Such academic misconduct hampers progress.

The teachers also mentioned some coping strategies to carry on continuous evaluation and assessment to gauge the
e-learning process (see Appendix). They emphasized that allocating time for timely feedback regularly and using learn-
ing analytics inside LMS supports the process. Likewise, they underscored the significance of cooperative learning
through monitored online quizzes, projects, and assignments. However, the overall process requires careful planning
and creating rubrics for each online assignment.

Ultimately, the teachers argued that their students maintained a negative perception due to the above tensions
and rampant skepticism about e-learning in society (Challenge 5). They accentuated acculturating e-learning within
the community, conducting awareness programs about the significance and effectiveness of e-learning on students’
academic performance. They also shared some students’ success stories to transform common negative perceptions
into more positive ones. For such transformations, the teachers needed to keep different stakeholders in the loop. For

instance, T3 argues:
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We need to get the parents involved in the process of e-learning. The dominant perception is that face-to-face

teaching and learning are more effective than e-learning and online teaching. Thus, the parents should support
the process. If we work on students’ mindset that e-learning works, it helps them maintain a positive perception.
It, in turn, influences their performance.

Afghan teachers reported challenges with online teaching, citing a lack of planning and facilities leading to decreased
investment. T1 highlighted the abrupt shift to online teaching without proper planning, using face-to-face syllabi,
which demotivated them. Large class sizes posed engagement issues, as T13 found it challenging to communicate with
students via email. A significant problem for Afghan teachers was the absence of an effective LMS; T2 mentioned using
Telegram, not designed for e-learning. Additionally, Afghan teachers noted students’ limited technical skills and their
reduced participation in online classes. T7 emphasized students’ procrastination as a major obstacle. Despite these
challenges, both Afghan and Egyptian teachers devised coping strategies. The rapid transition to online teaching in
these under-resourced contexts led to a focus on enhancing e-learning elements, promoting autonomous learning,

and improving overall teaching effectiveness.

4.1.2 | Promoting autonomous learning

Self-directed learning is the crucial element of e-learning success. Both groups of teachers reported a comparatively
high mean value for providing highly autonomous learning for their students (M = 3.8 for Afghanistan; M = 3.7 for
Egypt). Yet, most participants argued that they had been challenged to trigger autonomous learning due to dominant
didactic school traditions and a hegemonic vision of transferring knowledge and skills, a banking model of education.

T9 underscored the prevalent learning status quo and its negative impacts on the students’ engagement:

When we transitioned to online platforms, we struggled with having students do more work. In my school,
all classrooms are teacher-centered, where students come, listen, and maybe participate for just a few min-
utes, and that’s it. So | struggled with having students become more autonomous, especially with asynchronous
classes where they do not see me or listen to my instructions. | end up getting half the students not completing
the tasks.

Similarly, most teachers acknowledged the stressfulness of the transition phase, which informed their teaching prac-
tices. After such a conscious awareness, the teachers decided to be flexible, provide more explicit instructions, and
promote cooperative learning to get students up to speed in an e-learning environment (T11 and T7). However, some
learners exploited the instructions and took the most convenient route to engage, applying lower thinking levels rather
than analytical thinking skills. Some teachers attempted to explore alternatives to encourage students’ self-directed
and deep learning. T2 explained:

When | prepared a PowerPoint, | tried to specify what to study with clear instructions. For the first time, |
noticed students just copy-pasted the content from the textbook or slides on the discussion forum or individual
assignment, so | changed this to set up higher thinking level questions and ask students to write using their own
words and [respond] to other classmates’[comments]. | also try to include analytical questions. The students

used different lines of reasoning to respond to the prompts.

Besides these intellectual pursuits to encourage autonomous learning during the rapid move to online teaching in
the two under-resourced contexts, the teachers attempted to incorporate creativity and critical thinking to garner
students’ attention toward well-informed decision-making skills, spark curiosity, and facilitate deep learning. They

employed various strategies to attain objectives that formulate and support self-directed learning. They also tried to
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establish a significant relationship between students’ prior knowledge and the rationale for using the new set of skills

in the future. Two Afghan teachers narrated their own experiences:

| used activities to encourage students’ critical thinking and creativity. | employ strategies that do not limit
students to books and memorization; | try to introduce and employ 21-century skills such as critical think-
ing, communicative skills, and collaboration. | also try to connect the lesson to students’ lived experiences and
respond to why they are learning the concept and how [they] can apply [it] in daily life. | demonstrate the
significance of a lesson for students (T1).

Two factors are essential in developing self-directed learning. The students should be given the freedom to be
creative. It helps students be motivated to do the tasks differently using their own style. The second factor is
the passion for e-learning. It assists students in having a more emotional investment in their own learning (T3).

4.1.3 | Integrating vivid multimedia instruction

Multimedia instruction is a key factor in e-learning success, bridging the gap between traditional and online teaching
with the right skills and planning (Liaw et al., 2007). Teachers in Afghanistan and Egypt rated their use of multime-
dia highly (M = 3.82 and M = 3.74, respectively). Despite challenges in content selection, summarization, recording,
and editing, they employed diverse methods to cater to different learning styles, as shared by one teacher each from

Afghanistan and Egypt:

I try to be resourceful. | shared different learning websites, mobile apps, YouTube videos, digital texts, [and]
PowerPoint. However, | did not receive feedback on whether they were efficient. | also gave students more

freedom to get benefits from different instructions based on their learning preferences (T1).

The use of multimedia is significantly important in order to meet students’ learning differences and needs.
Therefore, | use YouTube videos because everyone can access them for free. | also use some online games to

teach students speaking, grammar, and vocabulary (T10).

In Afghanistan, cultural norms restricted female teachers (T2, T5, T6) from video-recording their lessons, a limitation
not faced by their counterparts in Egypt. T14 from Egypt utilized various multimedia tools, including self-recorded
videos, YouTube content, PowerPoint slides, and educational online games, to enhance her students’ learning

experience without such cultural constraints.

414 | Cultivating learning effectiveness

The shift to online teaching necessitated changes in teaching practices to enhance learning effectiveness, with
teachers from Afghanistan and Egypt reporting high levels in their virtual classrooms (M = 4.01 and M = 4.10,
respectively). Teachers implemented diverse strategies to meet the varied needs and interests of students in under-
resourced settings, carefully planning and selecting topics and tasks tailored to students’ proficiency levels. T3 noted
that relevance to students’ needs enhances engagement and motivation in e-learning. Both teachers and students
worked on improving their technical skills, using resources like video tutorials and online courses (T4). Additionally,
cooperative learning was encouraged, with assigned group leaders to oversee task progress. Teachers also provided
varied opportunities for students to practice and engage with peers’ work (Té).
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The teacher’s involvement plays a pivotal role in enhancing learning effectiveness by interacting and providing feed-

back because if not, the students lose emotional investment (T7). Effective learning depends on teachers’ abilities and
students’ interests in the topics. Teachers can enhance engagement through interactive activities (T13) and create a
positive and welcoming environment by building rapport and restructuring the mindset that every idea is respected
and counted (T15).

| let students know that | am open to making any changes to the course to promote effective learning. If
they feel they need to learn more about a topic, | can include it or exclude one that does not benefit them
(T15).

4.2 | Promoting student engagement and learning outcomes

To address RQ3, we found that an urgent call for online teaching also modified the teachers’ practices in the
two under-resourced contexts in terms of increasing student engagement and improving learning outcomes. The
teachers used several strategies respectively, including but not limited to posing questions, running polls, group
conferencing, creating rapport, crafting lesson objectives, developing assessment tools, and tracking the students’

progress.

4.2.1 | Enhancing teacher-student interaction

Teacher-student interaction is also a contributing element that ensures students’ e-learning success. However, this
interaction has previously been reported moderately lower in the demographic section by Egyptian teachers (M =4.01
for Afghanistan; M = 3.51 for Egypt). Similarly, the interview participants encountered several tensions while promot-
ing such interactions, especially in the Egyptian context. Students’ hectic course loads, multiple overlapping deadlines,
and large class size issues resulted in low engagement. For instance, one teacher each from Egypt and Afghanistan

shared their experiences:

It is very hard due to [the] large classroom size. However, | still promote this through a Facebook Group acces-
sible to all students where they can ask questions and get answers from their peers and me. | also make
announcements and post discussions there (T12).

| was challenged due to students’ complaints about the pressure they experienced taking seven online courses
with different quizzes and assignments; they had to be prepared to meet multiple deadlines from different
courses. The deadlines collided. It negatively influenced their participation and engagement in the e-learning
platform (T2).

The teachers also implemented different strategies to enhance the interaction. They created a set of questions in
the forum (T1, T4), ran polls (T1) and group conferences (T8, T10), provided feedback (T2, T3, T5, T7, T11), allo-
cated scores for each learning task (T2, T3, T5), created an anxiety-free atmosphere (T3, T6é, T10), built rapport (T2,
T10, T12), promoted differentiated learning (T1), and selected the most user-friendly and intuitive LMS or social net-
working platform for dialogic interactions (T9, T12, T14, and T15). For example, T3 stated that he tried to create a
friendly atmosphere, restructure students’ mindsets, and give them a palpable sense that he would reach out if they
had difficulty understanding a concept. He then ensured the learners understood the tasks. However, Té fostered the

differentiation instructions and released the emotionally laden burden of online assignments. She stated:
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| tried to pay individual attention to everyone [and] respond to all the inquiries each student had. When pos-

sible, | met them individually online to solve their problems. | understood the challenges students were facing
during the pandemic; therefore, | tried to comfort them and make them feel at ease even if they could not meet
their deadlines (T6).

Due to the lack of an effective LMS and large student numbers, teachers shifted from individualized instruction to
cooperative learning, utilizing popular social media for interaction. Considering unique challenges and institutional
limits, an Afghan teacher opted for group conferences, while an Egyptian teacher used Facebook for quick and easy

communication.

I hold group conferences because the classroom size is large in terms of student numbers; | cannot implement
individual conferences. So | divide it into groups and meet with each group twice a semester to ensure that they

learned the concepts and respond to questions they cannot ask asynchronously (T8).

Because my institution does not provide any learning management system, | use Facebook as a communication
medium between myself and my students. It is free, and most students have Facebook accounts and like to use

them for academic purposes (T14).

4.2.2 | Maximizing learning outcomes

Participants concurred that e-learning outcomes should detail the knowledge and skills students are expected to gain
and their applicability in future workplaces. To optimize these outcomes amid the shift to online teaching, teach-
ers from Afghanistan (T4, T4) and Egypt (T11, T12) meticulously crafted lesson objectives and selected appropriate
materials and platforms. T11 emphasized the importance of aligning topics and instructions with student needs. T4
proactively shared resources and allowed early access to upcoming lessons for eager learners. T2 developed assess-
ment tools to track and affirm learning, giving students feedback on their progress. T3 used multimedia to cater to
diverse learning styles, facilitating practice through discussions and online presentations. T4 tailored her approach to
the unique context of her online classroom, while Té focused on creating a low-anxiety e-learning environment and
fostering a positive student mindset toward e-learning technologies. In essence, T1 explained the process he went

through to help his students achieve successful e-learning outcomes:

First, the objectives and outcomes should be applicable and realistic based on students’ needs. | used Bloom’s
taxonomy and the SMART tool to write those objectives. | also selected the course content, learning activities,
and prevailing teaching methods. | believe that well-chosen teaching methods encourage students’ engage-
ment; teacher-student rapport should be high in e-learning courses, and it is effective if timely feedback is
given and formative assessment is taken regularly. So | analyzed the results to understand whether the learning
happened. | found learning gaps and then provided the necessary scaffolding to fill them. Ultimately, | con-
stantly checked and measured the extent | aligned the outcomes with my teaching, students’ learning, and the
assessment | carried out to measure students’ success.

5 | DISCUSSION

Our findings resonate with existing literature, highlighting challenges in under-resourced teaching environments.
They also underscore the creativity and adaptability of ELTs in these contexts. Elements discussed in our literature

851807 SUOWILIOD 3AEa1D) 8(ded!|dde au Aq peusenob 812 Saplle YO '8N J0 S9INJ 0} ALeiq1 T 8UIIUO 8|1 UO (SUOBIPUO-PUR-SLLBIALIOY A 1M AR 1 [eu|UO//SANY) SUORIPUOD PUe SWLB | 841 885 * [7202/70/9T] uo Areiqi aujuo A8|IMm ‘ssoines Ariqi 10N uopuo 8Be|j0D A1seAIUN AQ 2GGZT BIITTTT OT/I0pAL0D &3] M ARelq I pul|UO//SANY WO pepeojumoq ‘0 ‘Z6TYeLLT



GOLZARET AL.

WILEY 12

review were evident in our findings but were more contextualized to the Afghan and Egyptian settings. Using Liaw

et al.’s (2007) elements as an analytical lens, we discerned how teachers promoted autonomous learning, such as
through group work and topic flexibility. Despite lacking resources like a comprehensive LMS, teachers innova-
tively used multimedia instructions, leveraging platforms like Facebook for communication and as makeshift LMSs.
Although, unlike Freiermuth and Jarrell’s (2006) study in which social media had not yet developed to where it is today,
or Zhanget al.’s (2021) study that only used current social media platform capabilities to enhance learning enjoyment,
the ELTs in our study were surprisingly resourceful. They uploaded videos over text materials, diversified content for
student needs, and enhanced accessibility, considering many students’ limited internet or technology access.

It is crucial to understand these elements within specific contexts. While our study touched on e-learning nuances
in Afghanistan and Egypt, we delve deeper into the strategies of teachers in these resource-limited settings. Notably,
despite our teacher participants having graduate degrees from various countries, their diverse educational back-
grounds did not directly influence their online teaching methods. Instead, they bridged their academic knowledge with
their teaching contexts. Their graduate training equipped them with online teaching tools, but their specific teach-
ing environments guided their application, addressing contextual challenges. This reveals a unique interplay between
teachers’ academic backgrounds and their adaptability to specific contexts, emphasizing the pivotal role teachers play

in tailoring their knowledge to cater to distinct student needs.

5.1 | Embracing challenges and optimizing solutions

Teacher participants in our study struggled with inadequate institutional support, lack of facilities, and a dearth of e-
learning experience, which affected their teaching practices. These issues are echoed by Mahdi and Wani (2021), who
reported technical, governmental, cultural, and linguistic hurdles in e-learning adoption. Similarly, Harsch et al. (2021)
observed that unanticipated roles in Germany disrupted teacher-student interaction, indicating that such challenges
are widespread, affecting various educational contexts.

In Afghanistan, Sarwari et al. (2021) identified slow internet, technical difficulties, and increased teacher work-
load as significant barriers to effective e-learning. These challenges, often entrenched in institutional and sociocultural
attitudes, necessitate policy and perspective shifts, particularly in Afghanistan where they contribute to students’ neg-
ative views on e-learning. Liaw et al. (2007) suggest that positive attitudes can be fostered by presenting e-learning
as adaptable, multimedia-rich, and guided by instructors. To enhance online learning in environments with limited
resources, Sarwari et al. (2021) advocate for assignment flexibility, student involvement in curriculum design, and com-
prehensive needs assessments to ensure resource adequacy, aligning with the innovative approaches of our study’s
ELTs. Golzar et al. (2023) investigated the nuances of the under-resourced context of Afghanistan in terms of ELTs’
use of technological pedagogical content knowledge (TPACK) and identity tensions during the in-service career stage.
They found that the teachers demonstrated a moderate degree of information and communication technology (ICT).
Moreover, a significant relationship was found to exist between TPACK and the teachers’ tensions. While integrating
technology into online course content and pedagogy, the teachers also reported institutional, pedagogical, and socio-
cultural tensions with varying degrees. The tensions include top-down online learning policies, restricted access to
expert assistance and basic infrastructure, and greater responsibility.

Autonomous learning has become pivotal in language learning, with online platforms presenting both oppor-
tunities and challenges, depending on the expectations of their use. Eneau and Develotte (2012) emphasized the
interconnectedness of online learning automation features, challenges, coping strategies, and autonomy develop-
ment. During the COVID-19 pandemic, Ruiz-Alonso-Bartol et al. (2022) highlighted varied student experiences with
online learning, with some relishing self-paced learning and others feeling overwhelmed. In these cases, students
were guided to autonomous learning by their teachers’ responsiveness to their needs. Our findings indicate that in the
under-resourced contexts of Afghanistan and Egypt, this may require teachers to show more resilience and makeshift

resourcefulness, such as using Facebook in place of an expensive LMS.
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Multimedia instruction, despite its complexities, is lauded for boosting student achievement, as noted by ELTs in our
study. Mayer (2014) argued that it enriches learning by streamlining cognitive processes and improving understand-
ing. Research by Glomo-Narzoles (2013) and Yoon (2019) supports its educational advantages. However, multimedia
design must account for human working memory constraints, particularly for those with lower capacities (Wiley
et al., 2014). Our ELTs highlighted that effective learning hinges on addressing individual learner needs and interests,
with emotional engagement, metacognition, and perceived learning effectiveness—shaped by feedback and teaching
methods—being key (Miller & Wulf, 2020). Bandura (1986) underscored the role of observational learning in progress-
ing through stages from attention to motivation, facilitating entry into the Community of Practice in online English
education.

5.2 | Attributions of improved learning

This study explored factors that teachers believe enhance student engagement and learning outcomes in e-learning.
Faced with large classes and numerous deadlines, teachers fostered interaction by using forums, grading activi-
ties, and choosing user-friendly platforms to create a stress-free learning space. Ruiz-Alonso-Bartol et al. (2022)
suggest small group Zoom meetings for personalized attention can improve teacher-student rapport and peer recog-
nition. Reflexivity and collaborative activities via social apps were found to increase enjoyment and satisfaction with
language learning (Zhang et al., 2021). Encouraging student agency and interaction with peers and digital tools, a
learner-centered approach in online settings is recommended for boosting interaction (Hsieh et al., 2022).

The teacher participants also noted that they set learning objectives carefully, selected interesting topics and effec-
tive LMS, and provided various multimedia instructions to meet learners’ needs. They included contextual realities
and theorized what they practice. They also attempted to align the learning outcomes with teaching/learning and
assessment/feedback. Similarly, Li and Mak (2022) found that various forms of teacher feedback could have a posi-
tive influence on students’ online learning outcomes. Moreover, the teacher participants emphasized the significance
of developing a positive mindset and perception of e-learning affordances to maximize learning outcomes. This aligns
with Ruiz-Alonso-Bartol et al. (2022), who argued that students developed a positive perception over time and adapted
to the online course design and classroom dynamics.

Our study underscores the resilience of teachers who navigated resource-limited settings to support their
students. Despite challenges, they leveraged their educational backgrounds to design courses and communicate effec-
tively. While not all educators may find it easy to bridge the gap between their training and teaching contexts, we
spotlight the success stories to inspire and guide others facing similar obstacles. The technology acceptance model
suggests that the perceived usefulness and ease of use of technology influence its acceptance. This aligns with Han and
Sa (2022), who found that the ease of use of online classes positively affects their perceived usefulness, which, along
with ease of use, enhances satisfaction levels. Furthermore, perceived usefulness and satisfaction positively impact
the intention to accept online classes. The study suggests that improving the ease of use of online classes and offering
continuous training by educators and universities could significantly enhance satisfaction and perceived usefulness of

online education.

6 | CONCLUSION

In this study, we investigated the challenges that teachers encounter as they were forced to teach online courses dur-
ing COVID-19, while lacking major resources and means to facilitate this process. Despite the challenges, we found
that teachers incorporated e-learning elements by promoting autonomous learning, integrating multimedia instruc-
tions, and cultivating learning effectiveness. They also promoted student engagement and learning outcomes through

enhancing teacher-student interactions through, for instance, Facebook, and maximizing learning outcomes, through
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means such as assessment and increasing accessibility. We found that teachers played an important role in creating a
link between what they learned in their graduate degrees and what they encountered in their teaching contexts.

This study uncovers the unique institutional and pedagogical characteristics within Afghan and Egyptian educa-
tional settings, focusing on the e-learning components utilized by ELTs and their strategies for enhancing student
engagement and learning outcomes. The study confirms that e-learning is compounded by challenges such as inad-
equate policies, lack of resources, and negative attitudes. It sheds light on how the shift to online teaching, particularly
inresource-poor environments, has transformed teaching methods to foster independent learning, incorporate engag-
ing multimedia content, and improve overall learning effectiveness. Teachers have adapted by critically reflecting on
their online teaching methods, creatively integrating e-learning elements, and proactively influencing student learning
amidst the challenges of unexpected online teaching scenarios.

6.1 | Implication for theories and practice

Based on our study’s insights, we propose the following six pedagogical recommendations for under-resourced con-
texts. While these recommendations provide a foundation, educators should adapt them to best fit their specific

teaching environments.

1. Leverage social media as LMS: Given the absence of traditional LMSs, platforms like Facebook can be effective
substitutes for announcements, assignments, and communication, given their widespread use among students.

2. Prioritize instructional videos: Videos can offer clearer instructions than text, especially when synchronous virtual
meetings are not feasible.

3. Promote cooperative learning: Introducing activities like group writing and peer reviews can both alleviate the
feedback burden on teachers and enhance students’ collaborative skills.

4. Utilize student leaders: Engaging student leaders to manage announcements, assignments, and class organization
can be motivational and efficient. While it might not align with all institutional policies, it is a valuable strategy
where applicable.

5. Offer technological training: Given potential gaps in students’ tech proficiency, dedicating a session to familiarize
them with the chosen LMS and course procedures can be beneficial.

6. Embrace flexibility: It is crucial for teachers to be adaptable to work requirements, participation, and dead-
lines. This does not mean compromising on quality but offering varied options for assignments, deadlines, and
coursework to accommodate diverse student needs.

6.2 | Limitations of the study and future research

To situate and contextualize the findings, implications, and generalizations of this study, it is essential to identify its
limitations. First, the current study only focused on a few success elements that both Afghan and Egyptian teachers
employed in their online classrooms. More research is needed to explore other contributing elements across different
contexts. Second, we also call for future research to examine different theoretical frameworks. For instance, the
Personal, Accessible, Responsive, and Strategic framework was created for online writing instruction (Borgman &
McArdle, 2019). Washakie (2021) argued, “When all four enactable elements are implemented simultaneously in
the design, instruction, and administration, [online learning] effectively becomes a cohesive experience for students,
[and]instructors” (p. 200). In addition, Assess, Design, Develop, Implement, and Evaluate (ADDIE) instructional design
could be used as a framework to examine online teaching and learning; ADDIE is a dynamic and recursive process
that recognizes critical and pertinent learning content, starting from students’ needs and ending with evaluation of

the overall process. Third, we suggest using narrative inquiry with narrative frame and scenario prompts to examine
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teachers’ ideals of e-learning and understanding of actuals and how they reconstruct their professional identities as
online teachers and exercise their agency to manage the relevant identity tensions. Finally, this study did not include
students’ and policymakers’ voices and classroom observations. We call for future research to investigate students’ as
well as teachers’ experiences to investigate the topic from various perspectives. We envision this study as an opening
for more cross-context studies that work to develop and increase the affordances of e-learning.
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APPENDIX

CODING SCHEME AND EMERGENT THEMES

No Themes Sub themes
1 Embracing challenges E-learning
and optimizing challenges
solutions
Promoting
Autonomous
Learning

Codes

Ineffective E-learning
policies

The novelty of
e-learning and
teachers’ limited
experience

Lack of e-learning
facilities

Lack of rigorous and
systematic evaluation
and assessment

Students’ negative
perceptions

Teachers’ and students’
low emotional
investment

Large class size

Ineffective LMS

Students’ lack of
technical knowledge
and skills

Low degree of students’
participation

Freedom to select the
content

Invoking passion toward
e-learning

Sharing multiple sources
and models

Sample participants’ quotes

“The ministry did not even have specific
policies for online teaching and students
used this loophole and minimized their
participation.” (T1)

“I was not prepared or trained by my
institution to take on this new experience
teaching online.” (T12)

“Students did not have necessary facilities
such as smartphones, laptops, and the
Internet.” (T7)

“Nobody evaluated the process, the teacher
and assessment.” (T1)

“The dominant perception is that face to face
teaching and learning is more effective
than e-learning and online teaching.” (T3)

“We did not have a mechanism to control the
overall process and it negatively affected
our motivation.” (T1)

“I try to engage with students through
emails but it is also difficult because of
large classes.” (T13)

“There is no effective learning management
system when teaching an online
classroom.” (T4)

“The students also did not have prior
experience and technical knowledge
especially when they were supposed to
participantin é to 7 online courses.” (T2)

“Students’ procrastination and reluctance to
participate in online courses were
rampant.” (T5)

“| give students freedom to choose the topic
and share his/her idea.” (T1)

“The second factor is the passion toward
e-learning. It helps students to have more
emotional investment on their own
learning.” (T3)

“I shared different sources including videos,
digital texts, | want them to study the
sources and then share their takeaways in
the groups and forum.” (T4)

(Continues)
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No Themes Sub themes

Integrating
vivid
multimedia
instruction

Cultivating
learning
effective-
ness

Enhancing
teacher-
student
interactions

2 Promoting student
engagement and
learning outcomes

Maximizing
learning
outcomes

Codes

Cooperative learning

Self-reflection and
peer-feedback

Utilizing multimedia
tools

Adjusting instructions
based on students’
needs and learning
styles

Planning the content
and activities based
on students’ interest

Teacher’s significant
involvement in
E-learning instruction

Contextual barriers and
coping strategies

Collaborative learning

Accurate content

selection

Improving accessibility

Promoting assessment

Sample participants’ quotes

“| started to divide students into groups with
varied levels including low, average and
advanced. | had the leader to distribute
the tasks and students had to study and
research to do the task.” (T5)

“Moreover, besides being accessible and
providing feedback whenever possible, |
encouraged self-reflection and
peer-feedback to motivate learners.” (T6)

“| use videos to communicate what | want to
students better than just emails.” (T15)

“The use of multimedia is significantly
important in order to meet students’
learning differences and needs.” (T10)

“Selecting the topic according to students’
interest and needs. It results in a positive
experience and motivates students to
engage more in the e-learning process.”
(T3)

“I encouraged students to participants by
sharing more resources, being accessible,
increasing students’ interactions through
forum, having students read each other’s
comments carefully and reply to each
comment meaningfully.” (T1)

“Because my institution does not provide
any learning management system, | use
Facebook as a communication medium
between myself and my students. It is
free.” (T15)

“Group conferences. Because the classroom
size is big, | cannot implement individual
conferences.” (T8)

“I make sure the content of the course meets
students’ purposes of taking the class.”
(T13)

“Sharing materials via different social media
tools can improve learning outcomes.”
(T4)

“I make sure | prepare them for the final
exam. A few students take my classes as
electives, so | also check in with them to
make sure they are learning something.”
(T15)
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