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Abstract 
Language learning engagement has awakened interest in recent decades. This has taken place because engagement 
enables students to perform physical and mental, goal-directed, and purpose-driven activities. Unfortunately, keeping 
students emotionally engaged during Emergency Remote Teaching (ERT) remains under-researched. Therefore, this study 
focused on scrutinizing how teachers maintained the students' emotional engagement during Emergency Remote Teaching, 
especially in the Indonesian English as a foreign language (EFL) context. English Education Department teachers at a state-
owned university in Indonesia were involved as the research participants. Semi-structured interviews were conducted with 
two teachers during the data collection. The data were analyzed with Thematic Analysis (TA) (Braun & Clarke, 2006). The 
findings reported six main themes, namely (1) implementing proper teaching materials and instructional platforms during 
emergency remote teaching, (2) actualizing tolerance-based learning activities, (3) performing self-adaptation to 
technology-enhanced language teaching, (4) deploying contextualized teaching methods during emergency remote 
teaching, (5) applying eclectic instructional media during emergency remote teaching, and (6) utilizing constructive and 
humanizing online learning monitoring. Practically, TESOL practitioners, students, and policymakers can benefit from this 
study to realize how to maintain students' emotional engagement while performing teaching and learning activities during 
ERT.  

Resumen 
La participación en el aprendizaje de idiomas ha despertado interés en las últimas décadas. Esto ha ocurrido porque el 
compromiso permite a los estudiantes realizar actividades físicas y mentales, dirigidas a objetivos y con un propósito. 
Desafortunadamente, mantener a los estudiantes involucrados emocionalmente durante la Enseñanza Remota de 
Emergencia (ERT) aún no se ha investigado lo suficiente. Por lo tanto, este estudio se centró en examinar cómo los 
profesores mantuvieron el compromiso emocional de los estudiantes durante la enseñanza remota de emergencia, 
especialmente en el contexto del inglés como lengua extranjera (EFL) de Indonesia. Como participantes de la investigación 
participaron profesores del Departamento de Educación de Inglés de una universidad estatal de Indonesia. Se realizaron 
entrevistas semiestructuradas a dos docentes durante la recolección de datos. Los datos fueron analizados con Análisis 
Temático (TA) (Braun & Clarke, 2006). Los hallazgos informaron seis temas principales, a saber (1) implementar materiales 
didácticos y plataformas de instrucción adecuados durante la enseñanza remota de emergencia, (2) actualizar actividades 
de aprendizaje basadas en la tolerancia, (3) realizar una autoadaptación a la enseñanza de idiomas mejorada por la 
tecnología, (4) implementar métodos de enseñanza contextualizados durante la enseñanza remota de emergencia, (5) 
aplicar medios de instrucción eclécticos durante la enseñanza remota de emergencia y (6) utilizar un monitoreo del 
aprendizaje en línea constructivo y humanizador. En la práctica, los profesionales, estudiantes y formuladores de políticas 
de TESOL pueden beneficiarse de este estudio para darse cuenta de cómo mantener el compromiso emocional de los 
estudiantes mientras realizan actividades de enseñanza y aprendizaje durante la ERT. 

Introduction 
COVID-19 or severe acute respiratory syndrome coronavirus-2 (SARS-CoV-2) all parts of life, such as health, 
religion, economy, education, tourism, industry, and cultures (Carr, 2020; Guan et al., 2020; Hasan & Bao, 
2020; Koenig, 2020) In education, the majority of colleges made a spontaneous change in their curricula, 
changing from conventional to digital modes. (Crawford et al., 2020). Numerous teachers and educational 
practitioners were unable to utilize technology to support their teaching because of their limited technological 
l knowledge (Sahu, 2020; Saputra, 2018; Saputra & Fatima 2018). Also, myriad universities carried out a 
campus closure policy to stop spreading the virus among teachers and students (Sahu, 2020). Given these 
facts, moving the concept of conventional to online language teaching and learning practices was demanding 
during the pandemic.  
Like many countries affected by the pandemic, the Indonesian educational system suffered at all levels, from 
elementary to tertiary education. As an example, the Ministry of Education and Culture of the Republic of 
Indonesia (MONEC) decided to close educational facilities to mitigate the spread of the virus and proposed to 
conduct online teaching and learning practices (Ministry of Education and Culture, 2020). However, this sudden 
policy change caused new problems both for teachers and students, such as extending the gap between the 
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wealthy and the poor students (Yarrow et al., 2020), saturating and stressful learning activities (Brazendale 
et al., 2 017), and unfamiliar and abrupt teaching practices. To illustrate, students engaging in teaching and 
learning practices during the pandemic tended to experience frustration, uncertainty, ineffective time 
management, demotivation, cheating and unhealthy work life (Ahmed et al. 2020). These occurred because 
of the implementation of unfamiliar new teaching practices in which the teachers themselves were just 
adjusting their teaching beliefs and methodology, and discovering their preferred instructional media. As a 
result, these situations could influence students' learning engagement.  
Although there are assorted types of learning engagement commonly performed by students in the classrooms 
(e.g., cognitive, behavioural, and emotional engagement) (Abdullah et al., 2020; Fredricks et al., 2004; Hong 
et al., 2020; Wang & Degol, 2014; Yundayani et al., 2021), emotional engagement is claimed to have more 
substantial effects on the relationship between students and teachers (Sciarra & Seirup, 2008), particularly 
during pandemic-stricken learning activities (Chiu, 2021). Emotional engagement involves students' affective 
responses, relationships with academic-related objects (e.g., peers, teachers, and the school itself), and 
school-related belongingness (Fredricks et al., 2004; Sciarra & Seirup, 2008). This is valuable when it leads to 
positive emotions that motivate students to perform affirmative behaviours and repetitive actions (Fredrickson, 
2001). Equally, Walker et al. (2006) and Hong et al. (2020) maintain that positive engagement affects 
students' cognitive engagement related to teaching and learning practices, such as identifying, belonging, and 
valuing. In this case, Students should be motivated to be actively involved in classroom activities and aware 
of their learning objectives. Guiding them to identify what and how to attain the intended learning objectives 
is a cornerstone that helps them engage cognitively. Another practice is raising their awareness that they 
belong to a particular academic environment (e.g., a class, a school, a faculty, a university) so that they 
understand their rights and responsibilities as students. Equally important, students are led to value their 
academic attainments by appreciating their competencies and performances during classroom practices 
(Osborne, 1997; Voelkl, 1996). Further, emotional engagement encourages students to engage in academic-
related activities (Ladd et al., 2000). Given these facts, maintaining students’ emotional engagement during 
teaching and learning activities remains crucial, notably in an ERT situation.  
Many investigative attempts (e.g., Ghanizadeh et al., 2020; Hiver et al., 2021; Luan et al., 2020; Ramshe et 
al., 2019) have focused on language learning engagement. To illustrate, Ramshe et al. (2019) examined the 
role of personal best goals in English as a foreign language (EFL) learners' behavioural, cognitive, and 
emotional engagement. They reported that students' personal best goals of English language learning 
generated their behavioural, emotional, and cognitive engagement. They concluded that motivating students 
to have positive and consistent personal best goals allows them to attain intended language learning outcomes 
effectively. Subsequently, Ghanizadeh et al. (2020) probed how humanistic teaching represented in teachers' 
error correction affects EFL learners' engagement, motivation, and language achievement. The findings 
revealed that cognitive, behavioural, and emotional engagements were influenced by humanistic teaching 
practices. In particular, emotional engagement occupied the most influence, and behavioural engagement 
rested in the least affected. Luan et al. (2020) explored the role of online EFL learners’ perceived social support 
in their learning engagement. They found that the humanistic model of instruction supports students to engage 
behaviourally. In addition, the mediational model of instruction also helped them enhance cognitive, emotional, 
and social engagements. They recommended that establishing effective instructional strategies and media 
enables teachers to invigorate the students' learning engagement amid the pandemic quarantine. Egbert 
(2020) considered that task engagement played a pivotal role in helping them to learn synchronously. Further, 
Egbert et al. (2019) reported that teachers can apply the language task engagement model to design engaging 
language tasks More recently, Hiver et al. (2021) conducted a systematic literature review on 20 years of 
language learning engagement research. They assumed that the studies on learning engagement indicated 
the employment of various methods and conceptual frameworks, upgraded explanations, and implementation 
of engagement in both quantitative and qualitative inquiries.   
Despite this rapid increase of inquiries on language learning engagement, limited research has been conducted 
on the issue of emotional engagement during an ERT. In response to this gap, the present study aimed to 
investigate how teachers maintained the students’ emotional engagement during the ERT, especially in the 
Indonesian EFL context.   
This study contributes practically to TESOL practitioners, students, and policymakers as benefited 
stakeholders. This study discusses how students' emotional engagement could be maintained while performing 
teaching and learning activities during an ERT to discover whether their learning engagement should be a focus 
of teachers while doing activities in the classroom.  
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Review of Related Literature 

Emotional engagement in emergency teaching during COVID-19 

The pandemic was challenging for everyone; however, teachers had the additional burden of supporting their 
learners remotely. Being isolated at home often worsened the fear of dealing with a global pandemic. In 
response to such a situation, motivating students through enjoyable learning activities enabled them to 
maintain their mental health (Anderson, 2020; Snelling & Fingal 2020). Teachers also felt isolated as they 
taught their classes without support from their colleagues (Abdullah et al., 2020; Murray, 2010). 
Research that focuses on exploring the roles of emotional engagement has been extensively documented. For 
example, concerning school engagement, Yazzie-Mintz (2009) described emotional engagement as “students’ 
feelings of connection to (or disconnection from) their school—how students feel about where they are in 
school, the ways and workings of the school, and the people within their school (p. 4).” Since emotional 
engagement is viewed as a multidimensional and dynamic feature of language learning activities, the way to 
measure or describe the level of engagement remains biased (Fredricks et al., 2004; Fredricks et al., 2019; 
Skinner & Pitzer, 2012). Skinner et al. (2009) claimed that students’ emotional engagement could be 
categorized into two main types, positive emotional engagement (e.g., students’ interest, enjoyment, and 
enthusiasm) and emotional engagement (e.g., anxiety, frustration, and boredom). The present study 
attempted to characterize the students’ emotional engagement with this emotional engagement taxonomy.   
Emotional engagement is also categorized into two types to represent how students learn, namely positive 
(eagerness, sympathy, happiness, etc.) and negative emotional engagement (nervousness, depression, 
apathy, etc.) (Skinner et al., 2009). Baralt et al. (2016) added purposefulness and autonomy as aspects of 
emotional engagement in how students interact with their classmates (Baralt et al., 2016; Yazzie-Mintz, 2009).  

Emergency remote teaching 

After the COVID-19 outbreak in December 2019, the World Health Organization (WHO) classified it as a global 
pandemic in March 2020 (World Health Organization, 2020). Numerous countries made efforts to limit the 
virus transmission by tightening health codes, recommending isolation, immunizing, and enforcing 
interactional confinement. Practically speaking, governments in various countries decided to close educational 
institutions and other non-essential working-oriented organizations. They replaced the classroom-based 
learning activities with virtual learning activities to avoid the spread of the virus (Trust & Whalen, 2020; 
Yundayani et al. 2021) However, this shift was not seen as just common online learning activities in which 
teachers, students, and policymakers were prepared to implement online teaching and learning practices. It 
framed teaching and learning practices as ERT.  

Students’ emotional engagement during emergency remote teaching 

Student emotional engagement amid ERT has been documented in a few studies (Aladsani, 2022; Tzafilkou et 
al. 2021). These studies have confirmed the trajectory of the present study by believing that ERT influenced 
students to engage in language learning activities. As an example, Tzafilkou et al. (2021) examined the 
interplay among students’ negative emotions, acceptance of (emergency) remote teaching, and self-perceived 
knowledge building. They showed that the students’ approval of online learning activities affected their positive 
and negative emotions.  
Another study was conducted by Aladsani (2022) who explored t university instructors’ narratives about 
promoting student engagement during emergency remote teaching in Saudi Arabia. She asserted that 
teachers’ perceptions of the distance education transition, their teaching challenges, and the local culture and 
millennial generation students influenced the students' learning engagement emotionally. However, limited 
studies emphasized how the teachers maintained the students' emotional engagement during ERT. Therefore, 
this study aimed to address the gap.    
This research sought to answer the following central question and sub-questions:  
How did teachers maintain the students’ emotional engagement during the ERT?   

• How did teachers overcome their students’ challenges during learning in the pandemic? 
• What teaching strategies did the teachers apply to engage their students emotionally during the pandemic?  

Method 

Research design 

This study employed a descriptive case study to describe how teachers maintained the students’ emotional 
engagement during the ERT. Merriam (1988) said that case studies refer to particularistic, descriptive, 
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heuristic, and inductive research methods to collect and analyze various data. In other words, this research 
method enables researchers to gain a specific and contextualized description of certain circumstances (cases) 
(Yin, 2003). In addition, this method encourages researchers to understand a research issue from various 
perspectives. Moreover, it examines the investigated phenomenon and its context. (Baxter & Jack, 2008). The 
current study used such an investigative method because it indicated the appropriateness between the 
investigated phenomenon and its investigative purpose (Çakar & Aykol, 2021).   

Setting and participants 

The present study was conducted in the English Education Department of a state university in Tasikmalaya, 
West Java, Indonesia. This university was chosen due to the existence of an investigated phenomenon, the 
teachers' support of the students' emotional engagement during the ERT in two courses: Grammar in 
Multimodal Discourse (GMD) and Translating and Interpreting (TI) Also the Head of the English Education 
Department permitted this research.  
The participants of this study were two teachers from the English Education Department. They were mentioned 
in pseudonyms, namely Kira (female) and FA (male). Their ages were approximately 31 and 32 years old. Both 
of the participants held an M.A. in English Language Education and their areas of expertise were English as a 
medium of instruction, English language education, linguistics, sociolinguistics, discourse studies, and English 
pronunciation. They had from three to ten years of experience. Linguistically, they actively communicated in 
Bahasa Sunda (L1), Bahasa Makassar (L1), Bahasa Indonesia (L2), and English (FL). Equally important, they 
were willing to participate in this study. They were informed of the current investigative purpose and asked to 
fill out and sign a consent form.  

Data collection procedures and analysis 

Semi-structured interviews were utilized to collect the data. This type of interview was used because it can 
help the researchers acquire a comprehensive view of the required data. Besides, interviews are flexible and 
researchers can adjust the unpredictable responses of the participants and develop them further (Heigham & 
Croker, 2009; Richards, 2009). The interview questions were based on several topics, namely knowledge of 
ERT, preparing and selecting teaching materials as instructional media, teaching methods, and techniques and 
evaluation (Hodges et al., 2020; Whittle et al., 2020). More specific descriptions of the interview questions 
adapted from Whittle et al. (2020) and Hodges et al. (2020) can be viewed in the Appendix. The interview 
results were recorded on a smartphone. The interviews were conducted in Bahasa Indonesia to decrease the 
participants' reluctance and apprehension (Papadopoulou & Vlachos, 2014). In addition, the interviews were 
qualitatively supported by open-ended questions to explore the ideas further (Johnson & Christensen, 2008). 
Once the data were collected, they were transcribed and translated into English for further qualitative data 
analysis.  
Thematic Analysis (henceforth, TA) was selected to analyze the data. TA was regarded to be able to provide 
adaptable, miscellaneous, and flexible data analysis procedures (Braun & Clarke, 2006; King, 2004). 
Additionally, it offers more contextualized data suitable to the aim of the present study, probing how teachers 
maintain the students’ emotional engagement during an emergency remote teaching event.  
Technically, TA-informed data analysis involves six stages. To begin with, familiarizing with the data (Stage 1) 
helps the researchers familiarize themselves with the collected data. Then, generating initial codes (Stage 2) 
allows the researchers to develop initial codes from the analyzed data to evaluate it by outlining each activity. 
Next, searching for themes (Stage 3) refers to the analytical stage in which the related data are classified and 
organized thematically. In addition, reviewing themes (Stage 4) describes the process of reviewing thematized 
data to decide on dependable and relevant data based on the research question(s). Likewise, defining and 
naming themes (Stage 5) represents the practices of identifying refined thematic data relevant to the scope 
of the research. Finally, producing the report (Stage 6) is the process of reporting the generated themes in 
the form of a written report (Braun & Clarke, 2006). Overall, Spiers and Riley (2018) conclude that TA offers 
possibilities to outline an operative and systematic understanding of the patterned data. 

Findings and discussion 
The main focus of this study was to answer the main research question: How do teachers maintain the students’ 
emotional engagement amid Emergency Remote Teaching? More specifically, it focuses on the following 
research questions, namely: What teaching strategies do the teachers apply to engage their students 
emotionally during ERT? How did teachers overcome their students’ challenges during learning in the ERT 
context? There were seven thematic findings discovered after analyzing the data: implementing proper 
teaching materials and instructional platforms during ERT, actualizing tolerance-based learning activities, 
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performing self-adaptation to technology-enhanced language teaching, using contextualized teaching methods 
during emergency remote teaching, applying eclectic instructional media during emergency remote teaching, 
and utilizing constructive and humanizing online learning monitoring.  

Implementing proper teaching materials and instructional platforms during emergency remote 
teaching  

Applying proper teaching materials and instructional platforms during an Emergency Remote Teaching (ERT) 
was a crucial aspect of performing ERT. This answers the first sub-research question (that is, what teaching 
strategies did the teachers apply to engage their students emotionally during ERT?) As an example, FA 
maintained that teaching materials should be expressed clearly to simplify their comprehension. In particular, 
he said that linguistic and visual features supported students while engaging in classroom activities. Generally, 
such teaching materials were obtained from the internet (e.g., research articles, books, or social media). 
Churchill (2017) argues that technology-based pedagogy (e.g., web-based pedagogy) enables both teachers 
and students to apply technological devices in their teaching and learning practices to optimize the efforts of 
reaching the expected learning outcomes (El-Sulukiyyah, 2021).   

Participants Extracts 

FA 
 

I think that teaching materials ought to be explained clearly to simplify their comprehension. 
In other words, linguistic and visual features helped students while participating in 
classroom practices. I gained the teaching materials from various sources on the internet, 
such as research articles, books, or social media (Semi-structured interview, April 23rd 
2020).  

Kira 

I think three dominant platforms could be used by students while engaging in ERT, such as 
E-learning, conferencing platforms (e.g., Unsil Meet), and WhatsApp. Besides, I felt that E-
learning was appropriate to help students submit their assignments. Moreover, I could use 
it to identify and evaluate the submitted assignments. In addition to E-learning, a 
conferencing platform could be used to help them learn synchronously (Semi-structured 
interview, April 27th 2023)  

Table 1: Extracts about implementing proper teaching materials and instructional platforms 
during emergency remote teaching.  

Kira mentioned three major platforms that could be utilized by students while participating in ERT, such as E-
learning, conferencing platforms (e.g., Unsil Meet), and WhatsApp. Initially, he further explained that E-
learning was employed to support students when submitting assignments. Besides, she claimed that teachers 
were also able to use it to identify and evaluate the submitted assignments. Another platform was a 
conferencing platform, a learning platform which allows students to learn synchronously in a virtual classroom. 
Through this platform, teachers can organize each meeting in real-time. Lastly, WhatsApp (e.g., WhatsApp 
group) is a social media-based learning community helping them to create a learning forum (Sakkir et al., 
2021). This platform was aimed at supporting students to have a focus group discussion about a certain topic 
or phenomenon relevant to their teaching materials. LaBonte (2020) contends that teachers are expected to 
understand students' learning needs and help. Additionally, Khan (2016) adds that teachers should possess 
sufficient knowledge and ingrained practices in the e-learning framework, such as pedagogical, institutional, 
technological, management, interface design, ethics, resource support, and evaluation. Given these facts, 
teachers attempted to provide appropriate and effective teaching materials and instructional platforms 
facilitating students to learn and survive in ERT. The findings of this article are similar to those of the study 
conducted by Manca and Delfino (2021) who focused on how school clusters adapted to the students’ 
challenges during COVID-19 viewed from their reactions to the implemented school system and activities (e.g., 
participation, autonomy, motivation, and engagement). They inferred that the surveyed participants showed 
robust pre-existing digital competence, cooperative school community members, and a non-traumatic 
transition to online learning. Additionally, Gao (2020) studied Australian students' feelings about the problems 
and solutions during online learning of Chinese values of life. The similar notion of this study to the present 
research rests on the students' perceptions of ERT. The students argued that face-to-face and ERT activities 
were extremely dissimilar. To resolve this, Gao mentioned that applying proper teaching strategies and 
improved assessment requisites allowed students to engage in online classroom activities. Based on the similar 
concepts of this study to other previous ones, implementing a firm academic culture enabled both teachers 
and students to respond properly to a dynamic situation of ERT.  
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Actualizing tolerance-based learning activities 

Tolerance-based learning activities are another activity used by teachers to maintain students' emotional 
engagement during ERT. This thematic finding responds to the first sub-research question (that is, what 
teaching strategies did the teachers apply to engage their students emotionally during ERT?). For instance, FA 
stated that he discovered some students who could not take part in the virtual classroom meetings since they 
did not have a smartphone. Some of them also reported that they did not have internet data to participate in 
online learning practices. In response to these problems, FA offered them a solution to help them engage in 
virtual classroom activities. He claimed that this tolerance was given to relieve their burdens of the sudden 
shift from face-to-face to online learning activities. More specifically, he contended that he may utilize simpler 
mobile instant messaging such as WhatsApp and email if it is possible to apply.  

Participants Extracts 

 
FA 

I found my students who were unable to participate in the virtual classroom meetings 
because they did not have a smartphone. Also, several of them informed me that they 
did not have internet data to engage in online learning practices. Hence, I should be 
tolerant of this situation. This tolerance was given to relieve their burdens of the sudden 
shift from face-to-face to online learning activities. I would offer them to use simpler 
mobile instant messaging (WhatsApp) and email as alternatives if it was possible (Semi-
structured interview, April 23rd 2020).  

Kira 

I tried to be tolerant of my students while engaging in online learning classroom practices. 
I elaborated that conducting teaching practices during the pandemic was not only about 
explaining teaching materials but also changing the existing policies to be harmonious 
with the current situation of students. As evidence, when giving my students a task, I 
considered some factors contributing to the effectiveness of task accomplishments, such 
as the relevance between the assigned tasks and delivered teaching materials, flexible 
learning activities and task submission, responsive feedback, and an inclusive teaching 
approach (Semi-structured interview, April 27th 2023).  

Table 2: Extracts about actualizing tolerance-based learning activities. 

As evidenced in the excerpt above, Kira also indicated her tolerance with her students while engaging in online 
learning classroom activities. She explained that performing teaching activities during the pandemic was not 
only about delivering teaching materials but also about changing the existing policies to fit the current situation 
of students. To illustrate, when assigning tasks to students, she considered several factors that can affect the 
effectiveness of task accomplishments, such as the relevance between the assigned tasks and delivered 
teaching materials, flexible learning activities and task submission, responsive feedback, and an inclusive 
teaching approach. With this in mind, students are expected to have a more positive emotional engagement 
to facilitate them in attaining the intended learning outcomes. Wei (2014) maintained that recognizing factors 
influencing inter- and intra-students’ differences in language learning attitudes facilitates teachers to 
comprehend the social change process. Also, it enables us to understand them when reacting to such a social 
change viewed from a specific socio-psychological locale. Baron-Cohen and Wheelwright (2004) relate 
tolerance to empathy where it functions as 'the glue of the social world'. It means that teachers possessing 
good empathy can understand others' wishes, envisage their behaviour and identify their emotions (Dewaele 
& Wei, 2014; Yundayani et al. 2021). Additionally, language learning. Curelaru et al. (2022) argue that the 
learning practices of COVID-19 post-pandemic have changed students' learning attitudes and preferences to 
a more positive and less stressful classroom atmosphere since they have been allowed to engage in blended 
and face-to-face learning practices.  

Performing self-adaptation to technology-enhanced language teaching 

Self-adaptation is an appropriate and realistic attitude that could be undertaken by teachers during ERT. This 
finding addresses the second sub-research question (that is, how did teachers overcome their students’ 
challenges during learning in the ERT context?). Technology-based teaching challenges can be addressed 
gradually. For example, FA performed his self-adaptive teaching practices by learning what instructional media 
existed and how to utilize them. In other words, he was aware that current teaching practices could not be 
separated from technology. This situation motivated him to learn to apply such instructional media for teaching 
his course, especially after the pandemic began. He learned about instructional media and other digital 
platforms from miscellaneous literature. In addition, he also consulted a colleague who knows more about ICT 
(Information, Communication, and Technology) to help develop his entire plans, its implementation, and 
evaluation to make more use of technology. He was not reluctant to ask his students for input about his 
teaching to ensure that all went well. This attitude emerged because of his open-mindedness and open-
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heartedness to develop his limited technological pedagogical knowledge (TPK). Briefly stated FA was adaptive 
to technology-enhanced language teaching. 

Participants Extracts 

FA 
 

I tried to use self-adaptive teaching practices by learning what instructional media existed 
and how to use them. In this case, I realized that current teaching activities were 
inseparable from technology. This situation encouraged me to learn how to apply 
instructional media to help me teach the course, notably after the pandemic began. I 
learned about instructional media and other digital platforms from assorted references. 
Also, I discussed with my colleagues to learn more about ICT (Information, 
Communication, and Technology) to help develop me solve my teaching plans, their 
implementation, and evaluation. I was not doubtful to ask my students for input on my 
teaching performances (Semi-structured interview on April 23rd 2020). 

Kira 

I felt shocked when I had to teach my students virtually in this ERT situation. Although 
ERT made me scared, I strived to emotionally maintain my students' language learning 
engagement. As evidence, I learned to use technology-enhanced language teaching to 
help my students comprehend teaching materials. I was aware that I should be adaptive 
to use technology-enhanced language teaching platforms to optimize learning outcomes 
(Semi-structured interview April 20th 2023).  

Table 3: Extracts about performing self-adaptation to technology-enhanced language teaching. 

Likewise, Kira showed a similar attitude to ERT. As an illustration, although ERT scared her since it had to be 
conducted almost immediately, she strived to emotionally maintain her students’ language learning 
engagement. For example, she learned to apply technology-enhanced language teaching to help students 
understand teaching materials. She realized that she had to improvise to use such technology-enhanced 
language teaching platforms it had to be constantly adapted to the teachers and students to optimize learning 
and strengthen their ability related cultivating learning experiences (Granić, 2008). In addition, Verpoorten et 
al. (2009) hypothesized that successful personalization (adaptation) to e-learning technologies depends on 
three agents of education, namely the teacher, the students, and the machine.  
The teachers' self-adaptive attitude enabled students to have improved learning motivation and positive 
language learning engagement. Besides, this self-adaptive attitude not only built a good rapport between 
teachers and students but also raised their awareness of the fact that successful teaching and learning 
processes do not only rely on teachers or students. Therefore, performing reciprocal and supportive teaching 
and learning practices allowed both teachers and students to reach their learning objectives.   

Using contextualized teaching methods during emergency remote teaching  

To maintain students’ emotional engagement during teaching and learning practices under ERT, teachers used 
contextualized teaching methods. This thematic finding focuses on the first sub-research question (that is, 
what teaching strategies did the teachers apply to engage their students emotionally during ERT?). To begin 
with, FA preferred to apply scaffolding to facilitate him during ERT. In practice, he started to provide students 
with teaching materials from the easiest to the most complex levels. This scaffolding was conducted 
collectively. It means that students learn collaboratively in small groups to enable them to learn autonomously. 
Besides, they could take part in a classroom discussion where each of them shared and responded to the 
emergent arguments. Moreover, scaffolding encouraged them to be more confident in classroom learning 
activities, such as presenting teaching materials, being involved in Question and Answer sessions, and doing 
peer feedback. From the teachers' side, scaffolding allowed them to review and improve students' learning 
performances. As an example, they had an opportunity to check assigned tasks. Wood et al. (1976) contended 
that scaffolding assists teachers in engaging students in the assigned tasks, reducing degrees of freedom, 
keeping goal orientation, evaluating critical task features, managing frustration and promoting problem-solving 
skills. Scaffolding can be implemented in various practices, such as bridging, contextualizing, schema building, 
re-presenting text, and developing metacognition (Walqui, 2006). Even though scaffolding offers valuable 
contributions to language teaching, it should be carried out properly. In this case, it should be conducted when 
students are ready to engage in the given tasks or directed learning activities. Additionally, it should be 
operationalized when their peers and teachers understand the targeted goals of learning (De Guerrero & 
Villamil, 2000; Walqui, 2006). By doing so, students would not regard those tasks as mere formalities.  
To sum up, scaffolding not only offered a chance for students to adjust their learning strategies to fit an ERT 
situation but also empowered teachers to contextualize their teaching practices to the students' affective 
factors (e.g., emotions) influencing their learning success.  
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Participants Extracts 

FA 
 

I preferred to use scaffolding to help me during ERT. Technically, I began to give 
students teaching materials from the easiest to the most complex levels. This scaffolding 
was carried out collectively. In other words, students learn collaboratively in small 
groups to help them learn autonomously. Additionally, they could participate in a 
classroom discussion in which each of them shared and responded to the emergent 
arguments. Furthermore, scaffolding supported them to be more confident in classroom 
learning activities (e.g., presenting teaching materials, being involved in Question-and-
Answer sessions, and doing peer feedback). From the teachers' side, scaffolding enabled 
them to review and enhance students' learning performances. For example, they had a 
chance to check the submitted tasks (Semi-structured interview, April 23rd, 2020). 

Kira 

I preferred to use Project-Based Learning to teach students during the ERT. I modified 
PJBL by incorporating it with vlogs since this integration supported both me and my 
students to learn online. For example, Vlog Project-Based Learning helped them keep 
teaching and learning practices during quarantine or work from home. One of the 
benefits of using Vlog Project-Based Learning was encouraging students to have 
sufficient learning time allocation. As a result, they would not spend time uselessly 
though they learned during the pandemic (Semi-structured interview, April 27th 2023). 

Table 4: Extracts about using contextualized teaching methods during emergency remote teaching 

On the other hand, Kira preferred to utilize Project-Based Learning (hereafter, PJBL) to teach students during 
the ERT. In particular, she modified PJBL by integrating it with vlogs since this integration supported both her 
and her students to learn online. As an example, Vlog Project-Based Learning enables them to maintain 
teaching and learning practices during quarantine or work from home (WFH). One of the advantages of 
applying Vlog Project-Based Learning was allowing students to have sufficient learning time allocation. In other 
words, they would not spend time uselessly though they learned during the pandemic. The teacher herself had 
an opportunity to evaluate submitted Vlog Project-Based Learning tasks effectively due to adequate time 
allocation. Further, Vlog Project-Based Learning shaped students' learning autonomy because they 
collaborated with their peers virtually to accomplish the assigned project. Aligned with this, Andriani & Abdullah 
(2017) claimed that PJBL helps students enhance their cognition, work ethics, and interpersonal skills provoke 
their serious thinking processes, attain their linguistic competencies and performances, and maintain their 
identities as Non-Native speakers of English. Likewise, it allows students to engage in knowledge-gaining 
activities and skills training under the teachers' supervision (Kettanun, 2015). Further, it guides students to 
be autonomous learners (Jabu et al., 2021; Yagcioglu, 2015).  

Applying eclectic instructional media during emergency remote teaching 

Applying eclectic instructional media during an ERT remains inevitable. This thematic finding accentuates the 
second sub-research question (that is, how do teachers overcome their students’ challenges during learning 
in the ERT context?). In this case, FA utilized heterogeneous instructional media when teaching in his virtual 
classrooms, such as Unsil Meet, Google Meet, email, and WhatsApp. These instructional media were employed 
interchangeably depending on the classroom situations and students. As an example, he applied Unsil Meet 
and Google Meet when giving a lecture, conducting a discussion, or performing a classroom presentation. 
However, this utilization varied dynamically according to the quality of the internet connection. In addition, he 
also employed instructional media differently for each class, such as Unsil Meet for Class A and B and Google 
Meet for Class C. This distinct selection was based on the agreement between teachers and students. With this 
in mind, a democratic classroom atmosphere was established. Meanwhile, email was used for task submissions 
and was suggested for all classes. Additionally, he employed WhatsApp as a medium to communicate 
personally. This medium was also used as an alternative when other instructional media did not work properly.  

Participants Extracts 

FA 
 

I used various eclectic instructional media while teaching virtually, such as Unsil Meet, 
Google Meet, WhatsApp, and email. These media were aimed at helping students engage 
in learning activities, submit tasks, and have interactive discussions (Semi-structured 
interview, April 23rd, 2020).  

Kira 

When I was teaching the course on Digital Literacy, I used web-based learning platforms, 
such as Unsil Meet, e-mail and WhatsApp. Since these platforms were unable to 
accommodate a large number of students during the virtual class, I initiated to use of 
Zoom. I think this can be the best solution for me to make sure that teaching and learning 
processes run well (Semi-structured interview, April 27th, 2020) 

Table 5: Extracts about applying eclectic instructional media during emergency remote teaching 
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In a similar vein, Kira made use of Unsil Meet, E-learning, and WhatsApp groups as the main instructional 
media during ERT. More specifically, she applied Unsil Meet when students were not too much in a virtual class. 
In the same way, saving internet data became a primary consideration of utilizing Unsil Meet as an instructional 
medium. She added that the use of Unsil Meet was more efficient than other digital platforms, notably Zoom. 
This effort represents her empathy for her students viewed from the financial aspect. As a result, students 
may feel appreciated since their aspirations and complaints were concretely responded to. Technically, she 
maintained that students did not need to send their video tasks because it tends to be excessive in terms of 
internet data use. Alternatively, she suggested her students upload their video tasks to their social media, 
such as Facebook, Twitter, Instagram, or YouTube, and share the links to the WhatsApp group. Next, she also 
made a regulation that the submitted tasks (video tasks) must not be more than 5 MB. Honebein and Sink 
(2012) assume that eclectic instructional design and media is an attempt to shape a learning experience from 
various learning theories and practices so that it fits the present situation and target situation of students 
(Andriani & Abdullah, 2017). Similarly, Farrington (2012) notes that eclectic instructional design is a model-
independent process adjusted to the assorted instructional process model to meet the expected learning goals. 
Given these facts, students could have good motivation to emotionally engage in classroom activities, 
especially during ERT.  

Utilizing constructive and humanizing online learning monitoring  

Constructive online learning monitoring becomes another piece of empirical evidence in this study. This 
thematic finding lies in the second sub-research question (that is, how do teachers overcome their students’ 
challenges during learning in the ERT context?). To illustrate, FA stated that he exerted Unsil Meet, Google 
Meet, or WhatsApp as platforms to monitor his students in pre-activities, main activities, and post-activities of 
learning. These platforms were chosen based on the negotiation between teachers and students. Through 
these platforms, he could monitor the students' comprehension of conveyed teaching materials and proper 
learning activities and tasks. Al-Hattami (2019) explained that providing constructive feedback facilitates 
students to bridge the gap between the present and the expected learning performances. In other words, ideal 
teaching activities engage students' learning competencies and performances with the teachers' teaching 
approaches.  

Participants Extracts 

FA 
 

I preferred to use Unsil Meet, Google Meet or WhatsApp to monitor my students. 
Practically, I monitored them to make sure that they were able to do assignments well. 
Additionally, I used WhatsApp to help them communicate instantly (Semi-structured 
interview, April 23rd, 2020) 

Kira 

WhatsApp groups became one of the mobile instant messaging applications used to 
monitor my students while teaching and learning practices. Also, it was used to solve one 
of the most frequent problems during teaching and learning activities, such as poor 
connection and inadequate knowledge of students to the existing technological tools, such 
as Google Classrooms, Edmodo, and Canvas (Semi-structured interview, April 27th, 2020) 

Table 6: Extracts about utilizing constructive and humanizing online learning monitoring 

On the other hand, Kira preferred to use WhatsApp groups, Vlogs, E-learning, and cell phones as media to 
monitor her students' learning competencies and performances. For instance, she requested her students to 
utilize vlogs when they faced problems during learning practices. Vlogs and WhatsApp groups can be effective 
digital platforms allowing them to share what they experienced or encountered. If students still encountered 
obstacles while applying such platforms, she would have contacted her students by cellphone. This was carried 
out to resolve students' problems during online learning (e.g., out of internet data or poor internet connection). 
In particular, she would cooperate with class leaders to call absent students. In other words, a constructive 
and humanizing pedagogical approach implemented in online learning monitoring potentially enhances 
students' motivation to have better emotional learning engagement. Giroux (2010) asserted that pedagogy 
should showcase its meaningfulness and connection to social change by involving students in their world. 
Influential social change can be actualized by accommodating the learning needs of marginalized students. 
In summary, utilizing constructive and humanizing online learning monitoring offers ongoing analysis and the 
ability to envisage pedagogical shifts in students' behaviour, network configuration, and pedagogical 
interventions constantly (Dawson, 2010). Teachers are expected to not only emphasize the effectiveness of 
how they deliver the teaching materials and reach the desired learning objectives but also how they respond 
to the student's learning activities constructively and humanely. When some students encounter difficulties in 
understanding the teaching materials and directions, teachers should view this as a natural process of learning. 
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On the one hand, some students may be able to comprehend the delivered teaching materials and do the 
assigned tasks well. Additionally, they should familiarize themselves with digital platforms as a medium of 
instruction, particularly during online learning and monitoring. 

Conclusion  
This study examined how teachers maintained the students’ emotional engagement during Emergency Remote 
Teaching (ERT), especially in the Indonesian English as a foreign language (EFL) context. Six predominant 
thematic findings were used during ERT. They are (1) implementing proper teaching materials and instructional 
platforms, (2) actualizing tolerance-based learning activities, (3) performing self-adaptation to technology-
enhanced language teaching, (4) employing contextualized teaching methods, (5) applying eclectic 
instructional media, and (6) utilizing constructive and humanizing online learning monitoring. These findings 
show that both teachers could maintain the students' emotional engagement during ERT. In particular, 
teachers were able to overcome their students’ challenges.  
Practically speaking, the current study contributes to the teaching and learning practices in the higher 
education context. In particular, it provides practical information, notably for Teachers of English to speakers 
of other languages (TESOL), students, and policymakers to notice the importance of maintaining students' 
emotional engagement while performing teaching and learning activities during ERT. By doing so, effective 
and interactive classroom activities can be attained. Further, perceptual mismatches among teachers and 
students towards the essence of engaging in ERT could be avoided.  
Although this study provides useful contributions to the importance of maintaining the cognitive engagement 
of students while learning online in the Indonesian context, it has some limitations. First, a rapid shift of 
teaching practices from the pandemic to the post-pandemic era has affected classroom activities. This situation 
indirectly influenced the contributions of the present study conducted during the pandemic. However, the 
notion of the significance of maintaining the students' cognitive engagement remains vital in post-pandemic 
learning activities. Therefore, future studies are expected to investigate the students' cognitive engagement 
in post-pandemic learning activities to explore how teachers adapt to the paradigmatic shift of teaching 
practices. Second, this study only utilized a single data collection technique to gather the data. Further studies 
can triangulate the data collection by using various techniques, such as observation, documentation and 
stimulated recall. Finally, the present study only emphasized the importance of cognitive engagement from 
the teachers’ perspectives and their teaching practices. Further studies are recommended to investigate it 
from the students’ perspectives.    
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Appendix 
 

Interview Protocol 
 

Research Questions:  
• How do teachers maintain the students’ emotional engagement amid Emergency Remote Teaching? 
• What teaching strategies do the teachers apply to engage their students emotionally during ERT? 
• How do teachers overcome their students' challenges during learning in the ERT context?  

Focus of area Example of questions 

Introduction and 
background information 

1. What do you know about the students’ emotional engagement?  
2. What is your expectation of the students’ emotional engagement?  
3. Tell me your experience while promoting the students' emotional engagement 

in the classroom! 

Knowledge of emergency 
remote teaching (ERT) 

1. What is emergency remote teaching (ERT) in your mind? 
2. What do you think of ERT in your class?  
3. Do you think ERT affects the students’ emotional engagement in the 

classroom? Why? 

Preparing and selecting 
teaching materials during 
ERT 

1. What are the goals of ERT in your class?  
2. How did you implement ERT in your class?  
3. What is the environment/atmosphere of ERT in your class? 
4. What are the challenges of ERT activities in your class? 

Instructional media in the 
ERT context 
Teaching methods and 
techniques during ERT 

1. What teaching approaches, methods, or techniques did you apply during ERT 
practices? Why did you apply for it? 

2. What instructional media did you utilize during ERT practices? Why did you 
utilize it? 

3. Did the teaching approaches, methods, techniques, or instructional media 
work effectively to engage the students’ emotional engagement? Tell me how 
it worked/did not work! Give an example! 

Evaluation during ERT 
1. Tell me how you evaluated your students’ emotional engagement during ERT! 
2. Did the evaluation work effectively to measure the students’ emotional 

engagement? Tell me how it worked/did not work! Give an example! 

Participants’ additional 
comments 

1. Is there something else I have not asked about that you would like to say 
about the students’ emotional engagement amid ERT?  

2. What is it? 
Adapted from Hodges et al. (2020) & Whittle et al. (2020). 

 


