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Abstract 

This study, which explores student attitudes to online learning, is based on a psychoanalytic theory 
(Existence-relatedness-growth, ERG) on relatedness and growth, developed by American psychologist Clayton 
Alderfer. The purpose of the study was to examine whether online learning is merely a short-term temporary 
solution necessitated by the COVID-19 crisis, or will it enable a transformation of teaching and learning patterns 
in educational systems in the post-COVID era? What is students’ personal preference regarding online learning 
after having inadvertently experienced it? What dimension of online teaching was meaningful for them: social 
presence, instructional-cognitive presence, emotional-personal presence? The research population consisted of 
306 students, with a mean age of 15.5. Only 85% of the students who participated in the study had technological 
resources for online learning at home. About 41% of the students preferred lessons that combine online teaching 
with frontal teaching in the classroom. In addition, the dimensions of online teaching reported by students as 
meaningful were, in descending order, social presence (M = 3.54), emotional-personal presence (M = 2.96), and 
instructional-cognitive presence (M = 2.73). The research findings might have an effect on policy makers in 
education with regard to maintaining an “innovative pedagogy” aimed at shaping students’ image in order to 
prepare them for the new post-COVID era. In this period of global crisis, online learning afforded students 
innovative learning, where students enhanced their awareness of the significance of social presence, which was 
more meaningful than the dimension of instructional-cognitive presence. The significance of interpersonal 
interaction in teaching and learning received support, more so than ever before. 

Keywords: COVID-19 crisis, distance learning, examination, student attitudes, social presence, 
instructional-cognitive presence, emotional-personal presence 

1. Introduction 

During March 2020 schools were closed and all “face-to-face” teaching in the educational system was halted in 
most countries around the world. According to UNESCO data, at the height of the crisis, in early April, 193 
countries announced full closure of the educational system and about 90% of students worldwide stopped 
physical attendance of schools. Closing the schools has grave consequences for the students and their families, 
such as: disrupting the continuity of studies, a rise in school dropout; a rise in pressure and burnout among 
teaching staff; difficulties and disparities in the transition to distance learning and in the persistence in distance 
learning over time; disparities in parents’ dealing with management of academic assignments and operating 
distance learning for their children; concern of rising exposure to violence and exploitation of children; harm to 
the development and well-being of children due to social isolation and challenges related to measurement and 
evaluation in education (Reimers & Schleicher, 2020). In addition, there are severe consequences for the 
economy since the productivity of parents with young children is affected due to the need to supervise their 
children while the schools are closed. This situation might also result in harm to the healthcare system, which is 
affected by the absence of workers who have young school-aged children. 

The preparation of Israel’s educational system for distance learning stemmed from the mid-March government 
resolution to promptly close the schools, such that advanced technologies enabled distance learning but revealed 
essential difficulties, mainly in students’ access to the necessary tools. Namely, distance learning intensified the 
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digital gap between students from different socioeconomic groups and geographical areas (Weissblei, 2020). 

During the COVID-19 period, when schools are closed and teaching is online, more students are marginalized: 
in 24% of Israeli households there is no internet, and 15.7% have no computer. Connection to the internet, as 
well as the availability of computers or other end devices, affect students’ access to distance learning (Giannini 
& Lewis, 2020; Schleicher, 2020). The transition to distance learning also revealed discrepancies in parents’ 
ability to help students (GEM Report, 2020). Some researchers claimed that the significant role assumed by 
teachers teaching via distance learning was to help their students develop learning skills and strictly maintain 
contact with the students (Niwaz et al., 2019). 

In these times students are required to adapt to leaning in a way that most of them were not previously familiar 
with, i.e., learning outside the school in a learning environment to which they were not accustomed and that 
includes the availability of study material on the web and is characterized by a minimal number of distractions 
(Miltiadou & Savenye, 2003). The need to avoid distractions becomes even more significant in light of the fact 
that distance learning takes place in a technological environment, where use of technological means is 
sometimes detrimental to students’ concentration and allows them to surf to other sites unrelated to the lesson 
(Manny-Iken et al., 2017). All this has become a challenge for teachers. Means that teachers can use for optimal 
learning include directing students to move to a comfortable and quiet location, letting students take short breaks 
throughout the day (Kelehear, 2020), and structuring a digital learning environment together with the students 
(Sharma et al., 2007), one that is as comfortable as possible for them considering the constraints of learning 
outside the school. 

2. Pedagogy in the Educational System and 21st Century Skills 

Preparing the graduates of the educational system for the demands of the future work world is a central national 
need and target in Israel. The skills currently required necessitate adaptation of the educational system by 
implementing optimal pedagogy in an environment based on information and communication technologies. 
Since 2010 a multiannual national ICT program called “Adapting the educational system to the 21st century” has 
been implemented, and it encompasses 40% of Israel’s schools. The program focuses on pedagogical 
organizational aspects and utilizes support and resources on the national systemic level and on the local level, 
with collaboration between the Ministry of Education, the local municipalities, and the schools. Initial evaluation 
of the program’s efficacy indicates that use of ICT for learning purposes is on the rise and is showing 
considerable improvement compared to previous years” (National Authority for Measurement and Evaluation in 
Education [RAMA], 2013). 

Technology creates new exciting learning situations and stimuli that are generated by the interaction between 
pedagogy and technologies (Fullan & Langworthy, 2013). To date, however, it appears that the rapid rate of 
technological change does not match the ability of the educational system to adjust and to become swiftly 
updated. Hence, a disparity is formed between students’ comportment in everyday life and the learning 
environments that schools offer them (OECD, 2014). 

Assimilating technologies in schools is a long-term process that occurs only if a change has been effected in 
systemic and personal features such as: an educational vision that supports the school culture (Ertmer & 
Ottenbreit-Leftwich, 2010), a strong, professional, and supportive teacher community (Shamir-Inbal & 
Avidov-Ungar, 2013), perception of the teacher’s essential role in the classroom as a colleague and partner in the 
learning process, and the teacher’s pedagogical-technological self-efficacy (Blau & Shamir-Inbal, 2017). 

2.1 The Effects of Online Learning on Learning at School: Cognitive and Emotional Aspects 

Online learning is an inseparable part of school teaching and learning during the COVID-19 pandemic. This fact 
indicates the need to emphasize teaching methods, quality, and design adapted to the various learners in order to 
generate success among learners (Guo et al., 2016). The research literature shows that features of online learning 
such as shaping instruction, interaction, cooperation, methods, and shaping online teaching and learning 
environments have a considerable contribution to adapting teaching and learning to the various learners, which 
encourages use of a variety of models in order to implement constructivist teaching methods (de Freitas & Oliver, 
2005; Weller, 2011). All these support cooperative activities and a variety of teaching methods. Side by side 
with the wealth of activities possible on the internet, there are also personal learning processes (Oliveira et al., 
2019). The variety of pedagogic applications is wide and teachers mostly require direction in order to choose the 
tools and generate optimal pedagogic applications. Among the features that help reach successful online lessons 
are communication skills and interpersonal skills, understanding and appreciation of interaction and cooperative 
learning, as well as self-efficacy among all participants in the lesson (Stöter et al., 2014). 
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2.2 The Role of the Reacher in Online Learning 

In online learning the teacher’s role varies and a considerable part of the responsibility for gathering information, 
evaluating sources, forming ideas, and presenting them while learning is transferred to the learners (Kop et al., 
2011). The teachers become knowledge curators, guides, facilitators, supporters, learners, and information 
sharers (Martin et al., 2019). In this changing reality, it is important to focus on creating a learning environment 
that encourages interpersonal connections and learning experiences that have value for the learners (Shedroff, 
2009). The teachers are required to maintain tight structuring of the lesson’s contents while giving learners room 
for action, facilitating work on authentic tasks, varying contents and sources while maintaining the quality of 
materials, empowering the students’ ability to manage learning, providing feedback in a reasonable time frame, 
encouraging as much personal communication as possible, and maintaining regular weekly personal contact with 
students (Tang et al., 2016). Most of the teachers report that they have the necessary equipment and 
infrastructure to carry out distance teaching. In addition, many teachers report that schools do not have the 
necessary peripheral equipment (headphones, cameras, printers, etc.), and some expressed anger at being 
expected to supplement this equipment from their private sources. Most of the teachers reported that they have 
lesson plans and teaching units, digital pedagogic materials, tools for managing learning, and knowledge in 
operating online systems. Nonetheless, it is notable that high school teachers reported a lack of high-quality 
online digital materials for the secondary age level and that they must produce or locate suitable materials (Blass 
& Bleikh, 2020). 

2.3 Online Teaching and lLearning Processes 

During the COVID-19 period, it seemed that there was an attempt to emulate (frontal) classroom teaching in 
distance learning. However, distance teaching and learning are not synchronous online lessons. Distance 
teaching and learning include other components such as independent learning by students, group learning, and 
encounters of the teacher with groups of students, not necessarily in a whole-class format. According to a 
Ministry of Education report (RAMA, 2020) the optimal format for online encounters by teachers is with groups 
of students (for instance by ability, by field of interest), side by side with a great deal of independent work by 
students in teams. To this should be added operations intended to examine students’ achievements, relief 
activities, and personal encounters with students. Encounters that utilize a format of the teacher with the entire 
class should be relatively infrequent (RAMA, 2020). In addition, there are difficulties since the manner of 
communication between the teacher and students and between the teacher and colleagues has changed because 
communication via digital media reduces facial expressions, eye contact, body posture, and tone of speech, 
which regulate interaction processes. In addition, some claim that it is hard for distance encounters between 
teachers and students to generate meaningful learning. Many students do not feel connected to online sessions or 
do not carry out online tasks and are therefore excluded from the learning circle, whereby the teachers’ ability to 
evaluate the quality of learning is also hampered. 

However, when performed adequately distance learning and teaching have many important benefits both in times 
of emergency and in routine. In times of emergency, when there is a need to close the schools, they provide a 
response to one of the school’s important roles—imparting knowledge and academic skills (Weissblei, 2020). In 
times of routine, they can constitute an important and central part of the student’s training to perform 
independent learning, take personal responsibility, and form direct relationships with teachers. Other unique 
features of the online environment are the ability to maintain asynchronous and non-linear activities, flexible 
time, the lack of a defined location for participating in learning when students are in diverse learning 
environments, the ability to manage the classroom, and the possibility to give learners more independence. These 
unique features constitute an opportunity for teaching that enables a personal learning pace, the ability to study 
thoroughly, connecting the study material to everyday life, autonomous learning, and expanding one’s 
perspective following exposure to multiple opinions in the online community. 

2.4 The Existence-Relatedness-Growth (ERG) Theory 

The existence-relatedness-growth (ERG) theory is a psychoanalytic theory developed by American psychologist 
Clayton Alderfer. This theory is in fact a reformulation of Abraham Maslow’s theory of needs. According to this 
theory, the needs are divided into three divisions rather than the five suggested by Maslow. Similar to Maslow’s 
theory, satisfying one level of needs advances one towards satisfying the highest level of needs. But Alderfer 
also identifies a reverse process. According to the new theory, there is also a process of frustration stemming 
from the lack of ability to realize a certain level of needs. This frustration leads one to retreat to the attempt to 
provide a lower level of needs (Alderfer, 1969). This theory does not involve a “personality hierarchy” but rather 
three groups of needs that operate differently. Alderfer criticizes the direct association that Maslow assumes 
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between the urge to provide a need and motivation. The three groups of needs do not operate in a strictly 
hierarchical manner. A person might engage concurrently in satisfying needs from different groups: 

1) Existence needs—physiological needs and security needs. 

2) Relatedness needs—the need for social approval. 

3) Growth needs—the need to develop personal skills that constitute a relative strength versus other individuals.  

2.5 The Three-Dimension Model of Effective Online Learning 

Researchers assume that learning that occurs in an online lesson through interaction between a teacher and 
students has three main elements: social presence, instructional-cognitive presence, and personal-emotional 
presence (Garrison et al., 1999). 

The term “social presence” is defined as the ability of participants in an online lesson to act in favor of 
interpersonal interactions with the aim of presenting their personal traits to the other participants. Garrison et al. 
(1999) claim that social presence contributes directly to the success of the educational experience, since 
cooperative communication is important for building meaningful optimal shared knowledge. Cooperation is 
perceived as an essential aspect of cognitive development, as cognition cannot be separated from social context. 
Salmon (2003) claims that when beginning e-learning it is necessary to develop a process of socialization 
among the learners, to encourage them to send messages to each other and to establish their identity on the web. 
This stage is vital for establishing efficient teaching/learning further on. Moreover, her study found that the 
interactivity between the learners increases and intensifies with the progress of the online lesson. 

The term instructional-cognitive presence is a vital component of critical thinking that presents the student’s 
ability to understand the lesson in an interesting, neat, and organized way, while improving learning and teaching 
skills. Lipman (1995) notes the significance of cooperation by all participants during the lesson, with the goal 
being to develop higher-order thinking such as critical thinking comprised of questioning, justification, 
connection, deliberation, and developing problem solving techniques. Garrison et al. (1999) relate to this as a 
cooperative constructivist perspective on teaching and learning. This perspective sees the educational experience 
as a process of cooperative communication with the aim of building significant knowledge. 

The term personal emotional presence relates to the meaning of the student’s physical and emotional comfort 
during the lesson. 

2.6 The Constructivist Approach and Meaningful Online Learning 

The constructivist approach is based on the perception of learning not as a passive process but rather as a 
personal active process wherein each learner actively processes and interprets the content absorbed, searches for 
the main occurrences within it, tries to understand it in context and to give it meaning (Schauble et al., 1993). In 
the learning process the learner is in the center, but mutual relations with the environment are essential. In the 
teaching process, nurturing thinking skills, searching for information, managing and processing information, are 
emphasized, while increasing meta-cognitive awareness to regulate and direct the learning process, in the 
understanding that the student evolves and is developed through social-cultural mediation (Shachar, 2011). 
Constructivist teaching includes the components for creating a learning space that has a teacher-student-material 
discourse; stressing the authenticity of the contents and topics and their relevance for the learner’s life; anchoring 
learning activities in complex assignments, problems, and dilemmas; structuring learning around core concepts. 
In this method of teaching the teachers put their trust in the students, in the assumption that all the students are 
capable of learning and of reaching the necessary achievements (Vygotsky, 1978). Hence, the teaching espouses 
not only changing learners’ behaviors or acquiring skills, rather its main intention is to bring them to intensive 
comprehension of the studied material. A learning environment based on the constructivist approach is 
characterized by interactions between teachers and students and among students themselves around the content 
in a certain context. The quality of these processes affects students’ achievements (Darling-Hammond & Youngs, 
2002). This means that the expectation of a learning environment that combines varied digital technologies is to 
implement learning methods directed at developing skills and experiencing research processes and problem 
solving, to assume responsibility, and cooperation that requires interaction and mediation (Ertmer & 
Ottenbreit-Leftwich, 2010). The technological abilities of gathering information, management, producing 
information, and sharing information make it possible to realize many opportunities of innovative constructivist 
learning (Mikropoulos & Natsis, 2011), in which students are involved and active partners in the learning 
process. Therefore, the teacher-student relationship is manifested in how the teacher is perceived as a mediator 
of learning who leads the learner to significant learning (Libman, 2013). 

The term “innovative pedagogy” describes teaching, learning, and evaluation in new approaches that reflect the 
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constructivist approach (Mioduser et al., 2003). This pedagogy changes the traditional teaching model where 
“knowledge is conveyed” from the teacher to the students, to teaching that encourages structuring of knowledge 
by the students themselves (Blau & Peled, 2012). Innovative pedagogy redefines the goals of education, the 
student’s image, and the skills that should be developed in students in order to adapt them to the 21st century, 
skills that focus on three main areas: higher-order thinking, cooperative work, and managing digital information 
(Vidislavsky et al., 2010). 

2.7 Student Attitudes Towards Online Learning 

Different students have different attitudes to learning in an online environment: elementary and junior high 
school students have an interest and wish to study in such an environment; they enjoy learning in this way and 
perceive ICT as capable of advancing learning (Kelly, 2011). In contrast, some high school students have a 
negative attitude. They perceive online learning as weakening, reducing their learning skills, enabling simple 
shortcuts, and encouraging laziness (Ben David Kolikant, 2019). In addition, some high school students have a 
neutral attitude to learning in an online environment: they do not recognize its strengths but neither do they 
object to it (Tovi, 2002). Students’ attitudes towards ICT in the educational system affect its assimilation and the 
extent of its use. Hence, students who have a positive attitude towards online learning will often use technologies 
in learning (Kozma, 2003; Turuthi et al., 2017). While online learning, as a component of the “internet culture”, 
is flexible and open to change, the encounter between the traditional learning environment at the school and the 
online learning environment is detrimental to the effectiveness of learning. In addition, the results of their 
research (Moreno-Guerrero at al., 2020) show that, the use of the e-learning method has a positive influence on 
motivation, autonomy, participation, and grades. It can be concluded that the e-learning method leads to 
improvement in students. 

In summary, according to the constructivist approach to meaningful learning, Alderfer’s (1969) model, and 
Vaughan and Garrison’s (2006) theory, optimal online teaching has three dimensions: Social presence: 
interactions with students and teachers; instructional-cognitive presence: improving learning abilities in online 
teaching, teacher availability, improving teaching ability—interest, order, and organization, and clarity; and the 
dimension of the student’s personal-emotional presence: personal preference of the student, comfort in the 
online learning process, and sparing resources. Based on the literature, the balance between the three interactions, 
social, instructional-cognitive, and personal-emotional presence, is vital for optimal learning in order to build 
group cohesiveness in a respectful lesson and group discourse. Richardson and Swan (2003) identified an 
association between social presence and cognitive teaching; students who perceived high social presence studied 
more efficiently than those who perceived low social presence. In addition, some students are focused on their 
studies and do not need or want to deal with a virtual social space (McPherson & Nunes, 2004). The researchers 
claimed that the stronger the social presence, i.e., if there is a sense of a common goal in the lesson, the higher 
the instructional-cognitive presence. These educational challenges raise the significance and role of the 
teacher’s and students’ presence in teaching. Therefore, instructional-cognitive presence must take into 
consideration the double role of social presence and personal-emotional presence, as they are both vital for 
successful online learning. 

Based on this theory, the research hypotheses were constructed: 

1) Students will prefer combined learning, namely online teaching together with frontal teaching in the 
classroom, after the COVID-19 pandemic ends. 

2) No differences will be found in students’ attitudes to online learning on the three dimensions: social presence, 
instructional-cognitive presence, and personal-emotional presence. 

3. Research Method 

3.1 Research Tools 

The research model was built according to the Vaughan and Garrison’s theory (2006) and Alderfer’s theory 
(1969). This model presents the tangential categories between the model and theory of optimal online teaching: 

1) Relatedness needs, including social presence and interactions with students and teachers. 

2) Personal growth needs, including instructional cognitive presence and attitudes towards improving 
learning abilities in online teaching, teacher availability, improving teaching ability—interest, order, and 
organization, and lesson clarity. 

3) Physical existence needs: with the dimension of personal emotional presence, including personal 
preferences of the student, comfort in the online learning process, and sparing resources. 
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The questionnaire presented to the respondent's statements related to the effect of online learning on the quality 
of learning, identifying its strengths and weaknesses. The students were asked to rank their replies on a scale of 1 
to 5 (where 1 ins not at all and 5 is very much). For the purpose of the study a questionnaire was developed, 
comprised of 11 measures that include 50 statements. 

3.2 Research Procedure 

The questionnaire was constructed online and posted on the internet, from where it was shared in online groups 
of students around the country. 

3.3 Research Population 

The study participants included 306 students with a mean age of 15.5, 134 male students who constituted 44% 
and 172 female students who constituted 56% of all participants. Thirty-eight students were in elementary school, 
constituting 12.4% of all participants. Ninety-seven of the students were in junior high school, constituting 31.6% 
of all participants; and 171 were in high school and constituted 55.9% of all participants. 

3.4 Research Results 

The following are tables with the students’ background data: 

 

Table 1. Existence of technological resources for online learning in the student’s home 

Existence of technological resources for online learning  Quantity Percentage 

Exist 259 84.6 
Do not exist 47 15.4 
Total 306 100 

 

Table 1 shows that 85% of the students who participated in the study have the necessary technological resources 
for studying at home, such as a computer, an internet connection, and end devices: A Tablet, a mobile phone. 
Also, 15% of students do not have the technological resources for online learning. 

 

Table 2. Type of lesson preferred by the students. 

Type of lesson Quantity Percentage 

Synchronous lesson 96 31.4 
Asynchronous lesson 84 27.5 
Combined lesson 126 41.2 
Total 306 100 

 

Table 2 shows that most of the students (41%) chose the combined lesson as the preferred lesson, namely a 
lesson that combines a distance online lesson and a frontal lesson at school is preferred by the students who 
participated in the study. 

 

Table 3. The research categories and measures 

Category Dimension Cronbach’s 
alpha reliability 

Standard 
deviation 

Mean 

Social presence Interactions with students and teachers 76.  0.95 3.54 
Instructional-cognitive presence Improving study abilities in online teaching 88.  0.92 2.74 
Instructional-cognitive presence Teacher availability 60.  1.09 2.82 
Instructional cognitive presence Improving teaching ability 88.  0.92 2.74 
Instructional cognitive presence Improving teaching – clarity 92.  1.17 2.61 
Instructional cognitive presence Improving teaching – interest 79.  0.99 2.73 
Instructional cognitive presence Improving teaching – order and organization 88.  1.16 2.74 
Personal-emotional presence Personal preference by the student 77.  0.95 2.60 
Personal-emotional presence Comfort in the online learning process 60.  0.75 2.89 
Personal-emotional presence Sparing resources 70.  1.41 3.40 

 

Table 3 presents the distribution of means for students’ attitudes to online teaching by the four categories and 
associated dimensions in a descending order: social presence (M = 3.54), personal-emotional presence (M = 
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2.96), and instructional-cognitive presence (M = 2.73). Figure 1 presents the means for student attitudes to 
online learning by the appropriate categories and dimensions. 

 

Figure 1. Means for students’ attitudes to online teaching 

 

This figure presents the three measures examined. The most significant dimension was that of social presence, 
namely the personal interactions between students and teachers and between students and their classmates. The 
next dimension to receive high mean values was that of personal-emotional presence, namely the student’s 
comfort in the online learning process. The last dimension was instructional-cognitive presence, namely in the 
online learning process the lesson is given with much interest, there is order and organization, and it is more 
focused, and the student feels an improvement in his study ability. 

5. Summary and Discussion 

The period of the COVID-19 pandemic posed challenges for the educational system in Israel and elsewhere, with 
regard to the transition to online learning in a short span of time and with no advance preparation. Israel’s 
Ministry of Education, including the Office of the Chief Scientist, responded to this challenge with the aim of 
formulating, through academic committees, documents that would support the system in handling fundamental 
issues underlying online learning and teaching. 

The main purpose of the current study was to examine whether online learning was a short-time temporary 
solution or whether there is a real chance that distance teaching and learning will become a means of teaching 
after the COVID era as well, as an inseparable part of the new routine. The finding regarding students’ personal 
preference regarding online learning was that 41% of the students who participated in the study preferred 
“combined lessons”, namely lessons that combine online teaching and frontal classroom teaching, with each type 
of teaching having its strengths and weaknesses. For example, on one hand online learning spares resources and 
preparations for the trip to school, and on the other the students expressed a concern that this type of learning 
might affect their grades in the report card as it is hard for them to concentrate. Then again, on one hand frontal 
learning creates effective interaction between the students and the teachers and among the students in the 
classroom. On the other, in online learning there is a larger array of digital means used. Therefore, the 
combination between the two types of lessons, the frontal lesson and the online lesson, namely “combined 
learning”, is very effective as it manages to create a large number of benefits for the student. 

Another aim of the study was to check which of the three dimensions that exist in online teaching according to 
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the theory of Vaughan and Garrison (2006): social presence, instructional-cognitive presence, and personal 
emotional presence, were the most dominant among students in online learning, as based on the ERG theory 
that presents the three dimensions of existence-relatedness-growth (Alderfer, 1969). The finding analysis 
showed that the dimension of “social presence”, including personal interactions between students and teachers 
and between students and their classmates, had the highest mean. During the COVID-19 pandemic, students feel 
very lonely as they do not attend school and are at home for many hours facing the computer screen. In addition, 
even informal education by youth movements has moved online, so the students do not see their friends, neither 
in the morning at school nor in the afternoon in youth movements or after-school classes, so the social dimension 
exists only in the digital sphere and it was very important and essential for the students. The dimension of 
personal-emotional presence checked the student’s comfort in the online learning process, for instance: in an 
online lesson the student can move at will around the room without disturbing his classmates, he can dress as he 
likes as there is no requirement to wear a school uniform, he does not need to prepare for the trip and waste lots 
of time on the way to and from school. Therefore, students’ grades improved because their quality of live 
improved following online learning. And finally, the dimension of instructional-cognitive presence. Students 
noted that the transition to online teaching improved their learning ability as they were not exposed to 
distractions and the proper procedure of the lesson is not disrupted by other students. This state of affairs may 
have caused an improvement in students’ concentration during the online lesson. Moreover, students noted that it 
is easier to make up study material since the lesson is recorded and that they speak up more during online lessons 
than in frontal lessons. Also, the teacher “sees them”, as other students do not block them as in the classroom. In 
online learning each student has a picture with his name. In addition, the students noted the availability of the 
teachers in the online lesson, namely the teacher is more responsive to student questions as they are quieter and 
more attentive. In addition, there are other communication channels in the lesson, such as the chat during the 
lesson, and via e-mail. Also, the students noted that in the online learning process the lesson taught is more 
interesting and passes quickly. At the same time, the students noted that in online teaching there is more order 
and organization and it is more focused. There is a detailed explanation of the lesson’s development, there is a 
logical sequence, and there are no associative jumps from topic to topic during the lesson. The teacher presents 
links to videoclips and the learning is clearer and more lucid. In addition, in online learning there is no bell and 
breaks during the day are taken at the student’s home, at the end of the online lesson. The daily study schedule 
was reduced during the COVID-19 pandemic in order to avoid overburdening the students. Therefore, 
continuing Alderfer’s (1969) theory that represents the three dimensions of existence-relatedness-growth, which 
claims that the three needs are not satisfied according to the hierarchical order as in Maslow’s theory of needs, 
rather one may engage concurrently in satisfying needs from different groups of needs, in the research findings 
students’ attitudes showed that the dimension of relatedness, i.e., “social presence”, is the most dominant, 
followed by the dimension of physical existence needs, i.e., personal-emotional presence, and finally the 
dimension of personal growth needs, i.e., “instructional cognitive presence”. A possible explanation for this is 
the age of the research participants, who were in the middle of adolescence, at age 15.5. Also, the Ministry of 
Education may have assumed that the schools would be closed during the COVID-19 pandemic and therefore the 
online schedule created a type of “safe” space in the lesson, where students could meet their classmates all 
together without breaching the lockdown instructions, such that the dimension of relatedness was higher, as 
noted by the students. 

In summary, Winston Churchill said “never waste a good crisis”, so the recommendation of the study is that 
after the global pandemic ends and the teachers and students return to school, teachers should combine online 
lessons one day a week, in addition to frontal lessons at school, since distance learning poses difficulties for the 
learning process as the home environment is not appropriate for learning (distractions, noise, difficulty getting 
organized). In addition, it is hard to maintain concentration over time, particularly due to the lengthy time spent 
facing the screen. It is difficult to identify students’ level of understanding and to locate students who need added 
clarifications during the lesson. The challenge of maintaining students’ attention is much harder in online 
learning, therefore it is necessary to combine screen activity and active deeds, while shortening screen activity. It 
is necessary to monitor students’ emotional and mental state and to find technological solutions that facilitate 
connections, interaction, and active support while studying. Teachers can enhance internal motivation to learn by 
presenting authentic tasks related to students’ everyday life. Teachers can enhance students’ self-efficacy by 
providing positive feedback (Cho & Shen, 2013). Experience in many countries, even those that had more 
success with online learning, indicates that the approach should be based on the assumption that online 
technology completes and reinforces teaching and learning but cannot replace the teachers. Students require 
teachers to act as homeroom teachers/facilitators/coaches in order to direct and guide them, check assignments, 
with the aim of locating struggling students and encouraging them. All this necessitates teachers who have strong 
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emotional and social skills and also technological literacy and the ability to operate in a new technological 
environment. In addition, it is necessary to check and consider parents’ involvement and cooperation with 
distance learning at home with the students. The Knesset report based on data from the Central Bureau of 
Statistics indicates gaps involving lack of access to digital infrastructure among extensive parts of the population. 
About 24% of households with children in Israel have no internet access and 7.15% of households have no 
personal computer. Therefore, the recommendations of the study for the educational system are to provide 
computers and internet infrastructure to weakened populations in order to reduce the digital gap. On the national 
level, forming an organizational infrastructure that supports online learning by training the teaching staff to 
prepare effective and high-quality online study materials, methods of giving lessons, and evaluation of 
achievements, including pedagogical and technical assistance. In addition, creating a high-quality reservoir of 
digital learning materials to be used by teachers and learners. 
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