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This research studied the needs of university students receiving distance and hybrid
education during the Covid-19 pandemic. The study's main objective was to analyse the
university students' expectations and needs in the Andalusia (Spain) region during the
Covid-19 health emergency, to provide guidelines for post-Covid online and hybrid
educational continuity. A qualitative interpretative study was carried out on the survey
responses of 641 undergraduate and postgraduate students in nine Andalusian
universities. Six themes related to the students' needs and expectations came from the
findings. The needs and expectations of students during a health emergency like the
Covid-19 pandemic depend on university management developing and implementing a
clear plan of action, continually communicating with students, training teachers in the
virtual and hybrid modalities, and building and maintaining empathetic relationships in
the university community.

Introduction
One year after the migration to distance education due to the Covid-19 health emergency,
universities are challenged to understand how to approach student learning in emergencies
that might arise in future years. It became necessary to analyse the effects of the present
emergency on students to generate guidelines to address the emotional and social
problems that affect their performance (Fernandes, 2020). Studies indicate that social
isolation caused by the forced shift to virtual education brought anxiety, stress,
uncertainty, depression and demotivation that affected students' academic performance
and their experiences as professionals-in-training (Husky et al., 2020).
Covid-19 affected at least 890 million students in 114 countries. There is still uncertainty
about how long the pandemic effects will last (de Oliveira-Araújo et al., 2020). In addition
to the impact of the changed educational model, the effects of the economic crises of
many families and concerns about contagion and death of family members need to be
assessed (Karpman et al., 2020). Thus, the administrators, faculty and students of the
university community have been faced with the challenge of decision-making amid
uncertainty about what will happen next (Garcia-Penalvo et al., 2020).
Distance education through information and communication technologies (ICT) is not a
new topic in the higher education sector. The value of the flexibility offered by online
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programs has been recognised (Rodriguez & Gallardo, 2017). Over the last few years,
research has examined various virtual education terms and modalities (online teaching,
remote teaching, distance learning, for example) to consider the added value they bring to
education (Carrillo & Flores, 2020, p. 3). Curricular design requires extended time for
development, research and evaluation. However, the pandemic forced immediate changes,
especially teaching practical content, such as required for medical education (Longhurst et
al., 2020). Therefore, it has become necessary to conduct further research into Covid-19's
impact on university education.
On the other hand, the health crisis accelerated the changes that educational systems had
been predicting for years (Bokova, 2014; Robinson, 2011). These anticipated changes
include preparing students for continuous changes and sustainability, enabling them to
solve complex problems, changing the teacher's role to a facilitator, teaching life skills
such as innovation, creativity, resilience, autonomy, adaptability, communication,
collaboration, empathy, and emotional intelligence, and implementing new technologies in
educational processes (Dietrich et al., 2020). In addition, Covid-19's confinement
reinforced the need to attend to mental disorders among university students, which is
usually carried out through student counselling departments, comprehensive care units,
and others. Therefore, it is also important to develop online program to address students'
needs (Rodríguez-Rivas et al., 2021).
It has been reported (Hidayati & Saputra, 2020) that students agreed with distance
learning during the onset of the pandemic because it avoids barriers of time and distance.
However, many were anxious, especially those who live in remote communities or were
impacted healthwise or economically. They connected at different times of the day, but
most indicated dissatisfaction with not having a learning track and still having to complete
assignments (Hidayati & Saputra, 2020). Other studies indicate that students have been
more resilient than expected (Lee et al., 2021) and have not expressed computer anxiety
(Cicha et al., 2021). Such statements need to consider the context of the students and the
actions implemented by the institutions, as the students' experience might depend on the
way their university's management conducts it.
Therefore, this study aims to provide decision-making knowledge for new university
courses that incorporates the experiences and concerns of students who have undertaken
their education during the health crisis (Hargitai et al., 2021). It is hoped that such studies
will help the implementation of new educational modalities in the future (Kulikowski et
al., 2021) that promote student satisfaction (Ismaili, 2021). This research emerges from
reflection and pedagogical knowledge development (Carrillo & Flores, 2020) and digital
strategies (Llerena-Izquierdo et al., 2020) that address students' perceived needs (Marek et
al., 2021) in all curricula, disciplines, and degree programs of the university (Cicha et al.,
2021; Ela et al., 2021).
The specific objective of this research was to analyse the university students' expectations
and needs in the Andalusia (Spain) region during the Covid-19 health emergency to
provide guidelines for educational continuity in future academic years. The study analysed
the students' experiences from the beginning of the confinement, March 2020, until
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October 2020. These experiences were analysed qualitatively under a theoretical
framework that addresses the effects of the Covid-19 pandemic on academic performance
and the socio-emotional and economic impact. The process of analysis and synthesis of
the information led to answering the research objective through a general problem
structure that contemplates the needs and expectations of the learning experience in the
context of an emergency.

Theoretical framework
Academic performance impacted by Covid-19

The migration to distance education demanded learning management systems (LMS) or
virtual platforms that provide the educational continuity of students' teaching and learning
processes (Romero-Rodriguez et al., 2020). In this context, educational services must
consider that the LMS facilitates acceptance of the technology and learner satisfaction
since a satisfactory experience with the platform can result in learning successes (AlNuaimi, 2021; Ismaili, 2021). It is also important to provide learning resources appropriate
to the learning objectives, for example, open educational resources (OER), open
educational practices (OEP), and the implementation and development of mobile learning
practices (Huang et al., 2020; Romero-Rodríguez et al., 2020). Some studies suggest that
virtual platforms for tutoring university students are here to stay and have a satisfactory
outcome on student performance (Cao et al., 2021).
Despite efforts to ensure continuity of educational services, several studies have reported
the negative impact of Covid-19 on learning. Problems increase when students do not
have the necessary equipment, such as a stable power supply and good Internet
connectivity, the cost of which can be very high in certain regions (Armoed, 2021). In
some areas, the distress experienced by students is mainly due to the scarcity of means for
online education, or technological ignorance (Mirza et al., 2021). It is evident that even if
the university implements virtual strategies and platforms appropriately, the resources
available to students influence their academic achievement.
Contextual and social factors are only part of some of the complications during an
emergency. In regions where universities have highly developed educational technology,
problems have included the lack of time to prepare courses, social isolation, and the need
to find pedagogical approaches that continue to motivate students (Huang et al., 2020).
Forced online learning implementation negatively affected both teachers and learners
(Kulikowski et al., 2021). Thus, research has been conducted to support decision-making
in crises. Vicario-Solórzano & Huerta-Cuervo (2021) proposed a model for the continuity
of educational services in an emergency being composed of three dimensions: (1)
academic; (2) organisational; and (3) technological (Spais & Paul, 2021).
In this regard, social integration has been a recurring theme in studies of educational
problems caused by confinement and lack of people contact. Jowsey et al. (2020) pointed
out the importance of designing communication strategies between student-student and
student-teacher with a clear work structure that avoids saturation of activities or content.
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From this perspective, technology-based learning could adopt a collaborative approach
involving additional stakeholders (Mirza et al., 2021). It is necessary to establish an
empathic connection between the community (Mirza et al., 2021) and students to avoid
dehumanisation, rupture of social bonds, loss of status as a learner and decreased quality
of education (Noskova et al., 2021).
As the restrictions of face-to-face classes in various contexts continues, social media can
strengthen the sense of community among students. Appropriate use of social media can
help promote a new era of social learning as an alternative platform to foster online
learning and create community among students and teachers by encouraging discussion
and interaction (Carrillo & Flores, 2020; Sobaih et al., 2020). Virtual interactions and
online learning could positively affect digital citizenship behaviours (Akcil & Bastas,
2021). Therefore, it is always important to consider management aspects to avoid burnout
due to constant communication with learners to resolve concerns and questions. During
the current crisis, the instructional design of distance education had to consider the social,
cognitive and emotional issues (Okada & Sheehy, 2020). It is essential to provide
opportunities for students to take advantage of and explore different learning tools (Cicha
et al., 2021) that can be used to analyse how they cope with isolation, their study
performance, possible inequalities, and their perception of online classes (Ela et al., 2021;
Kalloo et al., 2020).
On the other hand, the university administration must consider that acceptance and
satisfaction in learning may vary among theoretical subjects, practical subjects, and various
disciplinary areas (Barrera et al., 2020). Similarly, learning assessment processes should be
diversified according to the online or hybrid learning environment (Ismaili, 2021).
Socio-economic impact of Covid-19 on students

The sudden change in the lives of students and university communities as a result of
Covid-19 also brought mental health problems. Factors affecting emotions, such as stress,
depression, anxiety, and fear, occurred for students (Ela et al., 2021) and teachers
(Denisova et al., 2020). From the start of the pandemic, institutions implemented rapid
online training for teachers to develop their digital competencies to know, explore and use
various digital platforms and resources. This favours remote teaching and open spaces to
discuss and deal with collateral emotional damage (Llerena-Izquierdo et al., 2020).
However, the emergency and the constant uncertainty brought about the emotional issues
discussed above.
Although the lockdown occurred worldwide, the particular situations in each locality and
state contributed to better or worse outcomes. The lockdown caused mental distress such
as fear among students, especially in developing countries that also deal with poverty
(Mirza et al., 2021). It also caused fear among students in practical disciplines such as
healthcare, where health students lived in constant fear of infecting their families during
their internships (Deora et al., 2020). Similarly, fear was present in learning areas
traditionally more difficult, such as mathematics (Mendoza et al., 2021). On the other
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hand, fear of failure also existed among those taking demanding, experiential learning
courses, for example, laboratory practices.
Another emotional impact was the high rate of anxiety among the students. As
mentioned, the anxiety commonly presented in teaching and learning mathematics
increased in the face of the move to remote education (Mendoza et al., 2021). Another
cause had to do with the academic future and the influence on their professional careers
(Ela et al., 2021), which produced anxiety about their future employment. Online test
anxiety has also been a problem. Arora et al. (2021) argued that test anxiety exceeds the
pandemic anxiety, so strategies and actions must be implemented to minimise it (Akcil &
Bastas, 2021).
Undoubtedly, the experience of universities during the first stage of confinement will be
helpful for subsequent courses, as the ravages of the pandemic require attention to the
emotional state of the student body. Although mobility restrictions are beginning to ease
in many regions, it is necessary to develop online courses in the best way to avoid further
episodes of stress (Prilutskaya & Grjibovski, 2020) and implement early attention to
emotional problems. Dietrich et al. (2020) shared some lessons for the uncertain future of
universities: (1) address ethics and purpose in student assessments; (2) provide adequate
and systematic attention to students' mental-psychological health (Al-Nuaimi, 2021); (3)
break the monotony of distance education through motivation, gamification, and restoring
the pleasure of learning; (4) assist students who do not have the necessary infrastructure
for online education (Prilutskaya & Grjibovski, 2020); (5) work with international
students, who are more isolated and less equipped; (6) pay attention to teachers'
equipment at home and work-life balance; and (7) provide diverse resources and support
for both students and teachers.

Method
The qualitative interpretive approach (Merriam & Tisdell, 2016) in this research aimed to
generate a theoretical explanation of how participants interpreted their distance education
experience and the effects of the pandemic. We performed inductive analysis to derive the
assumptions from the students' responses (Atkins & Wallace, 2015; Vela, 2001).
The study was conducted under a main project titled ‘Socio-economic impact of Covid-19
in Andalusian university students’, having objectives (1) to evaluate the social impact of
the psychosocial variables that affected university students during the lockdown; (2) to
evaluate the impact of Covid-19 in the lives of students; (3) determine the influence of
psychosocial and economic variables on academic performance; (4) to know the
expectations and needs of university students regarding the following academic courses;
and (5) design and develop a contingency plan for subsequent courses in Andalusian
universities.
For this, six surveys were applied within a single instrument to a convenience sample,
investigating psychosocial, academic and economic variables. To measure fear of Covid-
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19, the Fear of Covid-19 Scale (Ahorsu et al., 2020), adapted to the Spanish language by
Huarcaya-Victoria et al. (2020) was applied; the Satisfaction with Life Scale (SWLS) was also
applied (Diener et al., 2010) , which was validated in the Spanish context (Atienza et al.,
2000); to measure uncertainty the Scale of Intolerance to Uncertainty-12 (IUS-12) (Freeston et
al., 1994), validated in the Spanish context (González et al., 2006) was implemented; and
to measure depression and stress the Depression Anxiety and Stress Scale-21 (DASS-21)
(Antony et al., 1998) adapted to the Spanish language by Fonseca-Pedrero et al., 2010). In
the same way, scales were implemented to explore the academic variable, for which the
Motivated Strategies for Learning Questionnaire-Short Form (MSLQ-SF) (Pintrich et al., 1993),
Spanish version scale (Tinoco et al., 2011), was administered, as well as the facilitating
conditions dimension of the Unified Theory of Acceptance and Use of Technology model
(UTAUT) to indicate aspects of human, organisational and technical support to use the
technology (Venkatesh et al., 2003) adapted in the context of the Spanish language by
(Martín-García et al., 2014).
Participant responses to the open ended question described below and administered in
Spanish were translated into English by the authors as required for quotation purposes.
This process was reviewed and approved by the authors.
At the end of the instrument, the students answered the open question item: "What
expectations and needs do you have for the next academic year 2020/2021 at your
university?". The instrument was administered to the students through a Google Form,
whose link was sent by email to the students of the participating universities. This
research's objective corresponds to the objective (4) of the main project: to analyse the
university students' expectations and needs in the Andalusia (Spain) region during the
Covid-19 health emergency, to provide guidelines for educational continuity in future
academic years, which is the focus of this research paper.
Participants and data collection

Six hundred and forty-one students’ responses (n=157 males; n=484 females) from nine
Andalusian universities were analysed: University of Almería (n=4), University of Córdoba
(n=30), University of Granada (n=547), University of Huelva (n=2), University of Jaén
(n=19), University of Málaga (n=8), University of Sevilla (n=7), University Loyola de
Andalucía (n=19), and University Pablo de Olavide (n=5). Participants were from
undergraduate programs (n=556) between 18 and 45 years old, and postgraduate
programs (n=85) between 22 and 59. Data were obtained from a questionnaire with an
open-ended item on students' expectations and needs in education during the pandemic.
Data analysis

The analysis followed a reflective process of coding and categorising the responses and
identifying themes describing and explaining the students' needs and expectations, thus,
generating a comprehensive explanation of the study phenomenon shaped by the
perceptions of a large number of participants (Creswell & Poth, 2018). Structural coding
was employed, suitable for studies with multiple participants and standardised protocols
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for data collection (Elo et al., 2014; Saldaña, 2010). The data analysis process for
qualitative content was as follows:
• Preparation and pre-analysis: initial reading of responses; thorough identification
analysis for open coding in the content body (San Martín-Cantero, 2014).
• Definition of units of analysis: rereading the notes and open coding.
• Generation of axial coding based on representative attributes of the data, inference in
theory and inductive reflective process (Scott & Medaugh, 2017).
• Definition of categories and themes (Merriam & Tisdell, 2016; Moghaddam, 2006).
• Final synthesis: general representation of the study phenomenon and its relationships.

Findings
The analysis of responses allowed identifying and modelling the needs and expectations of
the students. The axial coding process generated three themes related to needs in the
learning experience: (1) effective learning; (2) teaching; and (3) emotional state; and three
themes related to expectations in the learning experience: (4) continuity of educational
services; (5) technological infrastructure; and (6) optimism. The needs and expectations
analysed represent the students' feelings, expressing the emotional problems caused by
confinement during the health emergency and its impact on their professional training.
The needs highlight the demand for learning processes adapted to the remote education
and health situation. It is directly concerned with how teaching is conducted considering
the learners' emotional states (Figure 1). Theme (1), effective learning, emerges mainly
from the perception of virtual work overload and failure to achieve effective learning,
leading to a desire to return to face-to-face classes. ("I hope it will be a mostly face-to-face
course, and, if not, I hope the university will be flexible and understanding with the
students in this difficult situation for all of us") (P37). This correlates with Theme (2),
teaching, as the learning experience depends mainly on teacher training and involvement:
With the confinement, things have been done as we have been able to see. However,
now that we know how to act, I believe there will still be teachers who do not know how
to use the resources, others who do not get involved, and the majority who demand
more than what they have offered or provided in terms of materials for the students
(P50).

In addition to these needs, there is concern about Theme (3), emotional state, which
emerged from explicit statements related to stress, depression, anxiety, demotivation and
fear of contagion:
I disagree with blended learning classes. I don't think that going to the faculty every 'x'
weeks, putting the health of students and teachers at risk, provides a greater benefit than
the risk because, with five days of classes, I don't think it will make it easier for the
student to study (P106).
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Figure 1: General structure of the problem
Some opinions are contradictory, with some preferring to return to classes due to learning
difficulties and episodes of stress, anxiety and demotivation, while other students feared
the growth of Covid-19 positive cases.
The (b) expectations regarding the learning experience are composed of Themes (4),
continuity of educational services, and (5) technological infrastructure, both related to
Themes 1, 2 and 3. Similarly, codes related to Theme (6), an optimistic future perspective,
emerged, which could oppose Theme (3), emotional state. On the side of (4), continuity
of educational services, straightforward management and planning by the university were
identified as one of the highest expectations:
I expect coordination (...) in how teaching and assessment methods should be adopted
(...) and clear guidelines, not mere recommendations, that will allow decreasing the
impact of the present situation on the student body (P76).

The above is related to the conditions of (5), technological infrastructure, since students
expect to have support, flexibility and understanding regarding their online teaching
limitations, such as the technological equipment available to students: “The problems with
the Internet connection - I won't be able to solve them because it is not under my
control” (P477).
In other words, this issue considers the technological equipment of the university
platform itself, the unequal contexts, and the need to make processes more flexible.
Despite these problems, Theme (6), optimism, emerged. While acknowledging the
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problems and difficulties generated by the pandemic, this theme highlights resilient
positions, for example, making an effort to adapt to remote teaching to mitigate the
pandemic [about their expectations in teaching]: “Regarding online teaching during the
pandemic, lives are at stake” (P367).
The results for each of the themes that emerged in the analysis are presented here.
Theme 1: Effective learning

The need for effective learning was the theme with the highest number of codes and
density in correlations. Figures 2-7 represent each theme. The diagrams were obtained
from Atlas.ti software (https://atlasti.com). Each box represents a code, and two numbers
are presented in square brackets. The first number corresponds to the foundation of the
code, that is, the number of citations related to that code found in the students' responses.
The second number refers to the density, the number of relationships with other codes,
which are presented with black arrows. Figure 2 shows the codes and their relationships.
The perception of the ineffectiveness of online classes has the highest density related to
the need for adequate learning resources and difficulties in self-management of learning.
Several aspects affect this perception: attention to students with special educational needs,
uncertainty about the future of work, the need for community and university coexistence,
space for leisure, and the feeling of privacy invasion. Also, students prefer to carry out
technical and practical classes in a face-to-face manner. The latter was repeated in the
code "back to total in-person classes," which makes sense given the requirement for
access to educational services, such as laboratories or libraries. “All degrees are not the
same; in some, the laboratory practices or other practical activities essential for training
predominate” (P67).
In general, the codes with the most substantial support for effective learning were related
to learning difficulties due to the need for physical presence (for example, working in
laboratories, studying in libraries) and related to the perception of virtual work overload,
which can trigger depression and demotivation: “Despite having all the economic and
virtual facilities for online work, it is demotivating to be 24 hours a day in the same space
for practically everything” (P626).
Even though some opinions do support the acquisition of online learning, there is still
concern about not learning everything necessary: “Because online teaching can be very
comfortable in some aspects, but, in reality, the relationship with others and the personal
and face-to-face learning is what makes us learn everything” (P373).
Theme 2: Teaching

Theme (2), teaching, is directly related to the previous one. The perception of learning
achieved may improve as more learning-focused teaching, empathy, and engagement are
developed (Figure 3). The code with the highest substantiation and density corresponds to
teacher training and monitoring ICT, which improves instructional design, focus on
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Figure 2: Effective learning

Figure 3: Effective teaching

learning, continuous assessment, perceived ineffectiveness of applying tests, and the need
for more teacher accompaniment in the student process.
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Thus, students expect teachers to be aligned with the online model beyond requesting
assignments and activities. They should have synchronous contact with students, provide
explanations to their questions, and conduct active online sessions, motivating learning. “I
believe that some teachers need to adapt and improve virtual classes because, in my case,
some have not given a single class. They have simply uploaded the material to the
platform” (P15).
The above is associated with improving the empathy of the teaching staff and university
administration to the problems of contingency: “On the part of the student body, both
last year and this year, we felt completely abandoned. Out of five teachers, only one was
interested in our mental health and understood our worries and stress during the course”
(P469).
On the other hand, the focus on learning code indicated saturation regarding the need for
continuous assessment and improving the instructional design of the classes “to ensure
that students have an assessment beyond doing theoretical work every week” (P425). This
code also highlights the importance of not relying on exams (virtual or face-to-face):
I hope that (...) they improve the organisation and the contents. The evaluation should
be adapted to the type of teaching that is being given. Face-to-face teaching is not the
same as virtual teaching, and, therefore, the way of evaluating should not be the same
either. (P291)

Many of these expressions concern the recognition that students gave to the way classes
were conducted by some teachers, making an argument for a more positive online training
experience: “Without doubt, if the situation has not ended up being catastrophic (...), it
has been (...) thanks to (...) some teachers who, within their limited power, have tried to
make the best of the experience” (P535). A large number of perceptions of a positive
learning experience has related to the teacher accompaniment during the crisis: “And it is
clear that there are teachers who have been exaggeratedly involved, even offering personal
help, and that has helped a lot” (P388).
Theme 3: Emotional state

The theme of emotional state (Figure 4) focuses on the mental health support code. This
code emerged from comments explicitly stating the need for psychological support, for
example, to cope with the death of loved ones: “I think we would need psychologists in
universities to help us cope with this new life due to losses caused by the coronavirus”
(P428). Another example is to overcome the stress and anxiety caused by worrying about
studies:
My stress and anxiety levels prevent me from leading a normal life. I do not sleep more
than three hours a day. If I had to score from 0 to 10, if this is the fault of my fear of
Covid-19, it would be a 0. In the case of my fear of failing as a student because I do not
get the resources I need to pass, it is a 9. (P592).
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Figure 4: Emotional state

Psychological support for emotional problems correlates uncertainty for those students
with academic mobility plans, fear of further contagion, and even fear of starting a new
semester with emotional problems with the need for medical intervention to mitigate the
effects:
We have lost time, and we are now required to do the same work but in much less time,
which causes much anxiety and stress for many of us, even leading us to seek medical
help to control this situation and anxiety, as in my case. (P595).
Theme 4: Continuity of educational services

Theme (4), continuity of educational services, emerged from the problems faced
concerning university management. In Figure 5, participants expect clear coordination and
planning of university administration (83 quotes). In this respect, prudence and
responsibility were expressed for the management of future semesters: “I believe that it is
necessary to approach them with optimism, prudence, responsibility and willingness to
adapt on all sides, both the university and its staff and students” (P29); and for stability in
the decisions: “An academic plan without contradictions or changes every two weeks, i.e.
stable planning” (P106).
Participants also stated that they require coordination regarding the blended learning
model. “The plan of adaptation to blended learning is very confusing. It is still unknown
what will happen when a certain group of students do not go to class because it is not
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their turn; will those classes be given online?” (P61) This indicates uncertainty as to what
will happen the following semester.

Figure 5: Continuity of educational services

Added to this is the expectation of maximising health measures for face-to-face activities.
“I expect strict hygiene and distancing measures to prevent classes from becoming a
source of contagion” (P114). Similarly, there is a feeling of not being considered, as they
believe they are the most affected by the situation:
For this, I hope that the University will maintain a dialogue with student representatives
and that their recommendations and opinions will be taken into account (...) only we
know the difficulties we face. Without our perspective the University is likely to make
decisions that disadvantage further those who are disadvantaged (P31).

The students expect the University to coordinate material resources and support them in
access to equipment:
I have financial difficulties. This year I have been using a computer that was left to me,
as my mother is unemployed, and we are a single-parent family. So it is difficult for us to
buy a computer. It would be gratifying to receive help with this (P206).

Also, there is uncertainty about financial problems for foreign students about renting a flat
[expectation regarding online classes]: “To avoid spending money, as I have worked hard
to afford a rented flat and I could be doing the online classes at my parents' house”
(P287).
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Theme 5: Technological infrastructure

Technological infrastructure alludes to the importance of considering students' access and
equipment for online classes and the problems of contextual inequalities (Figure 6).
Processes related to adapting to the pandemic are expected to be more flexible: “It is also
true that not everyone has sufficient technology to be able to teach online (no computers,
no Internet, no printers)” (P50).

Figure 6: Technological infrastructure

Optimisation of online learning platforms is required: “More attention should be paid to
virtual platforms so that when activities are carried out, the page does not hang or crash”
(P461). Also demanded is an efficient migration to virtual courses:
My recommendation is that all the University's resources be focused on the use of Prado
[learning management system based on Moodle], that they avoid having to send work to
the teachers' emails, as it is much easier for everyone to know that everything will be
posted and accessible on the platform (P29).

Beyond the importance of improving the students’ technological equipment and elearning platforms, the code unequal contexts substantiated many responses. In this
regard, there was concern about technological problems, such as Internet connections:
“The problems with the Internet connection, I won't be able to solve them because it is
beyond my control” (P477). “I am constantly worried that it will fail in the middle of a
class” (P474). These comments represent the stress and fear of missing details during a
lesson or failing an exam.
Theme 6: Optimism

Theme (6), optimism, emerged from responses having resilient attitudes toward the
emergency. The most substantiated code (45) in this regard is acceptance of virtual classes
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based on the contingency, i.e. some participants accepted that migration to virtual
education is necessary. Beyond that, they saw opportunities for the future related to online
education: “Classes are going to be mostly virtual to prevent resurgences, and this will
encourage more virtual teaching” (P21). There was also a positive expectation due to the
accumulated experiences of the first months using this modality: “I think that this year,
still being virtual, will feel strange, but we will end up adapting and doing the best we can”
(P495) (Figure 7).

Figure 7: Optimism

Optimism is also associated with the desire to improve learning and grades, despite the
uncertainty of contingency. Other optimism-related statements have to do with the hope
for an immediate return to normality: “That everything will return to normal as soon as
possible and that we will be great future teachers despite this situation we are going
through, having peace of mind for having completed our studies” (P450).

Discussion
The continuity of educational services in emergencies must consider the students, who
require a strategic plan, effective communication, and quality tools and services for their
educational process. Our study results indicated that successful learning depends, partly,
on the academic, organisational and technological management that the university
implements in the crisis scenario (Garcia-Penalvo et al., 2020; Spais & Paul, 2021; VicarioSolórzano & Huerta-Cuervo, 2021) (Figures 5 and 6). However, adequate attention to
Theme (3), emotional state, which impacts teaching and learning, cannot be set to the
side. University management must implement plans to address students' emotional
problems in the new normality (Llerena-Izquierdo et al., 2020). Students demand that the
educational process provides appropriate learning, close and empathetic teaching, and
strategies to avoid emotional problems and provide assistance when they occur.
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Learning processes must include strategies to counteract the feeling of loss of status as a
student. Participants reported how work overload, lack of spaces such as laboratories or
libraries, the longing for communal university life, and difficulties in self-management of
learning led to a perceived ineffectiveness of online learning (Figure 2). These can be
countered with strategic, collaborative communication, for example, appropriately using
social networks (Jowsey et al., 2020; Mirza et al., 2021; Sobaih et al., 2020). The severing
of social ties, which leads to a perceived loss of student status, must be avoided to reduce
the constant and practical need for face-to-face attendance (Deora et al., 2020; Noskova et
al., 2021). This is important, not only in e-learning but also in blended learning, which has
gradually started in universities.
Teaching is also one of the determining elements in the learning experience in a context of
crisis. Several comments referred to teachers' adaptation to the new educational modality:
“I think that some teachers need to adapt and improve virtual classes” (Figure 3). The
attention paid to the needs of students in this study (Hargitai et al., 2021) aligns with other
research that supports the importance of achieving an empathetic connection with the
educational community (Kalloo et al., 2020). Teachers must have the digital and
pedagogical skills to teach using different tools under an instructional design that
considers students' social, cognitive, and emotional needs (Cicha et al., 2021; Okada &
Sheehy, 2020). In short, students need teaching that is empathetic and genuinely involved
in their development, where lesson delivery and assessment are adapted to the context of
crisis and virtual or blended learning, with a total focus on learning.
Comprehensive psychological care is not only the teacher’s task but a shared responsibility
that should be addressed systematically by the University. It is noteworthy that the explicit
statements of emotional care needs were not very well substantiated in the students'
responses (Figure 4). However, problems such as stress, depression, anxiety, and
demotivation were evident as a constant in the students' experience, which they perceived
to be solved only by the teacher. However, there is no overt mention of comprehensive
psychological care: “On the part of the students, both last year and this year, we have felt
completely abandoned. Out of five teachers, only one was interested in our mental
health.” This problem is reflected in previous studies (Al-Nuaimi, 2021; Prilutskaya &
Grjibovski, 2020), thereby confirming the need to break the monotony in distance
learning or hybrid model designs and to addressing the mental health needs of each
student systematically.

Conclusions
In conclusion, the needs and expectations of students in a health emergency, such as the
Covid-19 pandemic, depend on university management developing and implementing a
clear plan of action, constantly communicating with students, training teachers in the
virtual and hybrid modalities, and building empathetic relationships in the university
community. The results respond to the limitations of other studies by considering the
concerns of students (Hargitai et al., 2021) and their satisfaction (Ismaili, 2021) to improve
pedagogical processes while acknowledging the demand to master educational technology
(Carrillo & Flores, 2020; Llerena-Izquierdo et al., 2020). Due to constant changes in the
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progress of the pandemic, it is necessary to conduct similar research to build a knowledge
base for decision-making and improving educational practices and conduct analyses that
compare education during Covid-19 in different regions and countries.
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