
ONLINE ASSESSMENT CHALLENGES DURING THE PANDEMIC: LESSONS
LEARNED FROM BANGLADESH FOR THE FUTURE

Mahammad Abul Hasnat *
Edith Cowan University, Perth, Western Australia, Australia

S.M. Akramul Kabir
University of Otago, Christchurch, New Zealand

*Address all correspondence to: Mahammad Abul Hasnat, School of Education, Edith Cowan
University, Perth, Western Australia, Australia, E-mail: mahasnat83@gmail.com

In this study, we explored how teachers from Bangladesh experienced challenges of online
assessment during the pandemic situation due to COVID-19. An exploratory qualitative study
was applied to collect data through semi-structured interviews with six secondary school
teachers. This study highlighted the importance of assessment in online classes and guided
teachers to find effective online teaching pedagogy to enable student learning. However, the
findings of this study showed that due to a lack of prior training and previous experience,
teachers found it difficult to assess and give feedback on learning outcomes digitally and
ensure students' active participation in the classes. Students' lack of academic honesty was
identified as one of the key challenges to ensuring reliability in online assessment. Apart
from improving technological advancement, the results of this study suggest that a
collaborative working environment between teachers, students, and parents can ensure
reliability in online assessment.
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1. INTRODUCTION

The effect of COVID-19 reached every corner as well as every sector in the world. The
education sector was directly impacted by the COVID-19 pandemic and had to shift
overnight from a face-to-face teaching/learning approach to online teaching (Pace, 2020). In
many cases, teachers had to use unfamiliar technology for the first time in order to support
students' learning, which added extra workloads and new challenges (Rapanta et al., 2020).
Since students were no longer physically present in a traditional classroom setting, it was
particularly challenging for teachers to carry out their teaching without any technical
expertise and support (Hodges et al., 2020).

Many educational institutions engage their students in their learning process through online
platforms (Mulyanti et al., 2020). Teachers in Bangladesh started their sudden online
teaching journey without any training or previous experience (Farhana et al., 2020; Kabir &
Hasnat, 2021). Thus, no prior research studies had investigated the effectiveness of online
teaching and classroom activities (Al-Amin et al., 2021). In his study, Hwang (2020)
suggested introducing formative assessment in the online classroom to offer active learning
activities and improve students' learning. However, in their study, Khan et al. (2021)
examined the validity, reliability, and fairness of online assessments at public universities in
Bangladesh. This was due to the fact that teachers were unfamiliar with the online
assessment and students were participating in academic cheating (Farhana et al., 2020;
Khan et al., 2021).

In this study, we focused on the online assessment practices of secondary school teachers
and the challenges they experienced in adopting a relatively new teaching concept during
the pandemic. Teachers had to follow different guidelines to adapt to the sudden shift in their
teaching strategy to an online platform with numerous limitations. During the pandemic,
assessment practices were quite difficult to implement in online classes (Al-Amin et al.,
2021). With regard to this issue, it was very difficult for the teachers to identify reliable online
formative assessment strategies. In addition, there were limited or no instructional designs in
place for assessment during the pandemic (Sutadji et al., 2021). Moreover, teachers in
Bangladesh had no past experience in implementing online formative assessment (Ministry
of Education, 2020). Different studies have been conducted worldwide, including in
Bangladesh, over the last few years to investigate the various aspects related to online
teaching and learning. However, the proper guidelines for online formative assessment still
remains an unexplored area. Therefore, in this study, we aimed to offer a broader picture to
secondary teachers in Bangladesh on formative assessment from the reflections of six
veteran teachers who experienced challenges and overcame them in order to continue their
online teaching. We also explored online assessment challenges. To offer a comprehensive
understanding, we investigated the online teaching and learning experiences of teachers.
Specifically, we delved into their experiences related to assessment practices during the
pandemic.
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1.1 Secondary Education in Bangladesh

Since the independence of Bangladesh in 1971, there have been three separate streams in
the education system running parallel to one another. Students are free to choose any one of
them. The mainstream type is the Bangla medium secular education system. Another
medium type is Madrasah, which is the traditional education system taught in religious
schools. The third education stream is the English medium system, which is designed to
align with the British education system (Kabir, 2020). The schools of this medium type
conduct classes and exams but send students' work to England or the British Council in
Dhaka for the evaluation process (Mousumi & Kusakabe, 2017a,b). Figure 1 shows the
stages and clusters in the Bangladesh education system.

FIG. 1: The structure of the education system (adapted from the Ministry of Education, 2010)

1.2 Literature Review

Due to the impact of COVID-19, teachers adopted entirely new teaching and learning
approaches (König et al., 2020) to connect with students and continue students' learning.
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Teachers used asynchronous and synchronous approaches in their teaching techniques due
to the immediate shift to online teaching in order to facilitate student learning and
assessment (Moorhouse & Wong, 2022). In the synchronous teaching approach, teachers
and students schedule specific times to discuss, interact, and address learning difficulties
through video conference, live chatting via Zoom meeting, or Google Meets (Rigo & Mikus,
2021; Khotimah, 2020). Both asynchronous and synchronous modes of online teaching were
found to be supportive of the students' learning (Moorhouse & Wong, 2022). However,
teachers faced challenges in implementing online assessments (Abduh, 2021) and identified
online exams as major areas needing improvement (Maraqa et al., 2022). As a result, it is
important to conduct further studies in order to identify more effective techniques to
overcome the challenges of implementing online assessments of students learning
(Vonderwell et al., 2014).

Assessment, in both face-to-face and online platforms, is considered an essential part of the
teaching and learning process (Maki & Shea, 2021) because the result of assessment
practice allows teachers to evaluate and guide them in improving the quality of learning. It is
a continuous activity or practice that determines the various forms of teaching and learning
approaches teachers utilize in the classroom (Nurfiquah & Yusuf, 2021). A teacher often
applies formative assessment to evaluate students' understanding of a particular topic, their
progress, and their learning needs in classroom teaching (Karimi & Shafiee, 2014). Jacob
and Issac (2005) found that assessment provides an opportunity for teachers to check
students' learning abilities and change their teaching techniques to offer immediate feedback
continuously to students on a specific topic. Findings from different studies have shown the
usefulness of different techniques applied to online assessment. Gikandi et al. (2011)
identified various techniques for formative assessment in their systematic qualitative review
of the research literature with respect to various online tools such as test quiz tools,
discussion forums, self-reflection, and e-portfolios. Ogange et al. (2018) suggested different
tools based on students' experiences that included multiple-choice questions (MCQs),
matching, true/false questions, fill-in-the-blanks, e-portfolio, and wikis for assessment in
online teaching. Teachers in Bangladesh assessed students from the feedback of given
home assignments and homework (Farhana et al., 2020).

Assessment-centered feedback from an efficient formative online assessment platform can
foster both teachers and learners in meaningful engagement with various learning
experiences (Gikandi et al., 2011) and enhance students' dedication to esteemed learning
experiences (Baleni, 2015). However, Gikandi et al. (2011) identified the challenges in
ensuring the validity and reliability of formative assessments in online platforms. Hodgson
and Pang (2012) conducted a study on online formative assessment activities for 10 weeks,
where they found students expressed high satisfaction with the process and increased their
commitment to finding answers to any problem with their peers. Conversely, teachers'
preparedness and sudden shift to online formative assessment practice can lead to different
results. For example, Engzell et al. (2020) found that the progress in students' learning was
minimal or sometimes insignificant during their stay at home during the pandemic lockdown.
On the other hand, studies have shown that identifying students' specific setbacks in their
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work by teachers and providing guidelines to correct them through formative assessment
can produce predominantly good results even with low performers (Baleni, 2015).

Implementation of assessment has always been challenging in both face-to-face and online
teaching contexts. Nurfiquah and Yusuf (2021) found that teachers were not ready for the
sudden transition from face-to-face to online teaching and were not optimistic about
assessment approaches to identify students' success and ensure active participation in
online teaching. Similarly, Al-Mofti (2020) found teachers had insufficient knowledge of how
to effectively implement appropriate strategies and lacked the ability to create assessment
criteria that focused on topic and learning activities. Thus, teachers' lack of understanding
with respect to remoting assessing students is one of the major challenges they face in
online teaching platforms (Khan et al., 2021). In addition, ensuring the validity, reliability, and
fairness in online assessment during the pandemic was a common problem. Academic
dishonesty was identified as one of the major problems in validating unsupervised online
assessments during COVID-19 (Lee et al., 2021). Guangul et al. (2020) identified several
challenges in remote assessment. Among the challenges (infrastructural, commitment and
learning outcomes), academic dishonesty was the main challenge. It is hard to offer validity
and reliability in online assessments due to academic dishonesty, which results in achieving
unexpected grades (Arnold, 2016). As a result, cheating created blocks and resulted in
negative output in online assessments during the pandemic situation (Khan et al., 2021).

1.3 Research Questions

This study was conducted to explore teachers' first-hand experiences with formative online
assessment and the challenges they faced practicing in newly adopted online platforms
during the pandemic. This objective gave rise to the following research questions:

1. What were the challenges faced by teachers in assessing student learning while
teaching online during the pandemic?

2. How did the teachers deal with the assessment challenges while teaching online
during the pandemic?

2. METHODOLOGY

This study was conducted to identify teachers' experiences and challenges faced in dealing
with online formative assessments. A qualitative research design was used, which followed
the exploratory research method to collect in-depth data through semi-structured interviews.
Researchers often use the exploratory research method to gain a more in-depth
understanding of a group of people's activity in a specific situation (Given, 2008). Swedberg
(2020) defined exploratory research as an attempt to discover something new. Given (2008)
stated that researchers use exploratory research to explore particular people and their
activities when there is limited knowledge. Online formative assessment experiences by
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Bangladeshi school teachers during the sudden pandemic situation are important to be
explored.

2.1 Participants

We interviewed six teachers in this study from secondary schools using purposive sampling
that involved a deliberate and nonrandom selection process, in which we intentionally sought
individuals possessing particular characteristics (Johnson & Christensen, 2014). Prospective
psrticipents were sent consent forms before starting the interview, in which they were
assured that all of the data would only be used for this study. The teachers were interviewed
one-on-one via Zoom, and the duration of the interview with each teacher was 20–25
minutes. Our interviews with the participants were recorded with the full consent of the

participants. We conducted all of the interviews in Bangla†  considering the preferences of
the participants. All of the participants in this study were selected randomly from a secondary
school. The school is located in an urban area and is a well-known, private, co-educational
school. Approximately 1100 students are in the school in grades 9–12. As participants, the
teachers were selected from this school in order to understand what strategies they applied
to online formative assessment and what challenges they experienced in assessing students'
learning achievements. This key theme led us to select our participant selection criteria: (a)
online teaching experience from the beginning of the school closure; (b) experience in
formative assessment in both face-to-face and online teaching; and (c) willingness to be part
of this study. All of the participating teachers were given pseudonyms (T1–T6) to maintain
confidentiality. The selected teachers were experienced teachers who taught at the
secondary level for more than 15 years.

Since the interviews were semi-structured, the participants were asked open-ended
questions at the beginning of the interviews (Table 1). We listened to our recorded Zoom
interviews several times to identify potential areas related to answering our research
questions. Then, we transcribed those areas in Bangla and translated them into English.
Both Bangla and English written translations were sent to the respective teachers to check
the correctness and exact meaning of their interview. We analyzed all of the findings
thematically after getting the translated interviews back from the participants. Thematic
analysis in qualitative research is considered a flexible and accessible method that is
employed to analyze data (Braun & Clarke, 2012) and gives researchers the ability to identify
key findings related to a study's specific research questions (Braun & Clarke, 2006).

3. FINDINGS

3.1 Findings on Assessment Practice

In this study, we aimed to identify the assessment challenges teachers' experienced in
online classes. We investigated the initial experiences teachers had as they shifted to online
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TABLE 1: Semi-structured questions
Question
Number Semi-Structured Question

1 How have you conducted an online assessment during the pandemic?

2 In conducting online assessments, what are the challenges you have
faced and how did you overcome them?

3 Do you think online assessments are reliable? What are your thoughts on
this issue?

teaching. Teachers were aware of the COVID-19 situation and knew there would be a gap in
their students' performance during the crisis compared to the normal classroom situation. As
a result, teachers avoided giving high-stakes exams and instead placed emphasis on
formative assessment.

3.1.1 Assessment Practices in Pre-Recorded Classes

As discussed previously in detail, the first teaching strategy employed by the teachers was to
give students video recordings of class lessons. It was an ambitious initiative at a time when
teachers, students, and parents were anxious and the overall situation in Bangladesh was
uncertain. Therefore, this initiative was appropriate since it allowed students to continue their
classes and reduced their worries about educational uncertainty. All of the teachers made
recordings and followed pre-recorded classes to discuss topics and assess students'
learning. At the end of the class, teachers provided the students with a few homework
questions and instructed the students to complete the task and then send a photograph of
the completed homework to the teachers via messenger. The teachers then returned those
copies to the students with feedback and comments.

The teachers did their best to make the pre-recorded lessons easy to understand and
engaging for the students. However, the teachers identified a common problem after
checking students' homework and realized that students were completing homework without
watching the full recorded class. There was a disconnection between the teachers' lectures
and the students' writing in their homework. According to T1:

Anyone can watch a recorded class (students, parents, relatives, my colleagues, and
authority), as a result, I spent more time for preparation to offer a class with zero error to
the students. However, I couldn't check whether students were watching recorded
classes or not. I couldn't see any reflection in their homework writing from the discussion
of my recorded class. They prepared their homework without following my discussion
and guidelines.

T5 pointed out a similar problem that he identified and shared:

After a few days continuing of my recorded class, I realized that students were not
watching my recorded class and watching only the homework part to submit. Also, I
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found good quality writing in their homework but a word-for-word from the textbook
which mismatched with my guidelines in the recorded class.

T4 highlighted another limitation in the pre-recorded class:

Pre-recorded class was one way where a teacher could deliver the topic and was not
possible for me to confirm that students were receiving. It was not possible to confirm
whether they watched my recorded class or not. I couldn't make watching the class
recording class obligatory for the students to watch. It depended on the student's self-
interest.

The comment by T1 highlighted the importance of assessment and feedback in the
teaching/learning process. He was not happy and pointed out that the pre-recorded class
was less effective because proper assessment and feedback were missing. In addition, he
was not motivated by the student's performance in the way he prepared a recorded class.
Similarly, T5 highlighted the reduced chance to verify students' attendance in the recorded
classes. He also raised questions about the reliability of the students' homework since they
tended to copy from the textbook without following the teachers' discussions or guidance
from the recorded class. The students' tendency to copy directly from the textbook blocked
their creativity and did not allow them to effectively achieve the learning objectives. T4
pointed to the limitations of interacting with the students, thus decreasing the opportunity to
evaluate their progress. Not all students are motivated to study on their own without output
from an assessment or evaluation process. Common wisdom in teaching says if you want
students to do something, it has to be assessed in some way; this process was missing in
the recorded classes (Wiliam, 2011).

3.1.2 Live Class on Zoom

The teachers clearly indicated that pre-recorded lessons did not work well. Thus, all of the
teachers decided to begin live classes on Zoom, an internet-conferencing software platform,
to overcome the challenges they faced in pre-recorded classes and offer a more effective
teaching/learning approach. It was a huge task for the teachers to introduce Zoom to all of
the students and parents. They trained them over the phone since lockdown was declared
throughout Bangladesh and face-to-face meetings were not allowed. Within a short period of
time, the teachers were able to connect with the students on Zoom and continue their live
classes. However, they still faced different challenges in the teaching/learning process. T2
shared that:

I find a problem with students' attentiveness in the Zoom live classes. I cannot see my
students when I share any slides or documents on my screen to discuss. Also, it is
difficult to monitor all students' camera and their activities while discussing any topic. It is
not possible in the face-to-face class.

To check students' learning from previous lessons, teachers asked a few questions at the
beginning of the live class and provided feedback if needed. In addition, they asked short
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questions to check students' understanding and attentiveness. Teachers identified a few
problems with students' fair responses. T3 found that:

Students are supposed to answer questions from memorization or their understanding.
However, it is hard for me to check whether a student is answering by reading from a
textbook or not. But, I can realize that students' eyes are moving back and forth,
watching something. I can't help stopping them. Students' body language indicates
whether students are prepared or not. It is not possible to measure in the virtual
classroom.

T4 added that:

Without proper preparation, students have the tendency to claim that they are prepared
and answer by seeing the textbook hiding from the camera. Low-performing students are
achieving top scores on class tests by utilizing books to assist them in preparing and
submitting their homework. Intentionally, I ask the same question from the class test
orally, and in most cases, they are unable to reply correctly.

T6 shared that:

Students easily can avoid answering any question. For example, students often say, I
can't hear you and don't understand what you are saying. I am facing a problem with my
network connection. I received different types of excuses from the students.

T1 shared an interesting experience:

One day I noticed that one of my students suddenly froze herself while answering to
prove that her net was not working. But her ceiling fan and curtains were moving. It
means it was not her internet problem. She became normal and admitted that she was
not prepared.

Keeping students attentive and ensuring fairness in Zoom classes was also a big challenge
for teachers. Teachers often shared different slides on their screens and could not see the
students' cameras and movements. T2 shared that, “students always take the chance to be
busy with other work when they realize that the teacher is not watching them and students
easily shift their mind from lecture to other activities.” T3 claimed that:

Live classes on Zoom also cannot ensure students' fairness in assessing their learning.
Students often could not answer a question in their own words, indicating that they had
not learned the lesson properly. Students easily can answer any question without any
prior preparation to show their learning outcomes. They can cheat by reading from the
book when teachers try to assess students' previous lessons.

Similarly, T4 shared that, “students claimed that they learned the previous lesson as they
could answer from the book.” He also identified and suspected cheating because low-
performing students were getting good marks in their class tests. The comment by T6
suggests that students could easily avoid answering questions in the classes if they were not
prepared by blaming the internet connection.
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3.1.3 Assessment for Improving Teaching Techniques

The concept of online teaching was relatively new for all of the teachers. Therefore, it was
important for them to improve their teaching techniques to accommodate online teaching.
However, realization or motivation was missing for the teachers to improve their online
pedagogical knowledge. T3 addressed one of the key issues that was missing in the pre-
recorded classes. He shared that:

It was not possible for me to check students' performance due to limited opportunities for
students' assessment. I do believe that students' performance acts as a mirror for me to
judge my teaching technique. By assessing students' performance I can assess both my
students' learning as well as my own performance. This opportunity allows me to take
further initiative to improve myself. However, as a teacher, pre-recorded classes did not
allow me to assess students' learning and improve my teaching techniques.

T6 shared a similar experience:

I don't think we can achieve all learning outcomes through pre-recorded classes.
Because I can't judge my students, interact with them, or exchange our views. As a
result, without assessing my students' performance it was difficult for me to claim my
teaching technique was effective for students' learning.

T2's experience was similar to the two previous comments, which pointed out that the pre-
recorded classes limited intearctions with the students, making it difficult to check their level
of understanding of the lessons being taught:

It is not possible to get feedback and measure students understanding in the pre-
recorded class. It's absolutely a one-way process. As a result, after discussing with my
other colleagues, we decided to start online classes through the Zoom application to
check students' understanding of pre-recorded class and fill the learning gap.

From the previous comments by the teachers, it is clear that the pre-recorded class is a one-
way process, where teachers actively deliver their lectures, students passively listen, and
class participation is not possible. T3 reflected that due to limited assessment opportunities
he was not able to judge his teaching technique and acertain whether or not it was effective
for the students. In addition, it was not possible for him to identify his baseline performance
to improve his teaching technique to the next level. Students' interactions and assessment
were missing in the pre-recorded class, such that proper feedback could not be provided to
the students. As a result, T6 pointed out that he was unable to understand students'
difficulties and explain this in more detail. By his previous comment, he concluded that
students may not be able to understand and learn almost everything by watching a recorded
class and sometimes students may need more clarification for in-depth learning. T2 identified
the barriers in the pre-recorded class and reflected on the importance of students'
interactions, assessment of students' learning, and feedback to the students. The teachers
introduced live classes through the Zoom application since they realized the importance of
assessment and interaction with the students. However, they concluded that the pre-

38 Hasnat & Kabir

International Journal on Innovations in Online Education



recorded lessons did not work; online in-person lessons via Zoom were better than the pre-
recorded lessons, but not by much.

3.2 Issue of Reliability

The reliability issue was identified due to students adopting unethical academic practices
while they were assessed. According to Hughes (2014), “Reliability is a measure of how
consistent an assessment process is” (p. 3). For example, if variations in the test, time, and
setting do not change the outcome of the test-taker's performance and the results remain the
same or are almost similar, then the test results can be identified as reliable.

3.2.1 Introducing Different Assessment Techniques

Considering the pandemic situation, the teachers decided to administer spot tests or surprise
tests with new techniques to ensure fair online assessment. As a result, they decided to
employ the Google Forms software platform to deliver MCQs and a new question pattern for
written questions. They introduced a Google form for MCQs from the previous lesson, which
included 15 or 20 questions and allowed the students one minute to answer each question.
Students had to submit their answers within the time frame and they could not submit the
answer script if the time was over. T4 shared his observation:

I observed that students were attentive and serious about participating in exams on
Google Forms. Firstly, it was new for them and they were more curious. Because of time
obligations, they couldn't spend time taking help from any source, and time limitations
forced them to be focused on their exam.

T5 stated that:

I introduced a class test where students were asked to turn on their cameras all the time
while writing answers and taking photos of their answer scripts and send them to my
messenger ID within 15 minutes after exam time duration.

T6 added that:

I changed written types of question papers where students were unable to find answers
directly from the textbook or any other sources. My prepared question paper allowed
students to be creative in their writing. As a result, they started focusing on writing rather
than searching for any source.

However, applying the aforementioned techniques to online assessment was also
challenging to ensure reliability. T1 observed that, “We do not have any control over
students. Students were instructed to keep their microphones off to reduce household and
surrounding noises. That allows students to communicate with their friends with another
device.” T3 added that:

Most of the students attended their classes and exams through mobile devices. Few
students can divide their mobile screen into two parts—one part for Zoom attendance
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and another part for searching for answers and sharing textbooks to answer. They can
look at the mobile device and essentially cheat. It is difficult to determine whether
students are answering truthfully.

T5 shared that:

I came to know that students created a Messenger Group for chatting to find the correct
answer in the exam. Students immediately started their chatting to aid collusion in
determining answers to questions through the Messenger Group. Sometimes they
assigned other students to find specific answers. As I shared with you we (the school
authority) opened a Messenger Group for communicating with the students, so students
sometimes by mistake send their texts to our school Messenger Group. Students
admitted their unethical practices when I asked them to refer to their text.

T2 brought different experiences:

Parental support in the home setting did not allow us to ensure fair assessment online. I
experienced several times that parents are trying to help their children through online
means. I had to tell them please don't support anyone, let them write from their
understanding.

T1 disappointingly added that:

Few parents really don't want to support their children during exams and who really can't
support them. They complained about the parents who supported their children in the
exam. It was really difficult for me to convince both types of parents.

From the aforementioned findings, it is clear that giving students limited time to answer
questions played a positive role in ensuring effective assessment. T5 and T6 introduced
creative question patterns in the written test, where students were unable to find any answer
directly from any sources that were available for the students. In addition, they were unable
to take extra time after the exam since they were instructed to immediately submit
photographs of their answer scripts.

Conversely, T5 shared how students demonstrated that his innovative assessment technique
was not reliable since the students created a Messenger Group to find answers by
communicating with other friends. Similarly, T2 and T1 found the level of parental
cooperation disappointing, which created a big question mark on reliability issues in online
assessment in a home setting. In this regard, parents could be a source of trust to ensure
reliability issues. The statements highlight that the teachers could not find a satisfactory and
effective means of assessing student learning in the online space. However, they were
hopeful that in the future something will become available to do this job.

4. DISCUSSION

Our findings from the previous data unfolded the following key themes: (a) the importance of
formative assessment in online teaching; (b) students' involvement in academic dishonesty
created barriers to checking students' learning and ensuring reliability in online assessments;
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and (c) the lack of the teachers' training and readiness and the lack of support from parents
made it difficult to implement online assessment in the home setting.

4.1 Importance of Online Assessment

During the pandemic, teachers in Bangladesh introduced both pre-recorded and live Zoom
classes in order to find better teaching practices for their students such that the students
could remain connected with their education. These two approaches were relatively new
concepts for teachers within the Bangladeshi context and gave them the opportunity to
explore new ways of engaging students, interacting with them, and providing feedback
through assessment. Teachers continuously applied different assessment techniques to
assess students, in which their decisions were based on their own reflections (Zhang et al.,
2021).

Based on the experiences of the teachers, teaching through pre-recorded classes was less
effective since it was a one-way process with limited opportunity to interact and provide
feedback to the students. Interaction with the students was not possible through this
teaching technique and students were not self-motivated to watch and follow lectures.
Research has suggested that a combination of assessment and feedback through interaction
supports students' learning (Guangul et al., 2020). Lack of interaction in recorded classes
makes students feel alone and frustrated (Khotimah, 2020).

The opportunities for teachers to interact with students during classroom activities through
online teaching are limited (Al-Amin, et al., 2021). Since teachers were unable to interact
with students and check their learning, they also did not have the opportunity to evaluate
their own teaching strategy. Thus, teachers were not sure if their newly adopted online
teaching methods were effective with the students. Pre-recorded teaching techniques did not
allow teachers to improve their online teaching pedagogy. Given the situation, teachers
introduced live online teaching through Zoom to interact with the students and provide
feedback. This approach brought different challenges for the teachers with limited
opportunities to interact with the students. Keeping students attentive in the Zoom class was
significantly difficult for the teachers since students always came up with different reasons or
excuses. Students often claimed that they were fully prepared for their previous lesson.
However, in most cases, they either replied by reading from the textbook or taking help from
any other resources, or they stopped answering in the middle blaming a poor internet
connection. Similarly, Panday (2020) noticed that students remained silent when a teacher
asked them any question. This showed that instant feedback during a class was also difficult
using this approach; learning during the pandemic was as hard for the students as it was for
the teachers (Guangul et al., 2020).

Research has suggested that interaction in the classroom and feedback allow teachers to
get a clear idea of required pedagogical changes in classroom practice (Black & Wiliam,
2005). At the same time, teachers can adopt new teaching strategies to offer better learning
opportunities for students by determining students' competency and learning gaps through
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assessment and interaction in classroom teaching (Guangul et al., 2020). This reflects the
importance of online assessment in order to improve teachers' pedagogical methods and
check students' learning outcomes (Perera-Diltz & Moe, 2014).

4.2 Students' Involvement in Academic Dishonesty

Teachers also faced problems delivering written tests and applying different techniques to
ensure reliability in the online assessment. Initially, teachers found effective online
assessment through Google Forms and creative question patterns for creative writing
compared with other options. However, this solution did not ensure effective online
assessment practices since the teachers identified misuse of technology by the students,
which they could not control. Students were able to communicate with their friends or browse
different sources to find answers.

Academic dishonesty and students' lack of commitment to answering questions and
submitting their homework were identified as some of the main challenges in online
assessment. It was difficult for the teachers to identify students' learning gaps and take the
necessary steps to reduce these gaps accordingly. As a result, online assessment in the
classroom practice was found to be one of the most difficult tasks for the teachers (Al-Amin
et al., 2021). Students often took the opportunity to negatively misuse technological
advancements. Students easily avoided answering short questions by claiming the internet
was not working, making it difficult for teachers to check the students' learning gap during the
class and provide feedback to confirm the lesson. The teachers tried multiple techniques to
assess student learning. However, whatever method the teachers tried the students quickly
found a way around it, making it seem like they had learned the lesson when it was plain to
the teacher that this was not true.

Online assessment required appropriate home environments to ensure reliability; however,
teachers also failed to ensure this since they did not always obtain adequate support from
parents. This was not necessarily the teachers' fault. They were working in a very new and
very difficult environment. There may be other factors, but it shows that parents wanted to
see higher grades from their children on exams, especially with respect to societal pressure
regarding the high-stakes exams in the Bangladesh education system (Amin & Greenwood,
2018). Thus, both parents and students wanted high grades or marks on exams, regardless
of how they were achieved.

Reliability is a mandatory factor in assessments such as tests. If the consistency of test
scores does not comply with different times and settings, we cannot be assured that the
assessment accurately measures student ability (Kabir, 2018). To minimize academic
dishonesty in online assessments, Guangul et al. (2020) suggested applying different
techniques such as online report submission, different questions for individual students, and
online presentations to check students' understanding. Applying both trustworthiness to
ongoing summative assessment and interactive formative feedback may ensure students'
learning and minimize academic dishonesty (Baleni, 2015). Besides another technological
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advancement to ensure reliability, we suggest addressing a few challenges that arose from
the findings of our study.

The findings of this study showed that online assessment was relatively new for the
students, but they easily adopted different techniques to participate in the assessment
process. It appeared that their efforts to engage in academic dishonesty (cheating) were
rather clever and innovative. We can divert students from this type of activity in a positive
way. That result revealed that students actively worked to find answers through their
Messenger Group, which indicated that group work and shared learning opportunities is
possible in online teaching and assessment. A group problem-solving task could be applied
to minimize dishonesty (Pedersen et al., 2012). However, Bangladesh is not in such a
position to adopt any new technology immediately since the necessary tools may not all be
free of cost and someone will need to pay the extra cost to apply for online assessment. In
addition, technological limitations may not allow some students from non-urban areas easy
access to effective technological tools (Al-Amin et al., 2021; Khan et al., 2021).

4.3 Lack of Teacher Training and Less Support from the Parents

Teachers' lack of training and prior experience with respect to online teaching platforms
prevented them from taking innovative initiatives or steps to overcome challenges and
improve online assessment practices. They were not ready for the overall online teaching,
learning, and assessment process. As a result, they spent most of the time continuing the
online teaching and assessment rather than improving overall practice. Assessment
techniques in online teaching depend on an appropriate plan that can be executed
accordingly in practice (Al-Maqbali & Hussain, 2022). However, the findings of our study
showed that teachers were not well-trained and had to improvise their methods to find better
techniques without having a plan in place (Xu, 2017). Therefore, it is important to address
teachers' limitations related to implemently online assessment techniques and ensuring
reliability, and to organize training of appropriate tools and techniques to assess students'
learning (Khan et al., 2021) in order to minimize academic dishonesty. Moreover, teachers
need to keep themselves updated regarding student's activities and involvement in academic
cheating by building rapport with the students and parents. Teachers can change their
assessment technique from a direct to an indirect approach to check students' learning.

A collaborative working partnership between parents and teachers is needed to ensure the
reliability of online assessment. Some studies have shown that parents supported home
learning during the pandemic to continue their children's learning (Bhamani et al., 2020).
However, our findings showed that parents were less supportive of implementing reliable
online assessments. On the other hand, in a few cases, parents supported their children's
involvement in cheating while attending the online assessment process. Parental attitudes
sometimes pressured students to please their parents and engage in cheating (Sarita &
Dahiya, 2015). This reflects the importance of parents' support in minimizing academic
cheating and ensuring reliability in online assessment. Nevertheless, in Bangladesh, there
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has not been a concerted effort to foster collaboration between parents and teachers to
effectively address the issue of academic dishonesty among students in online assessments.
Therefore, to enhance student performance, it is essential to reduce the distance between
teachers and parents, promoting a collaborative environment that encourages joint efforts
(Hasnat, 2016).

Research findings from different contexts have suggested applying various techniques to
ensure reliability and minimize academic dishonesty. For example, the sources include
reflective journals and wikis assessment tools for group assessment and collaborative
learning (Perera-Diltz & Moe, 2014), different question papers for individual students and
reports submitted with presentations (Guangul et al., 2020), paper writing with case studies,
and online discussions with peer assessment (Sutadji et al., 2021). There may be different
suggestions to minimize academic dishonesty. However, technological advancements may
not necessarily minimize academic dishonesty (Pedersen et al., 2012); students may
continue to cheat by finding new methods or updating their current strategies. Moreover, all
of the research findings that suggested different applications to minimize academic cheating
were from higher education systems; there is limited research studies available on cheating
at the secondary school level. Thus, in this study we emphasized working on teachers'
preparation through appropriate training, improving students' integrity, and getting support
from parents by minimizing the high-stakes exam system. Further intensive research needs
to be conducted to identify compatibility and readiness for online assessment in the context
of Bangladesh.

5. CONCLUSIONS

The results of this study reveal the challenges related to online assessment, including the
reliability of assessments, issues related to cheating, maintaining the integrity of the
assessment process, addressing technical difficulties, providing equitable access for all
students, and effectively evaluating and grading student performance in a digital
environment. This study also revealed the importance of online feedback in real time, which
plays an important role in determining appropriate teaching strategies to engage students
and enhance their learning. Immediate feedback and formative assessment can enhance the
effectiveness of online teaching and guide teachers to find appropriate teaching techniques.
However, appropriate online feedback tools to ensure the reliability of teachers' online
assessments currently do not exist in Bangladesh. At the same time, this study showed that
both students and parents failed to prove their honesty in online assessment practices. The
unique circumstances and pressures faced by parents and teachers during the pandemic are
the probable reasons behind their involvement in dishonest practices during online
assessments. We acknowledge the urgency that may have necessitated their engagement in
such activities; however, ensuring reliability in online assessment remains challenging. The
nature of these challenges may vary from one context to another due to different education
systems, teachers' online assessment competencies, stakeholder preparation, technological
capacity, and support from the school administration and government.
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In conclusion, we provide actionable recommendations. We suggest that educators and
policymakers should design and contextualize online assessment techniques, emphasizing
the need for stakeholder readiness. In addition, a long-term action plan should be in place to
enhance technological and pedagogical advancements and integrate online assessments
that ensure reliability in the COVID era. Since the pandemic, for a variety of reasons, online
teaching and learning have become a parallel reality, existing alongside the on-campus
educational mode. Therefore, educational institutions are now rethinking their teaching and
learning environment, making every effort to use online learning facilities, even within this
context of new financial, technological, and pedagogical limitations.

The authors hope that this investigation will lead to the development of teacher education
programs that assist educators in handling challenges stemming from any future natural
disasters or situations akin to the COVID-19 pandemic. The authors also suggest that 21st
century teachers should be given training in modern digital educational methods such that
they can enhance their online assessment literacies for online classes during the post-
pandemic era. Thus, the results of this study give us a forward-looking perspective that
focuses on the future of online education, including advancements in assessment security
technologies, adaptive and interactive assessment methods, artificial intelligence (AI)
integration, and the need for accessibility and inclusivity.

Regarding further research, the authors assume that the future of online challenges in
education is likely to involve advancements in assessment security technologies in order to
prevent cheating. It is also likely that it will involve the development of more adaptive and
interactive assessment methods, the integration of AI for personalized feedback, increased
focus on accessibility and inclusivity in online assessments, and the continued evolution of
remote proctoring techniques.
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