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Abstract

Due to the COVID-19 pandemic, schools across North America closed to in person learning in March 2020. Since then, it
has become increasingly clear that physical distancing will need to be prolonged in the 2020/2021 school year and possibly
resumed in the future. In response, education ministries shifted teaching and learning online. Research is urgently needed to
mitigate the effects of COVID-19 on teaching and learning, particularly in the foundational early primary years. This research
directly responds to this concern by examining the unique challenges associated with remote teaching and learning in early
primary contexts. Given that learning in kindergarten and early primary grades is largely play- and inquiry- based, there is
a particular need to investigate the impacts of this move for teachers, parents, and children in K-2. As such, the purpose of
this research is twofold: (1) to capture the unique challenges and unanticipated successes associated with remote teaching
and learning, and (2) to utilize findings to provide recommendations for remote learning as well as strategies for support-
ing in-person learning in the COVID-19 era (and post COVID-19 era). Data collection included 45-min semi-structured
interviews with K-2 teachers (n=25) and parents (n=11). All participants were from Ontario Canada. Data were collected
from April-June 2020. The sample size was chosen to ensure saturation while uncovering a variety of perspectives. Data
were analyzed in NVivo using an emergent thematic approach (Patton, 2016). The emergent thematic approach to analysis
revealed five themes: equity considerations, synchronous versus asynchronous teaching and learning, social and emotional
effects on students, academic impacts, and effects on parents/families.
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Introduction

The World Health Organization declared COVID-19 a pan-
demic on March 12th, 2020 (Viner, 2020); upon this declara-
tion, nations world-wide began instituting temporary school
closures (Wang et al., 2020) as a part of community-based
public health measures (Wilder-Smith & Freedmann, 2020).
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Among other public health measures, such as mandated
mask wearing in public spaces and mandatory social dis-
tancing (Wang et al., 2020), these measures were instituted
in an attempt to slow the spread of the COVID-19 pandemic.
The peak of school-closures world-wide was in April 2020,
at which point 199 countries had school closures in place
(World Food Program, 2020).

School closure protocols varied across Canada (where
the current research was conducted) under the guidance of
provincial/territorial health authorities (Alphonso, 2020;
Government of Canada, 2020). Individual provinces and
territories adopted remote teaching and learning protocols
as the pandemic progressed over the spring of 2020. The
Ontario Ministry of Education mandated that all teaching
be moved to remote learning in March of 2020 (Govern-
ment of Ontario, 2020a), calling this the Learn at Home
Initiative (Government of Ontario, 2020b). The Learn at
Home Initiative extended indefinitely over the spring of
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2020 (Government of Ontario, 2020c, 2020d, 2020e, 2020f).
Given that learning in the early primary grades is largely
play- and inquiry- based and focuses on social, emotional,
and cognitive aspects of learning, policy makers, teachers,
and parents were particularly concerned about the short- and
long-term impact of remote teaching on learning in the early
years. As such, there was a need to investigate the impacts
of this move for teachers, parents, and children in Ontario.

Understanding the Unique Impacts of Remote
Teaching Initiatives in Early Primary Contexts

Due to the complex and multifaced nature of early primary
education, the shift to remote teaching and learning proved
to be quite difficult for teachers, parents, and students (Tim-
mons et al., 2020; Yamamura & Tsustsui, 2021). Ontario’s
Pedagogy for the Early Years identifies four conditions
required for children in their learning: (1) belonging-which
involves connecting with others and forming relationships,
(2) well-being- which focuses on the physical and mental
health of students, (3) engagement-which involves creat-
ing opportunities for students to explore with their natural
curiosity, and (4) expression- which focuses on providing
opportunities for students to communicate in a variety of
forms (Ontario Ministry of Education, 2014b). Imperative
to learning in the early years, these four foundational con-
ditions “of early years programs ensures optimal learning
and healthy development” (Ontario Ministry of Education,
2014b, p.8). Over the past decade, teachers have worked to
ensure their practices embrace these four learning condi-
tions. The shift to remote teaching and learning has meant a
complete re-thinking of the delivery of early years programs,
whereby teachers needed to examine how they would meet
the four conditions for learning in a remote context.

In Ontario, early primary programs are largely taught
through play- and inquiry-based approaches. These play- and
inquiry-based activities require teachers to probe learning
and curiosity as it occurs. The role of teachers in this pro-
cess cannot be overstated, as they “depend on their nuanced
understanding of the many ways in which children learn and
develop and how children’s grasp of concepts is revealed
during play” (Ontario Ministry of Education, 2016, p.19;
Trawick-Smith & Dziurgot, 2010). In this capacity, teachers
work to co-facilitate and extend learning.

The early primary grades are important for the acqui-
sition of foundational language, literacy, and math skills
(Ontario Ministry of Education, 2016; Piasta, 2016; Pur-
pura et al., 2011). Language and literacy skills develop as
children learn to communicate through a variety of interac-
tions, both verbally and non-verbally (Ontario Ministry of
Education, 2016). To ensure literacy interactions are mean-
ingful, teachers in the early primary grades are continu-
ously assessing (both formally and informally) literacy and
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language skills of individual students to ensure that teaching
is tailored to individual learning goals. Similar to literacy
learning, mathematics skills in the early primary grades are
often fostered through teacher guided play-based activities,
where students have the opportunity to develop numeracy
skills, create patterns, sort items, and estimate (Ginsberg,
2006; Hunting, 2010) among other things. For rich learn-
ing to take place, however, purposeful interactions between
teacher and student must take place (De Vries et al. 2010;
Ginsberg et al., 2008) wherein the teachers can differenti-
ate instruction to individual student abilities and interests.
This allows teachers to support students in consolidating and
extending their learning to relevant contexts. Thus, framed
within play-based learning, quality language, literacy, and
mathematics instruction requires teachers to thoughtfully
engage with individual students and to meet students where
they are. This becomes increasingly challenging to do when
teaching and learning is shifted online. As such, teachers
were challenged with how to continue to offer a play-based
inquiry program that meets curriculum expectations within
a remote teaching context. With the onset of the Learn at
Home Initiative, teacher roles shifted to unknown territory.
Although their duties remain, teacher capacity to facilitate
and consolidate student learning has been reduced. Teach-
ers now require more support from families to support the
academic and social learning of students.

According to Ontario’s Pedagogy for the Early Years “the
web of family and community is the child’s anchor for early
development” (Ontario Ministry of Education, 2014a, p.3).
The Learn at Home Initiative required parents to take an
active role in their children’s learning unlike ever before.
Moving instruction online means that K-2 students will
require a profound amount of support in accessing the learn-
ing materials, as most will not have the skills or experience
required to navigate technology and software to complete
assigned activities independently. As such, remote teaching
and learning requires that families assist their children with
not only accessing the learning materials shared remotely
with children but also with the delivering of instruction
(Pramling Samuelsson et al., 2020). This requires that par-
ents understand the learning expectations for all activities.
Despite considerable involvement of families in the learn-
ing of their children prior to the COVID-19 pandemic, the
additional requirement for families to take on the role of the
teacher in delivering instruction proved to be challenging for
parents (Timmons et al., 2020).

Setting the Context: Implementation of Remote
Teaching and Learning

The transition to remote teaching and learning has var-
ied within and across countries, ministries, boards of
education, schools, and at the individual classroom and
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teacher level (Fahrurrozi et al. 2021; Sangeet & Tandon,
2020); without precedent to consider, a lack of policy left
much discrepancy among teachers regarding delivery. The
Ontario Government outlined the minimum expectations
for student worktime in a given week based on the learning
materials and work assigned by teachers. For early primary
students, these expectations included five hours of school-
work per student per week, with an emphasis on math and
literacy learning (Ontario Ministry of Education, 2020g).

The Learn at Home remote teaching initiative requires
teachers and families to have access to internet, educa-
tional resources, and appropriate software (Van Nuland
et al. 2020), in order to engage in the learning process and
enhance capacity to support children in a remote context
(Garbe et al. 2020). Although stated as requirements for
success, access to reliable internet proved to be a barrier
for at least 12% of Ontario households (Van Nuland et al.
2020). Moving forward, equitable access to learning for
all students must be a priority as teaching and learning is
shifted online (Timmons et al., 2020).

The delivery of remote teaching and learning most often
includes both synchronous and asynchronous aspects of
learning (Mladenova et al., 2020; Moorhouse & Beau-
mont, 2020; Ross & DiSalvo, 2020; Schwartz, 2020; Yi &
Yang, 2020). Sometimes mandated by individual school-
boards, the form of delivery varies accordingly, however, it
is also dependent on the teachers’ capacity to deliver either
synchronous or asynchronous programming (Miruna,
2020). In synchronous delivery, teachers and students meet
in real time. Asynchronous learning allows more flexibil-
ity as students can complete learning activities on their
own schedule (within parameters set out by the teacher).
Typical methods of asynchronous learning include pre-
recorded video or audio content, lesson plans/modules,
links to external videos, and discussion boards. Unsur-
prisingly, the shift from in-person teaching and learning
to synchronous and asynchronous delivery of instruction
came with great concern for potential negative academic
and social effects on students. There were unique concerns
for the early years, given that learning in the early primary
grades focuses on developing early literacy, language, and
mathematic skills (Ontario, 2016) that are foundational
for lasting academic success (Pinto et al. 2016). These
concerns were exacerbated given that the frequency of
instruction was greatly reduced with the move to remote
instruction. The halt of in-person learning in which stu-
dents transitioned from 5-6 h of school a day (Government
of Canada, 2017) to 5 h a week resulted in concerns for the
quality of early primary education (Timmons et al., 2020).
A reduction in quality related to changes in the delivery
and frequency of instruction requires an examination of
the short- and long-term academic and social implications
of remote teaching and learning.

In addition to academic skills, the early primary grades
are essential for the development of social skills, as children
learn to negotiate and collaborate with peers (Blair et al.,
2018). The Ontario kindergarten curriculum highlights that
“learning and development take place in the context of social
relationships” (2016, p. 108), as children begin to understand
the world based on interactions with their peers, their fam-
ily, their community, and their teachers. Moving to remote
teaching and learning contexts means that if social interac-
tions are happening, they are only occurring through online
video meetings, where it is difficult and arguably impos-
sible to develop the pro-social skills for which a play-based
early learning environment naturally allows. As the current
context raises concerns about the uncertainty regarding the
safety of in-person learning, and the increasing possibility
that social distancing will need to be prolonged, or possibly
resumed, in the future (Viner et al., 2021), it is important to
understand how teachers moved their instruction online and
how best to support teachers and parents with these efforts
if remote learning continues in the future. This research is
part of a larger Ontario study that sought to examine the
implementation and impact of remote teaching and learning
initiatives in early primary (kindergarten, grade 1, and grade
2) and secondary school (grade 9—-12) contexts in Ontario.
The research presented in this article directly responds to
the education challenges faced in the early primary educa-
tion context.

Methodology

This study was approved by the Queen’s University Graduate
Research and Ethics Board (GREB). Participants provided
informed consent with knowledge that their participation
was voluntary, and the personal information would remain
confidential to the research team. A convenience purposive
sampling technique was used to recruit teacher and parent
participants. Participation was advertised via social media
(Twitter, Facebook) and participants were selected if they
were a) a qualitied teacher or early childhood educator
currently working in grades K-2, or b) a parent of a child
in grades K-2. Recruiting through social media platforms
allowed for a broad sampling of educators and families
across Ontario. These procedures improve population integ-
rity in recruitment. The sample size was chosen to ensure
saturation (large enough sample to sufficiently address the
research questions) while uncovering a variety of perspec-
tives. Qualitative methods were chosen because of their
ability to provide flexibility and explore more deeply the
emerging trends of remote teaching and learning.

This research utilized semi-structured interviews (approx-
imately 45 min) to capture the perspectives of early primary
teachers (n=25) and parents (n=11). Semi-structured
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interviews were conducted via Microsoft Teams or a pass-
word protected Zoom meeting using a common interview
protocol (See Appendix A). The semi-structured interview
questions were developed with the goal of addressing the
research questions while also ensuring that a range of per-
spectives and experiences could be captured from educators
and parents. Next, the interview questions were reviewed
by the research team and colleagues working in the early
primary field. Finally, the interview protocol was reviewed
by GREB. All interviews were conducted by the PL

Teacher Interview

Interviews with teachers focused on the following topics/
questions:

e School/school board resources and supports

e Perspectives on impact (on students, parents, and teach-
ers- short- and long-term)

e Planning: How are teachers planning for remote learn-
ing? How is this different from the ways in which teach-
ers planned previously?

e Teaching and Learning: Describe what remote learning
looks like. Weekly schedule.

e What does play and play-based learning look like in
remote instruction?

e Assessment: How do you assess learning that takes place
remotely? Assessment examples.

e Transition back to in-person learning

e Recommendations for improvement and support (short-
and long-term)

Parent Interview

Interviews with parents focused on the following topics/
questions:

e Described what remote learning looks like for their child
(week plan)

e Engagement

e Impact (short- and long-term/ successes and challenges)

e Supports they need now and what they will need when
child goes back to in person learning

e Their role in the learn at home initiative

e Parenting (best/hardest things)

e Transition back to in-person learning (and what the fall
will look like)

e Recommendations for improvement and support (short-
and long-term)

As stated previously, this research comes from a larger
research study that sought to examine the implementation
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and impact of remote teaching and learning initiatives in
early primary and secondary school contexts. One PI led
the early primary research team, and the second PI lead the
secondary school research team. Although only the data
from the early primary research is reported in this paper, it
is important to acknowledge the larger study in order to best
capture the coding procedures.

In an effort to increase dependability and trustworthiness,
the following sections describe the detailed coding process
(Tobin & Begley, 2004). Once the interviews were tran-
scribed verbatim, the two PIs (early primary and secondary
context) met to develop a data-driven codebook. Once the
first draft of the codebook was developed, the coding struc-
ture was shared with both research teams. A 1.5-h training
meeting was held to review the initial data-driven codebook
developed through an initial inductive coding of the inter-
views. A second, 2-h meeting was set with the two research
assistants from the early primary team to further discuss and
review the data-driven codebook. Questions and concerns
regarding the coding structure were discussed and minor
key-word changes were made to more accurately address
the interview questions. Following the training meetings, the
two research assistants from the early primary team individ-
ually coded 6 interviews (3 teacher and 3 parent interviews)
to ensure inter-rater reliability. A third research training
meeting (1.5 h) was scheduled to review the coding proce-
dures and data-driven codes, and additional changes were
made to the codebook. Inter-rater reliability of 98% was
achieved. Reliability was calculated by comparing agree-
ments divided by agreements and disagreements. Where
there were disagreements, the research team discussed the
meaning of each code in context of the participant responses
to ensure consistency. This procedure is consistent with reli-
ability procedures employed in previous research (Heagle
et al., 2017; Timmons, 2018; Timmons, 2019; Timmons
et al., 2020).

After completing the data-driven codebook, the teacher
and parent data were thematically analyzed (Patton, 2002;
Thomas, 2006). For this process, similar codes were grouped
together into categories. The research team then examined
the data within the categories to identity broader patterns
known as themes. From these themes, narrative descriptions
of themes were generated (see Table 1). Thomas (2006) dis-
cusses the purposes of an inductive approach as threefold:
(1) to condense raw text data into a summary format, (2) to
establish clear links between research objectives and find-
ings derived from the raw data while ensuring transparency,
and (3) to develop a framework of the underlying structure
as evident in the raw data. This approach provides a system-
atic procedure for analyzing qualitative data that produces
reliable and valid findings (Thomas, 2006) and provides the
structure and simplicity required in interpreting teacher and
parent perspectives.
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Table 1 Summary of themes

Theme

Description

Frequency

1. Equity considerations

2. Synchronous vs. asynchronous teaching and learning

3. Social and emotional impacts on students

Discussions relate to accessing technology, missing essential
resources, training to use technology, accommodating for lack of
access, and challenges at home

Discussion around delivery of remote teaching and learning; benefits
and challenges

Concern for social and emotional development and well-being, both

23 for teachers
9 for parents

17 for teachers
11 for parents

23 for teachers

short- and long-term

4. Academic impacts

5. Impact on parents and families

Perceived short term and long-term impacts on academic outcomes

Multiple impacts on families (both positive and negative)

11 for parents
21 for teachers
11 for parents
23 for teachers
11 for parents

Results

A total of five themes emerged from the parent and teacher
datasets. A summary of the themes including a description
and frequency for each theme can be found in Table 1.
The notation “P” is used to represent quotations from par-
ent participants and ‘T’ for teacher participants. Verbatim
quotations are presented below; however, it is important
to note that fillers (ums, uhs, etc.), stutters (in-in-in in-
conclusion), and ambient sounds were removed in the
reporting of quotations.

Theme 1: Equity Considerations

A frequent theme that emerged across both stakeholder
groups centred around equity considerations. Teachers and
parents reported concerns with inequitable access to tech-
nology and missing essential resources. For example, this
included connectivity issues as described by this parent,
“Absolutely...we’re a little bit [out] in the country, so we
do have internet issues, and connectivity issues I would say
more than anything else now.” (P8). However, some families
struggled with this more than others indicating that resources
and access were not equal in the district. One parent stated,
“it definitely puts a lot of things into perspective when you
start looking at the inequities when it comes to access to
stable internet” (P6). Teachers and parents also identified
equity concerns related to the sharing of technology. More
specifically, in some families technology was shared across
multiple children, “Yeah, one of my kids [students] has 5
siblings and two of them are in high school, so my little guy
is in grade 2 and his sister is in grade 1 and they never get
on. They haven’t been on yet. It’s those times, they just say
‘my brother he’s using the Chromebook’” (T7). Therefore,
there were ongoing equity concerns related to technology as
a result of the shift to remote learning.

Parents discussed the extent to which they were able to
support their children with remote learning, which was often
dependent on the amount of time that they could allocate.
This parent described the amount of time required, “If I was
working full time, I really don’t know that I would be able
to do it like this. I either would have had to take a leave of
absence, or I don’t think that I would have been able to get
done as much as I'm doing now” (P4). This quotation high-
lights another inequity that moves beyond access to technol-
ogy. This parent highlighted the time-consuming nature of
remote learning. Some parents may be unable to support
remote learning if they are working and unavailable to sup-
port their children while learning from home. Unsurpris-
ingly many of the parents in the study were not teachers
themselves and thus did not have formal teacher training.
Therefore, many parents discussed the difficulties that they
had with supporting remote learning given the lack of under-
standing of how to execute the lessons that were provided to
their children. In contrast, one parent who was also a teacher
shared their experiences, “I haven’t taught kindergarten
before but I know enough to know the questions to ask and
how to navigate through tasks, whereas, I'm assuming for
parents that have no background in teaching that it would be
really challenging to try and navigate” (P11).

Participants were also concerned that remote learning
would continue beyond the spring 2020 term and that this
would have inequitable impacts for some students. Parents
expressed deep concerns for the widening of learning gaps,
given that students did not have equitable access or equal
levels of support or resources available. One teacher sug-
gested a way to address challenges with equitable access
and learning was through the provision of home packages.
More specifically, these home packages would provide
families with supplies necessary to engage with the type
of teaching and learning interactions that occur in the early
primary grades, “If it is still remote learning, we will need
go get supplies and ask our admin to order supplies for
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families: glue sticks, and scissors, and markers, and play-
dough and boxes of counters, and make sure every family
has them. This way we can plan for the children knowing
the materials they have. A family package will be needed”
(T16). Transitioning from in-person to remote learning
disadvantaged certain groups of students and families fur-
ther while privileging others who had greater access to
resources and supports. Findings from this research sug-
gest that remote learning exacerbated inequitable access
to resources and supports and may have widened learning
gaps. Despite deep concern from teachers in regard to the
potential long-term implications for some of their students
(i.e., racialized students, students with exceptionalities,
and students from low SES families), many of the teach-
ers in this study differentiated their practices and provided
additional supports in hopes to provide the support needed
to offer equitable access to learning.

Despite the challenges associated with limited access to
technology and allocation of resources, teachers and parents
were cognizant of initiatives to improve access and equip
students with the necessary resources. One way that teach-
ers worked to accommodate a lack of access was by post-
ing materials at the start of each week either on Sundays or
Mondays. For example, one teacher explained, “Anything
that we do that is live, is sort of above and beyond because
we do have a number of students who do not have access to
the computer during the day due to parents working, due to
older siblings who have more pressing needs. You really
could log-in at 8am on Monday, download everything for
the week, and just do it on your own if that’s the best fit. We
try to make everything available asynchronous, do it at your
own pace” (T9). Another way that teachers accommodated
for differences in technology access was limiting the use
of technology so that the learning was not dependent upon
technology. For example, some students were still waiting on
technology from the school board. This teacher explained,
“A lot of my families, although the school board has given
devices, a lot of them are still waiting or haven’t accessed
them yet, so I’'m trying to make it as device-free as possible”
(T8). Teachers also discussed the need to provide training to
parents and families on how to use technology. Just giving
them access to a tool is not enough. One teacher said that
they would offer a workshop for families and elaborated,
“It’s made me think that maybe, if I were to return to this
role again, I'm thinking maybe a workshop for my English
Language Learners, like their families on, how to use tech-
nology, I know that sounds so simple, but so many of them
don’t know, they are not aware of certain things and to help
them gain those skills I think would be so beneficial” (T21).
This emergent theme captured the concerns that participants
had regarding equitable access to learning opportunities for
students. Participant responses focusing on equity considera-
tions provided specific examples and suggestions for how
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to address learning gaps with differentiated teaching and
flexible teaching practices.

Theme 2: Synchronous vs. Asynchronous Teaching
and Learning

Remote teaching in Ontario was delivered both synchro-
nously and asynchronously although the delivery method
varied greatly across teachers. For example, some teachers
opted for asynchronous delivery as this teacher described:
“So at this point, we’ve been doing more asynchronous,
especially with union directive, and yeah, a host of issues”
(T23). Some teachers were considering transitioning to some
synchronous delivery after starting with only asynchronous
delivery as mentioned by this teacher “...right now [we] are
talking about doing some video conferencing. We had been
sort of uncertain about that, but it seems like, yeah, now it’s
okay, our principal is saying “it’s okay, yep, go ahead and
do it”, we’re just figuring out sort of that technology piece,
how are we going to do that?” (T20).

Synchronous delivery included connecting with students
in real-time whereas asynchronous opportunities consisted
of posting all required materials online for students to work
through without real-time interaction with their teacher or
peers. Some teachers opted to deliver a blend of methods
in order to meet the needs of their students with a hybrid
of both synchronous and asynchronous teaching. Generally,
parents and teachers reported that the delivery method was
stipulated by the school board as mentioned by this parent,
“the board had told them they are not allowed to do syn-
chronous” (P7). However, parents did not necessarily agree
with school boards mandating the type of delivery. Multi-
ple parents expressed their desire for teachers to be given
the flexibility to decide whether or not they wanted to teach
synchronously or asynchronously. This parent explained,
“I really wish that boards and [the] Ministry would let the
teacher decide what is best” (P8). However, not all parents
agreed with synchronous learning: “Personally, I have an
issue with synchronous learning because I feel that there’s
a big equity and access issue that comes with that” (P6). In
addition to equity concerns around synchronous learning,
the same parent also emphasized the decreased flexibility
for parents as a result. “All of a sudden school went from
8:00 to 9:00 in the morning, to 8:00 to 1:30, and it just eats
up half of our day...again when it’s streamlined like the
way that we were doing it before, I feel like the kids were
thriving better in that kind of environment” (P8). Despite
the concerns expressed, there were also reported benefits of
learning synchronously.

The benefits related to learning synchronously and in-
real time with peers were frequently described in terms of
social interactions. One teacher described the novel ways in
which they built social connections remotely, stating that
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on a recent video call the teacher chose to play piano for
the students. This experience brought about unique social
connections, they shared “and they just clapped and clapped
and I played you know, half a song and then they said ‘keep
going, keep going!’ they just want that human connection,
and they just want to have fun with you and see you as a
person and, if you can’t....rub their back and give them hugs
then you have to do it in whatever way you can, and, last
Friday it was playing piano for them” (T18). A few parents
expressed their interests in synchronous learning as they
want their children to have more social interactions even if
that occurred behind a screen as mentioned by this parent,
“It would be so wonderful if even there were like a Zoom
meeting and the children could all see each other. My son
would love that!” (P3). The teachers who delivered teaching
synchronously also mentioned how much they appreciated
being able to ‘see’ their students. One teacher detailed their
weekly synchronous sessions: “I Google Meet every Friday
at 10:30 with the students. This is going really well. We
start the meetings by taking attendance. I say I’'m going to
write your name on this poster, then I can write their name
in red. Just like we would do in the classroom. We do phon-
ics songs, in French. We have them pick a letter, then we all
did the phonics song for that letter. These are usually 45 min
in length and 10-12 children log in each time. The parents
are nearby, and I ask them to mute their mics and unmute
them when their child wants to share. We went over this
at the very beginning, so we had an expected practice for
all” (T16). Despite the challenges of synchronous learning
reported in this study, the teachers who met in real-time with
their students felt that it was worthwhile. The findings from
this theme highlight the benefits and challenges of synchro-
nous and asynchronous teaching delivery models.

Theme 3: Social and Emotional Impacts on Students

Both parents and teachers discussed how the transition to
remote learning had impacted students in kindergarten,
grade 1, and grade 2. Participants expressed deep concerns
over the negative social and emotional impacts of remote
learning for students. Many teachers described how much
their students missed their peers and how important social
interactions are in the early primary grades. For example,
one teacher shared, “...that’s another thing we’ve been hear-
ing from families, they’re really missing seeing their friends”
(T15). Similarly, a parent voiced concerns about interac-
tions: “Socially it’s important at 6 years old to be with kids
your own age” (P3). Another parent shared similar concerns,
“I think it would be really good for my child to still interact
with their teachers and their peers, I think that’s a piece
that’s really missing for them, for him specifically” (P7).
Sometimes the concerns were greater for certain students,
including those from lower socioeconomic backgrounds as

this teacher reported, “Some haven’t logged on, and I worry
about the low SES friends and not being able to interact”
(T16). Other times there were concerns for students who had
no siblings at home as this teacher mentioned, “Some of the
kids you can see are lonely. Especially children who don’t
have siblings. Some of the children you can see, they’re shy
when they’re not normally shy, they’re quiet when they’re
not normally quiet, a couple that are loud when they’re not
normally loud” (T9). The transition to remote learning also
impacted the sense of community that had been established,
“They miss human interaction and seeing their friends and
their teachers and building that community” (T21). Another
teacher emphasized the importance of interaction at the kin-
dergarten level, “The social piece is also big, interaction
with other children is so important in kindergarten. The
playdates aren’t happening- they are needed for well-being
and overall development at this age.” (T16). The repeated
concern for a lack of social interaction was reported across
the kindergarten to grade 2 levels.

Teachers also expressed concerns for some students who
had limited social supports at home. More specifically, the
teachers worried about students who did not have the safe,
social, or positive home environments that they were used
to in the classrooms. One teacher noted, ““ I know there are
many children who unfortunately do not have the same
loving and caring home environment as I am able to pro-
vide, and it is those children who benefit from school and
childcare the most” (T5). A few teachers even discussed the
potential long-term consequences that remote learning could
have on students. This teacher elaborated, “Socially, though
for children that come to school for food and for social inter-
actions, this is another issue. We are more consistent parents
for some children and therefore their experiences are drasti-
cally impacted, and this will have long-term implications
socially and emotionally and academically. Also remember
that many siblings are now taking care of their young sib-
lings” (T10). This theme captured similar concerns from
teachers and parents regarding lack of social interaction and
emotional support unique to learning in the early primary
grades.

Theme 4: Academic Impacts

Teachers and parents commonly discussed the academic
impacts of remote learning in the early primary context.
Some parents expressed concerns that the quality of teaching
had diminished due to the transition to remote teaching and
learning. One way that the diminished quality manifested
was through a lack of differentiated instruction. For exam-
ple, a parent mentioned their concern given that their child
normally excelled in math and now, “she’s bored out of her
mind watching it. And so, watching that lesson for 30 min
and then trying to do the worksheet, we’ve actually pulled
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out of the math days, I have her signed up on IXL because
she can get way more math in way less time” (P8).

Parents highlighted several concerns regarding the aca-
demic impacts of remote teaching and learning, including
their lack of professional training, their ability to engage
their children, and their children’s academic progress. In
addition to reduced quality from teachers, the parents also
expressed concerns for their own abilities to support their
children learning, given that they do not have the profes-
sional training to support the academic learning of their
children. One parent shared, “I worry about the quality of
the teaching that [children are] getting from the parents and
the frustration level I think is there so I think teachers obvi-
ously have the skill set to navigate difficult behaviours and
just from experience and training and the parents ...you’re
not the teacher, so they don’t see you as the teacher so it’s
hard to get them to think of doing things differently” (P1).
Additionally, parents described how they struggled with hav-
ing their children complete the work and engage while learn-
ing at home. For example, “If I force him to do the work. I
would set him up to hate learning” (P3). The same parent
expressed concern about impact on academic progress, “I
do have to say that I am afraid of him losing a lot of the
progress that he’s made this year” (P3). However, in general,
parents were not concerned with long-term academic conse-
quences. One parent called this a little blip and elaborated,
“I think he’ll be okay academically and I'm sure that he’ll
be able to catch up for this little blip in his academic career”
(P7). Further, another parent highlighted a potential benefit
of remote learning, “I think it’s going to give us the oppor-
tunity to show them independent learning and having ques-
tions and how to go about finding the answers on their own. I
guess self-directed learning would be the big improvement”
(P1). Despite the concerns, most parents reported that their
children would overcome the negative academic effects of
remote teaching and learning.

In comparison with parents, the teachers in this study
expressed slightly different concerns related to academics.
Teachers were worried that some parents were providing too
much help and even completing the tasks for their children.
Teachers discussed submissions with perfect spelling and
grammar and work that was submitted at 2am. This teacher
explained, “It’s like, some of my kids have been handing
in work at 2 in the morning. And they’re seven and eight, I
know it’s not them, and it comes back with proper grammar,
and they’re never forgetting periods...so, you can tell it’s the
parents” (T7). One strategy that they used to clarify their
suspicions was to compare student work from before March
to the work that was submitted during remote learning.

One teacher considered the implications of the additional
help provided by parents in regard to assessment practices.
“So yes, we are still assessing because we are asked to. But
I find that my assessment is not true. Simply because I don’t
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know if the kid is doing it on their own. Sometimes you
can tell that the children’s work is their work. But a lot of
times you get assignments turned back and it’s very clear
that’s not the child’s work. Because you’ve seen how that
child works at school, previously” (T12). Multiple teachers
stated that schoolwork was not a priority for some parents.
This teacher shared, “Academically a lot of the children have
slowed down especially those children who may not be able
to get the support they need to do the activities. I think that
there is a high degree of anxiety in the community at large
and doing your school work is not necessarily a priority for
some” (T13).

Similarly to parents, a few teachers admitted that despite
short-term concerns for students, they were not worried
about long-term implications for the majority of their stu-
dents. This teacher elaborated, “I don’t really worry about
gaps in learning for a lot of students, because I think they’1l
be okay” (P19). Similar to the findings from the equity
theme discussed earlier, teachers discussed how the aca-
demic impacts may be greater for certain individuals. For
example, one noted: “Grade 1 and 2 students in French
Immersion and special needs students will mostly suffer
long term effects because many are not getting the French
language exposure that they need to thrive” (T13). Teachers
also agreed with parents regarding the lack of differentiated
instruction during remote learning and contrasted this with
the inquiry pedagogical approach that is most common in
the early primary grades. One teacher shared, “You know
it’s very inquiry based, my classroom is very much based
on a student-centered approach where we, our learning is
guided by what interests them, and how we can move learn-
ing forward through their interests... that’s been very dif-
ficult because you know it’s not a one stop shop, right? As
opposed to being able to differentiate the learning for all the
students in the class” (T17). Generally, when teachers and
parents discussed the academic impacts of remote teach-
ing and learning for early primary students, they were most
likely to report negative effects.

Theme 5: Impact on Parents and Families

The final theme that emerged from the data focused on the
impact of remote learning on parents and families. Partici-
pants were quick to provide multiple ways that parents and
families had been impacted by the shift to learning at home.
Teachers shared how they felt that parents and families were
stressed and overwhelmed, “T know that some parents are
stressed by it (remote learning)” (T2). Some teachers won-
dered if parents and families were stressed about the work-
load. This teacher explained, “But some are fine with that,
you know if it’s cooking or going on a walk, or in patterns,
but some find it’s like a checklist, a to-do list. And they’re
very stressed by that. And so I try to explain this is meant
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to be like exploratory, like you can do one or two...I don’t
know what your situation is”(T11). Having to take on the
role of the teacher also added to the stress of families. This
teacher elaborated, “I feel like parents are now having to
take on that role as the teacher, and not really understanding
that development of children in that sense, it’s causing a lot
of frustration in the home...” (T12). Another teacher men-
tioned similar concerns, “But there are a large number of
parents who are juggling far too many roles and being very...
I’ve had a lot of apologies: ‘I’'m really sorry I'm terrible at
this’ ‘I’'m really sorry I can’t help my kid’. And I feel badly
for them because they never signed up to be the teacher,
they signed up to be the parent, and they’re trying to fit
themselves into a role and expecting themselves to be really
good from day one” (T9). Teachers were clearly empathetic
to the added stress that parents were experiencing.

Multiple teachers also talked about how parents may be
caring for more than one child in their household adding to
the demands: “There’s one girl I'm thinking of who’s in SK
and she’s [a] very strong student so we’re not too concerned
about her. And she has a brother in JK, and we know that her
brother is not a strong student. So, her brother is not in our
class he’s in one of the others so we’re wondering if that’s
part of it, that mom is dealing with the brother more” (T15).
Three teachers also reported that they were concerned about
the well-being of some parents. This teacher posited, “I
have mental health concerns. The ones who the parents are
struggling themselves and kids are picking up on the feel-
ings from families. This is happening and the children are
impacted” (T16). On a more positive note, teachers shared
instances where parents had thanked them and expressed
their appreciation. Simply put, “...I think parents value
educators a lot more” (T14). It is clear that teachers were
not only concerned for the well-being of their students, but
they were also worried about the effect of added stress and
workloads on parents and families more broadly.

Parents discussed how they had to transition in order to
support their children. One parent detailed how they had
come to accept the circumstances. “We’re going to do what
we can, and we’re not going to stress that things aren’t get-
ting done completely and I think at the beginning we were
... we’re going to try and get this done, maybe we’ll have
to do a couple things on the weekend to finish up and then
I think as things progressed and you know every few weeks
or a month there was a new announcement saying, it was
extended. I kind of realized that we’re in this for the long
haul and we need to make this practical and sustainable”
(P11). However, some parents admitted that they experi-
enced greater stress than others, especially at the beginning
as this parent shared, “I'm in a better place now, the whole
learning from home ... But initially it was way too over-
whelming” (P5). Parents also discussed struggles with hav-
ing to schedule around remote learning and the impact of

this added scheduling on their work, “We’re all taking time
away from our work to make sure that our kids are looked
after” (P9). Another parent shared a challenge with schedul-
ing, “... has been the great struggle with 4 kids, because all
4 have a synchronous class, ... so basically from 8:30 — 1:30
I’m juggling the kids in getting them on” (P8). Multiple
parents raised concerns that they were not doing enough for
their children as expressed here, “I’m constantly saying ‘oh
my gosh, I’m not doing enough for my child’” (P3). Parents
were upfront about the challenges of filling so many roles at
home including being the parent, the teacher, and a profes-
sional. One parent explained, “The challenges of course are
time ... working from home, and trying to be profession-
als, and parents, and teachers at home, all three roles” (P5).
Another parent reported similar concerns, “I feel like I'm
only half doing my job as a parent and half doing my job as,
as an employee so, you know?”” (P7). Parents also shared the
benefits of remote learning, such as getting to spend quality
time with their child or developing their own understand-
ing of what teachers do on a daily basis. One parent shared
the insight gleaned, “But having her home has really sort
of made me go ‘oh wow, how did I miss these things’ you
know because we’re given the insight into what our teachers
are dealing with regularly. We’re now on the path to getting
some assessments done and all this other stuff” (P6). One
parent was also happy about spending more time together
and discussed further, “Certainly we’re having a lot more
quality time together and being able to, you know just try
some things around the house that we haven’t had the chance
to do” (P7). Fortunately, parents and teachers were able to
identify benefits despite the challenges that they experienced
as a result of the transition to remote teaching and learning.

Discussion and Conclusion

The purpose of this study was twofold: (1) to capture the
unique challenges and unanticipated successes associated
with remote teaching and learning, and (2) to utilize findings
to provide recommendations for remote learning as well as
strategies for supporting in-person learning in the COVID-
19 era (and post COVID-19 era). The unique challenges and
unanticipated successes associated with remote teaching and
learning in the early primary context were highlighted in the
results section (objective 1). A summary of the findings is
presented below. Next, the findings are utilized to provide
explicit recommendations for how to improve remote learn-
ing and offer strategies for supporting in-person learning in
the COVID-19 era and post COVID-19 era (objective 2).
The thematic analysis revealed five themes: equity con-
siderations, synchronous versus asynchronous teaching and
learning, social and emotional impacts on students, aca-
demic impacts, and impacts on parents/families. Overall,

@ Springer



896

Early Childhood Education Journal (2021) 49:887-901

the perspectives captured within these themes demonstrate
that teachers and parents rose to the challenge to support
children’s learning amidst a global pandemic. In regard to
equity considerations, teachers and families reported con-
cerns with inequitable access to technology, connectivity
issues, and missing essential resources/materials to accom-
plish the learning goals as they were set out. Although a
lack of access to technology was a key concern in families
where devices were shared across several family members,
a larger concern was having the skills required to use the
devices and software in meaningful ways. This finding is in
keeping with the work of Dreeseni and colleagues (2020)
who examined practices for equitable learning in 127 coun-
tries and suggested that access to content is only the first
step to remote teaching and learning. Complimentary to the
findings from our study, Dreeseni and colleagues highlight
certain countries around the world who provided technical
support and education for teachers, students, and parents to
help them navigate the technology once they gained access.
Similarly, parents discussed the extent to which they were
able to support their children with remote learning which
was dependent on the amount of time they could allocate as
well as their knowledge of software and how to access the
materials to share with their children remotely. This chal-
lenge is unique to early primary education where parents are
required to take a leadership role in the delivery of instruc-
tional practices. Overall, transitioning to remote learning
disadvantaged certain students and families and privileged
others who had greater access to resources and supports.
Findings from this research suggest that remote learning
exacerbated inequitable access to resources and supports and
may have widened learning gaps. Despite these concerns,
participants provided specific examples and suggestions for
how to address learning gaps with differentiated teaching
and flexible teaching practices. The voices of teachers cap-
tured in this work are consistent with the recommendations
suggested by educational leaders in the area of educational
change in Canada. For example, Campbell et al. (2020) offer
a proactive approach to safely re-opening schools that con-
siders the possibility that individual schools will have to
close again. Campbell et al., (2020) suggests that teachers
use a range of formal and informal assessment strategies,
differentiated instruction, and modified supports to meet the
individual learning needs of students.

Participant discussions regarding equity concerns con-
tinued in conversations about synchronous and asynchro-
nous methods of instruction. Findings revealed consider-
able disagreement amongst parents and teachers in regard to
the benefits of synchronous and asynchronous learning. In
some cases school boards mandated the use of one method
over the other. However, parents did not necessarily agree
with school boards mandating the type of delivery. Multi-
ple parents expressed their desire for teachers to be given
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the flexibility to decide whether or not they wanted to teach
synchronously or asynchronously. However, not all fami-
lies agreed with synchronous learning, reporting concerns
regarding the need for equitable access that comes with this
delivery method. Many teaches opted to deliver a blend of
methods in order to meet the needs of their students with
a hybrid of both synchronous and asynchronous teaching.
Despite the challenges of synchronous learning, the teach-
ers who met in real-time with their students felt that it was
worthwhile. The findings from this research highlight the
benefits and challenges of synchronous and asynchronous
teaching delivery models in early primary contexts. This
work adds to the emerging literature on the benefits and
challenges of using synchronous and asynchronous meth-
ods of teaching and learning (Mladenova et al., 2020; Ross
& DiSalvo, 2020

In discussing the transition to remote learning for children
in kindergarten, grade 1, and grade 2, teachers and families
voiced similar concerns for the negative social and emo-
tional impact for students. Teachers and parents described
the degree to which their students/children missed their
peers and that this was particularly concerning given the
focus on social skills in the early primary grades (2014b;
Ontario Ministry of Education, 2014a, 2016). Teachers also
expressed concerns for some students who had limited social
supports at home. Overall, results indicated similar concerns
from teachers and parents regarding lack of social interac-
tion and emotional support unique to learning in the early
primary grades.

In addition to social impacts, participants also discussed
concerns regarding academic impacts for students. Fami-
lies expressed concerns that the quality of teaching had
diminished due to the transition to remote teaching and
learning. One way that the diminished quality manifested
was through a lack of differentiated instruction. Simi-
larly, teachers discussed the lack of differentiated instruc-
tion during remote learning and contrasted this with the
inquiry pedagogical approach that is most common in the
early primary grades (2014b; Kirk & Jay, 2018; Ontario
Ministry of Education, 2014a, 2016; Trawick-Smith, &
Dziurgot, 2010). Parents also expressed concerns regard-
ing a lack of ability to support their children’s academic
learning, given that they do not have the training required
to offer quality learning opportunities for their children.
Both parents and teachers admitted that despite short-
term concerns for student learning, they were not worried
about long-term consequences for the majority of students.
However, all participants discussed the potential lasting
impacts for children who were already struggling with aca-
demic learning. Conversations focused on the widening of
achievement gaps. The results of this study contextualize
the findings of the rapid evidence assessment conducted by
the Educating Endowment Fund (2020) within the context
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of early primary education. The rapid evidence assessment
examined the existing research on the impact of school
closures on academic achievement gaps more broadly and
concluded with three key findings and implications: (1)
school closures are likely to reverse progress made to nar-
row the gap in the last decade, (2) supporting effective
remote learning will mitigate the extent to which the gap
widens, and (3) sustained support will need to help dis-
advantaged pupils catch up (Education Endowment Fund,
2020, p. (4). Our research similarly highlights concerns for
the reversing of progress made to narrow academic gaps,
and suggests strategies for how to move forward to support
equitable access to learning in the early primary years.

A common theme that emerged throughout the inter-
views was the impact of remote teaching and learning on
parents and families. Teacher participants shared that par-
ents and families were stressed and overwhelmed with the
time that that was required of them to support their chil-
dren’s learning. Similarly, parents shared how the types of
learning opportunities that are offered in the early primary
grades require an adult or more expert peer to support
with gaining access to the materials and executing the
tasks. Parents reported feeling as if they were being spread
thin and were unable to meet the needs of their careers,
parenting, and teaching. Despite the many reported nega-
tive impacts of the additional roles for parents, they also
expressed an appreciation for this extra time with their
children. Parents shared stories of spending quality time
with their children and also learning more about their
interests and social and academic needs.

Although this research provided insight into teachers’
and parents’ experiences with remote teaching and learn-
ing, additional research is necessary. Given that teachers
from the current study were interviewed at the begin-
ning of the COVID-19 pandemic, it would be beneficial
to interview teachers and parents following a longer time
period with remote teaching and learning. This future
research would offer the opportunity to capture the evolu-
tion of remote teaching practices. Additionally, there may
be longstanding effects following the COVID-19 pan-
demic given that it has increased inequities and resulted
in decreased social interactions. Thus, research should also
examine the extent to which there are longitudinal effects
on young children relating to their social, academic, and
emotional development alongside their mental wellbeing.
Similarly, there may also be longstanding effects on educa-
tors (including burnout) which will need to be examined
further.

This research captured the voices of teachers and par-
ents as they navigated uncharted territory and transitioned
to remote teaching and learning. Building on the voices of
the key stakeholders in this research, we offer ten explicit

recommendations for how to improve remote teaching and
learning as well as strategies for supporting in-person
learning in the COVID-19 era and post COVID-19 era:

1 Dedicated training and professional development for
teachers and parents on technology and software use.

2 More time to support the teaching and learning of appro-
priate technology use to all students in the early primary
grades.

3 A need for an integrated approach to reaching children
and families. This should involve working with com-
munity partners including childcare centres, medical
professionals, family support programs, foodbanks, soft-
ware and technology companies, libraries, and social
workers, etc., to reach the needs of all families.

4 Encouraging a blend of synchronous and asynchronous
teaching methods while being flexible to the individual
needs of families. Synchronous time should allow for
social interaction amongst students and smaller group
interactions for academic learning.

5 Lessons need to be clearly explained to families and
students. Families and students need to know where to
access information on lessons, this information needs to
be presented in the same format each week.

6 More individual instruction is needed to support the
learning needs of all students. In addition to using syn-
chronous time for social interaction we encourage the
use of synchronous learning blocks in both ability- and
flexible interest- based groups to provide additional time
for tailored instruction.

7 Families need to be provided with home packs that
include the resource and materials they need to support
the types of activities that teachers are designing each
week (i.e. glue, paper, scissors, etc.).

8 As students transition back to in person-learning, teach-
ers will need to meet students where they are. There will
be a need for both formal and informal assessments to
be conducted to ensure that lessons are developmentally
appropriate and meet the individual needs of their stu-
dents.

9 Policy initiatives need to be put in place now, to support
teachers in the event that learning is shifted online in
the future. Despite many teachers currently working in
person, there needs to be time dedicated to policy plan-
ning to ensure that teachers have the training required
to support children and families with the ever changing
education landscape. Current professional development
initiatives should focus on improving remote teaching
and learning practices.

10 Equity, diversity, and inclusion considerations need to
be the focus of all short- and long-term decisions.

@ Springer



898

Early Childhood Education Journal (2021) 49:887-901

Strengths and Limitations

Given that early primary education is not designed to be
offered remotely, this study offers new insights on the chal-
lenges associated with remote teaching and learning in the
early years. The main strengths of this study are encap-
sulated within the objectives of this work. This research
captures the perspectives of key stakeholders (teachers
and parents) on the unique challenges and unanticipated
successes associated with remote teaching and learning
while also providing explicit recommendations for remote
learning and strategies for supporting in-person learning
in the COVID-19 and post COVID-19 era. It is important
to also address the limitations of this research. One con-
sideration is that of social desirability: those who chose to
participate and engage in the interview may be more likely
to hold positive views overall. This research utilized quali-
tative interview data with teachers and parents in Ontario,
Canada and thus was limited in its capacity to capture a
large sample of geographically diverse participants. Larger
samples of participants in geographically diverse loca-
tions are needed to determine the generalizability of this
work. In-depth interviews conducted in this study allowed
researchers to ascertain rich data which may not have oth-
erwise been possible within a larger-scale survey-based
research study.

Conclusion

This study sought to (1) capture the challenges and success
of remote teaching and learning in a K-2 setting, and (2) to
make recommendations for remote teaching and learning and
the return to in-person learning, grounded in the research
finding. The challenges and success of remote teaching and
learning have been captured across five emergent themes:
equity considerations, synchronous vs. asynchronous teach-
ing and learning, social and emotional impacts on students,
academic impacts, and impacts on parents and families. In
consideration of these themes, the researchers made 10 rec-
ommendations for improving the practice of remote teach-
ing and learning and for the eventual return to in-person
learning. This research presents the unique challenges and
unanticipated successes associated with remote teaching
and learning in the early primary context. According to
UNESCO (2020), COVID-19 is not only a global health
pandemic, it has also resulted in a global crisis for educa-
tion. Moving forward, this research can be used to support
teachers, parents, and policymakers as efforts are made to
address this global education crisis and mitigate the edu-
cational challenges that have resulted from the pandemic.
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Appendix A

Educator Interview

A

10.

11.

12.

13.

14.

15.

16.

17.

18.

What is your current role: ECE or Teacher? What
grades are your currently teaching?

Overview of post-secondary education (highest level
of education)?

Where did you complete your teacher/ECE training?
Years of teaching experience?

Years of teaching experience at the current grade level?
What supports have your school board and school put
in place to support you with your teaching during the
Learn at Home initiative? What resources/guidelines
(number of hours) have been provided to you as you
move your teaching to remote instruction?

How has your teaching been impacted by the move to
remote learning? What has been the biggest challenge?
Success?

What does effective remote learning look like for chil-
dren in your class?

What does play and play-based learning look like in
remote instruction?

Planning: How do you plan for remote learning? How
is this different from the ways in which you planned
previously?

Teaching and Learning: Describe what remote learning
looks like for your students. Can you provide examples
of a weekly schedule for your students?

Assessment: How do you assess learning that takes
place remotely? What works? What isn’t working?
Provide Examples.

How has this move to remote learning impacted the
learning of your students (academically and social)?
What do you think will be the long and short-term
effects of remote instruction on children?

How has it impacted parents? What is the role of par-
ents during remote learning?

How do you think this move to remote learning will
impact teaching and learning once we go back to class-
room education?

If we are still offering remote instruction in the fall,
what will teaching and learning look like then? (Differ-
ence between moving online without any planning to
the comparison of having more time to prep for remote
learning in the fall). What supports would you need to
be successful in the fall?

Do you have any recommendations for other K-2 edu-
cators as they move their teaching online?

Is there anything else you would like to share?
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Parent Interview

10

11

12

13

14

How many adults and children are currently living in
your household? What grades are your children in?
Can you describe what remote learning looks like for
your child?

Can you describe what a week of learning looks like
remotely for your child?

What (specific) types of activities/lessons have your
children been given?
In your opinion how engaged are your child(ren) in this
learning?

Very Engaged

Engaged

Somewhat engaged

Not Engaged
What best describes your child(ren)'s current involve-
ment with their teacher(s) orschool:

Daily

More than once per week (less than daily)

Once per week

Less than once per week

As needed (available through email, phone, etc.)

No involvement
How has your child (kindergarten-grade 2) been
impacted by the move to remotelearning? Successes?
Challenges?
What do you think will be the long and short-term
effects of remote instruction onchildren?
Do you feel as if your children’s social, emotional, and
cognitive needs are being metthrough remote learning?

Do you have any specific concerns for your children’s
learning?
What supports do you think your child(ren) will need
when they return to school?
What is your role as a parent in supporting this remote
delivery of teaching?
Does your family follow a structured daily routine?

Never

Rarely

Sometimes

Often

Always

Decline to respond
What are some of the best things about parenting right
now?
What are some of the hardest things about parenting
right now?
What are some things you wish you had that could help
you with supporting yourchildren’s learning right now?
Do you have any suggestions for how remote learning
could be improved?

15 What supports would your children need if remote
instruction continued into the fall?
16 Is there anything else you would like to add/share?
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