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education. The research draws on a survey of 421 parents of

(4 subscales) was used. Analysis revealed three main clus-
ters that represent approaches adopted by parents: (1) the
committed teacher approach, (2) the autonomy-supporting
coach, and (3) the committed teacher and intervener. The
parents in cluster 3 emphasised perceived barriers to remote
learning more than parents in clusters 1 and 2. Regarding
perceptions of the benefits, statistically significant differ-
ences were found in perceptions of child development facili-
tated by remote education (the parents in cluster 2 rated it
most positively). The results can be used to support parents

and schools in the provision of optimal remote learning.

1 | COVID-19 PANDEMIC RESTRICTIONS AND A NEW CONTEXT
OF EDUCATION

During the COVID-19 pandemic, most countries introduced restrictions on the functioning of schools and moved
the educational process to virtual networks and family homes (Song et al., 2020). In Poland, after two weeks of
suspended classes, remote teaching was launched. Each institution had to rapidly develop its own implementation

strategy. The methodology of conducting classes before lockdown did not take into account blended learning, and
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over 90% of schools had to quickly equip themselves with tools that facilitate remote learning (Librus, 2020). The
Polish education authorities (through appropriate regulations) recognised that online teaching should fully imple-
ment the content of the core curriculum, which should be verified by means of adequate didactic measurement.
They did not take into account that the overloaded programme forces the continuation of transmission teaching
and does not deepen the message and its assimilation; instead, it makes it superficial and focused on short-term
memorization (Klus-Stanska, 2017). The primacy of implementing the core curriculum has limited teachers' free-
dom in implementing the Maslow before Bloom principle (Doucet et al., 2020).

Such a direct transfer of traditional teaching to a virtual network without modifying the curricula and changing
the education philosophy (Knopik & Oszwa, 2019) is associated with specific consequences in the area of parental
involvement in children's learning processes. In most cases (especially with younger children and students with
special educational needs; Brandenburg et al., 2020) a significant increase in the time devoted by parents to par-
ticipate in their children's education was expected (Carpenter & Dunn, 2021). The scope of parental involvement
depends to a large extent on the way teachers implement remote learning.

A study conducted among 2,961 Polish teachers (Librus, 2020) shows that 31% used platforms that enable
synchronous communication; 27% sent materials for self-completion by students; and 19% gave students tasks
that they had to complete in their exercise books. The remaining respondents sent links to interactive materials
(13%) or used instant messaging (8%). This means that only a third of teachers conducted classes in accordance
with the regular weekly schedule; the rest only formulated requirements and indicated resources. A study con-
ducted by the Polish Economic Institute shows that only 15% of Polish teachers had any experience in remote
learning before the pandemic (Gajderowicz & Jakubowski, 2020). This problem was also shown by the Programme
for International Student Assessment (PISA) study (PISA, 2018): 54% of students in countries associated with the
Organisation for Economic Co-operation and Development (OECD) and 35% of students in Poland had access to
an online learning platform at school. In OECD countries 48% of respondents participated in a program that used
digital devices to teach and learn specific school subjects, whereas in Poland only 15% did.

This situation forces parents to significantly participate in both logistic activities (providing appropriate equip-
ment, printing materials, creating an account on the platform, sending photos of homework, supervising the sched-
ule of activities, etc.) and those directly related to the learning process (task implementation, preparing notes,
finding sources, etc.). However, parents can be involved in the remote teaching of their children using a variety
of strategies (Hoover-Dempsey & Sandler, 1995; Szumski & Karwowski, 2017; Walker & Hoover-Dempsey, 2008).
The research presented in this article focuses on parental perceptions of remote learning, specifically regarding

perceived barriers and benefits of remote learning.

2 | CHALLENGES AND OPPORTUNITIES FOR REMOTE LEARNING

Remote learning is a method of learning and teaching that takes place outside school premises and does not re-
quire the physical presence of students and teacher in the same space (Moore, 2019). Communication between
teacher and students takes place through media. Students work alone or in groups (but without direct contact with
other students), guided by instructions and materials prepared by the teacher (Association to Advance Collegiate
Schools of Business, 2007). Remote learning is developing dynamically thanks to the expansion and availability of
modern technologies (Diehl, 2019).

E-learning seems to be easier and more accessible than traditional learning due to its flexibility (Bell et al., 2017).
However, there are some barriers (Valentine, 2002). On the one hand, it requires access to the necessary tech-
nologies; on the other hand, there is a need to develop specific curricula and materials adapted to this form of
education (Zawacki-Richter & Anderson, 2013). The motivation and digital competences of teachers and students

are also of key importance (Zawacki-Richter & Anderson, 2013).
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The suddenness and compulsion to use this form of education during the COVID-19 pandemic made it a
great challenge for teachers, students and their parents. The lack of previously developed and tested guidelines
and good practices for conducting e-lessons caused communication and methodological chaos, while clear rules,
plans, programmes, or instructions are the basis for effective implementation of remote learning (Association to
Advance Collegiate Schools of Business, 2007). According to a report by the Digital Center Foundation (CC, 2020),
in some countries even 85% of professionally active teachers had never conducted any online classes before the
pandemic, and according to Valentine (2002) this lack of experience is one of the key barriers to remote learn-
ing. Resources that were developed ad hoc did not take into account the individual needs of students (e.g., their
sensory-motor deficits, learning difficulties, learning styles), which reduced the effectiveness of remote learning
(Brindley, 2013) and forced greater involvement from parents or guardians.

Lack of experience in online teaching is related to the limited digital competences of teachers. Biedrzycki
and colleagues (Biedrzycki et al., 2014) indicate that despite the widespread use of computers and the internet,
teachers much more often use these technologies for purposes not related to work at school. However, the actual
use of computers for teaching purposes varies considerably between countries: 90% of teachers in Australia and
76% of teachers in Russia and Korea use a computer at least once a week, but only 41% of teachers in Poland or
Croatia do so (Biedrzycki et al., 2014). International data from a 2018 study on the digital competences of students
and teachers show that, on average, about 48% of teachers use a computer every day during lessons (Fraillon
et al., 2020), and there are still clear differences among the countries from which the respondents come (e.g., only
25% of the surveyed teachers from Chile or 35% from Italy compared to 72% of Danish educators). According to
Fraillon and colleagues (2020), this is related to systemic solutions regarding the use of modern technologies in
education that are the result of school or government guidelines and teachers' lack of formal education in infor-
mation technology competences.

A report by Jasiewicz and colleagues (2013) indicates that Polish teachers highly appreciate their compe-
tences in the field of preparing multimedia presentations; however, the use of software for conducting remote
lessons is seen as difficult. International studies also confirm that—regardless of nationality—teachers who use
modern technologies in the classroom apply them more often to relatively simple tasks (presenting or searching
for information, or revising educational material, etc.) than for more complex tasks related to the process of ac-
quiring knowledge and skills, such as e-portfolios or simulation, modelling, or concept-mapping software (Fraillon
et al., 2013). This tendency is also evident in current research (Fraillon et al., 2020). Only 5% of Polish teachers
described their preparation for remote education as very good, and about 40% felt moderately prepared for giving
e-lessons (Gajderowicz & Jakubowski, 2020).

The situation of students is similar to that of teachers. Almost all students participating in the International
Computer and Information Literacy Study (Fraillon et al., 2013, 2020) declared experience in using computers,
having access to equipment, and a belief in their strong competences in this area. Nevertheless, the respondents
declared that they use their computers at home much more often than at school: about 80% of them do so every
day to communicate with others, listen to music and watch movies, search online resources or play games. Only
20% of the surveyed students declared that they use their computers for school-related tasks every day (Fraillon
et al., 2020). According to the PISA (2018) study, for the theme on young people's digital competences, the re-
spondents declared that they use their computers for school-related tasks, mainly for searching for information
and creating documents (Fraillon et al., 2020). On average, only about 25% of students declared that they used a
computer for school assignments, such as writing essays (33%) or preparing presentations (19%). Similar results
were obtained in a study of Polish students (Biedrzycki et al., 2014). The collected data mainly suggest the rec-
reational and extracurricular use of modern technologies by students and their insufficient experience in using
digital equipment as a learning tool. The criterion of the dominance of the recreational use of new technologies
is becoming more and more pronounced in research on the dimensions of digital exclusion (see Dolan, 2016).

These data should be related to the general preparation of the whole society to use new technologies. In the 2020
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Digital Economy and Society Index (DESI, 2020), Poland ranked 23rd out of 28 member states. In addition, more
than half of the Polish population did not have basic digital skills, and 15% did not use the internet at all.

Students' and teachers' poor digital competences seem to be an important barrier to remote education
(Valentine, 2002). Another challenge is students' motivation (Simons et al., 2020). It is assumed that remote learn-
ing is deliberately chosen by students in order to acquire specific knowledge or skills, thus indicating their intrin-
sic motivation (Dron, 2019). The possibility to choose the content, method and time of learning is by definition
conducive to internal motivation (cf. Deci & Ryan, 2008). However, the key stage is the student's opportunity to
make independent decisions (Woodley & Ormond, 2013), which is absent in imposed forms of remote learning.
This form of learning, which does not result from the conscious and deliberate choice of the student, may cause
problems with engagement in online lessons. Lack of contact with peers, real interactions, cooperation or com-
petition also has a negative impact on students' motivation to learn remotely during a pandemic lockdown; this
was observed already during the early stage of the COVID-19 pandemic. Knopik and Oszwa (in press) research
involving primary-school students showed that 90% of the activity undertaken by the respondents during remote
education was individual. This could be a consequence of students' individual preference to avoid superficial in-
teractions (cf. Fung, 2004). This is unfortunate as group work contributes with positive cognitive effects and can
prevent social deprivation, which is a risk factor during quarantine and social distancing requirements (cf. Corkin
etal., 2018).

3 | PARENTAL INVOLVEMENT IN EDUCATION

In the broadest sense, parental involvement in children's education can be understood as active measures to
support them in the learning process, taking into account their cognitive, emotional, social and personality de-
velopment (Szumski & Karwowski, 2017). Teachers expect parents to help them create a positive collaborative
learning environment that has no hard school-home boundaries. Such a family-school partnership may involve
(a) parents discussing school matters with their child, (b) direct help with homework, (c) supervising the child's
progress, (d) communicating with school staff, (e) participating in school decisions and (f) getting involved in activi-
ties (LaRocque et al., 2011).

The first three forms of parental involvement (a-c) are based on interactions between parent and child and are
referred to as home-based parental involvement. The others (d-f) require interaction between parents and school
staff and are called school-based parental involvement. This article focuses on home-based parental involvement
in online education.

Based on meta-analyses, Epstein (2001) identified the structure of parental involvement, which includes six
factors: (1) parenting, (2) communicating, (3) volunteering, (4) learning at home, (5) decision-making and (6) collab-
orating with the community These types of involvement do not exist in a pure form in practice: individual parent
involvement usually includes activities that are characteristic of more than one dimension (Epstein et al., 2002).
Given the specifics of forced remote learning during the COVID-19 pandemic, we identify as key dimensions of
parental involvement: communication and home learning. Certainly, activities included in the parenting factor that
are related to providing students with emotional and motivational support by encouraging and accompanying
them in remote learning are also important for the overall well-being of the child.

Hoover-Dempsey and Sandler (1995) categorise the activities that make up parental involvement slightly dif-
ferently. These researchers distinguish actions aimed at immediate and long-term (delayed) effects. In the first
category, parents explain how to solve a task and correct mistakes, point to sources of information, and they
sometimes perform tasks for their children. The second type of support involves discussing instructions together
and identifying the problem, comparing new information with previous knowledge, and critical reflection on
knowledge. This approach gives the child a lot of autonomy in developing knowledge. It is based on the method-
ical creation of scaffolding for new cognitive schemas (Filipiak, 2012). Although both parenting strategies may
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contribute to an increase in the effects of education, only the latter (a) leads to the development of abstract
thinking skills and the acquisition of competences that are transferable to a wider range of problems and areas of
knowledge (Szumski & Karwowski, 2017) and (b) refers to meta-components responsible for universal strategies
of knowledge acquisition (Sternberg & Grigorenko, 2000).

Studies have shown that parental involvement in learning has a positive impact on their children's achieve-
ments (Castro et al., 2015), although the size of the effect depends primarily on the quality of this involvement
(Moroni et al., 2015). The style with which parents engage in supporting their children's education is also import-
ant. Pomerantz et al. (2007) indicated that autonomy support, process focus, positive affect, and positive beliefs
about children's potential are positively correlated with student's educational success.

High (deep) parental involvement has been associated with cognitive success but also with the development
of social competences (Sheridan et al., 2012) and positive (compliant) behaviour (Domina, 2005). Research con-
ducted by Moroni et al. (2015) indicates that the frequency of parental involvement in helping with homework
negatively correlates with educational achievement, while the perceived quality of the support provided has a
positive impact on learning outcomes. The conducted analyses indicated that if parental homework involvement is
developmentally inappropriate, confusing for the child, inconsistent with school expectations or controlling (e.g.,
by replacing), it negatively correlates with the child's developmental progress and school achievements.

However, as Borup et al. (2013) claim, the phenomenon of parental involvement in online learning is not the
same as engaging in traditional education and requires redefining the scope of responsibilities and tasks that a
parent should undertake. Unfortunately, in the fields of pedagogy, psychology and digital technologies, there are
still no comprehensive studies of this phenomenon (Waters & Leong, 2014) and the research so far has mainly

focused on two situations:

a. home schooling in which online teaching is optional—a form of student work under parental control;
b. blended learning in which online learning usually serves a flexible supplement to standard education (Watson
etal., 2014).

In both trends it has been shown that parents face new challenges in relation to full-time education. These
challenges concern not only greater control of their children but also motivating them to work, supporting their
self-organisation, and responsibility for their progress and achievement (Liu et al., 2010).

However, remote learning during the COVID-19 pandemic has been a forced activity that requires sponta-
neous and often random action, and which has a global character evoking various reactions from national edu-
cation systems. In the face of the risk of successive waves of the disease, which might lead to continued social
distancing and limitations in the operation of schools, it is justified to study in detail the strategies of parental
involvement in remote education and to define the role of parental approaches and perceptions of difficulties and

potential benefits of online education.

4 | MATERIALS AND METHOD
4.1 | Research questions

In connection with the observed increase in parental involvement in education during the lockdown period and

the need for an extensive exploration of this phenomenon, the following research questions were formulated:

1. What are the predominant approaches to supporting remote learning used by parents of primary school

students? What is the specificity of these approaches?
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2. Are there, and what are, differences in the perception of barriers to remote learning between parents repre-
senting different approaches to supporting their children?
3. Are there, and what are, differences in the perception of the potential benefits of remote learning between

parents representing different approaches to supporting their children?

The research was carried out from 26 April to 6 May 2020 in Poland. Remote teaching was introduced in
schools on 16 March 2020, more than a month prior to the start of the study. After the initial period of surprise
and ad hoc activities, the schools started testing some solutions and introduced those that would be continued

until the end of the school year (26 June).

4.2 | Participants

In total 421 parents (393 women, 28 men) of primary school students from all stages of education participated
in the study: 147 parents of grade 1-3 students (35%); 175 parents of grade 4-6 students (42%); 99 parents of
grade 7-8 students (23%). Respondents were recruited through social media groups of schoolteachers and par-
ents. Participation in the study was voluntary, and the respondents did not receive any remuneration for their
participation.

4.3 | Measures and procedure

The study was conducted remotely. The respondents completed an online 66-item original questionnaire that
consisted of four parts corresponding to key areas of remote learning.

1. socioeconomic conditions (including questions about parental employment and the amount and type of
computer equipment needed for remote learning)

2. parents' ways of supporting their child or children in implementing remote learning

3. barriers perceived in remote education and related stress

4. benefits of remote learning perceived by the parents

The participants responded to the questionnaire statements on a Likert scale, where O represented strong
disagreement and 5 strong agreement. After each of the four parts, open-ended questions were added to allow
the participants to share additional observations and comments. Answers to the open-ended questions were not
obligatory and were given by only some participants—depending on the topic, responses were given by a range of
85 to 129 participants. At the end of the questionnaire, the respondents also had the opportunity to add general
reflections on remote learning and its implementation; 244 respondents (53%) used this option.

A separate analysis was performed for each part of the questionnaire; this made it possible to define the
structure of each module and to distinguish the subscales—for results of the analysis undertaken on the subscales
see Table 1.

5 | RESULTS

The analysis of results was carried out in three stages. The first stage was to distinguish the parents’ dominant
approaches to their involvement in remote education in the studied sample; the second stage was to compare

the perceived barriers; the third stage was to compare the benefits of remote learning in groups of parents using
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distinguished approaches to involvement in remote education. At each of these stages, the collected qualitative
data was also analysed. It came from the parental answers to the open-ended question related to different as-
pects of the participants' involvement in their children's remote education and constituted an additional source of

insight into the observed mechanisms of educational involvement.

5.1 | Parent-dominant approaches to involvement in remote education

Two-step cluster analysis for all three ways of supporting children's remote education (assistance, motivating
support, and intervention) revealed three distinguishable clusters indicating parents' dominant approaches to in-
volvement in their children's remote education (see Figure 1 for polar plots). Clusters differ according to the
configuration of parental engagement in different ways of supporting children's remote education. Groups did not
differ significantly in age, gender, number of children, or other demographic variables.

For all ways of supporting children's remote education, the effect of the cluster was significant:
assistance—F(2,418) = 303.29; p < .001; motivated support—F(2,418) = 309.55; p < .001; intervention—F(2,418) =
455.12; p < .001 (see Table 2). In the case of assistance and motivated support, cluster 2 was least engaged in com-
parison to other clusters, while intervention was much stronger in cluster 3 than other groups (all p < .001).

5.1.1 | The committed teacher

The first cluster of 219 people includes parents who were very involved in the remote education of their chil-
dren, both substantively—by explaining difficult or new issues and by encouraging the child to study—and
logistically—by assisting in mailing worksheets, managing the deadlines for school tasks or assistance in technical
matters. Parents with this approach helped and motivated their children to study but did not do assignments for
them. They spent about three hours and 23 min a day on average (M = 3.35; SD = 1.71) supporting the remote
education of their children.

Assistance
5

4

3

Intervention Motivating support
e CUStEr 1 e Cluster 2 Cluster 3

FIGURE 1 Comparison of three distinct clusters of scores indicating parental engagement through
intervention, assistance and motivated support. Source: Authors [Colour figure can be viewed at
wileyonlinelibrary.com]
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5.1.2 | The autonomy-supporting coach

The second cluster of 106 people refers to parents who were relatively less involved in the remote education of
their children than the rest of the respondents. Parents using this strategy spent the least time supporting remote
education (almost two hours a day; M = 1.99 and SD = 1.89). These parents did not carry out school tasks for their
children but emphasised the importance of independence in the learning process. Interestingly, they more often
support their children emotionally and motivate them to complete school tasks than assist with sending work-

sheets or keep an eye on the calendar, thus supporting the child's autonomy.

5.1.3 | The committed teacher-intervener

The third cluster of 96 people includes parents who—similarly to the respondents from cluster 1—explained new
and difficult content, assisted and motivated the child to carry out school tasks; however, they additionally de-
clared that they performed tasks and assignments for their children. This group of respondents spent about four
hours and 20 min a day on average (M = 4.29 and SD = 2.34) on their children's remote education.

Some of the parents additionally provided general reflections on remote learning and its implementation.
They were encouraged to articulate comments at the end of the questionnaire. Qualitative analysis showed that
parent statements from clusters 1 and 3 were similar in their nature. The parents expressed remarks such as the
following. There are no remote lessons. | do everything for the teachers. We do 4-5 times more homework than before.
The only plus point is that the teacher writes letters to the child (online survey comment, parent to grade 2 remote
learning student, 2020, Poland). E-learning at primary school level is a mockery. The only thing teachers do is sending
unclear commands via online grade book (...). With new topics, young people are completely left to their own devices with
YouTube videos (online survey comment, parent to grade 7 remote learning student, 2020, Poland).

The above comments refer to parents having to take over the duties of teachers. This represents the two
strategies of (1) committed teachers (first cluster) and (2) committed teacher-interveners (third cluster). Parents
perceived that remote lessons did not take place or were too few and were not adjusted to student abilities. This
brings some additional insight into potential reasons for strategy choices among parents.

Qualitative analysis of comments from parents who adopted the autonomy-supporting coach approach (second
cluster) suggests that they supported their children in a different way, as demonstrated by the following excerpts.
| talk, praise independence and suggest inspirational sources, for example, in the case of presentations or art (online
survey comment, parent to grade 6 remote learning student, 2020, Poland). I only get involved when my help is nec-
essary. But every day we talk about what happened in the school online, what has been assigned, what the lessons were,
etc. (online survey comment, parent to grade 8 remote learning student, 2020, Poland).

These parental comments indicated that they spent more time talking, trying to inspire the child, accompany-
ing the child in the day-to-day and providing help when needed instead of performing school tasks for the child.
The lacking intervention by such parents did not represent neglect. Parents in the second cluster engaged in a

different form of support that left more space for independent student learning.

5.1.4 | Parental approaches to remote learning and the level of children's education

While searching for the determinants of the three distinguished parental approaches to involvement in children's
remote education, the proportions of the clusters in the groups of parents of students at different educational
levels were compared. The results obtained are presented in Table 3.

Cluster 1, which indicates high parental involvement in teaching was represented significantly more often by

parents of children in grades 1-3 (50.2%) compared to parents of children in higher grades (4-6:37.0%; Z = 2.28



KNOPIK ET AL. 633
WI LEYJ—

TABLE 3 Proportions of parental approaches to involvement in remote education, by education level of the
student

Level of education

Parental approach to remote education Grades 1-3 (%) Grades 4-6 (%) Grades 7-8 (%)
The committed teacher (cluster 1) 50.2 37.0 12.8
The autonomy-supporting coach (cluster 2) 9.4 45.3 45.3
The committed teacher-intervener 28.1 47.9 24.0
(cluster 3)

Source: Authors.

p =.02). In turn, parents of students from grades 7-8 presented this approach the least frequently (12.8%; Z = 7.92
p<.001andZ=5.71p <.001).
Cluster 2 had the lowest attendance in the group of parents of students in grades 1-3 (9.4%) compared to par-
ents of children in grades 4-6 and 7-8 (45.3% in both cases; Z = 4.77 p < .001), where the proportions were similar.
Cluster 3 most often concerned the parents of students from grades 4-6 (47.9%) compared to the parents of
students in grades 1-3 (28.1%; Z = 2.97 p < .001) and 7-8 (24.0%; Z = 2.74 p = .005).

5.2 | Parental perceptions of remote education

At first, comparisons were made using the Kruskal-Wallis test, to determine differences in perception of the bar-
riers to remote education among parents with different approaches to involvement in remote learning. We found
that respondents who intervened in remote learning rated barriers to remote education the highest, in comparison
to the other two groups. Parents who supported student autonomy perceived the same barriers as much weaker
than the other two groups of parents. Next, post hoc analysis were made (with the use of U Mann-Whitney)
test to determine significance of the difference between particular groups of parents. The data are presented in
Table 4.

The outcomes from the second set of analyses showed that parents using the committed teacher-intervener
approach perceived inadequate requirements, unstructured communication and methods, and that their child
was not motivated to do remote learning as significantly more serious barriers to remote education than non-
intervening parents who represented the committed teacher approach. Moreover, the intervening parents, com-
pared to those who were equally committed but did not perform school tasks for their children, also experienced
a significantly higher level of stress in connection with their children's remote education. Parents representing
the committed teacher-intervener approach also perceived the barriers discussed above as significantly more seri-
ous than parents presenting the autonomy-supporting coach approach. Additionally, the latter assessed problems
related to accessing remote education as significantly better than the committed teacher-intervener parents did.

An interesting differentiation of the perceived barriers was provided by the comparison of parents applying
the committed teacher and autonomy-supporting coach approach. Parents representing the latter approach experi-
enced significantly lower levels of stress and perceived their children as more motivated compared to parents who
were largely committed but did not perform school tasks for their child.

There were no differences in the perception of barriers to remote education related to reduced social rela-
tionships due to school closure. All respondents, regardless of their dominant approaches to involvement in their
children's remote learning, perceive this issue as a significant problem. In the case of all the examined groups of
parents, the average perception of this barrier turned out to be significantly higher than the average score of the
subscale.



KNOPIK ET AL.

WILEY

634

LST
10722 ="'
€970 = "'
12012 ="'

ssad04d Sujuies| ayy
uj sdiysuolie|a. |e120s paywir]

z<¢t
826
ze'sez ="
vTv8T = "W
veere ="

Mr__:._mw_ Qjowal
J0 Aujiqejieae paywi

C<1:2.1<¢

_LE0E
05292 ="
LT9LT ="'
60°€0Z = "'

uoljednps ajowal op 0}
uoReAIZOW S,p|1Y2 40 >jPeT

T.I<¢g
.95°sT

sjued

8€'69Cc=""W

Sued

66981 ="

sjued

64861 ="

spoylaw pue
uolesuNWWod
painyonasun

Z<1:271<¢

6879
¥5°092 = "W
88/5T = "W
00§12 ="

ssauys aAndepe
s,jualed

21<eg
.28%S

Sues

69°06C="W

Sjued

[8'SLT ="

Sjued

L0°€6T ="

sjuswaJinbaa
9)enbapeu)

uoilesnps ajowal 03 siallieq paAladiad

‘Sioyiny :221nos
‘10" =d, ‘100" > d,.
o0y 3sod
H SllleM-[exsniy

(€ 193sN2) JoUBAIBIUL

-12Y2ea} pajwwo)
(Z 193sn|2) yoeod

3ujpioddng-Awouoiny
(T4935N2)

J3ydea} pajiwwo)

Suluies| ajowal
03 yoeoudde |ejuaied

JusWaAjoAU| Sujules| 03 yoeoidde [ejuased uo Suipuadap ‘UOI}EINPS S}0WDJ 0} SISLIIE] PAAIRdISd + I7dV.L



KNOPIK ET AL. 635
WI LEYJ—

5.3 | Parent perceptions of the benefits of remote education

Our analyses showed significant differences in the perception of the benefits of remote education by parent in-
volvement type. Particularly marked differences were noted in terms of the beneficial effects of remote education
on student development. Data are presented in Table 5.

Parents who presented the autonomy-supporting coach approach rated child development resulting from edu-
cation during the pandemic significantly higher than parents who present the committed teacher approach or the
committed teacher-intervener approach. Parents who presented the committed teacher-intervener perspective were
least satisfied with child development during remote education: in their opinion, children developed significantly
less in this period than in the opinion of parents who present the committed teacher approach.

Parents who adopted the autonomy-supporting coach approach perceived the value of benefits of avoiding
problems related to traditional school (like no heavy backpack or freedom of action) as significantly lower than
the committed teacher and the committed teacher-intervener. No differences were found between the parents from
the clusters identified in the study in terms of other perceived benefits, such as more didactically attractive form
of classes.

The qualitative analysis of the parental responses to the open-ended questions about remote learning and its
implementation aligned with the quantitative results of the study. The majority of parents (82% of respondents
to open-ended questions) agreed that a great benefit of remote education was the lack of disadvantages and
inconveniences of full-time schooling, such as the need to get up early and go to school, stress, work under time
pressure, peers distracting during lessons, or teasing and harassment.

The parents representing the autonomy-supporting coach approach saw extra benefits that parents from the
other two groups mentioned much less frequently. These concerned the child's development and independence,

and frequently addressed the child's development of time management skills.

6 | DISCUSSION AND CONCLUSIONS

The aim of the study was to identify and describe parental approaches to remote learning as well as to determine
if and how these approaches are related to perceptions of the disadvantages and benefits of online education. We
distinguish three parental approaches in our analysis of an online survey with 421 parents in Poland.

The largest cluster of parents were described as committed teachers. They were significantly involved in
assisting—e.g., explaining difficult or new topics and motivating their children to learn—as well as in logistics—e.g.,

technical assistance related to equipment and checking the calendar of school tasks.

TABLE 5 Comparison of the perceived benefits of remote education, by parental approach type

Perceived benefits of remote education

Parents' approach to their involvement in Didactic
remote education Child development Child comfort attractions
Committed teacher (cluster 1) M., = 213.60 M, = 218.85 Mo = 211.92
Autonomy-supporting coach (cluster 2) M, = 245.16 M, = 185.75 M, = 211.27
Committed teacher-intervener (cluster 3) M., = 167.36 M. = 220.97 M., = 208.59
Kruskal-Wallis H 20.85" 617" 0.05

Post hoc 2>13" 2>13

**p <.001; *p < .05.

Source: Authors.
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The next largest group consisted of parents representing the committed teacher-intervener approach. They
differed from the committed teacher in that they devoted more time to the remote education of their children, and
they performed some of the school tasks for their children.

The smallest group consisted of parents who represented the autonomy-supporting coach approach. Compared
to the previous groups, they were less involved in remote education. This group of parents also helped their chil-
dren substantively (though to a lesser extent), but were more likely to emphasise independence in the learning
process. Moreover, they were less likely to help the child formally and logistically, but more often provided emo-
tional support. It seems that they motivated children to carry out school tasks by providing inspiration without
taking control or responsibility for the child's learning process.

Parental approaches to involvement in children's remote education were also associated with perceptions of
its advantages and disadvantages. The committed teacher-interveners, who devoted more than twice as much time
to assisting their children in remote learning than those who followed the autonomy-supporting coach approach,
were mainly focused on problems. Their generally negative assessments of remote learning were strongly associ-
ated with emphasis on the barriers (the negative effect). The greatest of these were school-related requirements
that were perceived by respondents as inadequate and related to child overload due to too many tasks, exces-
sively difficult content that had to be learned autonomously, or fatigue. According to Pomerantz et al. (2007)
and Szumski and Karwowski (2017), the scope and strength of parental involvement is related to, among other
factors, beliefs about a child's potential. It seems that parents who represent this approach (cluster 3) noticed the
gap between the child's competences and the expectations formulated by teachers (their survey comments were
dominated by language related to school expectations and requirements). This related to high stress levels caused
by remote learning (feeling that resources were lacking when confronted with challenges) and very intense com-
mitment; in extreme situations this might have taken the form of carrying out school assighnments for the child.

Such an interpretation would also be confirmed by a rather surprising result indicating that the committed
teacher-intervener approach was very often represented by parents of students in grades 4-6. It is possible that in
this age (9-11 years), children are not as independent, organised and motivated as students in grades 7-8. The par-
ents of older children were not entitled to social care during the suspension of schools, which means that support
for learning took place after their working hours or while performing their job duties remotely (which in Poland
concerned on average 20%-35% of employees1 according to the Polish Association of Enterprise Development
(Polska Agencja Rozwoju Przedsiebiorczosci, 2021). It was associated with a high level of stress. These extraordi-
nary circumstances may have triggered the intervention mechanism in parental engagement in remote education.

It seems that teacher expectations that children in grades 4-6 would be able to cope with new content and a
large amount of assigned work on their own did not align with student abilities. In addition, at this stage of edu-
cation, the various subjects have been taught by different teachers, each of whom conducted classes differently
and had different requirements; this was one of the barriers that were highlighted by parents with the committed
teacher-intervener approach. Moreover, each teacher gave separate homework (without consulting with other
teachers), which in total gave a large number of tasks to be performed. All this together may have reduced the
chances of students working independently and increased the parents' involvement in substantive and logistical
assistance, including performing school tasks for the child. Unfortunately, in the long-term perspective, such a
strategy can exacerbate the withdrawal and passivity of the child in favour of the parent taking responsibility for
realisation of school obligations and demands (cf. Moroni et al., 2015). This dynamic turns out to be valid in both
the traditional and remote learning models, but there is a higher risk in online education due to the teacher's lim-
ited ability to encourage or monitor the child's independence.

Differences by parental approach to remote learning observed in the study clearly drew on a factor that could
be described as supporting the autonomy and independence of the student. This seems consistent with the meaning
of the autonomy support versus control dimension that was identified by Pomerantz et al. (2007) as being crucial
to the quality of parental involvement and its positive consequences. Supporting students' autonomy favours

the development of achievement (Moroni et al., 2015). Furthermore, in accordance with the types of parental
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involvement that were distinguished by Hoover-Dempsey and Sandler (1995), the procedure for building trans-
ferable resources is closer to the activities undertaken by parents in the autonomy-supporting cluster. The parents
in the remaining clusters, in which short-term actions prevail, aimed to perform specific tasks for their children
without reference to the long-term development perspective. This is associated with a lower tendency to encour-
age students to undertake independent efforts (motivational support) and develop their ability to face challenges.
According to the collected results, these parents are more likely to undertake immediate intervention, such as
completing a task for the child. Their attitude was highly related to a perception of children's low motivation as a
significant barrier to remote education.

It can be inferred that parents representing particular types of approaches differ according to their visions of
education itself and its role in child development. This was revealed by the significant differences in perceptions
of the benefits of remote learning. The autonomy-supporting approach sees remote education as an opportunity
for child development, while parents in the other types of approaches tended to focus on difficulties. The per-
ception that remote education requires much greater independence than classroom teaching is a catalyst for child
development—compared to the dominant perception of remote learning as more of an inhibitor—indicates a com-
pletely different perspective for recognising student resources and success criteria (coping with school vs. coping
with life; temporary vs. long-term perspective; see Sternberg, 2005).

The activities of parents who represent the committed teacher approach and the committed teacher-intervener
attitude seem to be more focused on control as a strategy of ensuring the correctness and regularity of education
activities. There is a clear analogy here with the specific behaviour of teachers who also create a more or less
controlled learning environment, which affects the effectiveness of the learning process (Moroni et al., 2015).
It seems that one of the reasons why autonomy instead of control can benefit children is that it provides moti-
vational resources that foster learning self-engagement. A number of studies show that the more autonomous
and less controlling parents are, the better their children perceive their cognitive and academic competences
(Sternberg & Grigorenko, 2000). These children are more internally motivated (d'Ailly, 2003) and they show in-

creased persistence after having faced challenges, difficulties and failures (Moroni et al., 2015).

7 | IMPLICATIONS

Results from this study show that parental approaches to remote education are related to differences in the per-
ception of challenges to learning. More is not always better in the sense that greater involvement does not trans-
late into a more positive perception of remote learning and an automatic increase in its effectiveness (Pomerantz
et al., 2007). Our analyses demonstrate that the intensity of parental activities is more related to the difficulties
perceived by parents in remote learning than to deliberate activities focused on children's development. Drawing
on our analysis of perceived barriers we identify the following potential actions that would help to improve remote
learning both on the side of the school system and on the part of parents and their children:

a. directing school activities towards more efficient communication with students and parents

b. implementing social activities such as cooperative learning by using tools that require deeper interactions than
short chats

c. developing a corporate framework for schools and teachers for conducting remote education with clearly es-
tablished strategies and rules to reduce methodological chaos (a single platform, standardised communication
methods, coordinated number of homework assignments)

d. care for the transparency and clarity of instructions formulated by teachers so that students themselves can
undertake tasks without the need for instructional support from concerned parents

e. personalisation of the online learning process (using the same material in unadjusted ways for all children forces

parents of students with special needs to intervene)
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f. familiarising parents with the long-term effects (instead of focusing on immediate results) of their involvement
in the remote education process, to help parents understand that e.g., analysing instructions together with the
student and creating a chance for children to discover principles by themselves is a more constructive strategy
than explaining quickly what exactly students are supposed to do in a given task

g. teachers and parents should support students emotionally and motivationally during remote education, e.g.,
by using gamification, justification of the purpose of a given activity and involving students in decision-making
processes

8 | LIMITATIONS

The study on which this article reports addressed a specific and early stage of remote learning during the
COVID-19 pandemic in Poland and results have therefore certainly been conditioned by the situational context.
On the one hand, we did not collect data at the very beginning of remote education; however, schools and teach-
ers themselves took intensive measures to improve e-learning, which may have resulted in slightly different ob-
servations at the end of May and early June 2020. Additionally, obtaining data from volunteers responding to an
invitation on social media reduced the representativeness of behaviours documented in this study on parent per-
ceptions of remote learning. Consequently, the study results do not include digitally excluded families who have
been completely absent from online schooling (about 15%-20% of the population in Poland, cf. Cellary, 2020). For
a more comprehensive understanding of differences between parent perceptions in the three clusters identified,
it would be important to identify their concepts of education and upbringing and the role they assign to education

and school in general.
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