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Abstract: During the COVID-19 pandemic, educational institutions around the world were forced to
close and the academic process continued online. Online teaching can support students’ learning,
but little research exists in the foundational early primary years (children aged 4–8). The purpose of
this study was to investigate teachers’ practices and experiences in implementing online teaching
during the pandemic period. The participants were 14 Greek teachers of early primary years,
and data were collected via interviews. The findings indicated that most of the teachers used a
combination of teaching practices-approaches, while the learning activities implemented mainly
regarded language, psychomotor activities, display of videos, mathematics and interdisciplinary
activities. Teachers’ feelings were initially negative, while afterwards they experienced more positive
feelings. Disadvantages of online education, as experienced by teachers, mainly regarded technical
problems, followed by limited resources/support for children at home, and limited training in online
methodology. Teachers’ positive experiences regarded children’s familiarization with the technology
and maintenance of contact with the school environment, while the role of the parents was revealed
as essential. Implications and suggestions for future online education in early primary years include
maintenance of good high-standard teaching practices, enhancement of digital culture and parents’
involvement with children’s activities at home.

Keywords: online education; early primary years; teacher practices; teacher experiences; COVID-
19 pandemic

1. Introduction

The COVID-19 outbreak was declared by the World Health Organization to be a global
pandemic in March 2020 [1]. Educational institutions were forced to close in many countries
worldwide, the educational process continued online [2], and the obligation of teachers
to utilize digital technologies in education emerged [3]. Digital technology played an
important role in enabling teachers to implement online education by using various digital
platforms and tools [4]. Online teaching during the COVID pandemic was an unprece-
dented case, especially for early primary education; it is an unusual means of education
for young children [5]. However, there is little empirical evidence in the foundational
early primary years/grades during the COVID-19 pandemic (e.g., [5–7]), in comparison to
studies in other sectors of education such as secondary schools or universities.

The purpose of this study was to investigate Greek teachers’ practices and experiences
when implementing online teaching in early primary years during the pandemic (teaching
children aged 4–8). In Greece, similarly to many other countries, the emergency transition
started in the spring of 2020 (during which in-person education transitioned to online
teaching and learning) and ended in June 2021. This study is important because teacher
practices affect young children’s engagement-learning and contribute towards a more
sustainable online education. Additionally, there is limited published research in the early
primary years during the COVID-19 pandemic, while the role of early years’ educators
was highlighted as essential during this period [8]. For the purpose of this paper, as the
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age-boundaries between preschool and first year of primary school differ among different
countries, the terms early childhood, preschool and early primary/elementary years are used as
synonymous, indicating the formal educational settings that attend children aged between
4 and 8 years old. Also, the terms (digital) technology and ICT are used synonymously.

2. Literature Review

Yildirim [5], in Turkey, investigated how preschool education was implemented during
the pandemic, what kind of activities were held, what challenges need to be overcome, and
what measures need to be taken to sustain preschool education. Most teachers stated that
the pandemic has negatively affected students (emotional, cognitive and psychomotor skills,
teacher-student interaction), while some teachers reported higher parental engagement in
their children’s education. The activities performed were art, (Turkish) language, science,
drama, music, mathematics, and games, while the skills-concepts they would like their
students to develop included collaboration, flexibility, as well as learning hygiene, numbers,
and shape-related concepts. Teachers reported they communicated with parents and
students mostly on the phone, WhatsApp, followed by video-call, Facebook, or Instagram,
while major challenges regarded internet connection issues, and reluctant parents. Similarly,
in another study in Turkey [9] the activities most preferred by preschool teachers were
games and art activities about hygiene, and communication with parents was over internet
platforms (WhatsApp, zoom, skype) or telephone calls. Teachers expressed some negative
feelings (e.g., anxiety, worry, fear), while a positive effect of the pandemic was parents’
participation in children’s educational activities (increase of parent-child interaction).

In the same country, Alan [10] identified the needs of early childhood teachers regard-
ing online education during the pandemic. It was found that teachers need to improve
their technological competencies, have more interactive resources and a user-friendly edu-
cational platform (to provide educational activities and facilitate communication), as well
as have support for their psychological well-being (since some negative feelings such as
anxiety were identified).

Hu et al. [7] provided evidence of how preschool teachers applied online resources
(e.g., via digital-mediated learning platforms) for young children during COVID-19, in
Hong Kong. Some barriers included difficulty engaging their children when online and
inadequate support from parents for learning activities; teachers who perceived greater
engagement of children or support from parents were more likely to expect online teaching
in the future. The need for more interactive online teaching preparation was suggested.

Timmons et al. [6] examined the implementation and impact of online teaching in
early primary contexts (kindergarten, grades 1 and 2) during the pandemic in Canada.
The challenges perceived by teachers included equity issues (concerns with access to
technology, support at home), social, emotional and academic effects of online teaching for
children, as well as effects on parents. Recommendations about the improvement of online
teaching-learning in the (post) COVID era were provided (encouraging synchronous and
asynchronous teaching, individual instruction for students, etc).

Steed and Leech [11], in the USA, reported that the most utilized learning activities
were singing songs and reading stories online. Teachers expressed concerns such as missing
in person interactions with children, concerns about children with special needs, inadequate
resources, and lack of guidance from administrators (about online education). The role
of families was crucial since teachers relied on them for the implementation of children’s
activities at home.

Atiles et al. [12] explored the experiences of teachers of 3–6-year-old children in the
USA and some Latin American countries, during the pandemic. The findings revealed that
various platforms were used to communicate with parents, while half of the sample faced
internet connectivity problems. Teachers expressed concerns for children’s and families’
mental health, they questioned the suitability of online learning for young children, and
reported lack of preparation/training for online teaching.



Educ. Sci. 2022, 12, 76 3 of 12

Accordingly, the current study was carried out in order to examine teachers’ practices
and experiences when implementing online teaching in early primary years, during the
pandemic. In line with the purpose of the study (mentioned in Introduction), the following
research questions (RQ) were addressed:

RQ1. What were teachers’ practices during the pandemic?
RQ2. What learning activities were implemented during the pandemic?
RQ3. What were teachers’ feelings and experiences (positive and negative) in imple-

menting online education?
RQ4. What was the role of the parents and children’s experiences (as experienced

by teachers)?

3. Materials and Methods
3.1. Sample

The sample of the study consisted of 14 teachers working in public settings, in North
and South Greece; teachers were teaching children aged 4–8 years. In Greece, children
aged 4–6 years attend preschool, while children aged 6–7 and 7–8 years attend the first and
second year of primary/elementary school, respectively. Table 1 shows the demographic
characteristics of the sample (gender, years of teaching experience, ages, years of ICT
use in class for educational purposes, preparation to teach online courses). A total of
8 teachers teach in preschools and 6 teach in the first years of primary schools, while most
of the participants had 1–10 years of teaching experience. Teachers’ experience with online
education ranged between 1–1.5 years.

Table 1. Demographic information of teachers (N = 14).

Gender Years of teaching experience Ages

Female (13) 1–10 (12) 25–30 (10)

Male (1) 20+ (2) 31–35 (2)
41+ (2)

Years of ICT use in class Preparation to teach online courses School level

1–4 (10)
5–10 (2)
10+ (2)

Informal on-the-job training (8)
None (6)

Preschool (8)
Primary (6)

3.2. Procedure and Research Instrument

The data were collected via interviews with 14 teachers, between October and Novem-
ber 2021, i.e., immediately after educational institutions returned back to face-to-face educa-
tion. Qualitative types of approaches are suitable and are often used in preschool/elementary
settings [13]. Teachers’ participation was voluntary and ethical issues were considered;
all participants were assured that, should they wish to participate in the research, their
comments and input would remain anonymous. Official permission was obtained from the
University’s ethics research committee.

The interview questions were guided by information emerging from international re-
search, and were in line with this study’s research questions. Indicative interview questions
were as follows.

For the investigation of the first research question (RQ1): What teaching practices/approaches
did you follow during online teaching? How was technology used with the students?

For the investigation of the second research question (RQ2): What learning activities
were implemented during the pandemic?

For the investigation of the third research question (RQ3): What were your feelings
when you implemented online teaching during the pandemic? What were your negative
experiences in implementing online education (disadvantages of online education)? What
were your positive experiences (advantages of online education)?
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For the investigation of the fourth research question (RQ4): What was the role of
parents during online education? What kind of communication did you have with parents?
What were your students’ experiences during online education?

Additionally, information regarding teachers’ characteristics (see Table 1) was col-
lected via relevant questions. Each interview lasted for about 10–14 min. The interviews
were conducted in a quiet place, at a time period that did not disturb the participants’
teaching duties. Trustworthiness of the data was established by providing participants
with opportunities to clarify meaning and intended points of discussion [14].

3.3. Data Analysis

Content-thematic analysis was used, and the codes for the data analysis were descrip-
tive. Through the process of coding, patterns of responses were used to inform themes
and categories generated in line with their relevance to the research questions [15]. Teach-
ers’ responses were thematically grouped into those which related to the pre-determined
themes of teachers’ practices and experiences. Anonymity was confirmed so as to eliminate
possible untruthful responses. The results are presented according to the four research
questions of the study; in excerpts, the codes T1-T14 were used for teachers (T1: Teacher 1,
T2: Teacher 2, etc).

4. Results

In the presentation of results, in Tables 2–5, the first column indicates teachers’ re-
sponses and the second one indicates the number of references. It is noted that different
responses may correspond to (derive from) the same teacher. For example, with regard to
teaching practices a teacher may have reported traditional approaches as well as group
activities; distinct key phrases/responses were coded as different categories.

Table 2. Teachers’ practices during the pandemic (N = 14).

What teaching practices/approaches did you follow during online learning?

Combination of teaching approaches (e.g., constructivist & behavioral approaches,
constructivism & project work, online worksheets & experiential activities) 7

Traditional and behavioral approaches 3
Experiential learning approaches (e.g., focus on activities behind the camera) 2

Group activities 2
Individual work (e.g., worksheets) 2

Repetition of material in groups 1

How was technology used with the students?

Initially * with the help of the parents (parents had to also become familiar with
technology), then ** it was easier for children (and parents) to use the technology 6

Some children used it easily, some had difficulties 4
(mainly) Use of camera and microphone 2
Use of several tools to design activities 2

With difficulty (some children did not have resources) 2
Then** the children were familiarized with the technology 2
The possibilities for children to be active was not utilized 1

Initially *: during the first year of online education (March 2020–May 2020). Then **: during the second year of
online education (autumn 2020–spring 2021).

Table 3. Learning activities implemented during the pandemic.

Activities implemented

Worksheets, photocopies 9
(Greek) Language activities (e.g., reading stories, writing) 9

Psychomotor activities (to get up from the chair) 6
Display of videos 6

Mathematics activities 5
Interdisciplinary activities (e.g., language and maths) 5
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Table 3. Cont.

Activities implemented

Constructions with plasticine 4
Experiments (with parents’ help) 3

Quiz (in synchronous mode) 3
Ready activities from photodentro platform (asynchronous) 3

(Then **) Environmental activities (e.g., to find snails, photograph them and send their
photos via computer) 2

Project activities (continuation of face-to-face) 1

Examples of activities in language

Activities with phonemes (e.g., find objects that start with a specific letter-phoneme) 5
Writing in worksheets (write letters, etc.) 5

Construction/creation of letters with plasticine 3
Group work (e.g., in Webex ‘rooms’ to write a paragraph) 2

Reading (e.g., in Webex ‘rooms’) 2

Examples of activities in mathematics

Counting (e.g., to find and count objects that start with a specific letter) 5
Kinetic activities with numbers, enumeration (e.g., get up, turn, bring, show) 4

Counting and writing in worksheets 3
Construction/formation of numbers with simple materials 2

Activities with dates (e.g., digital calendar) 2
Concepts ‘less than’, ‘greater than’ 1

Then **: during the second year of the pandemic (autumn 2020–spring 2021).

Table 4. Teachers’ feelings and experiences during the pandemic.

Teachers’ feelings

Initially* negative feelings, anxiety, irritation 10
Then** more positive feelings (parents helped us, children got familiar with the

technology) 6

Tiredness (at the end, very tiring for us and the children) 4
Pressure (online education requires a lot of preparation, time consuming) 4

Positive feelings throughout the whole process 1

Teachers’ negative experiences (disadvantages of online education)

Technical problems (e.g., with internet connectivity, slow performance on platforms) 13
Limited infrastructure (e.g., lack of tablet, laptop, mobile phone) by some students 6

Families gave priority of equipment to older siblings 4
Lack of training in online methodology 4

Lack of ‘immediate’ participation (vs. face-to-face) 4
Some parents could not support/help their children 3

Problems with children with learning/behavioral difficulties 2
Some children were ‘lost’ 2

Violation of personal data (e.g., a parent took a video) 1

Teachers’ positive experiences (advantages of online education)

Familiarization of children with the technology, digital tools 8
Contact was maintained (between teachers-children, children-children, with school work) 8

Children worked at their own pace, were more concentrated 5
Existence of parents’ help (e.g., in individual and group work) 3

Cooperation with our colleagues 3
Creation with and delivery of activities via ICT 2

Consolidation of using email with the parents (no more paper) 2
Some children had better participation (vs. face-to-face) 1

Initially *: during the first year of the pandemic (March 2020–May 2020). Then **: during the second year of the
pandemic (autumn 2020–spring 2021)
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Table 5. Parents’ role and children’s experiences during the pandemic.

Parents’ role

Very important the parents’ role, communication with parents 9

Cooperation with parents, parents set the limits 4
Some parents had to acquire digital competencies/skills 4

Initially * parents were frequently next to their children, then ** almost all children
were alone (in online education) 3

Many parents were continually next to their child 2
Parents had an active role (e.g., in finding materials needed) 2

Some parents intervened with the teaching process 2

Communication with parents

viber, messenger 8
telephone 8

email 7
via the platform 2

via blog 1

Children’s experiences

Negative feelings (they missed physical contact, their friends, did not like online
education) 10

Developed/exercised their digital skills, familiarization with the technology) 8
Initially* enthusiasm, greater participation, then** children were tired, lower

participation 4

Children liked psycho/music-motor activities 3
Children got bored with traditional activities 2

Children learned behavior rules (e.g., when to switch on/off the microphone) 2
Very little participation (by some children) 2

Initially *: during the first year of the pandemic (March 2020–May 2020). Then **: during the second year of the
pandemic (autumn 2020–spring 2021).

4.1. Teachers’ Practices during the Pandemic

Table 2 shows teachers’ practices during the pandemic. Half of the sample (7 teach-
ers) reported a combination of teaching practices/approaches such as constructivist &
behavioral approaches, constructivism & project work, online worksheets & experiential
activities. 3 references regarded traditional and behavioral approaches, followed by ex-
periential learning approaches (e.g., focus on activities behind the camera). Regarding
the facilitation of technology use, the teachers reported that initially (during the first year
of online education) children used the technology with the help of their parents, while
afterwards (second year of online education) it was easier for children (and parents) to use
the technology (6 references). A few teachers mentioned that some children used the tech-
nology easily, while others faced difficulties (4 references). It is noted that, during online
education, the platforms Webex (synchronous) and e-me (https://auth.e-me.edu.gr/, asyn-
chronous educational platform, accessed on 15 December 2021), as well as the photodentro
(http://photodentro.edu.gr/, Greek National aggregator of educational content, accessed
on 15 December 2021) were used.

Regarding teaching practices/approaches, several responses included a combination
of teaching approaches, and indicative excerpts were:

“It was a combination of teaching approaches, strategies, etc. It had elements of behavior-
ism, constructivism. Essentially, depending on the lesson, if the children had questions,
and (depending on) the content and type of activity, we used specific elements from
learning theories.” (T2)

“We tried to be a little bit constructive or (to apply) a little project work, as much as we
could . . . we were very dependent on the parents, so as long as the parents cooperated, a
small project came out.” (T3)

https://auth.e-me.edu.gr/
http://photodentro.edu.gr/
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With regard to experiential approaches, one teacher noted “We tried to focus on experi-
ential approaches. That is, things that children would either do behind the camera or find in their
room/home and interact with them.” (T7)

With regard to the way technology was used, some participants noted a difference
between the first and the second year (lockdown periods) of the pandemic, and an example
of response was: “In the first year, it was difficult for the parents, first of all because they had to
learn the platforms, to develop digital skills . . . , the toddlers, those who participated, adapted quickly
and learned the conveniences provided by the platform, discovered let’s say emoji . . . The second year
was much easier for the children, and the parents were more familiar (with the technology).” (T10)

The limited or lack of resources/infrastructure at children’s homes also affected chil-
dren’s participation in online education. For example, one teacher mentioned “The use of
technology with students was with great difficulty, because we had the problem that children did not
have the means/resources.” (T1)

4.2. Learning Activities Implemented during the Pandemic

Table 3 indicates the learning activities implemented during the pandemic. These
mainly included worksheets—photocopies (9 references), Greek language activities (9 ref-
erences), psychomotor activities (such as the children to get up from the chair), display
of videos, mathematics and interdisciplinary activities. Examples in language, included
activities with phonemes (e.g., find objects that start with a specific letter-phoneme), read-
ing stories, and writing (e.g., in worksheets), while examples of activities in mathematics
regarded counting and kinetic/psychomotor activities with numbers (e.g., get up, turn,
bring, show).

One teacher described the activities in parallel to those they tend to do in the classroom
(i.e., in face-to-face education). An example of a relevant excerpt was:

“For example, an activity in language was to find things inside their house that start
with the phoneme sigma (S). Or, to design the letter S in a worksheet and build it from
above with a material (construction) . . . To tell us words that start with sigma and try
to make it all together, with open microphones, so imagine what was happening, a story.
Things, that in essence we would do in the classroom.” (T14)

Some participants expressed concerns about the synchronous mode of online educa-
tion, claiming it was easier to work in asynchronous mode. For example, “in photodentro
(platform) that has some games there, but this in asynchronous mode . . . , in synchronous mode
it was more difficult . . . We did more language activities, reading stories, discussions, also maths,
psychomotor activities, as much as anyone could, safely at home, a little dance as well.” (T3)

Other statements regarding the learning activities implemented were:

“I was uploading some videos on e-me (asynchronous platform) for the children to watch,
but again there was a problem; some parents wanted me to send them, for example, the
exercises through other media, such as viber and messenger, as they could not access
e-me.” (T8)

“In synchronous mode, we sent a quiz which we would do at the same time, but still,
we were trying to do group activities, to divide them into ‘rooms’ and tell them you will
write a short report or a paragraph, with ideas that you will all have together.” (T9)

4.3. Teachers’ Feelings and Experiences during the Pandemic

Table 4 shows teachers’ feelings and experiences (both negative and positive) during
the pandemic. Most of the teachers reported that initially (during the first year of the
pandemic—online education) they had negative feelings, they felt anxiety, and irritation
(10 references), while more positive feelings were experienced during the second year of
online education. Regarding teachers’ negative experiences (disadvantages of online edu-
cation as experienced by teachers), almost all reported technical problems (13 references),
followed by students’ limited infrastructure (6 references) and priority of families’ pro-
viding resources/equipment to older siblings (4 references). Regarding teachers’ positive
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experiences (advantages of online education as experienced by teachers), they mainly re-
ported familiarization of children with the technology and maintenance of contact (between
teachers-children, children-children, with school work) (8 references, respectively).

Teachers were also asked about the support they had during the pandemic and
their suggestions for the improvement of online education. Half of the sample (7 out of
14 teachers) mentioned that during the first year of online education there was minimal/no
support; however, afterwards (during the second year) there were some seminars (e.g.,
support teams) and/or rapid in-service training from official bodies (e.g., Universities,
Ministry of Education). Teachers’ suggestions included provision of organized in-service
training (8 out of 14), solving technical problems with the platforms (6 out of 14), provision
of suitable material/activities for online education, and equity issues for all students.

Negative feelings were frequently mentioned, in particular, at the beginning of online
education. Learning how to use new tools in a short time was viewed as stressful. For
example, “Initially, when it all started, stress and anxiety. Because, we did not know exactly what
to do, we did not know how to do it . . . certainly annoyed when we saw that the platforms had
problems, it (the whole process) was too slow.” (T11)

Parents’ support and the cognitive improvement of children affected teachers’ feelings
so as to become more positive. As one teacher reported: “In the beginning, I was very negative,
because I say: -Oh, they (children) are in front of a computer, how are we going to grasp their
interest? Keep them doing things . . . Later, because we also had the help from the parents, I started
to like it, because I saw that the children had also a cognitive improvement.” (T12)

Teachers shared some disadvantages of online education (as experienced during
the pandemic) such as loss of the immediacy of the lesson and limited infrastructure; in
particular, limited infrastructure at home caused the children to fall behind. Examples of
extracts associated with negative experiences were:

“The immediacy of the lesson was lost, that is, it was not so lively . . . many parents
could not support their children because they were working . . . we did not receive timely
training . . . in the first phase (of online education) we were completely alone.” (T4)

“At some homes, there was a problem with infrastructure, they did not have the necessary
devices, or the number of devices to connect the children (with online lessons). Imagine
a family with three children, the one who went to preschool did not participate in the
lesson . . . these little ones were tired from the mobile phone, they could not watch from
the phone.” (T10)

Some teachers explained that children’s familiarization with the technology was
indeed a positive experience from online education, and an example was: “I think the most
important thing is that the children familiarized themselves with the whole process, with online
learning . . . they learned different digital tools, each child was given the opportunity to work at his
own pace.” (T8)

Another teacher mentioned that online education was helpful in order to think of
different types of activities and cooperate with colleagues: “It helped me to think of activities
that can be done in another way, can be done from/via the computer . . . , it helped me to cooperate
with the kindergarten teacher of the other class.” (T2)

4.4. The Role of the Parents and Children’s Experiences during the Pandemic

Table 5 indicates teachers’ experiences with regard to the role of the parents and chil-
dren’s experiences, during the pandemic. The role of the parents and the communication
with them were experienced/considered as very important by most of the teachers (9 ref-
erences). The support of parents to their children was also pointed out and, in particular,
during the first year of the pandemic (when parents and children were less familiar with
the process of online education). With regard to children’s experiences, the majority of the
teachers (10 out of 14) reported that children had overall negative feelings (they missed
physical contact, their friends, they did not like online education). Teachers reported that
children developed/exercised their digital skills (8 references), and that at the beginning
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of the pandemic there was greater enthusiasm and participation (in comparison to the
tiredness experienced by children towards the last months of online education).

Teacher responses revealed that the role of the parents and the communication with
them during the lockdown periods was very important. Examples of responses, were:

“(we had) Continuous communication, very frequent, especially in the first days, when
the parents were not familiar with the technology. In the early days we were constantly
over a phone on viber. My communication with the parents was done mainly by phone,
mainly through a viber group that I had set up.” (T1)

“The role of the parents was also very important, because it is different from being in the
classroom and managing eighteen children . . . They will listen to you much more easily.
At a distance, however, it is not so manageable. So, the parents should set the limits
(similarly, as these are) set by the teacher in the classroom. So, I think, it is essential that
we cooperated (with parents).” (T14)

“It (parents’ role) was energetic in finding materials we would need . . . Some other
parents were next to their children and sometimes they intervened . . . (directing them)
say this, say that.” (T7)

With regard to children’s experiences, most respondents expressed the belief that
children had negative feelings and did not like online education. Indicative excerpts were:

“Generally, the children were tired, the time (lunch time 2–4 pm) was very inappropriate,
sometimes they were bored . . . their feelings were not positive. They liked some things.
When we did music-kinetic things and when we played games like pantomime, games
with finding a material, but, in general, they did not like it (online education).” (T5)

“I think they (children) did not like distance education. None of the kids was happy with
webex (platform). That is, when we spoke, they wanted their school to open . . . There
was not as much involvement, as if they were lost. If I had not intervened to speak, the
involvement would have been very little/low . . . with the technology, they were quite
familiar.” (T6)

5. Discussion and Conclusions
5.1. Discussion of Findings

The findings of this study add evidence to the emerging literature on teacher practices-
experiences in the context of early primary education during the pandemic; a field with
relatively little research evidence. The interviews with the teachers revealed some issues
difficult to be explored through large-scale quantitative surveys, and this study contributes
data into teachers’ practices-experiences during the pandemic. Teacher narratives inform
the findings and represent teachers’ voices for the situation in pandemic.

The findings of this study revealed that, during online education, most of the teachers
used a combination of teaching practices-approaches (constructivist, traditional and behav-
ioral approaches, as well as experiential learning approaches), while the learning activities
implemented mainly included language, psychomotor activities, display of videos, mathe-
matics and interdisciplinary activities. It is interesting that despite the distance, teachers
applied kinesthetic activities (experiential and hands on home activities) to reach their
students and attract their interest. There is some agreement with earlier research in early
primary years which reported similar activities; e.g., Yildirim [5] reported implementation
of language and mathematics activities, while Steed and Leech [11] reported reading stories
online. Regarding the way technology was used, the teachers reported that initially (during
the first year of lockdown) children tended to use the technology with the help of their
parents, while afterwards (subsequent lockdowns) it was easier to use the technology, while
a few children faced difficulties.

Teachers’ feelings were initially negative, while afterwards they experienced more
positive feelings. This is in line with earlier studies [9,10] which reported negative feelings
and, in particular, at the beginning of the pandemic. Negative feelings and anxiety are
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obviously linked to the lack of earlier experiences (online education was a new situation for
all teachers) and the lack of support (mainly, at the beginning of the pandemic). Disadvan-
tages of online education, as experienced by teachers, mainly included technical problems,
followed by limited resources/support for children at home, and limited teacher training
in online methodology. Similar obstacles were reported by earlier research: e.g., internet
connectivity problems [5,12], children’s access to technology and/or support at home [6,7],
and lack of preparation/training for online teaching [12]. When using technology-based
infrastructure, equity issues for socioeconomically disadvantaged students and teachers
need to be considered. Teachers’ positive experiences (advantages of online education)
mainly included children’s familiarization with the technology and maintenance of contact
with the school environment. Digital natives are familiarized (or get easily familiarized) with
the digital technology/tools, and this has implications for the cultivation and enhancement
of a digital culture in formal educational settings.

Teachers’ experiences of the role of the parents, highlighted the importance of the
parental role and of communication with parents during the pandemic. This finding is in
agreement with earlier research which indicated the crucial role of families [11] and the
involvement of parents in children’s educational activities [5,9]. The communication with
parents took place predominantly via telephone calls/viber/messenger, rather than over
internet platforms (since the parents had also to familiarize themselves with the digital
platforms). This study revealed that some parents became teachers at home to assist their
children; it was crucial to maintain communication so children did not lose out on the
planned activities.

Teachers also reported that the majority of their students had negative feelings during
the online education (e.g., they missed physical contact, their friends), while they also
exercised/developed their digital skills; the latter one was reported among the advantages
of online education. Timmons et al. [6] also reported on social and emotional effects of the
pandemic on young children.

In parallel, the findings of this study revealed some differences between the first and
the second year/wave of online education, with regard to: (a) the way technology was used
by children (e.g., initially with parents’ help, then it was easier for the children); (b) teachers’
feelings (initially more negative feelings and anxiety, afterwards more positive feelings);
(c) parents’ role (during the first year they were more frequently next to their children);
(d) children’s experiences (initially, enthusiasm and greater participation in comparison to
the second year); (e) teacher support (during the second year there was some support via
rapid seminars, group support).

5.2. Conclusions–Suggestions

Taking into account the findings of this study, some implications and suggestions for
(future) online education in the foundational early primary years include maintenance
of good-high-standard teaching practices, enhancement of digital culture and parents’
involvement with children’s activities at home. Initially, it is important to maintain good
teaching practices/approaches, and not to diminish the standard of learning activities with
the shift to online education. Good practices are expected to attract children’s interest
in getting involved with the activities designed by teachers. For example, the learning
activities could include digital activities as well as kinesthetic activities; i.e., implemen-
tation of kinetic/psychomotor activities that attract children’s interest and engagement.
UNESCO [16] mentions that the pandemic is an opportunity to rethink curricula, as well
as the educational process. By rethinking curricula (e.g., more creative, innovative, and
flexible ones), educators can increase possibilities of successfully supporting young chil-
dren’s social outcomes [17]. Preschool curricula could incorporate guidelines for online
activities. In parallel, enhancement of digital culture, is suggested to include equity issues,
to ensure all children’s access to technology at home; reducing inequalities is included
in the sustainable development agenda of the United Nations [18]. Stakeholders (policy
makers, curriculum developers, school principals) need to support a digital learning culture
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and teachers in the event that teaching-learning is shifted online in the future. For example,
professional development initiatives could incorporate good practices for online teach-
ing, practices utilizing digital tools, so as to enhance teachers’ digital competencies and
confidence (thus, eliminating feelings of anxiety). Policy makers are suggested to adopt a
continuous improvement plan with good practices on confronting emergency crises. School
principals could also devise emergency action plans for future crises situations. During the
pandemic period, the role of school leaders/principals is important, since they contribute
to the establishment of a digital learning culture in their schools [3]. The role of the parents
is suggested to be empowered, via parents’ support of children’s educational activities,
and communication and co-operation with teachers. Parents’ digital skills will also prove
useful for supporting their children and communicating with teachers.

5.3. Limitations–Future Research

The limitations of this study include the small sample size and its origin from one
country. Future research is suggested to include a larger sample, and examine school
characteristics (e.g., school context and leadership) in relation to teachers’ practices. Future
research could investigate ways of utilizing digital technology to eliminate barriers [19], and
examine how to deal with various emergency situations in the early primary educational
sector. Future studies could also explore digital pedagogy transition among different modes
of online teaching and learning, and school development for crises situations [20].
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