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Abstract
COVID-19 evidenced the need for emotional support and care by a generation of students widely 
exposed to information and communication technologies. This study aimed to explore professors' 
practices of caring for students to help them cope with their difficulties before, during, and after 
the pandemic in 2020 and 2021. The participants were thirty English preservice teachers and ten 
professors at an Ecuadorian national university. The BarOn model, adjusted by García et al. (2018), 
was used to collect information regarding the pandemic's impacts on the students' emotional well-
being. The research team adjusted the instrument to the formats of in-depth interviews, observation 
checklist, and focus groups. The categories and subcategories selected were students' care, health and 
well-being, resilience, and perseverance before, during, and after the COVID-19 pandemic. The results 
confirmed that the participants, even with their developed autonomy and maturity levels, required 
the guidance of professors to cope with stress, anxiety, and depression caused by social distancing, 
economic impacts, and loss of loved ones during the pandemic. The study concluded that literature 
group reading, open dialogues promoted by professors, and mentoring could generate supportive 
environments to improve students' capacity to deal with dramatic events. 
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1  Introduction

Being a university student is one of the most challenging moments and defining undertakings in the life 
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of a professional. The transition from a high school student to a university undergraduate may expose 
students to new academic and personal challenges, inducing stress and poor mental well-being. Whether 
they succeed or fail at it is a determining factor for the future of these students professionally and socially 
(Brewer et al., 2019; Phair, 2014). Without a doubt, a nice or painful experience may be determined by 
the quality of professors and the experience during university life. In such a context, it is important for 
professors to play a key role in supporting students (Anderson et al., 2020; Noddings, 1999). 

The university can offer a supportive environment where the students feel that their professors 
care about them. This can be manifested through the study plan, tutoring, professional guidance, and 
support for conflict resolution even outside the university. Each of them can be a factor that contributes 
to improving the resilience capacities of students since resilience is the desired component that can help 
them face stressful work or family crisis (Grant & Kinman, 2012; Turner et al., 2017).

In this study, care is seen as a determining factor to help students going through a traumatic situation 
acquire resilience. This paper begins with a literature review on care: (1) Care as Relational Teaching, 
(2) Listening as Care, and (3) Caring teaching. Subsequently, the paper presents a hermeneutical analysis 
of the participants’ voices as evidence of the care that an Ecuadorian university and faculties have 
implemented before, during, and after the COVID-19 pandemic for students.

This study aimed to determine the practice used by a group of Ecuadorian professors to care for 
students. It explored how preservice teachers dealt with the difficulties of navigating the pandemic 
restrictions while studying online and also their return to face-to-face classes two years later.

2  Literature Review

This literary review addresses relevant concepts so readers can better understand the context of 
university education in Ecuador and the authors’ positions related to care in higher education. It includes 
findings regarding care and relational teaching in the university context, implications of listening as a 
care practice, and the concepts of longitudinal and lateral competence. Finally, it provides information 
to contrast the participants’ opinions and perceptions regarding Ecuadorian public policies related to the 
student’s well-being and their experiences before, during, and after the pandemic.

Care plays a key role in the preparation of students in higher education. In this context, Freire (2005) 
studies the links between instructors and learners in their daily educational interactions, indicating that 
teaching is an action of the mind, body, and soul. Tronto (1993, p. 104) presents care as “a practice 
and disposition that is essential to what people do”. She posited that professors who care respond to 
unbalanced relations of power, get involved in powerful ways, take concrete actions, and are aware that 
their involvement may be painful, costly and time consuming. 

One key goal of education, Noddings (2012, p. 777) argues, is to create “a climate of care”, for it is 
“in such a climate that professors can best meet their students’ needs, deliver their lessons, and encourage 
learning and application of its contents”. Professors seek to prepare learners for real life situations as 
professionals and in other important adult roles (Contreras León & Chapetón Castro, 2017). 

In this study, we used three instruments to collect data from professors and students about their 
perceptions on their professors’ practices of care: disposition to listen to students, implementing 
schedules, group work dialogue, and tutoring and mentoring. 

2.1 Care as relational teaching

Successful learning requires students’ attention, and when they receive it, they are more willing to pay 
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attention because they feel valued. Noddings (2005) and Aveyard (2014) argue that care lies at the heart 
of a successful education. Caring professors listen to their students, and this causes them to listen back, 
creating a powerful connection among educators and learners (Noddings, 2005). At the heart of care lies 
a sincere desire from professors to share knowledge with their students, which requires hard work and 
commitment. Beyond the expertise and the criticality necessary to bring rigor into the classroom, they 
are careful in integrating contextual factors. Considering context means attending to the specific needs 
expressed by students, instead of acting based on assumptions (Anderson et al., 2020). 

Papadopoulos, cited in Anderson et al. (2020, p. 3), indicates that relational teaching is closely 
connected with intercultural competence. According to him, interculturally competent educators are 
described as individuals that value learner’s identities, and who make an effort to avoid discrimination, 
and to raise awareness about the relations of power and their effect in the professor-student interactions. 
These educators understand the difficulty of learning a second language and, because of that, incorporate 
strategies that allow learners to have more opportunities to communicate in their own ways.

A feeling associated with care in relational teaching is sympathy. Caring educators feel sympathy 
when they hear students describe a painful situation they are going through. The capacity to be moved 
by the affective condition of the student is a characteristic of a caring professor, one that prospective 
professors should try to develop as part of their moral education. 

2.2 Listening as care 

One of the most powerful ways of showing care is listening. An educator who really cares, listens 
and observes attentively. For students, opening and expressing their feelings may be intimidating at 
the beginning, but as the students feel that what they say is respected and valued, they begin to feel 
comfortable and open themselves to dialogue (Senge, 2000). When an atmosphere of dialogue is present, 
the professors detect misconceptions in the group and can address these misconceptions, giving students 
opportunities to seek clarification. The practice of listening attentively on the part of the professor 
encourages the students to do so as well, and in the end, the students not only learn about the subject 
matter, but get to know each other better (Senge, 2000). 

However, professors who listen may be confronted with tough decisions (Anderson et al., 2020; 
Aveyard, 2014). For example, a professor may learn that one of his students is being abused at home or 
being mistreated by another colleague from the same department. How should the professor react? The 
professor may need to prioritize his roles as the person in charge of the class and as a human being that 
should do what is right before a situation that evidently is putting another human at risk. The situation 
demands that the professor puts aside his institutional role and adopt a caring role and would require 
building a relationship with the student that is beyond the scope of his specific subject matter. 

When professors show genuine interest in a student by listening attentively, and acting accordingly, 
they win their students’ trust, opening opportunities to get to know their students better. Buber (1993) 
posited that a student’s belief in the professor “is the most inward achievement of the relationship in 
education” (Buber, 1993, p. 98). Once the professor and their students have established a relationship of 
dialogue and trust, the students may feel encouraged to cooperate with the expectations of the school and 
pursue a path that will benefit their lifelong learning and growth.

Students at all educational levels want to establish a frank and meaningful dialogue with their 
teachers. However, dialogue with their teacher typically is limited to the review of academic and 
logistical aspects necessary for the delivery and completion of the curriculum. Nevertheless, the 
construction of a frank dialogue can be achieved from participation, dedication, and willingness to listen 
(García-Carrión et al., 2016; Mercer et al., 1999; Villafuerte-Holguín & Ramírez-Rodríguez, 2022).



40

2.3 Caring teaching as longitudinal and lateral competence

The idea of continuity was introduced by Dewey (1971) and it refers to connecting current educational 
experiences to past and future educational experiences (longitudinal competence) and to current life 
experiences (lateral competence). In other words, professors must be willing and prepared to teach their 
students, connecting real life experiences with academic ones. And to create these connections, we need 
to use our students’ background knowledge. The lateral aspect tends to be more difficult for educators, 
especially at the higher education level since they need to connect the various courses the students are 
taking and have a holistic approach, that is, not just a professor of their own subject matter. Noddings 
(1999, p. 215) referred to competent professors as carers who want to respond to the voiced and 
unvoiced needs of their students and must have what might be called lateral knowledge. The professors 
should be able to draw on literature, history, politics, religion, philosophy, and the arts in ways that 
enrich their students’ daily teaching and offer multiple possibilities for students to make connections 
with the great existential questions as well as questions of current social life (Wilson, 1999). In addition, 
Wilson (1999) argued that professors should be knowledgeable beyond their area of specialization; 
professors should seek to make longitudinal connections as well as lateral ones. Flecha & Álvarez (2016) 
and Berniz & Miller (2017) argued that constructing connections between students and professors 
requires time, especially because it involves a wealth of knowledge about personal and family matters 
combined with academic ones.

2.4 Research questions

To contribute to the study of the professors’ practice for caring students, the authors organized the data 
collected according to the logic of the following research questions: 
1. How did COVID-19 impact the students emotionally?
2. What were the institutional policy and professors’ initiative practices to care for students before, 

during, and after the pandemic?
3. What were the students’ perceptions about professors’ practice for strengthening students’ resilience 

and coping during and after the pandemic? 
4. What suggestions do students have for professors to improve their practice for care students in the 

university context?

3  Methods

This paper presents a study which uses a qualitative research approach to analyze the participants’ 
perceptions about their professors’ acts of care. It additionally presents an analysis of scientific articles 
published in relevant journals, to identify the most common teaching practices of university professors in 
the care of their students. 

The research team chose the BarOn Emotional Intelligence Scale (I-CE), adjusted by García et al. 
(2018), to collect information regarding the pandemic’s impacts on the students’ emotional well-being. 
The main category considered in the BarOm model is Emotional Intelligence (EI). The model consists of 
five main dimensions: intrapersonal, interpersonal, adaptability, stress management and general mood. 
Each of the dimensions involves several subcomponents that are presented in Table 1. 

The data collected was organized in three periods: before, during, and after the COVID-19 pandemic 
in the context of a public university in Ecuador, South America. 
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Table 1
Dimensions of the BarOn Model (García, 2018)
Dimensions Definition
Intrapersonal It refers to the recurrent or non-recurrent thoughts that the person 

has regarding a particular problem. The subcategories used are: Self-
understanding, assertiveness, visualization.

Interpersonal It refers to the relationships and situations between the subject of study and 
the people who make up his or her close relationship. The subcategories 
are: Regulation and empathy, social responsibility, maintaining satisfactory 
interpersonal relationships, knowing how to listen, being able to understand, 
appreciating the feelings of others.

Adaptability It is a person’s capacity to create a flexible balance between an excessively 
changing situation (which becomes a chaotic system) and an excessively 
stable situation (rigid systems) (Salazar Samillán, 2020). Its subcategories 
are: Problem solving, flexibility, realistic and effective in dealing with change, 
daily problem solving.

Stress management Normal and healthy reaction of the body to face small daily challenges and 
exceptional or difficult situations in life. The body “speeds up” to have, 
instantly, if necessary, the energy and strength to react to the situation (Pérez 
Jarauta et al., 2002).

General mood This refers to the position that the person assumes with respect to difficulties 
and his or her perception of happiness and optimism. The negative or positive 
interpretation of daily events.

3.1 Participants

Thirty preservice teachers and ten professors affiliated to the Ecuadorian public university Laica Eloy 
Alfaro de Manabi participated in this study. They are part of the English teacher education program in the 
College of Education. The preservice teachers were between the ages of 19 and 25 years, with 70% being 
female and 30% male. The professors were between the ages of 40 and 55 years, with 60% being male 
and 40% female. All the participants are Ecuadorians. As for their ethnicity, two (6%) preservice teachers 
self-identified as afro-Ecuadorians, while twenty-eight (94%), mixed-race. The sample selection criteria 
were (1) being a preservice teacher or a professor in an Ecuadorian national university before, during and 
after the period of confinement of the pandemic, (2) voluntarily accepting an invitation to participate in 
this study, and (3) signing a letter of informed consent.

3.2 Data collection methods

The research team used an in-depth interview guide, focus groups, and an observation checklist to collect 
data related to acts of care executed by professors. 

3.2.1 In-depth interview guide

This interviews aimed to collect information from ten students concerning the impacts of COVID-19 on 
university students. To help formulate the interview questions, the researchers referred to the Emotional 
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Intelligence Scale proposed by BarOn (1988) as published by García et al. (2018), which analyzes 
five categories: Intrapersonal, interpersonal, adaptability, stress management, and general mood. A 
panel of educators in education leadership, educational psychology, and curriculum development 
affiliated with the University Laica Eloy Alfaro de Manabí located in Ecuador, reviewed the categories 
and recommended remarking the items to the impacts of COVID-19 in three categories: (1) personal 
emotions, (2) family economy, and (3) academic demands. 

The interview included an essential question per category. In addition, it also asked participants about 
resilience measures taken to overcome the effects of the pandemic. The interviews took place online via 
ZOOM. Each interview lasted approximately 40 minutes.

3.2.2 Observation checklist

The research team prepared an observation checklist to collect data concerning (1) affective issues from 
the participants’ relatives, friends and classmates that emerged during the COVID-19 pandemic, (2) 
socio-economic impacts that affected the participants’ relatives, (3) related academic difficulties, and (4) 
care strategies implemented by professors during their practice.  

The observation checklist and template were reviewed by the same panel of educators that reviewed 
the interview guide. The observations were carried out by the research team over three periods: (1) a 
monthly observation of students and professors from September to December 2019 before the declaration 
of health emergency in Ecuador; (2) observing students and professors via ZOOM, from June 2020 to 
October 2021, and (3) a monthly observation of students and professors from April to August 2022, after 
the health emergency.

3.2.3 Focus group meetings

The research team organized focus group meetings to collect data on the professors’ instructional 
practices that showed care for their students during the pandemic. For this purpose, they wrote a question 
guide. The guide in the original version consisted of 12 open questions. The questions were reviewed by 
a panel of experts in the fields of leadership, communication, and psychology affiliated to ULEAM. They 
suggested reducing the number of questions to 8, focusing on the relevance and contribution of students’ 
resilience and coping behavior during and after the pandemic. 

There were two focus group meetings. The information collected through the focus group 
meetings allowed us to analyze the professors’ opinions about three instructional practices for 
students’ care: (1) literature dialogic discussion teams, (2) students’ teaching experiences, and (3) 
students’ forums and mentoring. 

3.3 Procedure

The research was carried out in five phases: 

Phase 1. It began in January 2020 before an official declaration of a state of health emergency 
due to the pandemic in Ecuador. The student and professor’s enrollment process started. They 
accepted the volunteer participation and signed the consent letter. The research team prepared 
the instruments and the educators’ panels revised the instruments.

Phase 2. The in-depth interviews with the students were carried out using ZOOM, to collect the 
impacts of COVID-19 on them. 
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Phase 3. The research team filled out the observations checklist to collect information 
concerning the professors’ practice for care of university students. The first focus group meeting 
was carried out in February 2020 using ZOOM. The meeting lasted approximately 90 minutes.

Phase 4. The second focus group meeting took place in July 2022, when students returned 
to face-to-face instruction and served to collect the students’ perceptions about professors’ 
practices that helped them cope and gave them resilience. Students also recommended routes to 
improve the professors’ practices. The focus group meeting lasted approximately 50 minutes.

Phase 5. The research team collected and analyzed all the information. The analysis was 
conducted in August 2022 using the software ATLAS.ti, version 8.

4  Findings & Discussion

The analysis of the data from the interviews showed that when there is a genuine and equitable dialogue 
between students and professors, a safe learning environment is created that allows students to express 
their differences in identity and maturity with confidence. 

The results also indicated that students could manage their emotions more successfully when a 
genuine dialogue is maintained between students and professors, but also between students and their 
friends, partners, and relatives. Thus, the authors argue that professors need to strengthen their role as 
counselors and mentors to achieve a strong collaboration with all members of the class. 

However, the genuine dialogue must emerge from reflection and meditation to avoid the progressive 
emotional overload on the part of students and professors.

4.1 Students’ emotional impacts caused by the COVID-19 Pandemic

The students’ voices collected reflected (1) emotions, (2) their family’s financial concerns, and (3) online 
education demands. More specifically, the impacts of COVID-19 on the students during the first wave of 
infections affected them emotionally (with varying degrees of severity), mainly because the future was 
uncertain in the face of a pandemic caused by a virus unknown to science. During the second semester of 
2022 and the first semester of 2023, when there was a new wage of COVID-19 contagions in Ecuador, 
students started virtual education. During this period, recurrent impacts on students’ emotions tended to 
be related to the logistical difficulties in terms of access to devices, and connection to the Internet.

The analysis of the data collected from focus group 1 firstly reflected, in all students, a high sense 
of social responsibility, especially in the year 2020 during the beginning of the global health emergency 
by COVID-19. 

“It has not been a good time and I had to prioritize the more important things in order to move 
forward in my life.” 

“I had to assist many customers at my job at a drugstore - some were infected with COVID-19. 
It is always a risk, but somebody should do it.” 

“What affected us the most on a family level was the death of my grandmother on my mother’s 
side. That happened in May/2020. I think we are still affected.” 

The data also reflected health concerns, be it physical or mental health:

“My dad got COVID-19. Everyone in the family feared being infected, and there were no 
vaccines. I can feel how afraid people are. They do not want to die.”

Jhonny Villafuerte, Éder Intriago-Palacios and Antonieta Morales-Jaramillo
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“I am very sad. Many people died, and we were afraid and anxious. COVID-19 left physical 
health sequelae and depression in my parents.” 

“Emotionally, the pandemic affected me because I had been diagnosed with anxiety and 
depression before the pandemic. All that COVID-19 stuff made my health worse. I feel very 
bad and I can see people suffering very hard.” 

Regarding the students’ adaptability to social distance and online education, the data showed that 
the participants had moderate and high levels of flexibility before complex situations, but a high 
level of stress arising from the fear of getting infected with the virus. Consequently, the participants 
had difficulties keeping calm and in a good mood when they learned that friends and relatives were 
COVID-19- positive. They were pessimistic about their friends and relatives’ health. In addition, the 
students reported multiple negative impacts on their academic activities and achievements. They also 
reported other challenges, in terms of work and social relations:

“My online class schedule coincided with my two brothers’ classes, and we had only one 
computer with internet. I had the computer only for a short time. I would do homework at night 
or early in the morning.” 

“Being locked up in my house for a long time stressed me out. I could not get together with my 
friends, and things at home were complicated.”

“I was laid off from my job at a coffee shop as the clientele dropped to zero, and the owners 
opted to close the shop. It stressed me out, and I became desperate.” 

The new ways of working (education online), the evaluation processes, and above all, the safe distancing 
measures impacted the participants. Students identified excessive exposure to news broadcasts as a 
source of fear, stress, and anxiety in the face of academic and home burdens and responsibilities. 

Financially, the pandemic impacted most strongly on students whose families did not have a 
permanent income (30% of the participants). Some families experienced the bankruptcy of the family 
business. Students and their families started ventures or transformed their businesses to cope with the 
impact of the pandemic on economic sustainability.

4.2 Institutional policy and professors’ initiatives for students’ care

Data concerning institutional policy and professors’ initiatives for the care of students before, during and 
after the pandemic are presented below:

4.2.1 Institutional policy

The institutional policy for student care before the COVID-19 pandemic included: 
1. Affirmative policies to support students with disabilities, 
2. Attention to vulnerable (for reasons of ethnicity, migration, gender identity, among others) students,
3. Economic support in the form of partial scholarships for outstanding and economically 

disadvantaged students,
4. Execution of student health and welfare services,
5. Free legal advice services,
6. Student tutorials and academic counseling.

During the pandemic, the policy included:

                              International Journal of TESOL Studies 5 (3)
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1. Execution of campaigns for the collection and distribution of medicines and food for university students,
2. Online medical service,
3. Online mental wellness support,
4. Intensive student tutorials and academic counseling online,
5. Vaccination campaigns.

In this post-pandemic period, the policy includes: 
1. Affirmative policies to support disabled and vulnerable (for reasons of poverty, ethnicity, migration, 

gender identity, among others) students,
2. Economic support in the form of partial scholarships for outstanding and economically 

disadvantaged students,
3. Execution of student health and welfare services,
4. Free legal advice services,
5. Student tutorials and academic counseling,
6. Mental wellness support,
7. Vaccination campaigns against COVID-19.

4.2.2 Professors’ initiatives for care

Professors’ initiatives for students’ care before the COVID-19 pandemic included: 
1. Academic tutoring according to the opening hours established by the programs,
2. Accompaniment for students in face-to-face academic events: congresses or seminars,
3. Support for the professional growth of students,
4. Accompaniment for students in major curricular, social, sports, and recreational activities,
5. Creation of safe spaces for student reflection on learning about pre-professional practices and 

disagreement between students and professors,
6. Counseling and support to improve opportunities for access to the job market.

During the pandemic, they included: 
1. A move to online teaching,
2. Creation of safe virtual spaces to help students cope with the effects of confinement and regain hope 

for the future,
3. Counselling and emotional support for students in the face of contagion and loss of loved ones,
4. Online tutorials available at times according to the needs of the students,
5. Participatory decision-making between professors and students regarding deadlines for delivery of 

tasks, projects, among others,
6. Accompaniment for students in online academic events: Congresses, conferences, seminars,
7. Advice on student enterprises.

Post Covid-19 initiatives are now: 
1. A move back to face-to-face teaching, 
2. Counselling and emotional support for students, 
3. Both face-to-face and online academic tutorials, 
4. Return to academic activities not allowed during confinement (e.g., internship)
5. Accompaniment for students in academic events (e.g., conferences) in online and face-to-face modes,
6. Advice on student ventures that emerged during the pandemic.
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According to students, something important to them is the professors’ disposition to listen to students 
speak about their academic challenges and also affective issues related to their families and friendships. 
In this sense, democracy is one of the main characteristics required to establish trust among the 
participants of a dialogue (García-Carrión et al., 2016), because it strengthens participatory work (Flecha 
& Álvarez, 2016) and contributes to the creation of safe spaces for learning (Mercer et al., 1999). 
Additionally, Berniz & Miller (2017) argue that dialogue as a teaching practice contributes diversity 
and to the construction of long-lasting cooperative ties, which is consistent with the findings of this 
present study. It is therefore important for professors and students to engage in dialogue, so that they can 
understand each other’s ways of thinking. 

4.3 Students’ feedback on their professors’ care

During the pandemic, the students experienced stress and bad moods. Supporting students required the 
professors to be good at assertive communication, relaxation techniques, and mentoring. The attention to 
students’ emotions must follow routes that facilitate the approach to problems of interest to students, the 
construction of learning and listening environments in face-to-face or virtual spaces that are equitable, 
collaborative, and supportive. The strategies used by the professors to help students to manage their 
emotions more successfully were teaching experience groups and discussion forums. These strategies 
helped eliminate barriers, exclusion, reproach, and discrimination among the people who took part in the 
project. The most common practices according to students that their professors used to dispense care for 
students included interpersonal regulation, empathy, visualization, and assertiveness. 

Concerning the professors’ practice for care students in the category of interpersonal relationships, 
one important factor was listening, as reflected by some of the students’ comments extracted from focus 
groups 1 and 2: 

“I like the dialogues that arise from reading the novel -La emancipada- because we, the 
students, can freely express our opinions without fear that someone will criticize us.” 

“In this activity, everyone respects each other’s opinions, which helps me calm down 
emotionally and look for solutions to my problems related to the university.”

“In the experience clinic, we discussed the problems arising during the education field 
experience. There we are listened to and can exchange ideas to solve the problems that affect 
us and that worsened during the pandemic. The professors listen to us patiently. He asks us 
to analyze our possible alternative solutions to the problems that affect us. We know that the 
future is uncertain.” 

“It is a relief to have one-on-one tutoring. I feel good because no one pays attention to my 
needs at home. Everyone is stressed out because of the coronavirus issue. I like that my 
professor listens to me, and I can talk to him about my problems with complete confidence. It 
helps me to look for solutions to my problems.” 

The students experienced challenges during and after the pandemic. Even after the vaccination of 70% of 
the Ecuadorian population and the reduction of COVID-19 infection in 2022, participants had to adapt to 
a new reality. However, the students noted that, during these periods, their professors and their activities 
helped them manage stress and bad moods:

“We all need time to assimilate the facts. Talking to my classmates and professor helped me 
accept my grandmother’s death. It helped me to accept the changes that come after the death of 
a loved one and to recognize that they always wanted us to live happily.”

“Reading that book helped me to accept that it is necessary to continue living my life.”
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“We had to return to my grandparents’ house because, during the pandemic, my father’s business 
went bankrupt. These months have been terrible for my father. He is under too much stress. At 
least, I have these conversations and I can expulse all bad feelings I have inside of me.” 

“I could not concentrate on my studies. I am very upset with myself. I thought I could manage 
all these problems by myself. I see that my professors helped me by extending the deadlines for 
handing in my homework.” 

The professors’ care gave students the support to adapt to the new reality and manage negative emotions 
and thus the transition from online to onsite classes. 

4.4 Students’ suggestions to improve professors’ practice of care 

Even during this post-pandemic period, the fear of COVID-19 reinfection persists. Students suggest 
ways to improve the professors’ practice for care, such as these:

1. Remember that not all students have the same learning pace.
2. Identify what is needed to reach the lesson goals (routes followed by learners)
3. Present more explanations and examples when the topics are complex.
4. Give more feedback to student work.
5. Dedicate more time to academic mentoring.
6. Give students time to attend important events in the students’ lives: birthdays, marriages, baptisms, 

wakes, and graduation.
Furthermore, the evidence found in this study indicates that professors should implement practices 
that contribute to the strengthening of students in terms of the ability to adapt to changes, strategies to 
motivate students to learn, and the management of emotions during classes.

5  Conclusion

Based on the literature review and the results of this research, the authors concluded that the professors’ 
practices of caring for students helped them cope with their difficulties before, during, and after the 
Covid-19 pandemic.

Undergraduate students undergo a complex process when they start their undergraduate program. 
From the moment they arrive at the university classrooms, they must adapt to university life and assume 
responsibilities related to their academic performance, physiological and mental health, and finance. 
Therefore, students require continuous care support from professors and peers.

During the pandemic, attending classes online for almost two years in Ecuador revealed that students 
faced challenges academically, socioeconomically, and emotionally but they benefitted from the support 
of their professors.

This study was limited to only one of the 38 universities in Ecuador. The main contribution of 
this study lies in the determination of best caring practices that teachers can put into effect to support 
students. The results of this study may be seen as a call for attention for universities to implement care 
practices as an institutional policy. These best practices were:
1. the creation of safe spaces for frank and open dialogue between professors and students, 
2. the availability of tutors for academic follow-up and the flexibility of schedules, 
3. support for students in academic and personal matters.

These care practices can contribute to a holistic educational experience for university students.
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