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Editorial on the Research Topic
Subjective well-being in online and mixed educational settings

1. Introduction

This Research Topic aims to bring together a set of papers that will enable the scientific
community to contribute to the understanding of the changes in these factors associated
with subjective wellbeing in schools. Together with this, we have sought to show how the
effects of the global pandemic may not only be temporary, but a permanent change in how
we understand the role of school relationships and their effects on subjective wellbeing, now
actively mediated by technology.

The 24 articles that comprise it represent a significant contribution to how these
changes are implemented and sustained in education systems around the world. This
editorial is organized into three sections, which seek to provide a common framework
for understanding Subjective Well-being in Online and Mixed Educational Settings. To
this purpose, the first part presents a referential and theoretical framework of Subjective
wellbeing from the social sciences in which the 24 works are inscribed. The second part
describes the two thematic axes that organize the monograph and briefly presents each of
the 18 articles that comprise it. Finally, we point out some considerations that we have been
able to extract from the reading of the theoretical and empirical material presented in the
monograph, composed of relevant voices from different geographies and traditions.

2. Subjective wellbeing in education

Subjective wellbeing is now a key concept in the study of human development. Its
determinants and effects across the lifespan have been the subject of much research.

Over the last 20 years, interest in measuring and incorporating the “subjective wellbeing”
approach has grown significantly worldwide, both in academic activity and in public policy
(Calvo and Beytia, 2011; Oyanedel et al., 2015). In this regard, interest has focused on studies
on adult and child populations, with little research on formal educational contexts and their
school communities. At the same time, evidence on subjective wellbeing and quality of life
is particularly scarce in non-Anglo-Saxon countries (Oyanedel et al., 2015), where there are
no regular and comparable measurements between populations from different socio-cultural
contexts (Casas et al., 2013).
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The concept of quality of life is defined with respect to both
objective and subjective conditions that ensure social wellbeing,
with emphasis on the different stages of life development
(Urztia and Caqueo-Urizar, 2012). From the social sciences, this
last element is the one that has taken on greater relevance
in recent years, being defined as “subjective wellbeing.” This
corresponds to the psychosocial component of quality of life,
and refers to the perceptions that people have regarding their
living conditions—economic, social, cultural, health, personal
achievements, among others—(Seligson et al., 2003; Casas et al.,
2013). Thus, it is a concept that refers to the evaluations -both
positive and negative- that people have regarding their lives,
from a multidimensional perspective (Lau and Bradshaw, 2010)
where aspects of cognitive evaluation and emotional elaboration
are integrated (Petito and Cummins, 2000) either in relation to
life as a whole or to particular areas of it. Thus, with respect
to quality of life, subjective wellbeing supplies the psychological
devices that engage both physical and emotional stability in
peoples lives (Casas and Bello, 2012; Oyanedel et al, 2015),
by virtue of its present but not momentary state (Veenhoven,
1994).

From the perspective of public policy, the effort to measure
and monitor the subjective wellbeing of citizens has aroused
greater interest because it is considered a useful tool for
accessing the “fulfilled” life of a country (Ben-Arich, 2008).
This is because it complements the traditional definition of
“subjective wellbeing”—measured mainly as the availability of
income—, allowing development policies to be humanized by
making them more inclusive (Oyanedel et al., 2015). This is
precisely because “its objective is in the subjective”: considering
of their
information on how to improve the quality of life of this

citizens’ perceptions lives provides fundamental
social group as beneficiaries of public policies (Ben-Arich,
2008).

A relevant aspect in the study of subjective wellbeing is
its relationship with objective indicators of economic growth
and wealth in different countries. At the general population
level, differences have been found according to the income
of individuals, with a strong relationship when comparing
countries, but decreasing when observing within countries
(Oyanedel et al., 2015). Antecedents such as the above highlight
the relevance of socio-economic status in relation to the
study of subjective wellbeing, an area insufficiently explored
from the perspective of educational communities due to the
scant empirical material that existed before the COVID-19
pandemic. But this undoubtedly changed with the massive global
virtualisation of educational processes that began in March
2020 (and extended in some countries to as late as mid-
2021).

Research on wellbeing in educational settings has allowed us to
understand the role of teachers, peer relationships, school climate
and school satisfaction in subjective wellbeing. It has also helped
us to assess associations of subjective wellbeing with desirable
outcomes, such as higher educational achievement, and traits such
as resilience, courage and self-efficacy.

Changes in educational environments as a result of the global

pandemic have meant a shift in the understanding of school from a
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face-to-face space to a partially or fully online experience (Rivera-
Vargas et al., 2021a). These changes in educational environments
go beyond the mere experience of teaching and learning, changing
the social relationships that underpin it (Rivera-Vargas et al,
2021b).

A relevant aspect in the study of subjective wellbeing is
its relationship with objective indicators of economic growth
and wealth in different countries. At the general population
level, differences have been found according to the income of
individuals, with a strong relationship when comparing countries,
but decreasing when observing within countries (Diener and
Biswas-Diener, 2002). Antecedents such as the above highlight
the relevance of socio-economic status in relation to the study
of subjective wellbeing, an area insufficiently explored from the
perspective of educational communities due to the scant empirical
material that existed before the COVID-19 pandemic. But this
undoubtedly changed with the massive global virtualisation of
educational processes that began in March 2020 (and extended in
some countries to as late as mid-2021).

Research on wellbeing in educational settings has allowed us to
understand the role of teachers, peer relationships, school climate
and school satisfaction in subjective wellbeing. It has also helped
us to assess associations of subjective wellbeing with desirable
outcomes, such as higher educational achievement, and traits such
as resilience, courage and self-efficacy.

Changes in educational environments as a result of the global
pandemic have meant a shift in the understanding of school
from a face-to-face space to a partially or fully online experience
(Rivera-Vargas et al., 2021a; Cobo-Romani and Rivera-Vargas,
2022). These changes in educational environments go beyond the
mere experience of teaching and learning, changing the social
relationships that underpin it.

Schools are one of the key spaces of socialization in
contemporary societies. There, children not only acquire learning
and knowledge, but also social norms and develop their
personalities through continuous interaction with teachers, school
staff, peers and their families (Erstad et al, 2021). Most of our
current knowledge about schools is based on pre-COVID-19
learning (Rivera-Vargas et al., 2021b).

The global pandemic has dramatically changed the functioning
of schools from a safe space where parents could leave their children
to learn to a space of potential contagion. These obvious changes are
underpinned by alterations in foundational social relations, which
give students a sense of purpose. These relationships are one of the
key predictors of subjective wellbeing, and understanding them is
key to understanding the new challenges that subjective wellbeing
will now face as part of adapted educational environments.

3. Structure of the monograph

A total of 24 articles from the following 12 countries have been
included in this monograph: Venezuela, Peru, Chile, Colombia,
South Africa, China, UK, Belgium, Romania, Italy, Spain and
Germany. Of these 24 articles analyzing subjective wellbeing
in online and blended learning environments, 11 focused on
higher education, and 13 on compulsory education (primary and

frontiersin.org
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secondary). It is precisely on the basis of this distinction that for
this editorial we have grouped the 24 contributions into these two
main blocks.

3.1. Higher education

In the 11 papers on higher education included in this
monograph, two distinct profiles can be discerned. First, those that
present the results of empirical research on the field, and second,
those that present the results of the implementation of teaching
innovations mediated by digital technologies.

With regard to the empirical works, we can appreciate
the following:

In the article “Emotional Wellbeing: The Impact of the COVID-
19 Pandemic on Women Academics in South Africa” written by
Ronnie et al. the specific stressors manifested in South African
women academics during the lockdown and their effect on
emotional wellbeing are discussed. The study concludes that the
work-life balance that occurred during the lockdown appeared to
have a concertina effect on emotional wellbeing, as participants
were pressured to manage an inordinate number of responsibilities
at once.

In the article “The Effect of Fear of the COVID-19 on
Depression Among Chinese Outbound Students Studying Online
in China Amid the COVID-19 Pandemic Period: The Role of
Resilience and Social Support] authored by Chen et al. it
was determined how fear of the COVID-19, correlates with
depression. Along with this, the potential role of resilience
and social support in the association between fear of COVID-
19 and depression among Chinese students studying online
in China in the midst of the COVID-19 pandemic period
was explored. The results show that fear of COVID-19 was
positively correlated with depression and negatively correlated with
resilience and social support. Both resilience and social skills were
negatively correlated with depression. Social support showed a
resilience correlation.

In the article “Emotional Intelligence and Academic
Self-Efficacy in Relation to the Psychological Well-Being
of University Students During COVID-19 in Venezuela,

written by Garcia-Alvarez et al, the predictive capacity of
academic self-efficacy and emotional intelligence skills on
certain dimensions of psychological wellbeing in Venezuelan
that
emotional intelligence and academic self-efficacy are protective

university students is analyzed. The results show
psychological resources for the psychological wellbeing of young
university students.

In the article “Depression, COVID-19 anxiety, subjective well-
being and academic performance in university students with
COVID-19 infected relatives: A Network Analysis] written by
Ventura-Leon et al. examined the relationship between anxiety,
depression, subjective wellbeing and academic performance in
Peruvian health sciences university students with COVID-19
infected relatives. The results reveal that a depression and wellbeing
node (PHQI-SWB3) presents the highest relationship. The most
central nodes belong to COVID-19 anxiety, and there are no
global differences between the comparison networks; but at the

local level, there are connections in the network of COVID-19
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infected students that are not in the group that did not present
this diagnosis.

The article “Subjective Well-Being in Healthcare Professionals in
Colombia: On the Constitution of Subjectivity and the Ethics of Care
in Times of the COVID-19 Pandemic” written by Barragan-Giraldo
et al. reveal how subjective wellbeing has been generated in a group
of professionals in the healthcare field in Colombia, who carried
out postgraduate studies at the time of the pandemic caused by
the novel SARS-CoV-2 coronavirus in a synchronous and remote
learning course facilitated by employing digital technologies.

In the article “What Matters in Online Education: Exploring the
Impacts of Instructional Interactions on Learning Outcomes” written
by Li et al,, the results of a research where the effects of instructional
interactions on the learning outcomes of Chinese university
students (i.e., academic performance and learning satisfaction)
were analyzed based on the Interactive Equivalence Theory by
conducting two empirical studies are presented. The results showed
that task values mediated the relationship between student-content
(SC) interaction and learning satisfaction. Moreover, SC may not
only affect learning satisfaction directly, but also through task
value and self-regulated learning respectively, or through chain
mediations of both task value and self-regulated learning.

Regarding the papers on teaching innovation mediated by
digital technologies, we can appreciate the following:

In the article “Chilean University Students’ Satisfaction With
Online Learning During COVID-19 Pandemic: Demonstrating the
Two-Layer Methodology”, written by Montero et al, the main
determinants of university students’ overall satisfaction with online
classes and academic performance are identified and analyzed
through the domain satisfaction approach. The results show
manifest student satisfaction with the support provided by the
university and with learning and satisfaction with the perceived
quality of online classes.

In the article “Serious Games as a Method for Enhancing
Learning Engagement: Student Perception on Online Higher
Education During COVID-19”, written by Arias-Calderon et al,
the impact of the use of “serious games” as a complement
to synchronous online classes to ensure the continuity of
pedagogical activities in a Chilean university is analyzed. The
results show that students positively valued the use of this
proposed innovative pedagogical model in terms of motivation
and engagement.

In the article “Self-regulated learning and academic performance
in Chilean university students in virtual modality during the
pandemic: Effect of the 4Planning App,” written by Jaramillo et al,,
the effect of using the 4Planning app with intracurricular focus
on SRL and on the academic performance of students at a
Chilean university is analyzed. The results show that students
who used the app express substantial satisfaction in different
pedagogical dimensions.

In the article “Teaching Presence vs. Student Perceived
Preparedness for Testing in Higher Education Online English
Courses During a Global Pandemic? Challenges, Tensions, and
Opportunities written by Morales et al, the results of a study
conducted in a Chilean university are presented in which the extent
to which online teaching presence could be a mediating factor in
the context of test preparation within a language course in aspects
related to autonomous learning and perceived learning outcomes.
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However, both student and teacher voices evidenced pervasive
challenges and tensions that hinder the potentially transformative
benefits that online learning is expected to bring.

In the article “E-Portfolio as an Evaluative Tool for Emergency
Virtual Education: Analysis of the Case of the Andrés Bello University
(Chile) during the COVID-19 Pandemic; written by Rodriguez
et al, the results of an investigation are presented in which the
perception of the students of the Phonoaudiology degree of a
Chilean University on the incorporation of the E-portfolio as
an evaluative tool during emergency virtual education due to
the COVID-19 pandemic was analyzed. The results of the study
show that there is an improvement in the methodology and
teaching support, as well as in the creativity and professionalism
of the students.

3.2. Compulsory education (primary and
secondary)

In the 13 papers on compulsory education (primary and
secondary) included in this monograph, two marked profiles can
also be seen. Firstly, those which present a more global view of the
problem, and secondly, those which present a more local view of
the problem.

With regard to the works with a global view, we can appreciate
the following:

In the article “Distance Learning and School-Related Stress
Among Belgians during the COVID-19 pandemic” written by De
Coninck et al., the main factors explaining increased school stress
in Belgian adolescents were identified and analyzed. The results
show that overcrowding, economic hardship and domestic violence
are risk factors for increased stress, whereas social support and the
absence of material deprivation are protective factors.

In the article “Webcams and Social Interaction During Online
Classes: Identity Work, Presentation of Self, and Well-Being” written
by Hosszu et al, a study is presented in which they analyzed
how the wellbeing of teachers and students in Romania has been
affected by online education through (1) the spillover effects of the
sudden shift to online classes; (2) identity work at the individual
and group levels; and (3) students’ and teachers’ presentations of
self in the online environment. Results indicate that both students
and teachers experienced ambivalence and various changes in
wellbeing generated by the flexibility, burdens, and interruptions
of homeschooling. Another aspect to note is that the identities
associated with the roles of teacher and student were challenged and
open to renegotiation.

The article “Distance learning during the first confinement:
impact on the family and its effect on students’ engagement” written
by Chifari et al. presents research that analyzes how Distance
Emergency Education (DE) impacted Italian families during the
confinement caused by the COVID-19 pandemic and, in particular,
to what extent the impact of DE on families, measured in terms
of shared space and equipment, moderates the effect of student
and family characteristics on student engagement. The main results
reveal how the impact of EED on families played a significant role
in predicting the level of student engagement observed by parents
with respect to different predictor variables.
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In the article “Students’ Experiences in Suddenly Transformed
Living and Educational Environments by COVID-19” written by
Herndndez-Hernandez and Sancho-Gil an analysis is presented on
how Spanish university students felt affected by the COVID-19
pandemic and, especially, by the irruption in this context of non-
face-to-face classes and mixed teaching methods. The results show
that the emotional effects have allowed them to generate positive
strategies of readaptation and collaboration with other classmates.

In the article “Well-being of School Communities in the Context
of the COVID-19 Pandemic. A Qualitative Study in Chilean Schools
of Low Economic Strata”, written by Lopez et al., presents a study
whose purpose was to describe and understand the construction
of school wellbeing in Chile during the pandemic, based on the
notion of collective and sustainable wellbeing. The results showed
that, while facing the challenges of school closures, schools made
efforts to protect the wellbeing of students and teachers.

In the article “Impact of techno-creators and techno-inhibitors
on manifestations of technostress in Chilean kindergarten directors
in the context of the COVID-19 pandemic and telework”, written
by Estrada-Munoz et al, the impact of techno-creators and
techno-inhibitors on the different manifestations of technostress
in Chilean kindergarten directors in the context of the COVID-
19 pandemic and telework is analyzed. The paper suggests that
techno-creators provoke manifestations of technostress, however,
techno-inhibitors did not show a significant effect in the reduction
of these manifestations in the sample studied.

In the article “Teachers’ emotional exhaustion before and
during the COVID-19 pandemic: Neither emotional strain nor
holiday feeling” by Bleck and Lipowsky, changes in the emotional
exhaustion of active German teachers before and during the
COVID-19 pandemic are analyzed. In this context, changes in
the emotional exhaustion of a cohort of German professors were
analyzed longitudinally, taking into account variables such as
gender, age, the teaching degree studied or the amount of time
devoted to distance teaching.

In the article “Subjective Well-Being and Schools in South
Africa: A Post-COVID-19  Analysis” by
et al, we present the results of a study conducted in

Morales-Olivares

South  Africa, which analyzed subjective wellbeing in
families with school-going children as a function of
selected social variables such as gender and material

living conditions.

In the article “Online learning performance and engagement
during the COVID-19 pandemic: Application of the dual-continua
model of mental health” by Kim et al,, the results of a study in which
the relationship between students’ adaptation to online learning
and their mental health was analyzed using the Dual-Continua
Model are presented. The results revealed that two dimensions
of mental health (i.e., mental wellbeing and mental disorder)
were independently associated with all objective and subjective
indicators of online learning.

In the article “Psychometric properties of the Collective
Efficacy Scale Short-Form in Chilean teachers”, written by
Herrera et al, the results of a study that analyzed the
dimension of personal wellbeing in Chilean school teachers
are presented.

Regarding the works with a local view, we can appreciate
the following:
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In the article “Parental Acceptance of Educational Technology:
Lessons from Around the World” written by Osorio-Sdez et al.
based on a questionnaire applied to families in 19 countries, the
main factors that contribute to parents’ acceptance and use of
technology to support their children’s learning were identified and
analyzed. The results show that parents are more involved in
children’s learning when schools provide or suggest well-structured
technological tools, and when parents are socially influenced by the
opinions of other parents, teachers, children, the general public,
family members, etc.

In the article “Socioeconomic Status, Parental Involvement and
Implications for Subjective Well-Being During the Global Pandemic
of Covid-19” written by Trevino et al. formal and informal parental
practices of home learning during the school closure period in 19
countries around the world are analyzed. The main findings show
that parental socioeconomic status is a key predictor of both formal
and informal parental practices.

The article “Psychological Well-Being in Teachers During

Post-Covid-19: Psychology
written by Garcia-Alvarez et al

and Positive Interventions”

presents a systematic
literature review that compiles some of the research on
of the

teacher psychological context

COVID-19 pandemic.

wellbeing in the

4. Final considerations

In conclusion, we believe that the contributions that form
part of this Research Topic focusing on subjective wellbeing in
online and blended educational settings may allow us to increase
our understanding of the role of teachers, peer relationships,
school climate and school satisfaction on subjective wellbeing. It
can also help us assess associations of subjective wellbeing with
desirable outcomes in virtual contexts, such as higher educational
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be watching.
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Eliana Maria Osorio-Saez*, Nurullah Eryilmaz and Andres Sandoval-Hernandez
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One of the long-term lessons from the school closures due to the global pandemic
COVID 19, is that technology and parental engagement are the best levers to access
education so as to bridge the achievement gap between socially disadvantaged children
and their peers. However, using technology is not as simple as bringing equipment
into the school and home and initiating its usage; these are just the first steps into a
more complex and ambitious achievement of using technology as a catalyst for a shift
toward new learning models in remote and hybrid settings. A theoretical framework
based on the theory of acceptance and use of technology and social cognitive learning
theory was used to analyse data from a survey completed by 4,600 parents from 19
countries during the national lockdowns in 2020. Regression models and thematic
analysis of open-ended responses were employed to identify factors that contribute
to parental acceptance and use of technology in support of their children’s learning. Our
results show that parents are more engaged in children’s learning when well-structured
technological tools are provided or suggested by schools, and when parents are socially
influenced by the opinions of other parents, teachers, children, the general public,
relatives, etc. Conversely, they are less engaged when they perceive the technological
tools to be challenging and beyond their knowledge or skills. The study’s findings have
practical implications for governments and school leaders, who need to be aware of
the factors likely to determine the use of technology at home and take action to meet
parents’ needs when using technology to support learning.

Keywords: parental engagement, use of technology, school closures, home learning environment, technology
acceptance model

INTRODUCTION

On average, almost half of 15-years-old across Organisation of Economic Cooperation and
Development (OECD) countries are enrolled in schools where the headteacher reported that
an effective online learning support platform was available (Ikeda, 2020). The picture is similar
when it comes to the availability of adequate professional resources for teachers to learn how
to use available digital devices, with 65% of them having access to this kind of resource across
OECD countries (Ikeda, 2020). However, the support parents receive to help their children
in using the same technologies to learn at home remains unexplored (Garbe et al., 2020;
Miiller and Goldenberg, 2021).

The UNESCO global monitoring system of school closures caused by COVID-19 showed that
in April 2020, over 1.6 billion learners in 194 countries were affected. Four months later, schools
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remain closed in 105 countries. This means that, during this
period, approximately 12 million parents around the world faced
the challenge of educating their children at home. School closures
have increased the existing achievement gap. Evidence from
different studies around the world suggests children have made
less academic progress compared with previous year groups and
that there is a large attainment gap for disadvantaged students,
which seems to be getting wider (Maldonado and De Witte, 2020;
Domingue et al., 2021; Engzell et al., 2021; Kogan et al., 2021;
Pier et al., 2021). This represents a once in a lifetime opportunity
to unpack the lessons that can be learnt from the impact of this
global emergency. Provision of devices and access to the Internet
are key steps, but not the only ones. Working closely with parents
to help them to use technology to support their children’s learning
is critical as well. Combining parental engagement and use of
technology is the best strategy in mitigating both the short and
longer-term impacts of COVID-19, where years of progress made
in education around the world are now under threat (Cruddas,
2020; Novianti and Garzia, 2020; OECD, 2020).

There is limited information on parents’ ability to enhance
their skills and the factors that facilitate their engagement with
children’s learning when utilising the existing online learning
support platforms chosen by schools. Available data is limited and
mainly describes the provision of devices, access to the internet
(UNICEF, 2020) and concerns about parents’ ability to keep their
children safe online (OFCOM, 2020).

This study is aimed at identifying the factors associated
with fostering parental acceptance and use of technology to
support their children’s learning in 19 countries. Social cognitive
learning theory (SCLT) (Bandura, 1999) and the theory of
acceptance and use of technology (TAMs) (Venkatesh and
Davis, 2000; Venkatesh et al., 2003; Venkatesh and Bala, 2008;
Abdullah and Ward, 2016) are used to explain how parents
receive and use technology to support children’s learning. Under
SCLT, a socially appropriate outline for explaining how parents
approach technology is proposed, while TAMs explain what
factors influence parental acceptance and technology use.

This paper is organised as follows: section two provides a
review of the literature relating to parental engagement, home
learning environment, social-cognitive learning theory, and the
theory of acceptance and use of technology. Section three
presents the exploration of the current international data on
parental engagement and acceptance and use of technology.
Section four presents the research questions that guide the
present study. In Section five, the method employed for gathering
the data is explained, whilst Section six presents the results
derived from this study. Section seven discusses the study’s
findings and the last section concludes with recommendations for
policy and future research.

LITERATURE REVIEW

Parental Engagement With Children’s

Learning
Evidence from research has shown parental engagement
in children’s learning is critical to student success

(Fan and Chen, 2001; Desforges and Abouchaar, 2003; Jeynes,
2005, 2007, 2012; O’ Brien et al., 2014; Purcell-Gates et al,
2014). O’ Brien et al. (2014) found that children whose parents
participated in intervention programmes experienced substantial
growth in language and literacy. These findings support the
idea that parents are the best partners to close achievement gaps
(Goodall, 2017). Hence, parents as equal partners, with a voice
and an active presence, support learning and not only homework
or the curriculum.

Yet, a consensus of what parental engagement means is
still problematic as it has many definitions. According to Kim,
parental engagement refers to parents’ involvement in their
children’s lives in order to enhance their outcomes (2009, p. 89).
As such, parental engagement is not just involvement in or
support of the school, but also, helping with learning (Goodall
and Montgomery, 2014). This perspective entirely changes the
traditional role parents have played whereby they are part of
a limited partnership that supports the schools goals. In the
present study, Goodall and Montgomery’s (2014) continuum,
which charts parental involvement to parental engagement, is
used as a framework in measuring parental engagement with
children’s learning.

To better understand what parental engagement is and how it
is operationalised, let us start by defining parental involvement.
According to Latunde (2017), there are two types: traditional
and non-traditional. Traditional forms of parental involvement
include helping with school homework, attending parents’
evening and social events (Goodall, 2013, 2018; Torre and
Murphy, 2016; Watt, 2016) and volunteering in the classroom
(Lewis et al., 2011). Under this perspective, parents are treated as
peripheral to education (Pushor, 2007), which places the school
in a privileged place of having expertise and power (Latunde,
2017, p. 10), and parents as having a minor impact on student
educational outcomes (Jeynes, 2005).

Non-traditional definitions of parental involvement have
emerged more recently and have broadened the spectrum of
parental engagement. Parental engagement includes, among
other activities, parents providing moral and emotional support,
reading with their children, promoting and supplementing
learning, following and supporting their children’s learning
interests, modelling learning, modelling resilience and creating
learning environments (Latunde, 2017). The premise is that
learning is a broad concept, one beyond the school curriculum
and not limited by the school walls, with parents playing an
active role in it.

Parental engagement shares a powerful connection with
children learning at home and it is a strong predictor of children’s
achievement (Harris and Goodall, 2008; Harris et al., 2009).
Parents not only support the school curriculum but learning in
all its forms and feel empowered enough to work alongside the
teaching staff, suggesting new ways to approach tasks and solving
problems, as well as leading children’s learning processes.

Studies have proven that parental behaviours and attitudes
toward learning impact upon children’s learning. That is, parental
engagement is essential for improving educational outcomes
(Melhuish et al., 2008; Jeynes, 2012, 2014a,b; Huat See and
Gorard, 2015; Karemaker et al., 2017). Studies in the field have
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been predominantly small scale. They have used inconsistent
parental engagement definitions focused on participation in
school-based activities, rather than engagement with children’s
learning. Consequently, the field has had to rely on a few
large-scale research studies providing evidence of a relationship
between specific parents’ behaviours, strategies and factors that
underpin their engagement.

Home Learning Environment

Parental engagement happens long before schooling, and it is
one of the elements of the home learning environment. Homes
are not only the place where parents cover basic needs, such as
affection, safety and survival. They pass on knowledge and capital
that children use on a daily basis to their benefit (Bjorklund et al.,
2002; Bornstein, 2006). Homes become transformed into learning
environments to educate young people for successful adjustment
to cultural, physical, social and technological challenges.

Scholars have presented frameworks to determine the
elements and relationships in the home learning environment.
For instance, Bornstein (2006) and Bradley and Corwyn (2004)
have presented frameworks that have focused on cognition,
language, and socio-emotional skills, whilst others have centred
their attention on the effect of the home learning environment
on achievement (Hess and Holloway, 1984; Brooks-Gunn
and Markman, 2005; Melhuish et al,, 2008). Home learning
environment frameworks are diverse, but they share many
common factors that contribute to children’s success. An
alternative framework focusing on what happens at home and
not at school has been proposed by Dearing and Tang (2010,
p. 131). In the present study, we have employed and adapted three
elements presented by Dearing and Tang (2010) to define home
learning environments; (1) parental engagement with children’s
learning, (2) the parent-child relationship and emotional climate
that favours learning, and (3) learning materials, with an
emphasis on technology (see Figure 1).

The first characteristic of the home learning environment is
parental engagement. It was explained in the previous section
as referring to activities that parents and children share that
stimulate learning. It also involves the actions that parents
undertake to enhance their skills to support children’s learning.
The second characteristic is the parent-child relationship and
emotional climate that favours learning. It refers to a positive
home atmosphere that parent and child create together (Dearing
and Tang, 2010). This is mediated by parenting style (Maccoby
and Martin, 1983) and the store placed on education at home
(Francis and Archer, 2005), which depends on parents’ beliefs,
expectations, and values.

The last characteristic is learning materials. Children learn
through interaction with others and objects (Piaget, 1950, 1951,
1981). Research suggests that material resources are necessary
for brain development, and the absence of objects limits neural
growth (Blakemore and Frith, 2005). In a study with children
raised as deprived orphans, Rutter et al. (2004) found that
learning objects played a crucial role in recovery from cognitive
deficits. Studies have evidenced children’s access to books as
a predictor of literacy achievement (Clark, 2011). To sum up,

learning materials at home are effective; however, these materials
have to match the developmental stage.

Technological devices and software are also critical learning
materials in the home and parents play an active part in the
development of a digital learning environment (Baruch and
Erstad, 2018). Digital literacy concerns have been a key focus
of national education policy agendas (Mossberger et al., 2007;
Selwyn, 2016, 2017; Livingstone et al., 2018; Livingstone and
Blum-Ross, 2019, 2020). Global initiatives from across both the
private and public sectors have been implemented to provide
access to up-to-date educational technology to narrow the
digital divide (Bozkurt et al., 2020; Van Dijk, 2020; Pangrazio
and Sefton-Green, 2021) and enable the development of the
necessary skills for facing the challenges that technology brings
to schools and workplaces. These initiatives have involved the
provision of equipment and access to the internet. They have
been reproduced in different countries with similar aims and
target populations of school-age students. Countries and regions,
including the United States, Australia, Panama, Uruguay, Costa
Rica, Colombia, Europe, and the United Kingdom have launched
a range of small- and large-scale projects providing technology
in schools (Zheng et al., 2016). Their experiences vary, with
there being mixed evidence on the impact of these projects due
to infrastructure, investment, school leadership, teacher training
and home involvement during the implementation.

1:1 Technology not only impacts on how children learn and
interact in schools, but also transforms the dynamics at home
and potentially determines whether learning is taking place (Lei
et al., 2011). Devices in the home increase access to resources
and information (Zucker and McGhee, 2005). That is having
a personal device at home not only facilitates academic-related
tasks, but also increases opportunities to engage with online/
offline games, social media (Lei et al., 2011), family interactions
and potentially develop skills in parents that enable them to better
support their children. The provision of technological devices
and access to the internet is the first step toward using technology
to support learning at home. Before using technology as part
of the learning routine at home, parental acceptance of it is
crucial. Parents decide which devices to purchase, how many
devices per child, how many hours to use them and the level
of restrictions applied to their usage. These decisions are based
on parents’ attitudes toward the use of technology, which are
based on their beliefs, expectations, values, parenting style, and
the social influences they are subject to Venkatesh et al. (2003).

How parents accept and use technology is explained by two
intertwined theories: Social cognitive learning theory (SCLT)
(Bandura, 1977, 1986, 1997, 1999) and the theory of acceptance
and use of technology (Davis, 1985; Venkatesh and Davis,
2000; Venkatesh et al, 2003; Venkatesh and Bala, 2008;
Abdullah and Ward, 2016). SCLT postulates a socially fitting
framework for explaining how parents approach technology
through observations, interactions and discussions with their
children, relatives, other parents, and teachers (Livingstone and
Blum-Ross, 2020). While the theory of acceptance and use of
technology explains what influences parental acceptance and use.

Social cognitive learning theory suggests that human beings
learn both behaviours and cognitive strategies from observing
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FIGURE 1 | Conceptual model of home learning environment adapted from Dearing and Tang (2010, p. 131).

how others behave and that these assets can be acquired without
being directly reinforced (Green and Piel, 2009). Observing
becomes a powerful tool for learning new information and ideas
that lead to the development of behaviours (Bandura, 1999)
and attitudes toward the acceptance and use of technology.
For instance, (a) parents observing other parents using certain
applications for supporting learning at home; (b) parents
following a teacher’s recommendation on a specific website
that can boost students’ performance in maths or (c) parents
observing their children troubleshooting a device at home.
A positive outcome in this observation process might lead
to a change of behaviour in the parents and how they
relate to technology.

The self, environment and behaviour are the domains of
SCLT. These are represented in external and internal social
reinforcement, social influence (Venkatesh et al., 2003), past
experiences and self-efficacy (Bandura, 1978, 1997), all of
them playing a vital role in a reciprocal interaction. The first
element, external and internal social reinforcement, influences
the way parents acquire and maintain behaviour. For instance,
parents use emails as the primary way to communicate with
teachers because the school has suggested it, whilst also
receiving information from other parents on alternative forms
of approaching teaching staff, such as phone calls, text, and
WhatsApp messages.

The second element, social influence (Venkatesh et al., 2003),
pertains to the degree to which a subject perceives it essential
to others that they perform an action or undertake a change
in behaviour. It refers to what is accepted as the group norm
or group “subjective culture that the individual has made with
others, in specific social situations” (Triandis, 1979, p. 210). In
this regard, accessing different perceptions and opinions might
be a powerful source of inspiration for how parents welcome
and use technology at home to support children’s learning. The
third element is the parent’s past experiences. That is, parents’

past experiences influence whether the action will occur or not;
they shape whether a parent will join in specific behaviour as well
as explaining the reasons and expectations that reinforced that
decision. These will be heavily influenced by their own experience
in schooling, previous experiences dealing with technology at the
workplace and/or daily life.

The last element is self-efficacy (Bandura, 1977, 1978), which
refers to a parent’s beliefs in her/his ability to influence her/his
child and the environment in ways that will foster the child’s
development and success (Ardelt and Eccles, 2001). Parental self-
efficacy is influenced by parents specific capabilities, confidence
as well as other individual factors and environmental factors that
may act as barriers or facilitators. Self-efficacy involves parents’
conviction that technology can be used as a tool to enhance
learning; however, to reach that conviction, they need to welcome
or accept technology as that powerful tool.

The process of technology acceptance has been explained
by several theories: diffusion and resource dependence theory
(Pfeffer, 1982), innovation adoption theory (Rogers, 1983, 2003);
technology and social inclusion (Warschauer, 2004; Alonso Cano
et al,, 2010; Ceretta and Canzani, 2016; Cobo and Rivera-Vargas,
2018); and the technology acceptance model (TAM) (Davis, 1985;
Venkatesh and Davis, 2000; Venkatesh et al., 2003; Venkatesh and
Bala, 2008; Abdullah and Ward, 2016). In this paper, we use the
TAM to measure parental acceptance and technology use. A key
selection criterion was how TAM provides insight on what factors
influence parental acceptance and technology use.

Technology acceptance models models have been widely used
in previous studies looking at how technology is accepted and
used by students, educators, and employees. Previous studies,
such as those of King and He (2006); Sumak et al. (2011), and
Abdullah and Ward (2016), have shown that TAM is the most
commonly applied and robust theory in existing research for
understanding users’ acceptance of technology in a variety of
contexts. Since its appearance in 1985, the original TAM has been
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adapted and complemented with different factors or variables.
In Davis’s (1985) original model, three factors were introduced,
all of them in order to reflect the context of the application.
Four main factors determine an individual’s acceptance and use
of technology: perceived usefulness, ease of use (capability and
effort), social influence (Venkatesh et al., 2003), and facilitating
conditions (Triandis, 1977). We investigated the last three factors
to explore parental acceptance and use of technology as a
preliminary step to enhance their skills, build competencies and
facilitate their children’s learning (see Figure 2).

Perception of usefulness (Venkatesh and Davis, 2000) is an
essential factor, for it determines whether the technology is useful
for supporting learning. During the national lockdowns, the only
way to access education was via different forms of technology:
online platforms, apps, informative emails, WhatsApp messages
and calls, phone calls, videoconferencing, printed materials, etc.
So, technology was already perceived as useful and essential
for accessing education. Additionally, the selection of learning
management systems lies with the schools, governments, or
local education authorities. That is, these organisations are those
who decide which educational technology should be acquired,
purchased and given to families. There are even some cases
where schools not only select the educational technology to
use in terms of the software, but also which device is allocated
to students. For instance, in the Learning Foundation 1:1
programme in the United Kingdom, schools are tasked with
choosing which technological devices parents should purchase
(Learning Foundation, 2021). Consequently, the perception of
usefulness is outside of parents’ control in the decision-making
process, and for that reason was not explored in this study.

Ease of use (capability and effort) is explained as parents’
perception of how easy or difficult it is to use educational
technology given their abilities (Davis, 1989). It includes positive
and negative factors, such as complexity [negative] (Rogers,
1983, 2003; Prensky, 2005; Goodyear and Carvalho, 2019;
Haaranen et al., 2020), perceived ease of use, effort expectancy,
and past experiences and self-efficacy (Bandura, 1978, 1997).

Social influence includes parent’s exposure to, exchanges with,
and access to the perceptions of others (parents, teachers,
children, the general public, and relatives, etc.) in the use of the
educational technology, including how one is perceived by others
(Venkatesh et al., 2003). Social influence also refers to the use of
educational technology, regarding whether it is indispensable for
the completion of tasks via online platforms, apps, and networks,
etc. Facilitating conditions pertain to the systemic or situational
factors that affect the access and ability to use the educational
technology (Triandis, 1977; Venkatesh and Bala, 2008). In the
present study, facilitating conditions specifically refer to the
acquisition and access granted to children and parents to well-
structured learning management systems or apps selected by
the school. Investigating the three above factors can provide
understanding of parents’ attitudes toward the acceptance and
use of technology to support their children’s learning.

INTERNATIONAL DATA ON PARENTAL
ENGAGEMENT AND ACCEPTANCE/USE
OF TECHNOLOGY

International Large-Scale Assessments
Internationally comparable data on parental engagement and
parental acceptance and use of technology in education is
extremely limited. Data from the OECD and the United Nations
Children’s Emergency Fund - UNICEF data present a limited
approach to parents’ participation in their children’s education.
The Programme for International Student Assessment PISA, for
example, only presented findings from their parental involvement
questionnaire distributed in 15 countries during 2009, 2012,
2015, and 2018. Moreover, in the PISA questionnaire parental
engagement was relegated to some retrospective questions,
and only captured attitudes toward reading, self-reading time,
parents’ texts preferences and, in 2018 only, parents’ involvement
in online extended reading activities.

N
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Perceived et of use Ease of use (copability and
effort)
Attitude Behavioural Intention Technology Use of techrology to support parenta
i N ) ) Acceptance engagement viith children's learning
excnanges
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FIGURE 2 | Hypothesised model for the acceptance and use of technology to support parental engagement with children’s learning.
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Furthermore, when exploring parents’ attitudes toward using
technology to support children’s learning, international studies
like PISA and the Trends in International Mathematics and
Science Study - TIMSS did not establish a clear theoretical
background. Whilst a review of the PISA Assessment Framework
(OECD, 2019) shows that some references were made to theories
developed by authors, such as Bryk (2010); Chapman et al. (2012),
and Klauda (2009), no explicit reference was made to indicate
what concepts from which theories were underlying the items
used to create the corresponding items and scales.

A similar approach is taken in the design and analysis of
the Multiple Indicator Cluster Survey (MICS) carried out by
UNICEF (UNICEF, 2020). It is designed on the basis of the
identified needs for the national and subnational monitoring
priorities. Currently, the sixth and largest round of surveys
(MICS®6) is being undertaken, with the largest numbers being
in Europe and Central Asia (17 surveys in total) and West and
Central Africa (12 surveys). More details are provided in Table 1.

This extensive survey has involved seven progressively
updated versions or rounds. MICS collects data to identify
key indicators used to assess children and women’s situations
across the world. It presents disparities in the home learning
environment across and within countries. The inequalities are
represented in terms of access to learning materials, such
as books and technological devices. The findings of MICS6
provide only a limited measurement of parental engagement
with children’s learning, considering only two factors: parents
supporting homework and the number of reading books at home.
The surveys have also explored parents’ IT skills outside of the
educational context (UNICEF, 2020); however, this information
is not linked to children’s learning.

Recent Empirical International Studies
Between 2018 and 2019 a series of reports were published as
part of the UNESCO-Fazheng project. The reports described
fourteen case studies from twelve countries. These case studies
were governments, ministries of education and school-led
initiatives on best practices in mobile learning. The findings
from the initiatives led by governments and ministries of
education in Uruguay (Cobo and Rivera-Vargas, 2018); Croatia
(Smoljo and Korda, 2019); the republic of Korea (Lim and
Kye, 2019) and Rwanda (Wallet and Kimenyi, 2019) presented
few or no impactful activities regarding parental engagement
with children’s learning. In these initiatives, parents seemed
to perform a secondary role in the implementation of mobile
learning. On the other hand, initiatives led by individual schools
or groups of schools in China, Brazil, the United Kingdom,
Russia, and Portugal showed that parents played an active
role while dealing with technology to support learning. These
countries presented evidence of the impact of shared visions,
partnerships between home and school, and having a training
programme to make parents part of the initiative.

In the same studies, China reported findings where a school
assessed parents’ digital skills according to their job or occupation
and presented opportunities within the school for parents to
develop digital skills and create online resources for school
platforms (Su and Li, 2019). Parents were also frequently

invited to participate in events, meetings, and activities with
their children (Yu et al., 2019). Related results were found in
Portuguese and Spanish schools, where researchers observed
increasing interest amongst parents in the school’s activities and
pupils’ motivation to attend both extracurricular activities and
regular lessons as well as a lowering dropout rate (Hinostroza
et al, 2019; Lima and Tulivuori, 2019). According to these
reports, school-led initiatives seem to be more successful in
engaging parents in the use of technology to support learning.
Some studies imply this is due to a shared vision regarding the use
of technology (Uvarov et al., 2019; Yu et al., 2019) and constant
school-home communications (Barbosa et al., 2019). No schools
in any of the two models of implementation reported factors
associated with how parents accept or use technology to support
children’s learning.

RESEARCH QUESTIONS

Many studies have explored the impact of COVID-19 on
employment, management of the pandemic, the economy,
mental health and student achievement and teaching. However,
very few have focused on how parents are coping with home-
schooling; the strategies they are using, the synergies they
are developing, the partnerships they are establishing and the
challenges and opportunities educational technology has opened
to them under the current circumstances. Studies focusing on
parents’ perspectives possess a narrow theoretical basis and their
scope is limited to how parents are supporting the school agenda.
This empirical study was designed to extend the existing body
of knowledge to explore the factors likely to shape parents’
acceptance and use of technology to support their engagement
with their children’s learning.

The following questions were proposed to address the above-
identified research gaps.

e To what extent does parents’ acceptance/use of technology
influence their engagement with children’s learning?

Three specific sub-questions guide this study:

e To what extent do others’ opinions influence the use
of technology in supporting parental engagement with
children’s learning?

e To what extent does the use of existing school technology
impact upon parental engagement with children’s learning?

e To what extent does the effort needed to use online tools
impact upon parental engagement with children’s learning?

MATERIALS AND METHODS

Data

The data from this study stems from the International COVID-
19 Impact on Parental Engagement Study (ICIPES) (Osorio-
Saez et al., 2020). ICIPES was a joint effort in 23 countries to
investigate the ways in which parents and caregivers engaged with
their children’s learning during the period of social distancing
arising from the global COVID-19 pandemic.
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TABLE 1 | MICS surveys by phase and territory.

Phase South Asia East Europe/Central Eastern/Southern Middle West/Central Latin Total per region

Asia/the Asia Africa East/North Africa America/the

Pacific Africa Caribbean

1 7 8 5 13 10 18 2 63
2 4 7 10 11 13 14 7 66
3 1 6 13 6 8 13 6 53
4 5 9 10 7 7 12 10 60
5 6 7 9 6 4 ihl 9 52
6 7 10 17 5 6 12 10 67
Sum total 30 47 64 48 48 80 44 361
TABLE 2 | Themes included in the questionnaire.
Domains in ICIPES, 2020 Subdomains Items

Likert scale questions

Open-ended questions

Parental engagement with children’s learning
(Kim, 2009; Goodall and Montgomery, 2014)

Parental acceptance in the use of technology

Parental engagement

Facilitating conditions (Triandis, 1977)
Social influence (Venkatesh et al., 20083, p. 451)

Ease of use (Capability and effort); Complexity
(Rogers, 1983, 2003; Prensky, 2005; Goodyear

5

6

and Carvalho, 2019; Haaranen et al., 2020)

Data was collected using an online survey with a total sample
of 4,658 parents/caregivers of children between 6 and 16 years
old, living with their child. Children were between grade 1
and 13, which represents between 1 and 13 years of schooling,
counting from the beginning of Level 1 of the International
Standard Classification of Education-ISCED (UNESCO, 2011).
The survey was administered by the University of Bath team
using the JISC Online Survey Tool (Osorio-Saez et al., 2020).
All respondents gave their informed consent and the research
collaborators only had access to the data after it had been
fully anonymised.

The four main domains explored in the questionnaire
Parental engagement with children’s learning,
School support for parents and children, Home-schooling and
family life balance and Parental acceptance in the use of
technology. The full version of the Osorio-Saez et al.’s (2020,
2021) background questionnaire can be found in the ICIPES
User Guide. In this paper, data from two domains were used:
Parental engagement and Parental acceptance in the use of
technology, as shown in Table 2. In addition to the data collected
from the Likert scale responses, the research design also included
the following six open-ended questions:

were:

(1) Tell us more about the school’s support during home-
schooling throughout the COVID-19 lockdown period.

(2) Are you teaching your child at home? (Taking the time
for sitting and explaining the topics and activities to
them) Why not?

(3) Tell us more about how you get prepared yourself to
support your children’s learning.

(4) Tell us more about how you teach your children at home.

(5) Tell us more about the activities you and your children do
together during the lockdown period.

(6) Tell us more about how confident you feel dealing with
technology to support your children’s learning.

The descriptive and augmented texts from the answers to
the above questions were used to explain the quantitative
findings in this study.

Even though we received responses from 23 countries, the
information of four was omitted due to a low response rate. So,
we used a final sample of 4,600 parents residing in 19 countries.
More detailed information about each country’s respondents can
be seen in Table 3.

Variables

The main dependent variable was parental engagement with
children’s learning (ENG_Scale). This scale was constructed by
the Osorio-Saez etal.’s (2020, 2021) research team using five items
and is included in the international dataset. Parents were asked
to what extent they agreed with the following statements: Q21_2
I follow my ideas about what my children need to learn, Q21_3
I mix my own ideas with the school’s plan on what my children
need to learn, Q22_2 I list and prepare the activities myself before
developing them with my child(ren), Q22_3 My children and I have
a set home-schooling timetable, Q22_6 I develop with my children
spontaneous learning activities not necessarily school-related such
as cooking, woodwork, online games, physical activities, etc. The
response options were organised on a five-point Likert scale, with
the categories “Always,” “Often,” “Occasionally;,” “Rarely,” and
“Never.”
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TABLE 3 | Participant demographics.

Countries Number of Participants
Ethiopia 171
Ghana 142
Tanzania 58
China 217
Japan 159
[taly 517
Turkey 78
United Kingdom 191
India 54
Pakistan 45
Sri Lanka 199
Chile 1,597
Colombia 94
Costa Rica 155
El Salvador 83
Honduras 246
Mexico 244
Uruguay 61
United States 289
N= 4,600
Area

Urban 3,725
Rural 747
Other 128
Family composition

Living with the father/mother of the child 3,626
Living with a partner who is not the father/mother 275
of the child

Raising a child without a partner 591
Other 108
Parent age

Under 18 years old 32
18-24 47
25-34 740
35-44 2,232
45-54 1,329
55-64 188
65-74 30
75 or older 2
Gender

Female 3,629
Male 1,071

The leading independent variables were social influence (four
items), facilitating conditions (three items) and ease of use
(capability and effort /complexity) (10 items). Parents were
asked about the frequency with which they carried out different
activities using technology (response options: Always, Often,
Occasionally, Rarely, and Never), and how confident they felt
doing so (response options: not at all confident, slightly confident,
moderately confident, quite confident, and extremely confident).
More information about the variables can be found in the ICIPES
Technical documentation (Osorio-Saez et al., 2021).

The other independent variables included in the analysis
can be organised into two groups, namely characteristics of
the family and characteristics of the students. The following
variables are part of the first group: location (urban/rural),
parental gender (male/female), parent years of schooling, parent
age (in years), the number of children in the household and
family socioeconomic status. In the second group, we have the
following variables: child’s gender (male/female), and child’s years
of schooling. The purpose of including these variables is that
they are theoretically associated with the outcome of interest
(parental engagement), so we use them here as control variables.
Table 4 provides detailed descriptive statistics for the variables
used in this study.

Socioeconomic status (SES) was constructed using the
following questions. Q5: What do you do in your main job?
(e.g., teach high school students, help the cook prepare meals in
a restaurant, manage a sales team). This was an open question
that was recoded into an ordinal variable following the list of
occupations described in the one-digit International Standard
Classification of Occupations (ISCO). Q7: In a normal month,
what is your total household income? This variable was recorded
by grouping the income level reported in deciles of income within
each country. Q13N asked: How many usable devices are there in
the house? (Smartphones, tablets or iPads, laptops, and desktops).
Q14: How many computers per child have you got at home?

Analytical Strategy

The main data analysis method used was Ordinary Least
Square (OLS) regression — a technique used to define the
line of best fit for a set of data — with country fixed effects
(for the 19 countries). We fitted three regression models
to examine whether and to what extent the three factors
included in the TAM [facilitating conditions, social influence, and
ease of use (capability and effort/complexity)] predict parental
engagement with children’s learning. As aforementioned, the
dataset used in our analyses included data from 19 different
countries. To account for the cluster (country) dependency,
and following previous international comparative studies in
educational research, a dummy variable was included for each
country (Chudgar et al., 2013; Zhou, 2014; Gumus and Bellibas,
2016). The goal of using a country dummy variable was to
control for variations in parental engagement that took place
due to the differences among countries that are not included in
our set of independent variables. In other words, the use of a
country dummy variable can account for variations in parental
engagement due to the factors specific to each country. Each
regression model was fitted with this country effect, except for
the first one, which was the base model.

The analysis began by fitting a model that included only the
country variables for a country. This model was used to estimate
the percentage of the total variation in parental engagement that
was accounted for just by country effect. The following is the
equation for Model 1.

Parental Engagement;; = Bij + eij (1)
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The second model (2) investigated the relationship between
the parental technology acceptance variables [facilitating
conditions, social influence, and ease of use (capability and
effort/complexity)], with the country effect controlled for. When
compared with the first model, this second model provided
us with an estimation of how much variation was accounted
for by our variables of interest [facilitating conditions, social
influence, ease of use (capability and effort/complexity)] beyond
the country effect.

Lastly, in addition to our interest variables, the third model (3)
examined this relationship controlling for family and children’s
characteristics, as well as for the country effect. When this model
was compared with the second one (2), it enabled the estimation
of how much variation was accounted for by the control variables
beyond our variables of interest and the country effect. The
following are the equations for Models 2 and 3, respectively:

Parental Engagement;; = B1; + f Facilitating conditions;
+ B2 Social influence;; + B3 Effort;;
+ B4 SES;j + Cj + ¢ (2)
Parental Engagement;; = B1; + f Facilitating conditions;;
+ B2 Social influence;; + B3 Effort;;
+ B4 SES;j + vy (Parental);;
+ G+ ej (3)

For the quantitative and qualitative analysis, the lead researcher
created an analysis codebook, which was informed by the
study’s conceptual framework (Plano Clark, 2010; Stentz et al,,
2012). Four categories were used to classify and summarise
the qualitative data reflecting the original three inquiry topics
[facilitating conditions, social influence, and ease of use
(capability and effort /complexity)] and any new themes arising
after reading the survey responses. Data were extracted manually
from survey responses and summarised into four charts, three
named after the variables of interest in this study and the
fourth one named “other findings.” Using this data reduction
and display strategy, the researchers examined the accounts
of all respondents within the common thematic framework
(Braun and Clarke, 2012).

Then, the results of the quantitative and qualitative analyses
were compared, with the emergent themes being matched with
the regression models’ results and named after the dependent and
independent variables. This data added depth to the analyses, and
it was used to suggest possible underlying mechanisms to explain
the quantitative patterns.

The use of research collaborators during the qualitative
analysis led to confirmability and consolidation of the
resulting themes. Any discrepancies were discussed until an
agreement was reached.

RESULTS

In this section, the inferential results from the regression models
are discussed in tandem with the qualitative data to provide

a fuller understanding. Three multiple regression models with
country fixed effects were employed to examine to what extent
parents’ acceptance and use of technology impact parental
engagement with children’s learning. The results of each model
are detailed below.

In the first instance, an unconditional model with the country
fixed effect being controlled for was estimated. The results
indicate that the differences among countries only accounted
for about 8% of the total variation in parental engagement
(see Table 5). In addition to the country fixed effects, the
second model was established to investigate to what extent
parents’ acceptance and use of technology and SES can predict
parental engagement with children’s learning. The results show
that the facilitating conditions, social influence, and ease of use
(capability and effort/complexity) are all significant predictors of
parental engagement with children’s learning (see Table 5). This
model accounts for an additional 18% of the total variation in
parental engagement. The third model investigated the extent to
which the parents’ acceptance and use of technology, predicts
parental engagement with children’s learning, whilst controlling
for several family and children characteristics as well as the
country fixed effect. In other words, it allowed us to estimate
the net relationship between our variables of interest and
parental engagement. This model explains just an additional
2% of the variation in parental engagement (see Table 5). The
results for each of the variables of interest are provided in
the next section.

The Association Between Parental
Engagement With Children’s Learning
and Parental Acceptance of the Use of

Technology: Facilitating Conditions

A positive and statistically significant relationship between
parental engagement and the facilitating conditions was revealed
from the application of the regression model. Hence, the latter
is a significant predictor of the former (B = 0.121, p < 0.001).
This means that where more participating parents have been
granted access to educational technology, such as Learning
Management Systems, e.g., school platforms and apps, the
average parents reported being more likely to engage with their
children’s learning.

Parents’ strengthened desire to contribute to their children’s
learning involved not only using technological devices but also
the educational technology provide by the school, governments,
or other non-profit organisations, as evident from parents’
responses:

“Having an online platform helps me to organise our routine;
everything is on one site, I know where the activities are, and I just
need to follow the sequence. I also can check how my children are
progressing on the curriculum.”

Parent from the United States
“Having an online platform is an advantage. Parents can download

plenty of learning materials from there. There is also a Facebook
group where teachers share videos and lessons. Each homeroom
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TABLE 4 | Descriptive statistics for the variables used in this study for all countries.

Minimum (min) Maximum (max) Mean Standard deviation (SD)
Dependent variable
Parental engagement —1.958 2.729 0 1
Independent variables
Facilitating conditions —2.778 1.757 0 1
Social influence —2.936 1.408 0 1
Effort/complexity —2.751 1.803 0 1
Socioeconomic status —2.356 4.003 0 1
Location (0 = Urban, 1 = Rural)* 0 1 0.186 0.392
Parent gender (0 = Female, 1 = Male)* 0 1 0.232 0.422
Parent schooling 0 25 15.43 3.754
Parent age 0 7 3.19 0.864
Child’s gender (0 = Female, 1 = Male)* 0 1 0.504 0.500
Child’s years of schooling 0 14 5.043 3.221
Children in the household 0 10 1.309 1.449

*The column titled Mean represents the proportion of the cases in the category 1.

teacher has a WhatsApp group where relevant information is shared
and also, she follows some important actions from parents.”

Parent from Colombia

“Thanks to the online platform and video lessons, I am on top of my
children’s learning.”

Parent from Italy

“I was not familiar with the online platforms, except for Google. I,
too, had to learn the programs, set up parent access, manage all of
her sign-ins and passwords. I experienced glitches and issues and
had to figure it out. I had never done Zoom or Google meet and
had to learn them both personally. We had to learn a lot about
technology to support my children quickly and the best part of it
all is that there are so many great things that we can all continue to
use whether we are face to face, hybrid, or remote.”

Parent from Chile

“My daughter’s school suggested using the platform and other apps
and websites I find quite useful. I often visit the recommended
websites.”

Parent from the United Kingdom

In some contexts, facilitating conditions are absent due to
factors such as inadequate equipment or infrastructure, high
Internet costs, or the absence of an online platform for the school.

These contexts still require schools to provide education.
School materials are sent home using low-tech and non-tech
methods, such as photos sent through WhatsApp parent groups
or printed materials collected from school.

This study asked some parents to describe their experiences
with low tech or non-tech solutions:

“My children’s school does not use an online platform; parents
collect some printed materials and children complete schoolwork on
paper or via WhatsApp. When completed, schoolwork is sent to the
school; no specific feedback is provided after that.”

Parent from Ghana

“My child’s teacher sends a weekly message via WhatsApp; there
are so many messages on that group that I get lost. Sometimes I
miss important information; then I realise my child is behind on
schoolwork, because I receive a phone call from his teacher.”

Parent from Colombia

“In Ethiopia, the Internet is expensive, and schools don’t have a
website or platforms. Schools and we, parents, do what we can with
the resources we have.”

Parent from Ethiopia

“Technology is not used much in our society, because of the lack
of knowledge and infrastructure. The problem is resources. Schools
know most households only have a phone and poor network, so they
avoid sending online work.”

Parent from Tanzania

The Association Between Parental
Engagement With Their Children’s
Learning and Parental Acceptance of the

Use of Technology: Social Influence
According to the results, social influence is a significant predictor
of parental engagement (f = 0.452, p < 0.001), ie., the
direction of the relationship is positive. In other words, the more
participating parents adopt and take part in at least one social
network, the more the average parents reported being engaged
with children’s learning.

Parents are influenced by the degree to which an individual
perceives what others (parents, teachers, and the general
public) believe they should use in terms of technologies
to support children’s learning. The more parents are
influenced in this way, the more they are engaged with
their children’s learning.

Parents’ comments helped us to understand the relationship
between these two analysed variables:
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TABLE 5 | Parents’ acceptance and use of technology predicting parental engagement with children’s learning.

Model 1

Model 2 Model 3

Parental engagement (With dummy)

Parental engagement (With dummy)

Parental engagement (With dummy)

Facilitating conditions
Social influence

Effort

Socioeconomic status
Location

Parent gender

Parent schooling

Parent age

Childs’ gender

Child’s years of schooling
Children in the household

Intercept 0.054(0.838)
R-square 0.075
N 4599

0.121*(5.513)
0.452**(26.936)

—0.300"*(—14.380)

0.010(0.559)
—0.028(—0.842)
0.159"*(4.497)
—0.001(—0.346)
0.060*%(3.210)

—0.003(—0.136)
0.040**(8.512)
—0.006(—0.635)

0.135"(6.569)
0.465"(29.516)
—0.311"*(=16.026)

~0.045(~0.802)
0.250
4555

—0.431"%(—3.884)
0.273
3931

*p < 0.01; *p < 0.001.

Notes: Sample weight is SENWT, t statistics in parentheses.

‘I make sense of homework after reading other parents and
teachers’ comments on the Facebook group.”

Parent from Honduras

“I've taken inspiration from friends on social media, and I've used
and followed YouTube videos too.”

Parent from Spain

‘I ask friends and relatives for advice via social media. I sign up to
Facebook groups, where I find great advice about schoolwork and
fun activities with the children.”

Parent from Uruguay

“I follow the school daily plan, but children finish these activities in
two hours. Hence, I must look for fun activities on Facebook. Family
Lockdown is the best for finding inspiration of we what to do with
school-age children.”

Parent in the United Kingdom

“Read before to ensure I can help/explain. Message teacher or
friends if I need help!.”

Parent in Mexico
“I often check parents’ comments on social media.”
Parent in China

‘T have started a WhatsApp group to talk to relatives in other
countries to share the experience.”

Parent in Sri Lanka

The Association Between Parental
Engagement With Children’s Learning
and Parental Acceptance of the Use of
Technology: Ease of Use (Capability and
Effort/Complexity)

The results, in this case, indicate that when school technology is
perceived as being complex to use, parents are less likely to engage
with their children’s learning (B = —0.300, p < 0.001). In other
words, the more parents have to make an effort to understand
how to work with a particular piece of technology, the less they
are engaged with their children’s learning.

The difficulties when using educational technology include
complexity, perceived ease of use, effort expectancy, and
self-efficacy, all of which prevent parents from engaging
with children’s learning. Additionally, parents expressed
concerns regarding their role, due to the lack of direction
or guidelines in relation to what was expected from
them, when their children were working with the school’s
educational technology.

Parents’ concerns about how difficult it is to use certain pieces
of educational technology are also evident from respondents’
comments:

“I think the school platform is not that user friendly. When we
try to circle or drag and drop, it’s really quite difficult to be precise.
When completing cloze questions, answers are always wrong after
typing all the possible answers.”

Parent from the United Kingdom
“They use Moodle in my [children’s] school, where there are some
activities to complete online and others to print or watch videos. I
get lost some time, for example, with the videos, after watching, I not

sure what we should do: discuss about them? Write a summary?”

Parent in Mexico
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“I struggle using the school platform. It is not user friendly. I don’t “She works on an old computer that was borrowed from the school,
understand how it works.” not the best or fastest, but the only way to access school lessons.”
Parent in El Salvador Parent in the United States

“I still don’t understand how to upload homework. We send them

attached in emails to the teachers or school.” Regardlng parent gender (B =0.159, p < 0.001), the results

suggest that male parents are more likely to engage than

Parent in Colombia female ones. Fathers commented on their engagement with
learning:
‘T feel exhausted dealing with too many platforms. Zoom is the
easiest one to use, but the one used for science and math classes, “Balancing home and work commitments has been tough...
we don’t know how to use it.” have become my daughter’s maths teacher.”
Parent in the United Kingdom Father from Chile

“We often send wrong answers in the maths homework, which is
because we don’t know how to add some signs to the equations. It
would be better if we could just work on a piece of paper and send a

“I particularly enjoy when teachers call to find out how they are
doing. Speak to the children, visited them at home and also send
them work to do. I have become a fully involved father.”

picture.”

Parent in Italy Father from Ghana
“The app that we are using with the school is unfriendly and difficult Parents’ age showed a weak but statistically significant
to use. The school says we can print; but it not easy printing association with engagement (B = 0.060, p < 0.01), That
worksheets from the app.” is, the older the parents reported as being, the more likely

they were to engage with children’s learning. Whilst open-
ended responses from parents describe some concerns about
the relationship of their age and IT skills to support learning
effectively, they also commented on what action they take to

Parent from India

The Association Between Parental

Engagement With Their Children’s become informed:
Learning and the Family and Children’s T vt i , = betore st with
Characteristics T watch videos on YouTube to understand before sitting wit

my children to do the activities. When I was at school there were no

Regarding the other control variables included in the computers, so there is a lot I need to learn.”

model: parent gender, parent age and childs vyears
of schooling were significant in predicting parental Parent from Costa Rica
engagement. On the other hand, SES, location, parent
schooling, childs gender, and the number of children
in the household were not significant. These are
interesting results, but space constraints prevent us from
discussing them in detail. “At my age, technology is challenging, that’s why I try hard to keep
Whilst SES is not a significant variable for predicting up.”
parental engagement (see Table 5), qualitative data
reveals that parents in some countries expressed
their  concerns about not having resources  or
the most suitable devices for children to access

“I call my youngest sister to troubleshoot the computer.”

Parent from Mexico

Parent from Pakistan

Children’s years of schooling are also positively associated with
engagement (f = 0.040, p < 0.001). In other words, the more the

education: years of formal schooling of the children, the more their parents
“My children (4 in total) use one computer or my smartphone, tend to be engaged with their learning. Whilst the vast majority
taking turns This slows their learning at home and for me it is of parents, indeed, want to take part in their children learning
impossible to help them to complete the activities in one day.” activities, the way in which those with secondary-school aged
Parent in Tanzania children engage varies. II.I general, the qualitative data suggests
that for this group of children, the engagement becomes more
“In Ghana, Internet is expensive, so we cannot top-up the phone supportive than guiding or teaching:
to share the internet every day. Therefore, no homework can be
finished.” “They are old enough to tackle homework and complete their
activities, but we always keep an eye on ESafety.”
Parent in Ghana Parent from the United States

“My son is 17 years old. He does not come often to me to
discuss homework, but he comes to me when he wants to be sure
the information online is accurate and not fake.”

Parent in the United Kingdom Parent from Colombia

“Ideally, he should be working in a tablet or iPad, but we don’t have
the money now. The mouse is too big for his little hands.”
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DISCUSSION

This study was aimed at providing empirical evidence for the
factors that influence parents in accepting and using technology
to support their engagement. For the research, data from a survey
of 4,600 parents from 19 countries collected in 2020 during
the national lockdowns due to the global pandemic of Covid-
19 were analysed. Three regression models were employed to
identify factors that contribute to parents’ acceptance and use of
technology to support their engagement with children’s learning.

Concerning parental acceptance and use of technology, our
findings indicate that social influence (Venkatesh et al., 2003),
facilitating conditions (Triandis, 1977), and ease of use (capability
and effort) (Davis, 1985; Venkatesh and Davis, 2000) are
significant determinants of such engagement. Parents perceive
that the school has facilitated access to educational technology,
such as learning management systems and apps; however, ease
of use (capability and effort) often prevents them from engaging
with technology to support learning. They report how some of the
school educational technology is complex (Rogers, 1983, 2003;
Prensky, 2005; Goodyear and Carvalho, 2019; Haaranen et al.,
2020). This idea of complexity is explained by lack of experience
in dealing with technology, the intricate look and feel of the
platforms and apps as well as bugs and errors in some low-tech
educational tools.

Complexity as a Barrier

This idea of complexity as a barrier is in line with the
findings of previous studies (Rogers, 1983, 2003; Prensky, 2005;
Goodyear and Carvalho, 2019; Haaranen et al., 2020) that have
provided evidence of a strong link between acceptance/use of
technology and parental engagement. The fundamental factor
in making educational technology-EdTech amiable is the design
of the interface. Hence, an educational platform app and/or
school website should be well structured, user-friendly, and
easy to navigate.

The selection of EdTech should follow six basic steps;
Review of scientific research into how people learn and
the best ways to integrate technology with singular learning
approaches (Bower, 2019). Assessment of the external (previous
and current) users of the system (Connaway et al, 2011).
Assessment of the potential institutional users, which might offer
the most suitable starting point and possibilities for training
and support, which is applicable to the learner, the teacher
and the parent that support learning (Hinostroza et al., 2019;
Lim and Kye, 2019). Pre-tests or pilots of the new system
(Bossavit and Parsons, 2018; Tsivitanidou and Ioannou, 2021) to
test functionalities and ensuring absence of error, crashes and
reliance on other devices/elements. Revision of the quality in
the embedded content. Finally, assessment of the educational
compatibility (Rogers, 1983, 2003; Chen, 2011; Kemp et al., 2019)
of the technology applied at all levels to achieve the expected
learning outcomes.

Social and Family Influence
From the results, it also emerged that social influence, some in
the form of virtual communities (Rivera-Vargas et al., 2017) plays

a role in helping parents to engage with the use of technology
to support children’s learning. Social Learning Theory supports
this finding. Parents value having access to other’s perceptions
and opinions in scheduled and spontaneous exchanges with
other parents, teachers, children, the general public, and relatives.
These exchanges allow for them to self-assess their performance
and role in home-schooling, voice their struggles, and help
them to find answers as well as alternative ways to deal with
the challenges that home-schooling imposes. In this regard,
“others” support parents navigating not only in the challenges
that educational technology presents, but also, as a networking
mechanism so to be up to date in traditional parental involvement
activities with schooling and parental engagement activities that
allow their children to reach their potential. Similar findings
have emerged from a recent empirical study in Australia (Ewing
and Vu, 2021) and Livingstone and Blum-Ross (2020) who
found that as part of their digital engagement, parents valued
collaborative learning.

Other difficulties reported when dealing with technology at
home are associated with the number and type of activities that
are sent on a daily basis, as well as parents’ perception that some
activities will work better on paper than on a screen, such as
writing and spelling. Many also mentioned the lack of resources
to do some of the homework such as not having a printer, a digital
pen, trackpad, and an ergonomic mouse, etc.

Some clarity on parents’ role in educational technology is
also imperative, moving away from the expected role of policing
screen time (Livingstone and Blum-Ross, 2020) and homework.
Many expressed how they make sure activities are undertaken
and completed; however, when there are online resources that
contextualise or extended learning, they struggle to find out
what is expected from them. A framework or checklist to be
distributed among schools, where they can set and self-assess
their institutional strategies to help parents in dealing with
technology, would be of value. This material should include
the channels for advice on regulations (security and safety),
channels for training (workshops, video tutorials, spaces for
parental discussions, and guidelines for promoting child/parent
conversations) and clear definition of the parents’ role in
supporting learning. This framework might respond to the need
to make educational technology more user friendly to parents,
as well as facilitate open spaces for partnerships and discussions
with families in relation to the selection of the most suitable
educational technology according to collective experience.

Other Findings

Other findings from this study have shown that male parents
are more likely to engage with their children’s learning than
female ones. This finding is consistent with previous research
suggesting that even when fathers have had limited schooling,
their involvement in their children’s schools and school life
is a powerful factor underpinning their academic achievement
(Grolnick and Slowiaczek, 1994; Nord, 1997; Gadsden and Ray,
2003; McBride et al.,, 2005). However, more research needs
to be carried out to investigate fathers’ and mothers’ roles in
dealing with educational technology. It was also found that older
parents are more engaged with children’s learning. Research on
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how parents get engaged according to their age regarding the
acceptance and use of educational technology is required.

One last finding emerged from the present research. The
greater the number of years of formal schooling of the children,
the more their parents tend to be engaged with their learning.
Previous studies, however, have highlighted that some forms
of parental involvement can be beneficial in the early years of
schooling but less so in later years (Jeynes, 2007; McNeal, 2012;
Patall et al., 2008). One possible explanation for this finding could
lie in the parents’ concerns about screen time, online safety, and
the evolution of the parents’ role in secondary school.

Study Implications

This study’s findings constitute a valuable novel contribution
to knowledge, because they reflect internationally comparable
data on parental engagement and parental acceptance /use of
technology education, which has previously received limited
attention. The pandemic has revealed countless obstacles that
parents have been facing daily when seeking to educate their
children at home. Regardless of their preparation and skills
to support learning, the primary responsibility for enforcing
and maintaining young people’s educational engagement
lies on the parents.

In sum, this study has provided valuable information
regarding the factors that influence how parents accept and
use technology: how they are building their IT capacity to
support their children at home, their parenting practices assisted
by technology, their new partnerships to respond to their
new role and challenges, the opportunities as well as the
barriers to engaging when deploying educational technology
to support children’s learning. The above findings can inform
researchers, practitioners, and policymakers in identifying ways
to support parental engagement with children’s learning beyond
the provision of devices and access.

Study Limitations

Whilst this study’s results provide valuable insights into how
to enhance parental engagement in children’s learning, some
limitations should be noted. The analysis in this paper is an
all-countries one, where some variables differ from country
to country, thus limiting the generalisability of the results.
Moreover, data collection was done via an online survey and
social networks, thus only parents with access to the internet
could provide answers. Finally, the qualitative data were gathered
via open-ended questions within the survey, which meant that
follow up questioning was not possible.

CONCLUSION

This is the first study to report the relationship between
technology acceptance and use and parental engagement with
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Objective: The present study focused on examining fear of the coronavirus disease
2019 (COVID-19) is correlated with depression and explored the potential role of
resilience and social support on the association between fear of the COVID-19 (FoC)
and depression among Chinese outbound students studying online in China amid the
COVID-19 pandemic period.

Methods: A total of 476 Chinese outbound students from different universities
worldwide, currently studying via online mode in China, completed an online survey
including measures on FoC, resilience, social support, and depression.

Results: (1) Fear of the COVID-19 was positively correlated with depression and
negatively correlated with resilience and social support. Both resilience and social
support were negatively correlated with depression. Social support showed a positive
correlation with resilience. (2) The effect of FOC on depression mainly occurred through
two paths: the mediating effect of resilience and the moderating effect of resilience.
However, the moderating effect of social support on the association between FoC and
depression was not sustained in this study.

Conclusion: This study indicated the mediating and moderating effects of resilience
on the association between FoC and depression among Chinese outbound students
studying online in China during the COVID-19 pandemic period. The current findings
confirmed that resilience has significant implications in preventing negative mental states
under the COVID-19 context among this particular group.

Keywords: fear of COVID-19, depression, resilience, social support, Chinese outbound students, COVID-19
pandemic
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INTRODUCTION

Due to the rapid spread of the coronavirus disease 2019 (COVID-
19) pandemic, governments worldwide have imposed travel
restrictions and most higher education institutions have switched
to online learning (Sahu, 2020; Walke et al., 2020). However, these
rapid changes have caused a drastic increase in psychological
problems for college students worldwide and put international
students into a problematic situation (Al-Maroof et al., 20205
Pierce et al., 2020; Wang et al., 2020).

Moreover, the stressful situation under the COVID-19
pandemic period has severely harmed the mental health of the
Chinese students studying outbound (Ma and Miller, 2020).
In addition to the COVID-19 pandemic-related concerns, the
Chinese outbound students (COSs) also confront isolation and
discrimination as a result of China being the first country
to experience the COVID-19 pandemic period (Zhai and Du,
2020), which has disrupted their studies and prompted a slew
of psychological disorders such as fear and depression. Due to
the unpredictability of the COVID-19 pandemic, many COSs
have returned to mainland China to learn via online mode (Mok
et al., 2021). Therefore, those COSs studying online in China
have been a brand new and unique group and the study on their
psychological status influenced by the COVID-19 pandemic is
urgently important.

Fear of the COVID-19 (FoC) is a negative emotion or a
negative response toward any danger or health threats such
as harm to oneself physically, any discrimination, or isolation
related to the COVID-19 (Witte and Allen, 2000; Zhang
et al., 2020). Depression is a clinical mental illness comprised
of a negative emotional state and is the most mainstream
consequence of the COVID-19 pandemic (Kendall et al., 1987;
Rajkumar, 2020). Many individuals are susceptible to depression
as a result of the COVID-19 pandemic and subsequent events
(Tang et al, 2020). Therefore, we speculated that FoC may
be associated with depression. The present study focused on
examining whether FoC is correlated with depression among
COSs studying online amid the COVID-19 pandemic period.
Moreover, previous FoC-related research has found that FoC
may indirectly affect mental health issues via other resources
(Rodriguez-Hidalgo et al., 2020; Belen, 2021). However, few
studies extended to the effects of the resilience and social
support of an individual on depression during the COVID-
19 pandemic period. Aneshensel and Stone (1982) point out
that social support has a practical buffering effect in preventing
depressive symptoms. Meanwhile, resilience can also operate
as an inner resource against negative psychological symptoms
when an individual is faced with adversity. Thus, based on
the buffering model of social support (Aneshensel and Stone,
1982) and resilience theory (Van Breda, 2001), this study also
explored the potential role of resilience and social support on
the association between FoC and depression among the COSs
studying online amid the COVID-19 pandemic period.

Fear of the COVID-19 and Depression

Previous research has shown that there is a significant
positive correlation between fear of FoC and depression

(Bendau et al., 2021; Sakib et al., 2021). Kaparounaki et al. (2020)
found a high increase in overall depression score with increased
suicidal thoughts and other anxiety symptoms throughout the
first period of nationwide lockdown in Greece. Increasing FoC
in the COSs caused by the quarantine and lockdown restrictions
has resulted in rising uncertainties among students with regard
to their academic and career efforts (Feng et al., 2021; Yang et al,,
2021), and misinformation during the COVID-19 pandemic was
also found to be related to FoC (Gabarron et al., 2021). Previous
research has shown that FoC triggers depression (Egunjobi, 2020;
Al Majali and Alghazo, 2021; Pak et al., 2021). A growing body
of research provides evidence that the COVID-19-related fear
is a threat to mental health and higher FoC is linked with an
increased depression (Ahorsu et al., 2020; Bakioglu et al., 2020;
Yildirim et al., 2021). Saricali et al. (2020) point out that FoC puts
individuals in a high-tension state and makes them feel helpless
leading to depression. Therefore, this study hypothesized that:

Hypothesis 1 (H1): FoC will be positively correlated
with depression.

The Role of Resilience

The ability of a person to recover from the traumatic events is
referred to as resilience, also called the capacity to learn to live
in times of fear and uncertainty and the ability to adjust to the
difficult and problematic experiences in life (Meichenbaum, 2005;
Herrman et al,, 2011). Past studies have shown that resilience
has the ability to reduce negative emotions such as depression
(Songprakun and McCann, 2015; Anyan and Hjemdal, 2016).
While psychological consequences still differ among people,
resilience plays a crucial role in describing such individual
differences. It can be termed either as an attribute, a result,
or a process (Fletcher and Sarkar, 2013). Luthar et al. (2000)
describe resilience as a changing approach that encompasses
adjustment in times of adverse circumstances. Individuals with
higher resilience can better recover from the trauma experiences
(Schaubroeck et al., 2011).

However, the role of resilience in the association between
FoC and depression is not clear. Previous research has shown
that resilience plays a mediating role in the relationship between
FoC and negative mental states such as stress (Peker and
Cengiz, 2021), anxiety (Seger et al., 2020), and distress (Lorente
et al., 2021). Resilience represents the certain traits that allow a
person to adjust to the events that they experience (Connor and
Davidson, 2003), and it has a mediating effect between fear and
depression (Secer et al., 2020), especially during the COVID-19
pandemic period (Yildirim et al., 2020). Therefore, the present
study proposed that those COSs with lower levels of resilience
would have higher levels of depression. Thus, this study aimed to
explore that:

Hypothesis 2 (H2): Whether low levels of resilience will
mediate the association between FoC and depression [as
shown in the conceptual framework in Figure 1A].

On the other hand, the existing studies have also revealed
the moderating effect of resilience on depression (Wingo
et al., 2010; Catalano et al., 2011). Havnen et al. (2020)
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FIGURE 1 | Conceptual models. (A) Conceptual model for testing whether resilience will mediate the association between FoC and depression. (B) Conceptual
model for testing whether resilience will moderate the association between FoC and depression. (C) Conceptual model for testing whether social support will

demonstrated that resilience worked as a moderator in relieving
depressive symptoms throughout the COVID-19 pandemic
period. Meanwhile, recent empirical studies indicated that when
resilience works as a moderator, it has a buffering effect on
depression caused by the negative consequences associated
with the COVID-19 pandemic (Aguiar-Quintana et al., 2021;
Schierberl Scherr et al., 2021). Considering the buffering effect
of resilience on depression, the present research also proposed
to explore the potential buffering effects of resilience on the
relationship between the FoC and depression of the COSs
studying online in China. Thus, this study aimed to explore that:

Hypothesis 3 (H3): Whether the low levels of resilience will
moderate the association between FoC and depression (as
shown in the conceptual framework in Figure 1B).

The Moderating Role of Social Support
Social support has been shown to function as a buffering
variable in reducing the negative consequences of mental illness
(Cohen and Wills, 1985; Trepte et al., 2015). Hornstein and
Eisenberger’s (2017) research (2017) illustrates that social support
has a preventative effect on the fear-related adverse effects;
within this context, social support is essential to help aid the
psychological problems (Li et al., 2021). College students with
lower levels of social support are more likely to suffer from mental
illnesses (Hefner and Eisenberg, 2009). Previous research has
shown that social support is negatively correlated with depression
(McDougall et al., 2016).

Besser and Priel (2008) found that social support affects
depression by acting as a moderator of death-related fears, but not
the COVID-19-related fears. However, a previous study revealed

that social support is an influencing moderator of depression in
the Chinese student groups (Zhou et al., 2013; Hou et al., 2020).
Therefore, the present study argues that for the COSs with less
social support, their depression levels are higher than those the
COSs with lower FoC. Although previous research has shown
that social support has a buffering effect on depression (Rueger
et al., 2016), less support is extended to the influence of FoC.
Thus, based on the previous evidence, this study hypothesized
that:

Hypothesis 4 (H4): Low levels of social support will moderate
the association between FoC and depression (as shown in the
conceptual framework in Figure 1C).

MATERIALS AND METHODS

Participants and Procedure

Considering the social-distancing requirement during the
COVID-19 pandemic period, all the data were collected through
an online self-administered survey questionnaire. This study
involved 476 COSs, including 164 males (34.5%) and 312 females
(65.5%), currently studying via online mode in China from the
different universities worldwide. The survey was conducted from
March 2021 to May 2021 and all the participants had returned to
China before January 2021. For the age range, 243 participants
ranged from 18 to 22 years (51.1%), 206 participants ranged
from 23 to 27 years (43.3%), and 27 participants were older than
27 years (5.7%). Meanwhile, 238 participants were undergraduate
students (50.0%) and 238 participants were graduate students,
which including 213 participants at the master level (44.7%)
and 25 participants at the doctoral level (5.3%). The reporting
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studying area indicates that 31.1% (n = 148) of participants
were studying in Hong Kong special administrative region
(SAR)/Macau SAR/Taiwan of China, 27.7% (n = 132) of
participants were studying in North America (including the
United States and Canada), 19.1% (n = 91) of participants were
studying in the United Kingdom or European Union countries,
16.6% (n = 79) of participants were studying in the Asian
countries (e.g., Japan, South Korea), 5.3% (n = 25) of participants
were studying in Australia or New Zealand, and 0.2% (n = 1) of
participants were studying in the other regions. The demographic
information is shown in Table 1.

MEASURES

Demographic Information
Participants provided age (1 = ranged from 18 to 22 years;
2 = ranged from 23 to 27 years; 3 = older than 27 years), sex
(0 = male; 1 = female), education level (1 = undergraduate
students; 2 = master-level students; 3 = doctoral-level students),
and outbound studying region.

Fear of the COVID-19

Fear of the COVID-19 was measured by using the Fear of the
COVID-19 Scale (FCV-19S) (Ahorsu et al., 2020). The FCV-
19S contains seven items that measured FoC content with two
domains: physical response of fear (four items) and fear thinking
(three items). Items are measured on a 5-point Likert scale (from
1 = disagree to 5 = completely agree) where a higher mean
score indicates higher FoC (Ahorsu et al., 2020). The previous
study has validated the FCV-19S in different contents including

TABLE 1 | Demographic information of the participants (N = 476).

Variable N Percent
Sex

Males 164 34.5%
Females 312 65.5%
Age Range

18 to 22 years 243 51.1%
2310 27 years 206 43.3%
above 27 years 27 5.7%
Education Level

Undergraduate 238 50.0%
Master Level 213 44.7%
Doctoral Level 25 5.3%
Studying Region

HK/MO/TW 148 27.7%
North America 132 27.7%
UK/EU 91 19.1%
Asia 79 16.6%
Australia/New Zealand 25 5.3%
Others 1 0.2%

North America including The United States of America and Canada; HK,
Hong Kong SAR, China; MO, Macao SAR, China; TW, Taiwan, China; UK, The
United Kingdom of Great Britain and Northern Ireland; EU, Countries in the
European Union; Asia, Asian countries (excluding China).

Chinese content (Chi et al., 2021). The Cronbach’s alpha of the
FCV-19S was 0.83.

Depression

Depression was measured by using the Beck Depression
Inventory-II (BDI-II) scale (Beck et al, 1996). The BDI-II
contains 21 items that measured the level of depression in the
recent 2 weeks; each item was rated on a 4-point scale (from
0 = symptom not present to 3 = symptom strongly present) with a
higher mean score indicating a higher degree of depression (Beck
et al., 1996). Wang et al. (2011) validated the BDI-II in Chinese
content and the Cronbach’s alpha of the BDI-II scale was 0.80.

Resilience

Resilience was assessed by using the Connor-Davidson Resilience
Scale (CD-RISC) developed by Connor and Davidson (2003).
The CD-RISC consists of 25 items rated on a 5-point Likert
scale (from 0 = not true at all to 4 = true nearly all the time)
with a higher mean score reflecting higher resilience (Connor
and Davidson, 2003). The CD-RISC was validated in a well-used
Chinese content by Yu and Zhang (2007) and the Cronbach’s
alpha of the CD-RISC was 0.91.

Social Support

Social support was measured by using the 6-item COVID-
19 Version Perceived Social Support Questionnaire (F-SozU)
developed by Sommerlad et al. (2020). This questionnaire is an
adapted version of the F-SozU (Kliem et al., 2015) to measure
perceived social support during the COVID-19 pandemic period.
Each item was rated on a 5-point scale (from 1 = not at all true
to 5 = very true) with a higher mean score reflecting the higher
level of perceived social support. The Cronbach’s alpha of the
F-SozU was 0.83.

Statistical Analysis

The SPSS software version 26.0 was used for the data analysis.
The demographic characteristics were analyzed by descriptive
analyses. The Pearson correlation was calculated to test the
bivariate correlations among FoC, resilience, social support, and
depression. According to Hayes (2013), Model 4 and Model 1 in
the PROCESS macro for SPSS (version 3.5.3) were used to test
the mediating role of resilience as well as the moderating roles
of resilience and social support. About 95% CIs of the indirect
effects were calculated from 5,000 bootstrap resamples estimates
in which mediating and moderating effects are significant at
p < 0.05 when the CI does not include zero.

RESULTS

Bivariate Correlations Among Study

Variables

Descriptive statistics and correlations for all the variables are
shown in Table 2. FoC was positively correlated with depression
(r =0.59, p < 0.001) and H1 was supported. Besides, FoC was
negatively correlated with resilience (r = 0.37, p < 0.001) and
social support (r = 0.24, p < 0.001). Both resilience (r = 0.52,
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p < 0.001) and social support (r = 0.42, p < 0.001) were
negatively correlated with depression. Moreover, social support
showed a significant positive correlation with resilience (r = 0.63,
p < 0.001).

Role of Resilience

After controlling for sex, age, and education level, the mediating
effect of resilience on the association between FoC and depression
was analyzed. The results of the regression analysis are shown in
Table 3.

When sex, age, and education level were included in the
regression model as three control variables, the results showed
that FoC has a significant positive association with depression
(B = 0.583, p < 0.001). Meanwhile, the negative association
between FoC and resilience (B = 0.359, p < 0.001) as well
as the negative association between resilience and depression
(B = 0357, p < 0.001) was also significant. Moreover, when
resilience was used as a mediator, the positive association between
FoC and depression (B = 0.455, p < 0.001) was also significant.
The bootstrap results of the mediating effect indicated that the
indirect effect of FoC on depression was significant (8 = 0.113,
SE=0.017,95% CI = 0.082, 0.148) and the mediating effect caused
a variance of 21.89% of the total impact of the models (Table 4).
As 95% CI in the path did not contain zero value, the results
confirmed that H2 was supported.

To investigate the moderating effect of resilience and social
support on the association between FoC and depression, the
aforementioned covariates were controlled. Table 5 shows the
interaction between FoC and depression from resilience emerged
as a significant predictor [B = 0.006, p < 0.05,95% CI0.012;0.001,
R? = 0.459, F(6,469) = 66.482, p < 0.001]. Additionally, changing
R? = 0.007 statistically due to interactions, F(1,469) = 5.885,
p < 0.05, which means that the moderation explained the
45.96% of the variance in the resilience of the model. Therefore,
resilience has a positive significance on the relationship between
FoC and depression. The results illustrated the interaction by
depicting the regression line of the relationship between FoC
and depression at high, medium, and low (41 SD, mean, -1
SD) resilience scale scores. The graph showed that resilience
played a role in narrowing the positive correlation between FoC
and depression mentioned in the research literature. The highest
levels of depression were found in the individuals who reported
low levels of FoC and low resilience (Figure 2). Overall, the
results of the moderation analysis indicated that the resilience
of the individuals attenuated the association between FoC and
depression in the COSs. Thus, H3 was supported.

TABLE 2 | Descriptive statistics and correlations between variables (N = 476).

M SD 1 2 3 4
1. Fear of COVID-19  15.94 5.99 1
2. Resilience 6297 1177 —-0.37"* 1
3. Social Support 3.51 0.61 —0.24** 0.63*** 1
4. Depression 10.11 5.30 0.59™*  —0.52"*  —0.42** 1

*p < 0.001.

The Moderating Role of Social Support

After controlling for sex, age, and education level, the moderating
effect of social support on the association between FoC and
depression was analyzed. Contradictory to H4, the result showed
that the moderating role of social support is insignificant. Being
a predictor of FoC on depression, social support does not act as
a moderator for the relationship [B = 0.002, F(6,469) = 58.8261,
p =0.956] (Table 6.). Thus, H4 was rejected.

DISCUSSION AND CONCLUSION

Discussion

This study examined the mediating effect of resilience as
well as the moderating effects of resilience and social support
on the relationship between FoC and depression among the
COSs studying online amid the COVID-19 pandemic period.
The correlational analyses revealed that FoC had a positive
relationship with depression, which was consistent with the
previous studies that higher FoC is positively correlated with
increased depression (Bakioglu et al, 2020; Al Majali and
Alghazo, 2021). The results indicated that FoC is an important
trigger for depression among the COSs studying online amid the
COVID-19 pandemic period. Marcus et al. (2014) argued that
depression is a serious affliction that has a negative impact on the
mental health of an individual. Thus, those COVID-19-related
fears may increase the likelihood of depressive symptoms, which
negatively influence the mental health of the COS.

This study also contributes to the theory by revealing the
mechanism through which FoC influences the depression of
the COSs studying online in China. Although previous research
revealed that FoC is associated with depression, the underlying
mechanism was not enough clear. Previous research indicated
that mindfulness could help to counter the negative effects of
FoC on depression, thus reducing depression (Belen, 2021). This
study demonstrated the mediating role of resilience between
FoC and depression. Previous research has shown that a
higher level of FoC can restrain resilience, thus bombing the
depression (Yildirim et al., 2020), this study further examined
that resilience is an effective mediator in the linkage between
FoC and depression among the Chinese group. Resilience is
mediated by assessing the path from FoC to depression. Weaker
resilience is equipped when the individual experiences a higher-
level fear mood. The situation of the COSs is different from
those of Chinese students studying in the domestic universities in
mainland China. They face the cultural differences and changing
international circumstances after the COVID-19 outbreak that
are complicated. At the same time, the institution of non-native
languages and diverse curricula of outbound universities are
stressful (Ching et al., 2017). Therefore, the COSs need the strong
capability to adjust themselves to deal with fear, difficulty, and
uncertainty. Resilience can meet all those requirements of the
COSs ensuring that the COSs counter negative situations and
enhance their mental health.

The findings of this study also showed that resilience
moderated the relationship between FoC and depression, which
is consistent with prior research showing that resilience has a
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negative and substantial impact on depression (Hjemdal et al,,
2011). Individuals with weaker resilience are more likely to
experience depressive symptoms. This finding further explains
the resilience theory (Van Breda, 2001). Furthermore, those COSs
studying online in China also need to endure time differences,
network latency, and various emergencies while conducting their
online learning. Under the special circumstances of the COVID-
19 pandemic period, the COSs with higher resilience are more
capable of dealing with social isolation, life stress (Cacioppo et al.,
2011), and the threats of various crises (Kimhi et al., 2020). Thus,
the COSs with stronger resilience may be better able to withstand
the FoC and recover from its negative effects.

The present finding also contributes to the buffering effect
in the buffering model of social support (Aneshensel and Stone,
1982). The moderating effect of social support on the association
between FoC and depression was not sustained in this study.
It was found that social support can be a preventive factor
against negative psychological and emotional effects among
Chinese students (Cheng, 1997; Chen, 2018). Previous studies
also indicated that social support can be a preventive factor
against negative psychological emotions among Chinese students
(Cheng, 1997; Chen, 2018). The COSs are generally faced
with high financial costs, high expectations from their families,
heavy academic tasks, and not assimilated stereotypes of the
Chinese group (Ruble and Zhang, 2013; Fang et al., 2020; Xi
et al., 2020). In particular, the widespread prejudice against the
China and Chinese citizens after the COVID-19 outbreak has
put the COSs in a more complicated and hostile environment
(Mittelmeier and Cockayne, 2020); thereby, social support is
particularly imperative for them in this challenging situation.

The reason why only a weak moderating effect was found could
be that mere provision from the interpersonal resources is not
sufficient to prevent the negative mental consequences under
the predicament. Social support could only be beneficial if it is
tailored to the most appropriate coping methods for the stressful
circumstances (Sarason et al., 1990; Schreurs and de Ridder, 1997;
André-Petersson et al., 2006). Therefore, future studies should
focus more on the application environment of social support
to provide the students with valuable helping in threatening
those difficulties.

Fear of the COVID-19 has a tremendous mental health impact
all over the world; therefore, related mental illness prevention
is critical during this difficult time (Pakpour and Griffiths,
2020). While e-learning mode is employed worldwide during the
COVID-19 pandemic period, this finding can provide empirical
evidence in implementing psychological interventions to prevent
depression among international students. As a result of their
minority status, the mental health of the international students
is often neglected by both their homeland and their studying
region and they are more prone to depressive disorders (Chen
et al, 2020). To help the international students to minimize
their depression, FoC should be avoided that can be utilized
as a preventive therapy. They could also be incorporated into
the mental health training program of the college to assist
the international students in building psychological resilience
(Saltzman et al., 2020), hence minimizing depression.

Since FoC is a reaction to the worldwide spread of the
COVID-19 (Daniel, 2020), this study can provide empirical
data to verify the detrimental mental impact on the FOC
as well as suggest novel models involving resilience, social

TABLE 3 | Regression analysis of relationship between fear of COVID-19 and depression with mediation analyses (N = 476).

Coeff. Standardized Boot Se P Bootstrap 95%ClI R2 F
Coeff.
Lower Upper
Resilience (Model |) 0.153 21.215"*
Constant 1.567 1.639 0.339 —1.655 4.788
Gender -3.189 -0.129 1.053 0.003**  —5.257 -1.121
Age 1.171 0.059 1.178 0.321 —1.143 3.485
Education Level —0.829 —0.042 1.191 0.486 —3.169 1.510
FoC —0.705 —0.359 0.084 < 0.001***  —0.869 -0.540
Depression (Model 2) 0.345 61.972*
Constant —0.664 0.649 0.307 —1.941 0.612
Gender 0.148 0.013 0.417 0.723 -0.672 0.967
Age 0.140 0.016 0.467 0.764 —-0.777 1.057
Education Level 0.226 0.025 0.472 0.633 —0.701 1.153
FoC 0.516 0.583 0.033 < 0.001** 0.451 0.582
Depression (Model 3) 0.453 77.792
Constant -0.412 0.595 0.489 —1.581 0.757
Gender —0.365 —0.033 0.385 0.344 —1.128 0.392
Age 0.328 0.037 0.427 0.443 —0.511 1.168
Education Level 0.092 0.010 0.432 0.831 —0.756 0.941
FoC 0.403 0.455 0.033 < 0.001** 0.339 0.467
Resilience —0.161 —0.357 0.017 < 0.001**  —0.194 -0.128
**p < 0.01, **p < 0.001.
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support, and depression with FoC as a predictor. The findings
of this study could contribute to understanding the buffering
variables and the mental resources that are important to mitigate
unfavorable consequences of mental health during the COVID-
19 pandemic period. By suggesting that resilience may assist
in minimizing depression, this study provided a novel research
path for preventing mental health problems. Promoting internal
resilience would be an effective strategy for reducing depression
when faced with hardship (Brewin et al., 1989; Malhi et al., 2019).

TABLE 4 | Resilience in the mediation effect analysis (N = 476).

Effect Boot SE Bootstrap 95%ClI Effect%

Lower Upper

Total effect 0.516 0.033 0.451 0.582
Direct effect 0.403 0.033 0.339 0.467 78.10%
Indirect effect 0.113 0.017 0.082 0.148 21.89%

TABLE 5 | Results from a regression analysis examining the moderation of the
effect of FOC on depression by resilience (N = 476).

Implications

First, this study extends existing FoC and depression literature
among the international student group by showing that FoC
has a significant positive effect on the depression of the COS.
A positive association between FoC and depression was found,
which is consistent with previous studies showing that FoC can
be a trigger to depression in the domestic contexts (Bakioglu
et al., 2020; Al Majali and Alghazo, 2021). Second, the findings
indicated that FoC is associated with depression through both the
mediation and moderation models with resilience. The current
findings confirmed that resilience has significant implications
in preventing the negative mental states under the COVID-19
context. The underlying mechanism of association between FoC
and depression was explored. These findings also provided a
more comprehensive grasp of mental health services and higher
education institutions working with the international students to
help determine the protocols and interventions to prevent mental
illness in the students.

Limitations and Future Directions

Some limitations that exist in this study need to be acknowledged.
First, a previous study revealed that there are regional
differences in FoC (Lo Coco et al, 2021). However, the
different influences from the studying region of the COS were
not applicable in this study. Second, the present sample of
the COSs was predominantly composed of those studying
in North America, the United Kingdom/European Union, or
Hong Kong/Macau/Taiwan of China because of the commonly
known study region preference of the COSs. Therefore, future
studies should focus on the COSs from a specific region or
obtain a more region-balanced sample to indicate the influence
of FoC among the COSs studying in the different regions.
Furthermore, this study did not collect the information on the
current resident region in China of those COSs. Previous research
has found that regional differences in various areas of China
(e.g., comparing Wuhan with other cities in the low-risk infection
areas) on the impact of the COVID-19 on mental health due to
the epidemic history and risk of infection in these areas (Wen
et al., 2020; Ge et al,, 2021). Thus, a future study involving

TABLE 6 | Results from a regression analysis examining the moderation of the
effect of FOC on depression by social support (N = 476).

Variables Outcome: Depression
Coeff. SE P LLCI ULCI
Constant —0.579 0.596 0.332 —1.750 0.592
FoC 0.394 0.033 < 0.001** 0.329 0.458
Resilience —0.158 0.017 < 0.001** —0.191 —0.126
FoC x Resilience —0.006 0.003 0.016* —0.012 —0.001
Gender —0.391 0.383 0.308 —1.145 0.362
Age 0.329 0.425 0.439 —0.506 1.165
Education Level 0.104 0.429 0.809 —0.740 0.949
R? = 0.4596
F(6, 469) = 66.482, P < 0.001
*p < 0.05 and **p < 0.001.
15
= ——1SD
é = = Mean
- +1SD
6
Low Fear Medium Fear High Fear
FIGURE 2 | Results of the moderation model. Three lines are the visual
representation of different moderation effects of FoC on depression when
resilience scores were at its +1 SD, mean, and —1 SD. Fear refers to fear of
COVID-19 (FoC).

Variables Outcome: Depression

Coeff. SE P LLCI ULClI
Constant —-0.132 0.115 0.249 —0.358 0.093
FoC 0.511 0.036 < 0.001** 0.440 0.582
Social Support —0.301 0.036 < 0.001*** —-0.372 —0.229
FoC x Social Support ~ —0.002 0.035 0.956 —0.069 0.066
Gender -0.014 0.074 0.854 —0.159 0.131
Age 0.069 0.083 0.407 —0.094 0.231
Education Level 0.023 0.083 0.787 —0.141 0.186

R? = 0.4294

F(6,469) = 58.8261, P < 0.001

*p < 0.001.
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a regional difference in China could be conducted. Moreover,
the study cannot directly emphasize the mechanisms of social
support in preventing depression. Previous studies measured
social support from different perspectives (Eagle et al., 2019;
Ye et al, 2019) and perceived social support from different
sources (Procidano and Heller, 1983). This study only measured
the perceived social support during the COVID-19 pandemic
period without detailed information on the support resources.
Therefore, an additional measurement of social support that
would be applied in the current results is not confirmed. On
the other hand, the current study is only a cross-sectional
design, which makes our findings that are not deep-going and
comprehensive enough. Therefore, a longitudinal design that
addresses the temporal association among those variables or an
experimental design to control more confounding variables could
be adopted in future studies. Fourth, due to the social distancing
considering during the COVID-19 pandemic period, this study
utilized an online self-reporting questionnaire; thus, interference
from the external environment and potential response bias to
the items were unavoidable. Therefore, multiple rating sources
or measurements should be utilized to minimize the presence of
bias during the data collection. Fifth, we use the Hayes approach
(2013) to test the mediating and moderating roles of resilience
and social support, which contains some potential limitations.
Although this approach exhibits considerable statistical power,
it is also more likely to make the error of type I than the other
mediating and moderating methods (Preacher et al., 2011; Fang
and Wen, 2018). Therefore, future research needs to take into
account the errors caused by the statistical methods.

Conclusion

This study demonstrated the mediating effect and the moderating
effect of resilience on the relationship between FoC and
depression among the COSs studying online in China during the
COVID-19 pandemic period. However, the moderating effect of
social support on the association between FoC and depression
was not sustained in this study. The findings provided empirical
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School closures prompted by the global outbreak of COVID-19 have impacted children’s
subjective well-being. In this context, a growing number of studies has pointed out that the
experience of learning at home is an essential factor influencing their subjective well-being,
raising the importance of parental involvement in the educational process of their children.
This article explores the formal and informal parental practices of home learning during
school closures period in 19 countries and their explanatory factors, with the further aim of
discussing their implications for children’s subjective well-being. The study uses the
International COVID-19 Impact on Parental Engagement Study (ICIPES) database and
develops a regression analysis of family, child, and school factors predicting parental
involvement in homeschooling. The main findings show that parents’ socioeconomic
status is a critical predictor of both formal and informal parental practices. In addition, the
results denote the impact of other factors, such as the level of parental confidence with the
use of technology and children’s age and gender (in the case of informal activities). Based
on these findings, the article discusses policy implications to promote parental involvement
and children’s subjective well-being.

Keywords: socioeconomic status, parental involvement, school closure, COVID-19, subjective well-being

1 INTRODUCTION

School closures during the expansion of the COVID-19 pandemic on education have impacted 94%
of the world’s student population (United Nations, 2020a). As a response to this scenario, 90% of the
ministries of education have implemented some form of remote learning approaches, including
radio, television, or the internet (UNICEF, 2021).

Research about the pandemic effects on children and adolescents is still emergent. Recent
literature reviews have alerted about the impact of lockdown measures -and notably schools’
closures-on children’s well-being. Indeed, consistent evidence has shown not negligible effects on a
range of emotional, behavioral, and restlessness/inattention problems, as well as a decrease in life
satisfaction, which are expected to disproportionally affect disadvantaged students (Bathia, 2020;
Rajmil et al., 2021; Viner et al., 2021). For example, evidence for children and adolescents aged
3-18 years in Italy and Spain states that 85,7% of parents perceived changes in their children’s
emotional status and behavior, including symptoms such as difficulty concentrating, boredom,
irritability, feelings of loneliness, uneasiness, and worries (Bathia, 2020). Moreover, data from Oslo
(Norway) has identified a significant decline in life satisfaction among boys and girls during the
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restriction period (Bathia, 2020), and in Canada more than half of
the children 9-15years surveyed presented changes that
contribute to a lower level of subjective well-being (Mitra
et al., 2021).

Several studies have pointed out that the experience of home
learning is an essential factor influencing their subjective well-
being. In this area, research has posited that the quantity and
difficulty of school homework is a predictor of well-being,
i.e., when the school work load is high and/or difficult it has
been related with a decrease in subjective well-being during the
pandemic (Engel de abreu et al., 2021). Moreover, research has
highlighted the association between academic activities and
socioemotional problems, showing that learning activities are
negatively associated with behavioral problems (e.g., emotional
symptoms, hyperactivity/inattention, and peer relationship
problems) (Tso et al, 2020). In addition, a recent study
shows that students with better learning experiences at home
report lower emotional reactions (e.g., “felt sad,” “felt angry,”
“felt lonely”) and low somatic/cognitive responses (e.g., “had
trouble concentrating,” “had headaches”) (Larsen et al., 2021).
Considering these findings, international reports have called to
enhance parental support of children’s homeschool experiences
to protect their subjective well-being, while advancing on
research about families’ involvement in learning at home
(e.g., Engel de Abreu et al, 2021; O’Connor et al., 2020;
OECD, 2020).

Different national studies developed in the context of the
global pandemic have provided evidence about parents’ responses
to school closures (Zancajo, 2020). In general, the results show the
critical role of parents’ SES in supporting their children learning
at home. In this sense, all the papers have shown how
socioeconomic differences—measured as occupational status,
educational level, or family income—are relevant factor
predicting the quality of home support for schooling to face
the COVID-19 pandemic in countries as diverse as Spain (Bonal
and Gonzalez, 2020), Chile (Trevifio et al., 2021), England
(Andrew et al, 2020; Bayrakdar and Guveli, 2020) and
Netherlands (Bol, 2020). Most of these studies have been
developed in middle and/or high-income countries through
online surveys. In this way, while previous literature has
provided initial evidence on the relationship between COVID-
19, parental support, and subjective well-being, studies have not
yet examined global patterns in a wider range of countries,
including  OECD and non-OECD members. Therefore,
expanding research to a cross-national sample of countries
opens the opportunity to study global trends in this area in
diverse geographical, socioeconomic and cultural settings.

Based on these emergent results and adopting a supranational
perspective, this article explores the parental practices of home-
learning during school closures period in 19 countries and its
explanatory factors through regression models, with the aim of
discussing its implications for the subjective well-being of
children and adolescents. The study uses the International
COVID-19 Impact on Parental Engagement Study (ICIPES)
database (Osorio-Saez EM. et al., 2021), which includes data
from countries as diverse as Chile, United States, Ghana, China,
Japan or Pakistan.

Socioeconomic Status and Educational Practices

The article is divided into four sections. The first part presents
the research framework of the study, in which we delve into the
concept of parental involvement and its explanatory factors, as
well as its relationship with children’s well-being. The second
section describes the research method, including the data,
variables and analytical strategy used. The third part presents
the main findings. The paper ends with the core conclusions and a
set of policy and research implications.

2 RESEARCH FRAMEWORK

The expansion of the covid-19 pandemic can be defined as a
global socio-natural disaster. It is socio-natural because, in
contrast to the epidemiological views of the pandemic,
COVID-19 can be understood as a both natural and social
phenomenon, dissolving the modernist dichotomy that divided
humans from nature (Rogers et al., 2013). It is a disaster, since it
has interrupted routines and has caused the collapse and/or stress
of several social organizations and institutions (Lavell et al,
2020). Finally, it is global, not only because of the scale of the
problem, but also because of the transnational and relational
nature of its consequences (Castells, 2006).

This conceptualization of COVID-19 as a global socio-natural
disaster reinforces the idea that all systems and organizations in
the world have been challenged by the pandemic. In education,
the outbreak of the COVID-19 pandemic has generated a global
transformation rarely seen since the World War II. COVID-19
has forced schools to transform the learning process and to
promote distance or online teaching. Additionally, students’
daily interactions with their peers have been interrupted,
generating a decrease in the opportunities of peer-to-peer
socialization of children and adolescents. Finally, homes
adapted to the new education dynamics, with parents
assuming a more active role in the school teaching process
while, in many cases, working from home. In this context,
parental involvement in the educational process has emerged
as one of the central topics of research due to school closures
during the pandemic (Bonal and Gonzélez, 2020).

Parental involvement is as the participation of parents in the
educational process and experience of their children (Wilder,
2013). More precisely, parental involvement refers to the
“proactive engagement of parents in various activities and
behaviors that aim to promote learning and development of
their children” (Ma et al., 2016: 773). Different studies have
demonstrated the benefit of parental involvement on student
achievement (e.g., Ma et al., 2016), social-emotional skills (Van
Voorhis et al., 2013), well-being, and mental health (Hornby and
Blackwell, 2018). Considering the vastness of the concept
(Goodall, 2013), researchers have operationalized the term as a
continuum between involvement in/with school, involvement in
schooling, and involvement with learning of children and
adolescents (Goodall and Montgomery, 2014). There are also
diverse types of involvement such as parenting, communicating,
volunteering, learning at home, decision making and
collaborating with the community (Epstein, 2011), which can
be either overt or implicit practices (Tan et al., 2020). Parental
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involvement can be analyzed according to spheres of involvement
in which a difference has been introduced between practices at
school and at home (Hornby and Blackwell, 2018). Focusing on
the home sphere, the literature distinguishes formal and informal
educational practices. Formal educational practices directly aim
at supporting schooling—such as teaching or practicing their
numeracy or literacy skills—while informal educational practices,
indirectly or spontaneously, expose students to opportunities to
learn, for example through cooking or playing games (Skwarchuk
et al,, 2014).

Research has positioned parental involvement as a critical
condition to support student learning and well-being.
Simultaneously, the evidence shows the weight of the SES in
the capacity of parents to provide support for schooling, due to
inequalities in the distribution of economic, social and cultural
capitals among families (Harris and Goodall, 2008; Lareau, 2000,
2011; Tan et al,, 2020). For example, a recent metanalysis found
that parental education is related to the capacity to provide
support, showing that parents with higher education can offer
more home support to their children (Tan et al., 2020). Adopting
a broader perspective, Horbny and Lafaele (2011) have raised
attention to four types of factors of parental involvement for all
SES groups: a) individual parent and family factors (e.g., parental
beliefs and perceptions on involvement, current life contexts,
class, ethnicity, and gender); b) child factors (e.g., age, learning
difficulties, disabilities or talents, and behavioral problems); c)
school factors (e.g., differing goals and agendas, attitudes,
language used); and, d) societal factors (e.g., historical and
demographic, political, economic) (Horbny and Lafaele, 2011).
Consequently, parental involvement seems to be the product of
particular social, economic, and cultural conditions, in which the
SES is a relevant factor, but not the only explanatory variable. In
terms of the specific role of SES on parental involvement, research
has outlined that low-SES families face barriers in terms of
economic hardships, time-consuming work, lower pedagogical
competencies, and scarce interactions with schools and teachers
(e.g., Lareau, 2000; Horby and Lafaele, 2011; Wang et al., 2016).

Different national studies have investigated families’ responses
to school closures, highlighting the critical role of parental SES on
homeschooling practices (Zancajo, 2020). In this line, available
evidence, proceeding primarily from OECD’s countries -such as
England, Spain, or the Netherlands-has shown inequalities in the
number of hours dedicated to learning at home and the type of
activities in relation to family income (Andrew et al., 2020). The
literature has also found variations on involvement with more
educated families providing both higher quality and more intense
support (Bol, 2020; Bayrakdar and Guveli, 2020). Also, higher SES
parents are more confident on their abilities to satisfy their
children’s learning needs (Bonal and Gonzalez, 2020; Bol,
2021). Finally, higher SES families tend to engage to a greater
extent in informal homeschooling practices aligned to school
logic as well as in extra-curricular activities (Bonal and Gonzalez
2020; Trevifo et al., 2021).

Other family factors, along with SES, are also related to
parental involvement. One study points out that single parents
tend to spend significantly less time on schoolwork at home in
comparison to bi-parental households during COVID-19 school
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closures (Bayrakdar and Guveli, 2020). This suggests that
household composition (Myers and Myers, 2015) may be
related to the burden that single parents may have faced
during this period (Bayrakdar and Guveli, 2020).
Complementarily, recent studies have discussed the trend of
more significant support in primary school for boys and more
intensive support for girls in secondary education (Bol, 2020).
Finally, initial evidence shows that online learning is a factor that
moderates the role of parents’ SES in homeschooling (Bayrakdar
et al., 2020).

The intensity of school activities during the pandemic also
may affect well-being in the households. As the teaching
processes moved from classrooms to the households, parents
or adults in charge do not necessarily have the skills or time to
support intense school activities and homework (Ponce et al,
2021). Therefore, during the pandemic, the level of pressure on
parents to teach their children at home (Fontenelle-
Tereshchuk,2021; Parczewska, 2020) may create tension in the
relationship and negatively affect subjective well-being of
children and adolescents.

Recent evidence shows a positive association of parental
engagement with facilitating conditions (e.g., the existence of
tools and technological platforms provided or suggested by
schools), as well as social influence (e.g., parents exposition
and exchanges with other parents, teachers, children, etc).
Finally, there is a negative relationship of parental engagement
with the knowledge or performance when using technological
devices (Osorio-Saez E. et al.,, 2021).

Summarizing, the literature shows that formal and informal
parental involvement practices in home-learning are linked to
children’s subjective well-being. This study explores home-
learning parental practices during school closures due to
COVID-19 in 19 countries and the factors that explain such
practices. Consistently with available research, the study
examines how formal and informal educational practices at
home are related to family factors (e.g., SES, confidence using
technology), children’s factors (e.g., age, gender), and school
requirements for families when supporting home-learning.

3 DATA AND METHODS

3.1 Data

The data for this study comes from the International COVID-19
Impact on Parental Engagement Study (ICIPES) (Osorio-Saez
EM. et al, 2021). This study “investigated the ways in which
parents and caregivers are building capacity to engage with
children’s learning during the period of social distancing
arising from the global Covid-19 pandemic” (Osorio-Saez
et al, 2020:3). The survey was conducted online in 23
countries (Belgium, Cameroon, Chile, China-Mainland-
HongKong-Macao, Colombia, Costa Rica, El Salvador,
Ethiopia, Ghana, Honduras, India, Italy, Japan, Mexico,
Pakistan, Peru, Spain, Sri Lanka, Tanzania and Zanzibar,
Turkey, United Kingdom, Uruguay, and United States),
achieving a total sample of 4.658 parents/caregivers with
children between 6 and 16 years old (mean = 4.36).
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TABLE 1 | Number of observations and days the school was fully closed per

country.

Countries N Days: Fully closed
Chile 1.597 67
China 217 33
Colombia 94 115
Costa Rica 155 189
El Salvador 83 205
Ethiopia 171 151
Ghana 142 50
Honduras 246 147
India 54 146
Italy 517 66
Japan 159 11
Mexico 244 180
Pakistan 45 112
Sri Lanka 199 141
Tanzania 58 52
Turkey 78 129
United Kingdom 191 62
United States 289 0
Uruguay 61 20

Source: ICIPES, 2020 (Osorio-Saez EM. et al., 2021) and UNICEF, 2021. Note: The
number of observations refers to the number of parents that completed the survey.

Despite having information for 23 countries, four were
omitted from this study due to a low response rate. Therefore,
the final sample is composed of 4.600 parents/caregivers
belonging to 19 countries. As each country experienced
school closures due to the COVID-19 pandemic at different
periods, Table 1 presents the number of observations per
country and the number of days schools were fully closed
(between March 11, 2020-February 2, 2021), according to
UNICEF (2021) data.

3.2 Procedures

Data collection took place from May 2020 to August 2020. The
survey was distributed through the social networks of the
participating academic institutions in each country (Osorio-
Saez, et al, 2021a). The survey was translated into seven
languages (Japanese, Turkish, Spanish, Urdu, Traditional
Chinese, French and Italian). In addition, a minimum
threshold of 200 parents with complete surveys
established to ensure data qualityl (Osorio-Saez, et al., 2020).
However, it is important to note that the sample is non-
probabilistic and not representative at the country level. In
fact, most of the parents that answered the survey have a
higher education degree, a figure that suggests that the sample
may be biased towards higher SES households.

3.3 Variables

For the analysis, we constructed two parental involvement
variables: formal educational practices and informal
educational practices. Additionally, and considering our
research framework, we use as predictors family SES,

was

'All the data are free and its available at doi: 10.1016/j.dib.2021.106813.
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confidence using technology and family structure; as well as
child age, gender, and rurality; and intensity of school
activities and homework. Table 2 shows the descriptive
statistics of the variables used in the analysis.

3.3.1 Dependent Variable

Based on a Confirmatory Factor Analysis (CFA), we measure
parental involvement in two dimensions: formal educational
practices and informal educational practices. On the one hand,
the formal educational practices dimension was created using
three items: i) Are you teaching your child at home? (Taking the
time for sitting and explaining the topics and activities to them)
(PEHS); ii) My children and I have a set homeschooling
timetable (PE_4); and iii) Check the school’s emails, blog,
and website to follow the activities they suggest for the
children (PUTR_1). The items involving formal educational
practices have answer options in a form of Likert scale (Always,
Often, Occasionally, Rarely, and Never). However, due to the
upward bias of parental responses we dichotomized these
variables assigning Yes = 1 for the options Always, Often,
and Occasionally, and recoding Rarely and Never as No = 1.
On other hand, the informal educational practices dimension
was constructed through eight items: i) Eating meals together
(PENTMA_1); ii) Shopping online (PETMA_3); iii) Learned
about something on the internet (PETMA_4); iv) Reading an
electronic book or article together (PETMA_5); v) Watching a
film and discussing it together (PETMA_6); vi) Created a piece
of art on paper or using any other physical material together
(PENTMA_7); vii) Used technology to create or edit videos,
photos or music or other content (PETMA_7); and, 8viii)
Played computer/video games (PETMA_9). It is important to
note that the items of informal educational practices are
dichotomous, and they were collected as 1 = Yes, and 0 =
No. In both scales, we constructed an index, with mean = 0 and
standard deviation = 1.

The CFA is conducted using a theorical model on parental
involvement following the research framework. In the formal
educational practices dimension, three items available in the
database related to learning support are selected. Meanwhile,
in the informal educational practices, 17 actions performed at
home that indirectly expose students to the acquisition of
learning are identified. In this second dimension, an
Exploratory Factor Analysis (EFA) was previously applied
to determine the number of factors related to spontaneous
activities in the home, the objective of this analysis was to
establish the variables to be introduced in the CFA model. As a
result of the EFA, we decided to include eight items that
establish the unidimensional presence of the construct to
measure. Finally, the CFA model has an acceptable
statistical fit, according to Brown (2006) Xz (43) =
167.230, p = 0.00, CFI = 0.943, TLI = 0.927, RMSEA =
0.022, SRMR = 0.031 and a moderate correlation between
the dimensions (0, 31).

The Kuder-Richardson Formula 20 (KR-20) is used to
measure the reliability of each dimension, since the data set
consist of dichotomous variable. Equation 1 shows the
formula of the KR-20, where k is the number of items, pj is
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TABLE 2 | Descriptive statistics for all countries.

Variable Mean
Formal educational practices 0

Informal educational practices 0

Socioeconomic Status 0

Technology at home 0.9096
Receives the learning plan 0.8411
Female 0.4974
Family structure: Raising a child without a partner 0.1329
Parental confident 0.8424
Children in the household 1.3087
Rural 0.1670
Child age 4.3597

Socioeconomic Status and Educational Practices

Standard deviation Minimum Maximum
1 —0.2005 0.0759
1 -1.0052 0.7776
1 -2.3512 4.0029
0.2868 0 1
0.3656 0 1
0.5000 0 1
0.3394 0 1
0.3644 0 1
1.4491 0 10
0.3731 0 1
3.2573 0 11

Source: ICIPES, 2020 (Osorio-Saez EM. et al., 2021). Note: For dummy variables the column mean represents the proportion of the cases in the category 1.

the proportion of correct responses to item j and o is the variance
of sum test scores (Foster, 2021)

Yo pi(1-p))

2
ax

k

Pl

1)

The KR-20 score for the formal educational practices
dimension is 0.28 and 0.63 for informal educational practices.
The second dimension presents a value close to 0.7 (an acceptable
consistency). While the first dimension presents low reliability,
this is because more than half of the participants (N = 2,797)
answered that they carried out the three formal educational
practices, a situation that restricts the variance and has
consequence in the low reliability. However, as both
dimensions are theoretically relevant and the correlation
between them indicates a difference between the practices
performed by parents, we decided to interpret this result with
caution and include this dimension (formal educational
practices) in the analysis. Finally, it is worth mentioning that
for the CFA model and the reliability estimation, the total sample
(N = 4,600) is used.

3.3.2 Independent Variable
3.3.2.1 Family Factors
To measure SES, we used the scale constructed by Osorio-Saez
and colleagues (2021b, 2020), which shows robust fit and
reliability indicators. The authors created this scale through
CFA using four questions: Q5: What do you do in your main
job? (e.g., teach high school students, help the cook prepare meals
in a restaurant, manage a sales team), which was an open question
that was recoded into an ordinal variable following the list of
occupations described in the one-digit ISCO (International
Standard Classification of Occupations); Q7: In a normal
month, what is your total household income? which was
recorded by grouping the income level reported in deciles of
income within each country; Q13N: How many usable devices are
there in the house? (smartphones, tablets or iPads, laptops,
desktops), and Q14: How many computers per child have you
got at home?

To measure the effect of families’ digital access on
parental include the predictor of

involvement we

technology at home, which corresponds to the following
question, Q14: How many computers per child have you
got at home?> This variable is added as a dummy variable in
the model, where 0 means no computers all at home, and 1
represents either one per child or computer shared between
parents and children at home.

On the other hand, we included a family structure variable,
which was recorded as 0 for bi-parental households, and as 1 for
single headed households. Additionally, include the variable of
number of siblings in the household, which ranges from 0 to 10.
Finally, we consider the variable parental confidence using
technology coded as 0 if parents are not confident and 1 if
parents are confident in using technology.

3.3.2.2 School Factors

We incorporated a predictor of planned school activities and
homework coded as 0 if the family does not receive a learning
plan and 1 if the family receive a learning plan from the school.
According to our research framework, this variable may be
related to parental engagement.

3.3.2.3 Child Factors

For the analysis we use three variables related with child, i) child’s
gender (0 = Male or 1 = Female), ii) child’s age (6-16 years old)
and location (0 = Urban or 1 = Rural).

3.4 Analytic Strategy

We used analysis method Ordinary Least Square (OLS)
regression with country (19 countries) fixed effects. OLS
regression is a technique that uses a line to define the fit to
the entire data set (Montgomery, et al., 2012). While the fixed
effects regression model is represented in Eq. 1, the a; are
entity-specific intercepts that capture heterogeneity across
entities (Hank al., 2020). In this case, parental
educational practices (dependent variable) vary by country.
Therefore, to control for this variation, we incorporated a

et

“Since the variable Q14 regarding technology at home is included in the
socioeconomic status scale (SES), we estimate different models for technology
at home and SES.
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TABLE 3 | Descriptive statistics on parental involvement by country.

Socioeconomic Status and Educational Practices

Countries Formal educational practices Informal educational practices
Mean Standard deviation Mean Standard deviation

Chile -0.0239 0.0715 -0.0936 0.408
China -0.0143 0.0615 -0.1010 0.361
Colombia -0.0145 0.0668 -0.0909 0.427
Costa Rica -0.0091 0.0590 -0.0548 0.364
El Salvador 0.0010 0.0497 0.0129 0.345
Ethiopia 0.0163 0.0425 0.1280 0.352
Ghana 0.0264 0.0395 0.2030 0.372
Honduras -0.0054 0.0597 -0.0126 0.392
India 0.0184 0.0442 0.0496 0.353
Italy -0.0107 0.0601 -0.0535 0.366
Japan -0.0018 0.0579 0.0570 0.355
Mexico 0.0225 0.0473 0.2100 0.349
Pakistan 0.0397 0.0244 0.2990 0.339
Sri Lanka 0.0124 0.0521 0.1190 0.380
Tanzania -0.0297 0.0767 -0.0914 0.406
Turkey 0.00580 0.0551 0.0567 0.336
United Kingdom -0.0125 0.0630 -0.0512 0.359
Uruguay -0.0213 0.0712 —-0.0520 0.534
United States —-0.0053 0.0662 0.1080 0.369

Source: ICIPES, 2020 (Osorio-Saez EM. et al., 2021).

dummy variable for each country, in line to other studies
(Zhou, 2014; Gumus and Bellibas, 2016; Osorio-Saez E. et al.,
2021)°. This strategy of adding fixed-effects by country allows
for controlling variation due to differences across countries
that may be due to unobserved variables. In addition, the
SENWGT variable is included in the analysis, this factor “is a
normalized (senate) weight variable that was created for
analyses across a group of countries where contributions
from each of the countries in the analysis was desired to be
equal regardless of their population size” (Osorio-Saez et al.,
2020: 20). This means that all countries contribute similarly to
the coefficient, avoiding biases due to differences in sample
size among countries.

Yic = ﬁO + ﬁlXUC + ...+ ,Bka,ic + .+ & (2)

Five models are fitted for each of the dependent variables. The
first model includes only the fixed-effects by country. The second
and third models estimate the relationship between formal
educational practices or informal educational practices
(dependent variable) and socioeconomic level (Model 2) or
technology at home (Model 3) and school activities and
homework, controlling for the effect of countries. Finally, the
fourth and fifth model nests the previous two (second and third)
but adds the characteristics of the child and the family,
controlling for the country effect.

*Due to data limitations (sample size or not nested), low sample variability with
respect to years of schooling per country, and the fact that we seek to control for
cross-country variation in the independent variables, we use this technique (OLS
regression with country fixed effect) instead of other analyses (e.g., multilevel
models).

4 FINDINGS

The dimensions of parental involvement (formal and informal
educational practices) by country show similar variations
(Table 3). For such a reason, we decided to perform the
analysis in 19 out of the 24 countries included in the ICIPES
survey (Osorio-Saez EM. et al., 2021).

4.1 Formal Educational Practices

In relation to formal educational practices, socioeconomic level is
a significant predictor (B = 0.009, p < 0.001), showing that
families with a higher socioeconomic status provide more
educational support to their children (Table 4). Although the
coefficient is small this result is consistent with findings on the
impact of the covid-19 pandemic on student learning due to
socioeconomic status, for example. lower income students have
fewer hours spent learning at home (Zancajo, 2020). In addition,
parents who receive a learning plan or activities from the school
tend to implement less formal educational practices (B = —0.004,
p = 0.05) than those who do not receive such material from the
school. On the contrary, the availability of a computer at home for
the child has a negative association with the implementation of
formal educational practices.

Age, number of siblings, family structure and parents’
confidence using technology are relevant predictors of formal
educational practices. As the age of the child increases, parents
provide less educational support (B = -0.001, p < 0.001).
Conversely, the more siblings in the household, the more
formal educational practices parents engage in (B = 0.004, p <
0.001). This seems to be similar to teaching practices, which adapt
to the age of the student recognizing evolving levels of autonomy
from preschool to high school (Trevifio, et al., 2019). On the other
hand, parents who are confident in their capacity for the use of
technology tend to provide more support to their children
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TABLE 4 | Regression model for formal educational practices.

Model 1 Model 2

Model 3

Socioeconomic Status and Educational Practices

Model 4

Model 5

Formal educational

practices (with practices (with

dummy) dummy)
Socioeconomic Status - 0.011 (0.001)***
Technology at home - -
Receives the learning plan - —0.005 (0.002)*
Female - -
Rural — —
Child age - -
Children in the household - —
Raising without a partner — —
Parental confidence - -
Intercept 0.001 (0.001) 0.004(0.002)*
R-squared 0.00 0.04
N 4,599 4130

Source: ICIPES, 2020. + = 0.05. *p < 0.05. *p < 0.01. **p < 0.001.

Formal educational

Formal educational
practices (with
dummy)

-0.013 (0.002)**
~0.000 (0.002)

0.012 (0.002)™*
0.01
4,597

Formal educational

practices (with
dummy)

0.009 (0.001)"
~0.004" (0.002)
~0.003 (0.002)
~0.003 (0.003)
~0.001 (0.000)**
0.004 (0.001)™*
~0.005 (0.003)
0.018 (0.003)™
-0.011 (0.004)
0.06
3.770

Formal educational

practices (with
dummy)

-0.011 (0.002)**
-0.002 (0.002)
~0.002 (0.002)
-0.001 (0.003)

~0.001 (0.000)**
0.003 (0.000)™*
~0.007 (0.003)*
0.027 (0.003)™

-0.013 (0.004)**

0.04
4183

The analyses use Senate Weights (SENWT), in which the data for each country is expanded to the same population number nationally, ensuring that each country contributes equally to the
estimation in this analysis that includes all the countries. Models include country fixed effects to control for differences across countries. Data on the table represents regression
coefficients, and standard errors in parentheses, except for the last two lines which include the percentage of variance explained by the model and the total sample used for the estimations.

TABLE 5 | Regression model for informal educational practices.

Model 1 Model 2

Model 3

Model 4

Model 5

Informal educational
practices (with
dummy)

practices (with
dummy)

Socioeconomic Status - 0.092 (0.006)***
Technology at home - -
Receives the learning plan — —0.017 (0.013)
Female — —

Rural — —

Child age - -
Children in the household — —
Raising without a partner - -
Parental confidence — —

Intercept 0.040 (0.006)*** 0.053 (0.012)***
R-squared 0.01 0.07
N 4.599 4.130

Source: ICIPES, 2020. *p < 0.05. *p < 0.01. **p < 0.001.

Informal educational

Informal educational

practices (with
dummy)

-0.064 (0.014)
0.003 (0.014)

0.091 (0.015)™*
0.01
4597

Informal educational

practices (with
dummy)

0.086 (0.006)™
~0.016 (0.015)
~0.024 (0.012)*
-0.020 (0.017)
~0.002 (0.002)
0.024 (0.002)™*
~0.016 (0.021)
0.078 (0.022)™*
~0.042 (0.023)
0.08
3.770

Informal educational

practices (with
dummy)

~0.051 (0.016)**
-0.005 (0.015)
~0.022 (0.012)
~0.000 (0.016)
~0.003 (0.002)
0.024 (0.003)™*
~0.028 (0.020)
0.13 (0.022)**
~0.053 (0.023)*

0.04
4.183

The analyses use Senate Weights (SENWT), in which the data for each country is expanded to the same population number nationally, ensuring that each country contributes equally to the
estimation in this analysis that includes all the countries. Models include country fixed effects to control for differences across countries. Data on the table represents regression
coefficients, and standard errors in parentheses, except for the last two lines which include the percentage of variance explained by the model and the total sample used for the estimations.

through formal educational practices (B = 0.018, p < 0.001), a
finding consistent with the literature which suggests that
availability of technology must be accompanied of knowledge
on how to use the technology to support learning (Bol, 2020;
2021; Bayrakdar and Guveli, 2020; Bonal and Gonzalez, 2020).
Finally, when considering the family structure (Model 5), it is
found that parents who live alone with their children would have
fewer formal educational practices (B = —0.007, p < 0.05). The
routine and division of labor in families changed during the
COVID-19 lockdown (Larsen, et al., 2021), affecting the time
spent on home schooling. This finding implies that single parents
may resort to technological devices in the homeschooling process
rather than formal educational practices due to lack of time. That
is, factors at the individual and family level (besides SES) also

affected parental involvement in home education (Horbny and
Lafaele, 2011) during the school closures period.

4.2 Informal Educational Practices

Parental SES (B = 0.086, p < 0.001) and technology at home (B =
-0.051, p < 0.001) are significant predictors of informal
educational practices (Table 5). When controlling by SES the
gender of the child becomes a significant predictor of informal
practices (B = —0.024, p < 0.05). That means that parents engage
in informal practices with girls less frequently than they do with
boys. This could be due to the fact that women and girls do most
of the housework (ITEP-UNESCO, 2020). For example, girls aged
5-14 years already spend 40% more time doing household work
than boys do, and girls between 5-9 years old spend 30% more
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time on household chores than boys their age (UNICEF, 2016).
This situation has increased (especially in less developed
countries) in the COVID-19 pandemic and with the closure of
schools (United Nations, 2020b). Therefore, this type of informal
educational practices could be more common and independent
(without parental support) for girls than for boys. On the other
hand, the result on parents’ confidence in their technological
capabilities is maintained (Model 4: B = 0.078, p < 0.001 and
Model 5: B = 0.13, p < 0.001). In other words, the greater parental
confidence the more informal educational activities they carry out
with their children. This finding suggests that parental
technological capabilities reinforce parental involvement in
children’s learning at home (Osorio-Saez E. et al., 2021).

5 CONCLUSION

This paper explores the main predictors of formal and informal
parental practices at home in the context of the evidence showing
a relationship between such practices and children’s academic
subjective well-being during the COVID-19 outbreak (e.g., Teso
et al., 2020; Engel de Abreu et al., 2021; Larsen et al., 2021). Using
an international database of 19 countries we analyzed the
relationship between household SES and the type of parental
practices. This section discusses our findings in light of previous
literature and highlights our results’ potentialities, limitations,
and implications.

The main result of the article shows—without ignoring the
limitations specified below—that SES is a significant predictor of
parental involvement in formal and informal activities during the
pandemic expansion. Although research has extensively
discussed SES association with parental educational practices
(e.g., Harris and Goodall, 2008; Lareau, 2000), the Covid
outbreak and school closures introduce a new scenario in
which inequalities in this respect are reproduced. While
national studies in some middle and high-income countries
have provided evidence of the critical role of family SES in the
pandemic (Bonal and Gonzlez, 2020; Andrew et al., 2020; Bol,
2020), our findings shed light on common global patterns of
parental involvement gaps by SES by using a large data of
different 19 nations and controlling by country effects. The
consistent and statistically significant gaps identified in formal
and informal practices indicate a worldwide trend, which
negatively affects disadvantaged children cross-nationally and
may have a considerable impact on their academic
achievement and subjective well-being. The socioeconomic
inequalities in parental involvement uncovered might be
rooted in the unique difficulties faced by low-SES parents due
to the barriers they face in their material resources, economic
hardships, and the time and energy constraints of their workload,
as well as their relative lack of educational/pedagogical
competencies and self-efficacy for helping their children in
transferring learning activities from schools to their homes
(e.g., Lareau, 2000; Horby and Lafaele, 2011; Wang et al., 2016).

Our results indicate that other factors, different from SES,
are related to parental involvement. On the one hand,
regarding family factors, our findings highlight the role of

Socioeconomic Status and Educational Practices

the household composition in parental engagement in home
learning during the COVID-19 crisis. This finding is aligned
with studies underlining the role of family structure in
involvement both before the pandemic (Myers and Myers,
2015) and during its period (Bayrakdar and Guveli, 2020). In
addition, parental confidence in technology is identified as a
significant predictor of involvement in education, suggesting
the crucial relationship of the ICT competencies of families
in their participation in the schooling processes of their
children in the period. This result is consistent with
former evidence that has shown in
differences between parents already familiar vs unfamiliar
with technology in learning at home (Bhamani et al., 2020)
and the struggles faced by low-SES parents due to the lack of
digital tools to support their children (Pozas et al., 2021). On
the other hand, the age and gender of students (in the case of
informal activities) are variables associated with families’
engagement in home learning during the COVID-19 crisis,
with involvement in formal activities decreasing as child age
increases, and involvement being higher for boys in informal
practices. The finding in terms of child age is consistent with
former literature that has shown a decline in support and
changes in parental strategies between elementary and
middle/high school as students become more autonomous
(Bhargava and Witherspoon, 2015; Wang and Sheikh-Khalil,
2014).

This paper has several limitations due to the fact that the
study prioritized collecting data during school closures. First,
similarly to other studies that took place during the COVID-
19 outbreak (e.g., Engel de Abreu et al., 2021), the use of a
non-probabilistic sample limits the generalizations of the
findings, despite their consistency with previous studies.
Second, the use of internet and institutional social media
may have caused a bias towards higher SES families having
access to internet, underrepresenting families without this
service (e.g., Engel de Abreu et al., 2021). Third, sample data
shows that more than half of the sample of parents hold a
higher education degree, a situation that suggests an upward
bias in terms of SES. Fourth, this upward SES bias led us to
recode formal parental practices to create dichotomous
variables, instead of creating the index with all the Likert
scale. This may reduce the true variance of practices and, also,
reduces the variability of the practices’ indexes. Fifth,
although our models explain a limited proportion of the
variance in formal and informal practices, the findings are
consistent with previous studies. Sixth, parental involvement
in formal educational practices presents low internal
consistency, a result explained by upward bias of responses
of families in the three practices that compose this indicator.
This is also related to the bias towards higher SES families in
the sample. Finally, the analysis for all countries (e.g., the
sample size per country makes a comparative study difficult)
limits the generalizability of the results, as the variables differ
from country to country. The study results should be
interpreted with these caveats in mind.

Without disregarding these limitations, our results
introduce diverse policy implications aimed at supporting

some countries
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parents (especially those of lower SES) on their involvement in
home learning in order to contribute to their children’s
academic achievement and subjective well-being. On the
one hand, echoing international policy reports, our findings
posit the urgency of generating strategies that assist parents in
contributing to their children’s educational experiences (e.g.,
OECD, 2020). Multiple alternatives have been proposed in
this area, such as quality tutorials, teaching sessions,
pedagogical material, child-oriented books, and enhancing
school-family communication. On the other hand, our results
point out the priority of investing in reversing the
technological inequalities at home and improving families’
digital competencies to promote their confidence using ICT.
Finally, the role of child age and gender on parental
involvement claims for tailored strategies that support
parents through the children’s different stages of
development and combat the incipient gender gaps visualized.
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This manuscript builds on research about how university students felt affected by
the Covid19 pandemic and, especially, by the irruption of non-face-to-face classes
and mixed teaching methods in this context. How have young people experienced
this situation? How has it affected their wellbeing and the learning strategies should
develop have had to incorporate into their virtual relationships? their virtual relationships?
How have they related and relate to virtual tools for a task that they have always
experienced face-to-face? To answer these questions, the TRAY-AP project that
investigates how university students learn collected 89 scenes that show the effects
of the Covid 19 on their lives and the university. We grouped these scenes into seven
key concepts to detect how students were emotionally affected, especially by moving
from face-to-face to virtual learning. From this analysis, although primarily negative, the
emotional effects have also allowed them to generate positive strategies for readaptation
and collaboration with other colleagues. All of which opens the way to rethink the
predominant pedagogical and knowledge relations in the university.

Keywords: learning lives, online learning, emotions, adaptation, agency, COVID 19

INTRODUCTION

The abrupt and profound changes brought about by the Covid 19 pandemic have profoundly
transformed people, families, institutions, and societies’ ways of life worldwide. Situations provoked
by this context are having considerable consequences and effects on people mental health (Giuntella
et al.,, 2021), especially in the emotional and affective dimensions due to the imposed “social
distance” (Sikali, 2020) and the need to reshape personal and professional settings (Strom and
Gumbel, 2021). In this situation, higher education students attending face to face institutions had
to unexpectedly adapt to new learning environments in which knowledge, affects, contact, bodies,
and complicities were placed in an unknown dimension (Farnell et al., 2021; Pokhrel and Chhetri,
2021). Both for them, teachers and administrators.

This manuscript gives an account of research about how higher education students are
experiencing the changes in their lives caused by the pandemic and, especially, by the irruption of
online teaching and the use of mixed teaching methods in the context of Covid19. The University
of Barcelona, like many others, made a quick adaptation to the new situation. Each teacher used the
resources at hand to ensure that no student was left unattended. However, how have young people
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experienced this situation? Has this new scenario affected their
wellbeing and the learning strategies they have had to incorporate
into the relationships situated in the virtual terrain? How, in
short, have they related and related to virtual tools to carry out
tasks they have always experienced in a face-to-face setting. These
and other issues have risen to the top of the agendas of many
researchers in different countries. Understanding how students
shape their experiences in this ambiance is relevant for assessing
the situation we find ourselves in and making decisions that bring
these exceptional circumstances closer to students’ needs.

State of the Art

In April 2020, we received an invitation from the Universidad
Autonoma de Chile to participate in/advise a research project
entitled “Didactic-organizational, bodily and emotional factors
that, in a non-classroom context and in times of pandemic,
contribute to meaningful learning of university students”.
Collaboration with the preparation of this project made us realize
that studies were underway - early in the pandemic - showing
that students worldwide have been affected by the spread of
Covid-19. The main reasons were travel restrictions, the physical
distancing, the isolation in their residences and the closing
of borders. These new circumstances affected their life plans
and priorities and their interest in online classes (Quacquarelli
Symonds, 2020a,b).

Since the pandemic’s beginning, there have been many
publications in different countries (Crawford et al., 2020). Among
them, we find those analyzing the problems and challenges
of this new situation (Quintana, 2020; Tejedor et al., 2020;
Tesar, 2020; Toquero, 2020) such a sensitive issue as student
assessment (Garcia-Pefnalvo et al., 2020); showing the emerging
vulnerabilities in education systems (Ali, 2020); analyzing the
opportunities and threats stemming from remote learning (Slaski
etal.,, 2020); offering world’s perspective on the impact of COVID
19 in higher education (Aristovnik et al., 2020; Bairagi, 2020;
Marinoni et al., 2020).

Studies about the impact on students’ lives focused on their
experience in the distance learning model (Adnan and Anwar,
2020; Baladron Pazos et al., 2020; Pérez-Lopez et al., 2021); on
various aspects of their lives on a global level (Aristovnik et al.,
2020); or different aspects of their emotional health, stress and
wellbeing (Apaza et al., 2020; Bono et al., 2020; Nurunnabi et al.,
2020; Garvey et al., 2021; Holzer et al., 2021; Rodriguez-Larrad
et al., 2021; Van de Velde et al., 2021).

These early studies and those carried out the following year
(Farnell et al., 2021; Pokhrel and Chhetri, 2021) showed that
quarantining at home and the closure of university facilities were
the main reasons why students felt disconnected from society
and their social circles (Killian, 2020). In some cases, students
reported negative experiences of having to return to the family
home during the pandemic due to family environments that were
not conducive to online learning (Killian, 2020). The detection
of these initial reactions opened several studies on students’
psychological stress and distress. One example was the study by
Arénliu and Bérxulli (2020), who measured the psychological
pain of students at the University of Pristina in the early days
of the Covidien-19 pandemic in Kosovo. These authors found

significant differences among students in their motivation to
attend online lessons and their levels of psychological distress.
Students reported that they were not motivated to participate
in online teaching and showed high (moderate to severe) levels
of psychological distress, in contrast to students who reported
being highly motivated to attend online lessons. It should be kept
in mind that these results may have changed in later stages of
physical distancing (Arénliu and Bérxulli, 2020) and that there
may be an increase in stress levels with prolonged social isolation
or quarantine (Brooks et al., 2020 to Arénliu and Bérxulli, 2020).
Within this line of studies on students’ experiences, one of the
most relevant to the breadth of the sample is the one that has
focused on how the pandemic has affected students’ wellbeing
and lives (Van de Velde et al, 2020). This study involved
students from 27 European countries, those from North America
and South Africa.

Following these studies, the results of the UNESCO (2020)
report suggest that, globally, the main concerns of university
students are social isolation, financial problems, internet
connectivity and, in general terms, pandemic-related anxiety.
In Latin America, however, the hierarchy of concerns is
different. UNESCO’s Chairs have prioritized three areas: Internet
connectivity, financial issues, and difficulties in maintaining a
regular timetable associated with forms of teaching and learning
in schools that do not encourage self-regulated learning.

In summary, studies on how pandemic-generated situations
in the lives of university students have shown that institutions
that respond to both emotional and academic aspects favor
better academic performance and learning engagement. In this
sense, universities that support students’ wellbeing also increase
students’ feelings of belonging within the education system.
With this dual support, students feel safer and more satisfied
with each other and acquire more appropriate coping and stress
management skills (Sadock et al., 2009; Kieling et al., 2011; Hyseni
Duraku and Hoxha, 2018, 2020). These authors’ contributions
indicate that further emotional support for students has become
apparent during this exceptional university period. In this regard,
students have stated that universities can play an essential role
in social isolation by communicating with them and providing
emotional support during these difficult times (Quacquarelli
Symonds, 2020b).

Concerning another issue we address in our research: how
online learning has affected students’ wellbeing, different studies
(Cidral et al., 2018; Selvaraj, 2019) have evidenced that user
satisfaction and e-learning systems significantly impact students’
success. Against this backdrop, in the context of Covid, the
study by Quacquarelli Symonds (2020b) indicates that while
some students reported that they were enjoying online teaching,
others, due to university closures, expressed a lack of motivation
and negative attitudes toward online learning. However, as we
intend to do in our study, it is necessary to see whether this
dissatisfaction occurs if it is a modality imposed by exceptional
circumstances and not a learner’s choice. Within this theme,
the research by Shahzad et al. (2021) carried out to analyze
the impact of e-learning on the learning of women and men at
university shows that women make more use of the applications
and possibilities related to e-learning platforms.
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Regarding e-learning, UNESCO (2020) shows that the
abrupt entry into a complex teaching modality, with multiple
technological and pedagogical options, and a steep learning
curve, can generate less optimal results, frustration, and anxiety.
The main challenge being the adaptation to an educational
modality never experienced before without the corresponding
training. Coronateaching refers to an emerging phenomenon
with psycho-affective implications for both teachers and students
to describe this teaching modality. These implications would
be like a syndrome experienced by the teacher or student
when feeling overwhelmed by receiving excessive information
through educational platforms, mobile applications, and email.
To this can be added frustration and helplessness stemming
from limitations in connectivity or lack of technical knowledge
for the operation of digital platforms and resources (UNESCO,
2020, p. 25).

Almost all studies consisted of an online survey (Khan, 2021),
hence the need to look at more embodied experiences. Research
in which students can openly explore their feelings, moments,
anxieties, discoveries, and hopes, all of whom report on their
subjective wellbeing.

Situating TRAY-AP Research Project

Building from the TRAY-AP' project, this paper explores
students’ experiences from a more personalized and closer
perspective. The TRAY-AP project aims to reveal the learning
trajectories of university students, considering their conceptions,
strategies, technologies, and learning contexts. To inquire about
students’ learning lives, we adopt two notions as conceptual
guides. The first one is “a person-in-context perspective” (Turner
and Patrick, 2004, p. 1764) linked to the referent “persons-
acting-in-setting” as the unit of analysis (Lave, 1988, p. 189).
The second follows the differentiation that Biesta (2013) makes
between “socialization,” which concerns how, through education,
individuals become part of existing orders and traditions,
and “subjectification” that has to do with ways of being not
determined by those orders and traditions.

The TRAY-AP research project departs from an onto-
epistemological and methodological position based on a
relational and performative ethic (Geerts and Carstens, 2019).
This position implies considering the “Other” as a “being in
becoming” who is a bearer of knowledge and experiences. In the
research, participants can show themselves as becoming subjects
in their relationships with learning and knowledge.

In this article, the guiding question is: how do students
participating in research -taking place during the COVID
pandemic- live, dialogue, and incorporate into their learning lives
an experience that disrupts their lives and the “contextures” that
shape their learning in college and beyond?

We have proposed a research project within this conceptual
and methodological framework in which young people make
their “learning lives” visible.

Fifty participants from Catalonia (28) and the Basque Country
(22) are taking part. Of these, 30 are women, and 20 are

Learning trajectories of young university students: conceptions, strategies,
technologies, and contexts (https://cutt.ly/NRAFGZH).

men, a proportion close to the distribution observed in Spanish
universities in the 2019-2020 academic year (55.6 and 44.4).
By branches, we selected them following the distribution that
appears in Catalonia and the Basque Country in the report
of the Ministry of Universities (Ministerio de Universidades,
2021): Social and Legal Sciences 18, Arts and Humanities 12,
Engineering and Architecture 5, Experimental Sciences 6, Health
Sciences 6, and double degrees 3 (Table 1). This sample responds
to the “qualitative” nature of the research and the demanding
intensity of monitoring and analyzing each learning life. It is
also like that found in other research with a similar focus. For
example, 48 students participated in Jornet and Erstad’s (2018)
study and 44 in the study by Biasin and Evans (2019).

Considering this research’s contextual and corporeal nature,
invited participants should have a high predisposition to
collaborate. They should agree to spend several hours with
researchers and prepare documents to share. Researchers, on
their side, should be able to contact personally participants on at
least four occasions. These kinds of processes are only possible
within a certain proximity. This was the reason for working
with students from the two Autonous Comminities (Catalonia
and the Basque Country) to which the research teams belong.
That does not question, however, the research rigorousness and
validity. From an onto-epistemological position, which does not
aim to make statistical generalizations and test hypotheses based
on logical positivism, but to explore a complex, multi-layered
phenomenon in which all actors and actants - human, non-
human and matter - have a role to play (Latour, 2008; Tuin and
Dolphijn, 2012).

The choice of university degrees and the distribution of
participant students aim to provide as diversified a sample as
possible. The purposive selection of young people follows the
chain referral method (Penrod et al., 2003), often used when there
are difficulties finding participants due to the sensitive nature of
the “object” of study.

MATERIALS AND METHODS

We conducted four conversations with each student to
meet the project’s objectives and ensure participants
engagement and interest.

e The first is to explore how different studies portrait
contemporary young university students and address
questions related to their relationships with learning
(Veen and Vrakking, 2006; Seemiller and Grace, 2016;

TABLE 1 | TRAY-AP research sample.

Universities Number of students Knowledge areas

Barcelona, Girona, Catalan 30 women
Polytechnical University, 20 men
Autonomous University of

Barcelona, Pompeu

Fabra (28)

Basque Country (22)

Social and legal sciences (18),
arts and humanities (12),
engineering and architecture (5),
experimental sciences (6),
health sciences (6),

double degrees (3)
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Twenge, 2017; Haidt and Lukianoff, 2018; Carr, 2020;
Desmurget, 2020). In this meeting, we asked two main
questions, which are the trigger for this article: How are
their learning experiences during the pandemic? What are
the possibilities and limitations of e-learning?

e In the second meeting, students reconstruct their learning
lives based on a biogram (Abel, 1947; Domingo et al., 2017).

e Students share a field diary of learning ‘scenes’ in the third
session (Denzin, 1997).

e In the fourth, students comment on questions posed by
the researchers in dialogue with the transcripts of previous
encounters and on the script of each learning life story.

e A final meeting revolves around the validation of this
learning life story. In all encounters, comments and feelings
on their experiences during the pandemic also appear.

We transcribed all the conversations and fragmented them
into 7significant scenes” that made it possible to identify and
establish if standard chains of thought, concepts, paths, threads,
and conjunctions exist and whether these can suggest an explicit
logic of association or a common argument (Beach et al., 2014,
paraphrased). We used significant scenes (Denzin, 1997) as an
analysis strategy because they allow us to configure the research
evidence. The scenes show those singular experiences in that they
represent a marking moment that we explored to promote critical
reflection (Ornelas, 2016). The notion of scene originates from
Denzin (1997), who considers it a fragment of a narrative text
that goes beyond the traditional boundaries of the ethnographic
text. The basic unit of analysis is not the fact but the scene,
the situation in which an event occurs. Stories and poems are
written in the facts, not about the facts. [...] Personal narrative
can also be ethnography. [...] These materials (self-dialogue,
scenario, and conversation) evidence that the described events
are authentic and not fragments of their imagination (Denzin,
1997, 208, paraphrased).

According to Bowie et al. (2003), the adjective "significant” is a
general term commonly applied to events or incidents described
as critical, adverse, near misses, or errors. As Charmaz (2006)
points out, meaningful scenes allow the freezing and lengthening
of time so that it is possible to dialogue with them. They “confront
us with new situations or show us other ways of doing and other
types of relationships” (Hernandez-Herndndez, 2007, p. 182).
They allow us to embody the localization and partiality from
which this text emerges.

We located the scenes in conversations with 14 collaborators
(10 women and four men) who made comments related to (a)
their emotional and wellbeing/discomfort during the pandemic;
and (b) the relationship with e-learning and the perceived
emotional effects on the quality of their learning.

Analysis and Definition of Key Concepts

Taking as a reference a previous study (Herndndez-Hernandez
and Sancho-Gil, 2017) on the learning experiences of young
people in secondary education, we organized the dialogue with
the scenes in the following steps: (1) Reading carefully and
collaboratively in pairs the 14 collaborators’ transcriptions. (2)
Selecting all the fragments of each report related to scenes

referred to their emotional experiences in life and virtual
learning. In this process, we located 89 scenes. (3) Analyzing
each scene by pairs to check key emotional concepts and
validate their relevance as a foundation for making general claims
and qualitative similarities and differences. (4) Challenging and
supporting the relevance of the attribution of the seven key
concepts identified in the scenes, assuming the liminality of some
attributions. (5) Dialogue with the scenes, grouped into crucial
concepts and relate them to bibliographic references.

As shown in Table 2, we named seven key concepts after
carefully and rigorously analyzing each scene and discussing their
most significant features. The identified key concepts are:

# Wellbeing versus discomfort (23%)

It refers to scenes in which they point out in a general way how
the pandemic generated situations of wellbeing or discomfort in
life in general, as well as in the university.

I think 'm living it pretty badly, and now I'm not tragic, but the
first lockdown was indeed much worse (Marc, student of Physics).

# Interactions with other people (10, 1 mix)

They refer to interactions and exchanges with teachers,
students, and family members and how they were affected by the
pandemic situation.

It reduces the interaction between the one who explains or teaches
and the one who receives the knowledge so much that it is
practically impossible. I won’t say it’s unfeasible, but it becomes
very complicated (Marc, student of Physics)

# The role of corporeality (7, 1 mix)

Grosz (1994, 2004) called corporeality the notion that
displaces the body toward the non-human, more-than-human,
beyond-human and concentrates on the zones of proximity
between the body and the world.

It’s true that at least one thing that many professors tell us, and
I understand it perfectly, is that I don’t see your face and I don’t
see if you don’t understand anything if you understand everything
and I have to go faster (Marc, student of Physics).

# The emotional effect of virtual teaching and learning (35)

The pandemic changed the terrain of the face-to-face and
virtual pedagogical relationship. This alteration entailed a
reconfiguration of the presence of bodies and led to configure the
computer screen as a ~place” of learning, presences and absences.
This unexpected change affected students and teachers. This
concept refers to the ways of feeling affected and was reflected in
the most significant number in the students” scenes. That is why
we pay special attention to it in the following section.

What annoyed me the most was having to break the link suddenly
(at her internship). It is true that later, with the virtual networks
and so on, we tried to keep in touch again, with the mothers, the
educators and so on, and it was a way of learning virtually (Nerea,
student of Social Education).

Yes, it has made me lose the desire to learn or to do something
I like, and I have simply been a bit of a robot. They told me

2Number of times participants refer to a given key concept.
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something, they explained something to me, and I was doing it
step by step (Lisa, student of Architecture).

# Emotional Learning time (6)

The pandemic changed the terrain of the face-to-face and
virtual pedagogical relationship. This alteration entailed a
reconfiguration of the presence of bodies and led to configure
the computer screen as a “place” of learning, presences and
absences. This unexpected change affected students and teachers.
This concept refers to the ways of feeling affected and was the one
Confinement and virtual lessons altered time management and
the relationship with time. This concept relates to how the effects
of time change in the emotional life of students.

The timetable says that from 8 to 10 am I have to do 2 h
of dermatology; from 10-12 infectious diseases. and then you
organize yourself as you can or want to. For example, I used to
have lessons from 2 to 7 pm, and in the morning you could do
whatever you wanted. Now we do all the theory classes in 1 month,
in February. And then they cram in 8 h of classes a day so that you
can do practical work (Anna, students of Medicine).

# Personal living strategies (4)

Lockdown meant a disruption in outdoor life, something
fundamental in Mediterranean countries. Students had to
develop strategies in everyday life to adapt to this new situation.
This concept refers to strategies aimed, in most cases, at achieving
better emotional accommodation.

So, I don’t know. I learned many strategies. I've been going to
a psychologist for a long time, and it's helped me understand
that a space doesn’t determine how I am and how I am. I also
adopted a dog, and that does a lot. Right now, if I found myself in
confinement like the other one, I think I would be pretty calm, and
I would have resources, and I would go on with my normal, quiet

life. Before, I was caught off guard amidst construction work. It
was “madness” (Maria, Fine Arts, student).

# Emotional space (5)

Because of the disruption of life outside, household spaces
had to be reorganized. Houses were not designed for many
household members to live and work in, and the adaptation had
emotional effects.

On top of that, many things came together. We had half-
finished work in the kitchen, and we had to [prepare] food
with a microwave oven. I didn’t imagine that this would “crush”
me so much mentally. My mother, a shop cashier, came home
every day “pulling her hair out” without a kitchen (Maria,
Fine Arts, student).

The Emotional Effects of Virtual Teaching

and Learning in Pandemic Times

Participants in our study highlighted the “emotional effect of
virtual teaching and learning” as the most salient in their learning
lives during the period they suffered from movement restrictions
and university closure. We, therefore, focus the second level of
analysis and results on this key concept.

Khan (2021, p. 8) argues, based on his review of 39 studies
that focused on the impact of the COVID-19 pandemic, that
the abrupt closure of higher educational institutions, followed
by a lockout, has left individuals bewildered and dealing with a
variety of difficulties. This situation can contribute to increased
anxiety and stress, such as job instability, financial worries,
homeschooling, despair, loneliness, loss, trauma, and illness.
Khan, to confirm this statement, refers to a study by Watermeyer
et al. (2021) focused on the online migration that followed
COVID-19, the severe damage caused to pedagogical roles in
higher education, in terms of dysfunction and disturbance,

TABLE 2 | Extract of learning scenes organization.

Student name Scene

and affiliation

Focus Emotional affect

Anna (Medicine,

themselves and the UB’s Virtual Campus.

Mikel (Computer
engineering, UPV)

28. The second semester of 2020-2021 is beginning, and we are about
UB) to close the first anniversary of the Covid pandemic. Most of the
classes are still distance learning. This situation leads to intensive use of
the digital resources available, including the drive organized by

34. The virtual teaching they have been giving us during the
confinement and Covid are negatively allied. With lockdown, virtual
teaching was a very limiting factor. Face-to-face classes are not the
same as having a PowerPoint and talking without asking questions until
the end. There is a lack of contact, the learning situation changes. It is
not the same to be in a classroom in a work environment, in a study

Positive effects: (3') Facilitate
students’ self-organization

In the second academic
year of COVID, students
have learned to organize
learning collectively and on
their initiative, in parallel to
the teachers’ proposals.

The virtuality of the classes
generates isolation and
reduces the interaction with
the group and the teachers,
“and they are negatively
allied”.

Virtual classes generate
adverse effects (4) and are a
limiting factor in students’ lives.

environment, as it is at home where you have | don’t know how many

distractions.

Anastasia (UPV,
Philosophy)

64. Well, we have had many classes and so on, but. on the one hand,
is your ability to concentrate, if you care, you go to the class and listen
to it. You learn the same as if you were here because, in the end, they
are explaining it to you anyway, what you learn more or less, in the end,

If you care, you go to the
virtual class, listen to it, and
learn the same.

Ambivalent effects: (3) The
concentration depends if the
student cares, not about virtual
conditions.

depends on your ability to concentrate and how much you want to put

in on your part.

11t indlicates the number of times it is pointed out.
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TABLE 3 | Students’ emotional effects on learning during the COVID-19.

Emotional effect

Characterization

Relevance

Negative emotional
effect

Positive emotional
effects

Ambivalent
emotional effects

The time limitation when performing online activities’ make you very nervous’.

Replacing teacher interaction with video generates 'overload on oneself’.

The substitution of presence for virtuality in parallel groups leads students who are not
in front of the teacher to leave the classroom.

The virtuality of the classes generates isolation and reduces the interaction with the
group and the teachers, “and they are negatively allied.”

My performance dropped a lot because | was at home, and there were more
distractions.

The personal distance from teachers and classmates, imposed by virtuality, affects the
quality of pedagogical relationships.

| have made a very strong disconnection from the university, and really in this last year,
the fact of being in from the screen, my ability to concentrate has decreased a lot.

| made a change and relaxed and stopped trying so hard to learn. -I've learned some
things — but it’s been a year of “well: | pass.”

| have lost this ability to. well, | don’t think | have lost it, but the fact of being alone,
isolated, working from home makes it difficult getting together with my friends to work
on a topic.

It has made me lose the desire to learn or to do something | like, and | have simply been
a bit of a robot.

It is much more violent because of the virtual campus.

There are people, for example, a classmate, that the pandemic affects her a lot. She is
very embarrassed to put the camera on or talk in class; she is very anxious, so we
talked more about this topic.

Because there are no presential classes, some teachers don’t let me do the projects |
want to do as performances or projects with a robust feminist component.

If everything has to be online, the student has to put in a lot of effort, and it is much
easier to get out of the computer.

The fact that you can comment with someone without having to send a WhatsApp or
put in the microphone relaxes you a lot, so the fact of being. isn’t it?

Recording lectures, as a flipped classroom strategy, build student confidence.

The use of the flipped classroom generates the perception of teacher’s satisfaction by
the student.

Entering the 2nd year of COVID, students have learned to organize learning collectively
and on their initiative, in parallel to the teachers’ proposals.

| am trying to delve a little deeper into what exactly is going on with the teachers. |
conceive it as several lines of action that can complement each other a little bit.
everything has to do, doesn't it?

| have used that video of al-Sa’dawi, and | have used other things, and there began a
little bit like the line of work of the university, pandemic and mental health.

| was frustrated with the sculpture class. Well, it occurred to me, | started to do this
(specific action), the schedule (activities) came to me there. And the schedule, well, |
showed it to | don’t know who, who liked it.

And so, it has been good for me to get to know myself in that situation, set patterns,
organize myself, and set routines.

| pass the memes to my classmates, and they like them, and | don’t know like there is a
line of.; we want to continue talking about this topic, which seems positive to me
because it is like a more profound thing.

The non-presence in the classes and the access to other ways of teaching and
learning, such as the inverted classroom, puts students in contradictory situations

If you care, you go to the class and listen to it, and you learn the same

The most positive aspects: “tutorials” and lectures who uploaded some videos and.
that’s also a great thing because you can watch them whenever you want. There is less
contact, the contact is worse, expressing yourself is scary.

Not being able to live the academic experience in a university in Latin America was a
bummer, but at the same time, | lived some things that | don’t think | will ever live again
in my life.

Feel nervous

Feel overload
Dropout for lack of attention

Generates isolation and reduces the interaction with
others

Distraction, drop in performance.

Affects the quality of relational experiences (3).

Disconnection, lack of concentration, and dispersion.

Lack of effort to learn, lack of retention when preparing
for an exam.

Loss of ability to learn with others due to isolation.

Being “a bit robotic” reduces the intensity of learning
and results in loss of agency.

Virtuality generates symbolic violence personally and in
the group.

Shame and anxiety in people who are emotionally
affected by the pandemic situation.

Affects students’ agency and autonomy.

Online classes demand extra effort for learning and
facilitate dropout.

Virtuality goes in a different direction of face-to-face
proximity that generates a climate of relaxed proximity.
Feel confident.

Feel empathy with the teacher.

Facilitate student’s self-organization

Promoting alternatives to the limitations generated by
teachers in the face of virtuality.

Recovering the initiative, establishing relationships, and
confronting mental health.

Generate alternatives and answers in collaboration with
other students in the face of limitations on virtual
classes.

Contribute to self-knowledge

Socialize the concerns and limitations and generate
collective alternatives (2).

Feel on contradiction

The concentration depends if the student care not only
of virtual conditions (2)

Virtual resources facilitate learning autonomy and affect
self-expression

The pandemic generates limitations on the inside and
the outside, but new experiences beyond the university
open new, unexpected possibilities (3).
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not only from an educational perspective but also in terms
of academics’ personal lives. We want to put this idea of
“dysfunction and disruption” in dialogue with the 34 scenes
collected in the TRAY-AP study, which in some respects confirms
this assumption. However, it also shows how students generate
individual and collective responses to develop their agency and
resilience. That is to say, their capacity of acting and recovering
from difficulties. For Prout and James (1997) (in Rose, 2011,
p- 66) “agency is the ability to initiate an action of choice, reflected
as creative production where people’s activity can be a source of
change.”

To carry out this dialogue, we created a table with four
columns. In the first one, we placed the student’s name, the studies
s/he is doing, and the university s/he belongs to. We placed the 34
scenes linked to the key concept “emotional effects of teaching
and virtual learning” in the second. In the third column, we
highlighted the effects that stood out in the scenes. In the fourth,
we indicated the positive, negative or ambivalent character, in
emotional terms, of those effects. Table 2 shows an example of
the organization of the scenes.

A negative emotional effect slows down the student’s agency,
leaves them in suspense, prevents them from acting, and
produces inhibition, discomfort, and decisiveness. A positive
emotional effect leads students to take on challenges, propose
collaborative initiatives, and generate strategies that activate their
capacity for agency. An ambivalent emotional effect that includes
characteristics of the two previous ones moves them in several
directions. All this means that the capacity for agency can be
slowed down but also activated. To appreciate in detail the
characteristics of these effects, we have organized them, inspired
by Huguley et al. (2021), in Table 3, which shows each of the
effects reported by the students.

Table 3 shows the emotional effects that the situation
of confinement and isolation has generated in the students.
In general, the adverse effects stand out, which are evident
and have been named by the research: feeling nervous and
overloaded, abandoning learning situations due to lack of
attention, decreasing performance, feeling that isolation reduces
interaction with others and affects relational experiences, feeling
distracted, disconnected, and lacking concentration; seeing how
it affects effort and retention to learn; feeling dispersion, virtual
symbolic violence, embarrassment and anxiety. However, the
decrease in relationships with others and the loss of agency stand
out the most, producing, as Lisa points out, that one ends up
being “a bit robotic”.

Nevertheless, if these are the predominant dimensions that
require intense psychological support and pedagogies of care
(Goralnik et al., 2012; Desierto and De Maio, 2020; Burke and
Larmar, 2021; Mehrotra, 2021), the students have also been
resilient and have generated alternatives to the situations they
have had to live.

Some students feel more self-confident. It has opened
their empathy with the teachers. They have learned to
organize themselves, to generate alternatives to the limitations
of the virtual classroom. They have generated actions of
collaboration and care with their colleagues, and it has made
self-knowledge possible.

However, the effects do not only move in a duality. Students
have also experienced ambivalent situations associated with the
contradictions in which they live, experiences of maladjustment
to which they have had to adapt. They stated that the lack of
concentration is not a determinant of the pandemic but a person’s
decision. Most participants were aware of phenomena studied
by different authors (Alter, 2017; Carr, 2020; Desmurget, 2020;
among others) related to how digital devices capture and
dispersing their attention and make it difficult to concentrate.
Although virtuality also provides resources that facilitate learning
and promote autonomy, above all, the pandemic generates
limitations. However, they also point to new experiences beyond
the university that unexpectedly open possibilities. Pau, an
architecture student who spent part of the pandemic in Chile,
synthesized this last consideration in the experience lived in the
period when the democratic constituent process was opening,
pointing out what may be a summary of students’ assessments of
the emotional effects generated in their lives and the university:

Pandemic sucks; obviously, it always will. Online classes suck.
Just like missing classes sucks, not being able to go to university
sucks. Not living the academic experience at a university in Latin
America was a bummer. Still, at the same time, I experienced
some things that I don’t think I will ever experience again
in my life (Pau).

The analysis on how the situation has affected students
relationships with themselves, with others and with the world
allows us to notice that after an initial moment in which virtual
encounters seemed to be a continuation of their experiences
before the pandemic, three responses emerged: blocking,
adaptation, and reinvention. Researching the experiences of
young university students during the pandemic time, based on
in-depth interviews, makes it possible to encounter the unknown
and feel challenged on how to make sense of it from the adopted
onto-epistemic-methodological and ethical framework.

CONCLUSION AND PERSPECTIVES

When the COVID19 pandemic was confirmed and the lockdown
occurred, different authors and organizations undertook urgent
research to understand how the new situation affected university
students’ lives. As reported in Khan’s (2021) meta-analysis,
most of this research used questionnaires. In this same period,
we initiated the TRAY-AP research project on trajectories and
learning ecosystems of young university students. The meetings,
despite the difficulties, were face-to-face. From the beginning,
we introduced how they were dealing with the pandemic
context and how the changes were affecting them in their
daily lives and their relationship with the non-presential modes
that university education offered them. Here, we started to
see layers of young people’s experiences not considered in
research based on questionnaires and the richness involved in
implemented contextual and in-depth explorations. Learning
is a deep contextual and process (Phillips, 2014) that occurs
throughout, in the length, breadth and depth of life (Banks et al.,
2007). The contextual and ongoing nature of learning reinforces
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the need to study educational phenomena in-depth and breadth,
taking into account the experiences of those involved. Our initial
challenge was to open a dialogue with the transcripts of the four
conversations we have had with each student to appreciate how
the inability to attend classes physically affected them emotionally
in their relationship with their ways of learning at the university.
The process we followed is explained in detail in the article
and led us to identify seven key concepts around which the
students” accounts of their experiences converged. With one of
these concepts, the one that had elicited the most significant
number of scenes (# The emotional effect of virtual teaching and
learning -35), we carried out a second-level analysis that allowed
us to name the emotional effects the students had indicated.
This new analysis allowed us to point out the most relevant
contributions of the study.

The first consideration is the importance of carrying out
research that followed the students in their movements and did
not lead them to a previously defined goal by the researchers
and only to answer given questions. The meetings held were for
the students a place of calm, welcome and care. An opportunity
to think about a subject (how and where with who and what
they learn). Something “that is always there, but that I have
not stopped to reflect on” (as Marc said). In this framework of
relationships, the experiences around the lockdown opened up
as an opportunity for listening (Les Back, 2007) and exploring
different ways of narrating their experiences and allowing us
to avoid getting involved in “extractive” research (Wilmsen,
2008) and engaging in an educational, inclusive and participatory
(Elliott, 1988; Nind, 2014; Abma et al, 2019) process with
participants. This scenario calls for educational research more
embedded in people’s “real” lives and circumstances, considering
their voices and their effects. The emerging knowledge might help
teachers see students in a more complex and stuational way to
improve their educational relationships and student learning.

As underlined in different reports and research on state of the
art, the second consideration is that the university and the faculty,
in general, were not prepared for such an abrupt change. Most of
them emphasized the continuity of classes in virtual and distance
format and not on the accompaniment and care of students in
this transition. When students point out the emotional effects
highlighted in the article, they point out how they had to face
loneliness and caring relationships with other colleagues. The
virtual has acted in urgency, but learning, as the students point
out, is also an emotional experience and as Maria pointed out, “to
learn the first thing I have to do is to take care of myself.” What
raises this reflection is that universities should further consider
how they can be institutions that take care of their members.
We need more research based on the educational context and
oriented toward improvement and change.

The third shows the difficulties highlighted by many
participants to organize themselves and develop independent
and self-regulated learning strategies. Students contributions
reveal that higher education is mainly teacher-centered. Many
universities still believe that “teaching is telling, learning is
listening, and knowledge is what is in books” (Cuban, 1986,
p- 27). In this way, moving face-to-face to virtual teaching
usually becomes a set of lectures (sometimes broadcasted)

followed, sometimes, by a set of questions. Most students lack
skills and intellectual autonomy when other teaching methods
(as flipped classroom or collaborative tasks). Contemporary
higher education institutions operate in a highly complex and
multifaceted world, where “data is cheap, but making sense of
it is not” (Boyd, 2014). The great challenge in this context is
how to provide young people with educational experiences that
help them develop their full capacities to become responsible
citizens of a better world. An ideal that is unattainable without
the full participation and engagement of institutions, teaching
staff and students.

The fourth consideration, as suggested above, relates to
the need to pay attention to learners’ social and personal
circumstances. Learning is a highly contextual process (Phillips,
2014), not just a cognitive process, but a fully embodied and
experiential journey, in which affect, what affects us, plays a
crucial role. The participants in our study with better living
conditions and higher social and cultural capital found much
fewer difficulties during the pandemic. They showed much
more open perspectives and resources than others with different
circumstances, as in the case of Blai, an Economics student,
passionate reader, and highly engaged in cultural, social and
political issues that remember the confinement time as very
positive. “It was like a time of downtime that I could dedicate
myself to reading, watching movies, and dedicating myself to
what I liked without having any worries.” In this regard, the
university cannot go on thinking of them as an equalizer.
Not recognizing students’ diversity and not paying attention
to their needs by treating all the “in an equal manner” can
perpetuate the academic, social and cultural divide. This insight
is of paramount importance in research about educational
“excellence” and competitive rankings facing universities.

In conclusion, after the abrupt shock of the first confinement
and the need to adapt without preparation or resources to a new
university, work and social situation, students have, in general,
developed emotional strategies and tactics of adaptation to this
unexpected life condition. The consequences and lessons learned
could better prepare them to better understand and cope with
their present and future life in an ever-changing world. One of
the remaining questions, which calls for further research, is if
universities have learnt from this situation. Whether they are
coming out of this crisis wiser and ready to make a difference,
or whether they will be back to the “same” starting point.
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Distance Learning During the First
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Its Effect on Students’ Engagement

Antonella Chifari, Mario Allegra, Vincenza Benigno, Giovanni Caruso, Giovanni Fulantelli,
Manuel Gentile* and Lucia Ferlino

Institute for Educational Technology, National Research Council of Italy, Genova, Palermo, Italy

This contribute investigates how Emergency Remote Education (ERE) impacted families
during the spring 2020 Covid-19 lockdown, and in particular, the extent to which
the impact of ERE on families, measured in terms of space and equipment sharing,
moderates the effect of student and family characteristics on students’ engagement.
The study derived from the administration of an online survey to 19,527 families with
children attending schools, from nursery to upper secondary grade. The total number
of student records collected amounted to 31,805, since parents had to provide data
for each school-age child in the family. The survey contains 58 questions, divided into
three sections, with the first two sections designed to get a reading at family level and
the third section to gather data for each school-age child in the family. After verifying the
validity of the engagement construct through confirmatory factor analysis, two structural
equation models were used to analyze the students’ engagement. The main findings
reveal how the impact of the ERE on the families has had a significant role in predicting
students’ level of engagement observed by parents with respect to different predictor
variables. Finally, we argue that it is necessary to follow a holistic approach to observe the
challenges imposed by the switch of the process of deferring teaching from presence to
distance, imposed by the pandemic emergency on families. In fact, a holistic approach
can promote student engagement and prevent the onset of cognitive-behavioral and
affective problems linked to disengagement in ERE.

Keywords: emergency remote education (ERE), students’ engagement, COVID-19, family involvement in
education, home learning environment (HLE)

1. INTRODUCTION

The onset of the Covid-19 pandemic in the early 2020s forced most educational institutions
to suspend face-to-face teaching activities and move toward distance learning to contain the
spread of the epidemic. Not all European countries have adopted the same measures, some
have progressively readmitted students to school after the most critical period, others, like Italy,
implemented nationwide school closures as of 9 March 2020 until the end of the school year
(United Nations Educational, 2021). The closure of school in presence on our national territory
was firstly established with a Decree by the Prime Minister (DPCM 4 March 2020), and confirmed
with subsequent similar decrees (DPCM of 26 April 2020; D.L. 16 May 2020, n. 33; DPCM 17
May 2020); teaching was provided online until the end of the school year. Therefore, Emergency
Remote Education (ERE) represented a temporary solution, the only way “to survive in a time of
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crisis with all resources available, including offline and/or online”
(Bozkurt and Sharma, 2020, p.2), realistically a branch of online
learning and homeschooling.

It is interesting to note that during the period of school
closures caused by the pandemic, the focus of many studies
has been on what happens when the classroom space-time
setting moves into the home environment, introducing the multi-
faceted world of learning in the digital age into the rhythms of
family life (Benigno et al., 2021; Gentile et al., 2021). Scholars
and academics worldwide have searched answers to the many
research questions raised by the ERE, mainly from the schools’
and teachers’ perspective: how schools and teachers managed
the emergency.

However, the number of scientific papers on how students
reacted, in terms of student engagement, to ERE is still very
deficient. In particular, there is a gap in the literature concerning
the study of engagement in relation to its impact on the cognitive-
behavioral and affective attitudes toward the new online learning
experiences during the pandemic crisis. Starting from this, the
motivation for the study presented in this paper is to analyze
the impact of ERE on students’ engagement — defined in terms
of cognitive-behavioral and affective attitudes toward ERE —
considering at the same time both the support provided by
the Italian families during the homeschooling period and the
educational approach followed by teachers.

The importance of considering the complexity and diversity
of families’ settings to cope with ERE from home has been
highlighted by several studies (Brom et al, 2020; Di Pietro
et al, 2020; Hapsari et al, 2020; Pellegrini and Maltinti,
2020), which have investigated specific variables influencing
ERE activities (e.g., the number of children engaged in ERE at
the same time; the number of parents working from home, at
full or part time; availability of separate space for studying or
the necessity to share house spaces; availability of technology
equipment in the household). It is reasonable to assume that
comfortable and arranged family conditions, with the necessary
space to work and technological equipment, foster a more
positive and productive engagement for studying and, more in
detail, to complete the assigned learning tasks. Unfortunately,
this might not be the case for many students who live in
a disadvantaged condition, in which they carry out their
work in a small space shared with other family members.
Several studies reveal considerable differences in housing quality
across European countries, and capture important disparities
that affect children’s engagement and goals achievement
(Di Pietro et al., 2020; Gigli, 2020; Ndhine, 2020).

Besides, it is important to reflect non only on the different
families’ conditions, but also on the educational challenges raised
by the ERE context. According to Affounch et al. (2020), the
course design, assessment, and teaching strategies originally
planned for face-to-face teaching have changed. Teachers,
students, and parents have had to adapt very quickly to new
educational scenarios where the use of technology plays a very
strong and important role. The massive and not always prepared
use of emerging technologies, during the crisis, has reshaped
different learning aspects, influencing the student’s engagement
(Bergdahl et al, 2020; Khlaif et al, 2021), and impacting

on their affective, cognitive and behavioral attitudes toward
the educational experiences. Theoretically, student engagement
is defined as “the student’s psychological investment in and
effort directed toward learning, understanding, or mastering the
knowledge, skills, or crafts that academic work is intended to
promote” (Newmann et al., 1992, p.12).

It plays a crucial role in students” learning and satisfaction in
distance education because online learners seem to have fewer
opportunities to be engaged with positive learner experiences and
interactions with content, peers, and instructors (Bolliger and
Martin, 2018; Martin and Bolliger, 2018).

However, if before COVID-19 several studies have focused
on online learning trying to identify the factors influencing
student’s engagement in normal situations (Fugate et al., 2018;
Wong and Chong, 2018), there is a lack of research about the
distinct components influencing student’s engagement in online
learning during the COVID-19 pandemic emergency. So, in
accordance with Bond’s definition of engagement, that is rooted
in the communities of learning paradigm, engagement represents
“the energy and effort that students employ within their learning
community, observable via any number of behavioral, cognitive
or affective indicators across a continuum” (Bond and Bedenlier,
2019, p.3). Following this definition, the present study explores
the construct of engagement taking into consideration both
the cognitive-behavioral and emotive-affective factors which
influence student engagement in the Italian families, during the
ERE in the period of COVID-19 crisis.

Consequently, through the administration of an online survey
to a representative sample of 19,527 Italian families, the current
study tries to answer the following research questions:

e QI How do specific ERE strategies adopted by teachers directly
impact on students’ engagement?

Q2 How do specific students characteristics directly impact on
students’ engagement?

Q3 How do specific family characteristics directly impact on
students’ engagement?

Q4 How does the impact of ERE on the family moderates
the influence of students and family characteristics on

students’ engagement?

The choice of the variables to be investigated, both those
related to the student characteristics and those related to
the family characteristics and the educational context, has
guided the entire research process. A process based on a
systemic approach according to which studying the construct
of engagement could not be separated from the analysis of
what could influence it, directly or indirectly. Thus, it became
very important to understand how, during the pandemic period,
variables related to the family or the instructional contexts
could provide sensible and practical answers to why student
engagement was not always constant, but often depending on the
situational antecedents that trigger it and the consequences that
maintained it.

Studying the strength of this impact, in such a large sample,
will add an important piece of knowledge to the current literature
on engagement by relating it not only to the quality of the
learning provided, but also to the quality of the family support
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given to the students who had to face the challenge of emergency
remote education.

2. METHOD
2.1. Participants

The survey participants were 19,527 families, and the total
number of child records collected amounted to 31,805. This
difference is due to the design choice of allowing parents
to provide data for each of the school-age children in the
family, thus obtaining a more detailed picture of the impact
of distance learning. The responding parent was generally
the mother(86,7%). Considering data from all parents (both
respondent and other parents), 30.8% of them are between 45 and
49 years old; 94.4% of them are Italian citizens. About the level of
education, 36.5% of parents have a university degree, and 46.2%
have a secondary school diploma. In terms of employment status,
77.2% of parents were employed, and 10.6% were unemployed.
Data reveals that 55.3% of the parents interviewed worked from
home during the lockdown period. The sampled families live
prevalently in the regions of Central Italy (68.9%). The sample
of children includes kids in nursery school (10.2%), and pupils
at first cycle primary schools (16.6%), second cycle primary
schools (23.3%), first cycle secondary schools (25.5%) and second
cycle secondary schools (24.5%). The presence of a disability
was reported for 905 children out of 31805. These students are
distributed among the following school levels: 11.2% preschool,
21.7% first-cycle elementary, 20.3% second-cycle elementary,
26.3% first-cycle secondary, and 20.6% second-cycle secondary.

2.2. Design

The objective of the survey was to obtain a comprehensive
picture of the impact of distance learning on the families during
the Covid-19 emergency. To this aim, during the first phase
of the COVID-19 pandemic (March-May 2020), we structured
the questionnaire in such a way to allow parents to report
data for each of the school-age children in the household. It
contains 58 questions, divided into three main sections, with
the first two sections designed to gather information regarding
the family as a whole, and the third section to collect data for
each child in the family. Considering the use of the survey as
a tool to investigate the impact of ERE on families, the present
study complies with the approach provided by selective studies
(Kish, 1987; Ato et al., 2013).

2.3. Procedure

The questionnaire was administered online through the open-
source software LimeSurvey, and spread through the snowball
sampling technique between May 12 and June 22, 2020. The
data collection has been conducted according to the regulation
established by the General Data Protection Regulation (GDPR,
2016). In particular, the questionnaire has been designed
according to the privacy by default principles, as specified in the
article 25 of the Regulation, so as to reduce the personal and
special data to be collected, and minimize the ethical impact
as indicated by Hoerger and Currell (2012). Specifically, all the
collected data are anonymous, thus minimizing the risk that this

information could lead back to the identity of the participants.
Furthermore, the LimeSurvey software used to administrate the
questionnaire has been installed on the Institute’s management
server in order to maintain total control over the life cycle
of the data and the technical information collected by the
servers themselves and necessary for the use of the questionnaire
(e.g., IP address, type of browser, etc.). Finally, along with
the questionnaire we provided an informative letter containing
details on the purpose of the research, the authors, and any other
information useful for understanding the scientific context in
which the survey has been conducted.

2.4. Instrument

The first set of questions concerns the socio-demographic profile
of the family. In particular, parents’ personal data (gender, age,
nationality, citizenship, school level, employment status), and
general data on the composition of the household (i.e., the
number of adults and number of children of school age) have
been collected. In this first section, we investigated whether
one or both parents worked from home (WFH) during the
pandemic and if they needed support to manage their child(ren)
(whether they worked from home or not). The second section
provides a picture of families’ technological endowment and
their initial capacity to respond to distance learning and
parents WFH requirements. In particular, whether or not
they had immediate availability of the equipment necessary
to attend remotely, and whether they were in some way
“forced” to equip themselves independently or with the support
of the school. Resources availability and parental confidence
in information technology constitute an essential part of the
questionnaire useful in corroborating the studies on socio-
cultural and instrumental inequalities highlighted by many of
the previously mentioned studies. The third section of the
questionnaire collects information about the family’s distance
learning experience concerning the individual child. Therefore,
parents fill out a form for each school-age child, specifying
the school leveland the presence of any disabilities or special
educational needs. This section investigates the impact that
distance learning has had on family management, whether it has
had repercussions on daily life and shared spaces organization.
An additional set of questions was proposed to detect families’
perceptions related to the educational effectiveness of distance
learning and school organization, both in terms of support
and communication with the families. Specific questions were
also formulated to understand whether their children’s psycho-
physical well-being was affected during the lockdown period and
whether noteworthy changes were observed in the socio-affective
and behavioral domains. Finally, in the case of a child with
disabilities parents were asked to report how distance learning
had ensured inclusion even in the virtual context.

2.5. Statistical Analysis

To analyze students’ engagements during ERE, we focused on the
responses provided by parents to the question “What attitude do
you notice in your son/daughter toward distance education?”.
In particular, through this question, we asked parents to what
extent (in a scale from 0 to 10) they had noticed the following
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attitudes: cooperation, curiosity, interest, concern, restlessness,
and emotional volatility.

First, we conducted a qualitative investigation calculating the
descriptive statistics on the scores for these items. Then we
analyzed these attitudes observed by the parents according to the
engagement model reported by Bond and Bedenlier (2019) and
Bond (2020a,b), where the construct of engagement is defined
as a second-order latent variable built on the first-level latent
variables (affective and cognitive-behavioral). Specifically to the
Affective component, a less restless, worried and volatile behavior
observed in the student corresponds to greater involvement in
distance learning activities. Similarly, concerning the Cognitive-
behavioral component, the level of engagement increases when
their family members perceive students as very interested,
collaborative and curious about learning. We verified the factorial
structure of the engagement model through a Confirmatory
factor analysis (CFA).

Next, we studied student engagement as certain conditions
varied. In particular, we considered the following variables
grouped in three areas:

e the family context

e age of the parents, calculated as the maximum age of the
two parents

school level of the parents, calculated as the maximum
school level of the two parents

residence, considered ad the macro-area of Italy (North,
Center and South Italy)

e citizenship

e presence of at least one parent in remote working
o the characteristics of the student

e gender
e school level
e presence of disabilities

e the teaching approach used during the ERE

e technology tools used during ERE
e implementation of collaborative activities during ERE.

We verified the effects of these variables on the students
engagement by means of a structural equation model (Model A)
(Q1,Q2,Q3).

Finally, we fitted a second structural equation model (Model
B) to check if and how the impact of ERE on the family moderates
the effect of the variables related to family background and
student characteristics over the students’ engagement (Q4). The
impact of ERE on the family was defined as a latent variable
observed by the responses of two items through which we asked
parents about the impact of distance education on space sharing
and instrumentation sharing.

Both the models was defined as multilevel structural equation
model to cope with the hierarchical structure of the collected
data. In fact, allowing the parents to provide data for each
school-age child we obtained a sample of 19,527 families
and 31,805 students; indicatively, an average of 1,63 student
records was reported for each family. Data about students

represent the first-level units, while the second-level units are
the family.

For the purposes of this article of the 31,805 student
records collected, the 25,563 student records for which distance
education was enabled were analyzed. Structural models were
estimated on the 20,586 student records for which the variables
investigated were found to have no null values.

Multiple fit indices were considered to check the models :
the root mean square error of approximation (RMSEA), the
standardized root mean squared residual (SRMR), and the
comparative fit index (CFI). RMSEA levels of < 0.05 indicate
a good fit while values < 0.08 indicate an acceptable fit (Kline,
2015). SRMR < 0.05 represents a good fit and < 0.10 is
acceptable (Schermelleh-Engel et al., 2003). Finally, CFI values
of > 0.97 can be considered a good fit (Schermelleh-Engel
et al., 2003), and > 0.95 can be considered an acceptable fit
(Schermelleh-Engel et al., 2003).

All the analyses on student-level variables were carried out
using the Lavaan package (Rosseel, 2012) of the open-source
software R (R Core Team, 2018).

3. RESULTS

The 20,586 student records used to estimate the structural model
are divided into 10,497 records referring to male students and
10,089 to female students. In 570 cases, parents reported the
presence of disabilities. The 20,586 cards are composed by 3,476
cases relating to the first cycle of the primary school, 5,050 to
the second cycle of the primary school, 5,985 to students of the
first degree secondary school and 6,075 to students of the second
degree secondary school. In the structural models, a variable
representing the linear component of a polynomial contrast
matrix was used to assess the effects on engagement as the school
level increases. In 8,831 out of 20,586 cases, at least one parent
in remote working was present in the household. Concerning
citizenship, only in 364 cases did the respondent household
declare itself a first or second-generation immigrant. The vast
majority of the responding households were residents in central
Italy (14,020), while 5,027 and 1,539 households were residents
in northern and southern Italy. The parents’ educational level
shows a prevalence of families with a university degree (10,598)
or a high school diploma (10,479). In 3,233 cases, parents declare
a Bachelor degree, while there are residual cases of parents
with a secondary school license (1,232), an elementary school
license (11) or no qualification at all (10). As in the case of
students’ school level, it was chosen to use a variable capable
of representing the linear component of this ordinal variable.
Table 1 shows the distribution of the age of the parents.

Table 2 shows the frequencies of technologies adoption
during ERE.

Mean scores, standard deviations, together with skewness and
kurtosis for the investigated observed students’ behaviors are
shown in Table 3.

According to the Kolmogorov-Smirnov test, all items show
significantly non-normal distributions (p < 0.0001 for all
the items).
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TABLE 1 | Distribution of parents’ age.

TABLE 4 | Correlations of observed students’ behaviors.

Age n
<20

20-24 3
25-29 21
30-34 192
35-39 1,017
40-44 3,890
45-49 6,965
50-54 5,886
>54 2,604

TABLE 2 | Frequencies of technologies adoption during ERE.

Variable n Freq
Collaborative activities 8,073 0.39
Video conference systems 16,925 0.82
Online learning platform 10,887 0.53
Shared folders 3,012 0.15
Publisher learning resources 1,119 0.05
Electronic registry 15,737 0.76
Messaging 8,502 0.41

TABLE 3 | Descriptive statistics of observed students’ behaviors.

Variable Mean SD Skewness Kurtosis % Missing
1 Collaborative 6.89 255 —0.95 0.41 0
2 Curious 6.47  2.56 -0.79 0.13 0
3 Emotionally volatile ~ 3.75  3.45 0.35 —1.28 0
4 Interested 546  2.75 —0.42 —0.55 0
5 Restless 3.81 3.36 0.33 -1.21 0
6 Worried 4.03 3.53 0.23 -1.36 0

Table 4 shows the correlations between individual attitudes
highlighting the significant correlations, with an absolute value
ranging between 0.14 and 0.86. Particularly strong are the
correlations between the collaborative, curious, and interested
items and between the restless, emotionally volatile, and
worried items.

The CFA of the engagement construct built on observed
behaviors in accordance with Bond and Bedenlier (2019) and
Bond (2020a,b) shows a good fit according to all the fit
indices (SRMR = 0.03, CFI = 0.99) except for RMSEA
(RMSEA = 0.08). Figure 1 shows the factor loadings of the
engagement model.

The model A shows a good fit according all the fit indices
(RMSEA = 0.04, SRMR = 0.02, CFI = 0.96). Also, model B
shows a good fit according all the fit indices (RMSEA = 0.04,
SRMR = 0.02, CFI = 0.96).

Figures 2, 3 report the factor loadings and the regression
coefficients of the two structural models.

Collaborative Curious Interested Restless Emotionally

volatile
Collaborative
curious 0.86%***
Interested 0.62%*** 0.73%***
Restless =0 14%Hxx Q@R 12%Hxx
Emotionally —0.471%Hxk _Q 4FHkKK (3B FHRHRK (0 H4HHE
volatile
Worried —0.36%F**  _0.38F*Fk Q. 29%kkx 5k HKK Q7GR

o < 0.0001.

Table 5 shows the estimates of indirects effects, respectively
on the engagement latent variable, mentre la Table 6 shows
the estimates of total effects of the variable on the engagement
latent variable.

4. DISCUSSION

The results analyzed according to the two structural models
described above and obtained through the wide survey carried
out on Italian families during the period of the first lockdown
(March-June 2020), explain how some variables related to the
family context, to the student’s characteristics and to the didactic
approach influenced the families’ perception of their children’s
emotional-affective and cognitive-behavioral involvement during
the remote education activities.

The first of the two models used (Figure 2) highlights the
effect of some descriptive variables on students’ engagement. In
particular, the model analyzes how some characteristics of the
family (parents working from home, migrant family, area of
residence, parents’ age and school level), of the student (gender,
disability and school level) and of the remoteness education
approach adopted during the pandemic emergency influenced
students’ engagement.

Specifically to the educational approach, the model shows
that parent’s perception of children’s engagement is higher
especially where collaborative activities were proposed, thus
confirming the findings by Bolliger and Martin (2018). The
use of videoconferencing systems, online platforms and shared
folders have played a key role in keeping interest and motivation
high. The effect of using these tools have resulted in more
effective motivation than using other online tools. Therefore,
we can deduce that the education approach used during the
remote activities has had a strong impact on the children’s
engagement, especially when it has adopted teaching strategies
and support tools which are contextually appropriate and
motivationally salient.

These findings support the idea that, in order to be effective
in engaging the student’s interest, ERE must have characteristics
that make it not a mere transposition of face-to-face teaching,
but rather a corpus of activities properly designed for the
distance setting (Zhu et al., 2016). Furthermore, ERE should
provide students with rich, holistic learning opportunities
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FIGURE 1 | CFA students’ engagement. ***p < 0.001.

v restless
-
-0.64** ~
o>
b
-
- . P > worried
<
& gind
~
~
S -
~a emotionally
volatile
v interested
i3 >
W
079" -
-
0.86 » collaborative
~
1“.
"
K
~N
~N
~ .
& curious

during the pandemic lockdown engaged relatively frequently and
successfully with online learning (Domina et al., 2021).

Specifically to the students’ characteristics that influenced
her/his engagement model A has highlighted that the gender
of the students had a significant impact on engagement; in
particular, female students were more involved than their male
peers. This result is confirmed by a number of studies showing
that female adolescent students can achieve significantly more
positive online learning outcomes than males because they are
more persistent, motivated, and more self-regulated than their
male peers (Yu, 2021). In particular, Korlat et al. (2021) in their
study examining the relationship between gender and level of
engagement, state that if boys are perceived as more able than
girls in online activities, girls are more engaged in learning
activities and more study oriented. Thus, it could be that girls
are more likely to have transferred their previously established
learning practices to the new online learning context. Similarly,
in Hsiao (2021) study, the male gender tends to be more passive
in learning and consequently boys’ independent learning ability
may require further improvement.

Individuals with disabilities are perceived by their parents
to be less involved (8 = —1.12**), in addition, the analysis

reported in Model B confirms both a direct effect on engagement
(B = —0.88"**) and an indirect effect through an increased
impact on families (8 = 0.31*). We hypothesized that children
with disabilities, during the period of the pandemic emergency,
as Parmigiani et al. (2020) suggests, suffered more from the loss
of contact with their peers and teachers, thus making the family
feel less involved in their studies and more socially isolated. In
addition, their presence at home, being less autonomous and
deprived of the support they usually enjoy in class, had a greater
impact on the family who had to, often without external help and
very quickly, provide their own care and share both physical and
temporal spaces.

Besides, we note that there is a small difference between
central and northern Italy and that, in particular, students from
northern Italy seem to have been less involved than those from
central Italy, while there are no significant differences between
the south and the center. It is remarkable to point out that when
the school level of the students grows, engagement increases,
and that parents’ age and working from home do not impact
on the perception of parents’ level of engagement. Similarly,
no significant differences have emerged between families with
migrant backgrounds and native families.
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FIGURE 2 | Model A: Effects of student and family characteristics on students’ engagement. *p < 0.05; ***p < 0.001.

The parent’s school level, on the other hand, has a significant
impact in the sense that parents with high schooling seem to
perceive lower engagement of their children. This is probably
due to the fact that parents with a higher level of education and
greater knowledge of how the ERE could be carried out, having
higher expectations, found greater deficiencies and critical issues
in the design of the educational activities. The results indicate,
on the other hand, according with other studies (Domina et al.,
2021) that parents with a higher school level can support their
children more readily both in the technical management of

suitable tools, and in the supervision of the contents proposed
through the ERE.

These considerations can be further explored by discussing
some effects that emerge from the analysis of Model B (Figure 3)
in which the effect of context variables at the level of engagement
is mediated by the latent variable “impact on the family” declined
in two dimensions: sharing of spaces and sharing technological
tools. In general, Model B highlights that the greater the need
of the family members to share spaces and tools, the less is the
perceived involvement of children (8 = —0.19***) in distance
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FIGURE 3 | Model B: The role of distance learning family’s impact on students’ engagement. *p < 0.05; **p < 0.01; **p < 0.001.

learning activities. In particular, where in the first model (Model
A) some of the identified effects did not seem to be completely
intuitive, in the second model they can be explained in greater
detail. Two aspects are particularly contrived: the fact that in
model A the presence of the parent working from home has no
impact on engagement (8 = 0.01) and also the non-impact of
immigrant families (8 = —0.11).

In fact, if in the model A the presence of a parent working
from home has no impact on engagement, in the light of a more
in-depth analysis that also includes and considers the study of

the impact on the family, we note that when there is a parent
working from home, the impact on the family increases in terms
of sharing spaces and technological equipment (8 = 0.49%**),
probably because family members are “forced” for reasons of
work and/or support for children’s learning to physically share
the same spaces and tools. In the study of Di Pietro et al. (2020),
for example, it has debated the role that a more well-equipped
home environment, in terms of greater autonomy of spaces,
has in facilitating learning of children in ERE. If the parent
working from home can facilitate the support of children in ERE
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TABLE 5 | Estimates of indirect effects on engagement.

Label EST SE z p-value Cl.lower Cl.upper
ab_s_gender_impact —-0.01 0.01 -1.28 0.218 -0.08 0.01
ab_s_disability_impact —0.06 0.03 -2.19 0.029 -0.11 —0.01
ab_s_school_level_ 0.46 0.02 22.69 0.000 0.42 0.50
L_impact

ab_p_SW_impact —-0.09 0.01 -7.84 0.000 -0.11 —0.07
ab_p_immigrant_impact  0.01 0.04 0.14 0.891 -0.07 0.08
ab_p_northern_italy_ 0.04 0.01 2.92 0.003 0.01 0.06
impact

ab_p_southern_italy_ 0.04 0.02 1.71 0.088 —0.01 0.08
impact

ab_p_age_L_impact 0.20 0.02 9.73 0.000 0.16 0.24
ab_p_school_level_ -0.13 0.02 -5.37 0.000 -0.18 —-0.08
L_impact

TABLE 6 | Estimates of total effects on engagement.

Label EST SE z p-value Cl.lower Cl.upper
total_s_gender 0.24 0.04 6.19 0.000 0.16 0.31
total_s_disability -0.94 011 -8.37 0.000 -1.16 -0.72
total_s_school_level_L 0.76 0.06 12.42 0.000 0.64 0.89
total_p_SW_impact 0.05 0.04 1.35 0.177 -0.02 0.12
total_p_immigrant_ -0.10 0.13 -0.81 0.417 —-0.36 0.15
impact

total_p_northern_italy_  —0.06 0.04 —1.66 0.097 -0.14 0.01
impact

total_p_southern_italy_ ~ 0.06  0.06 1.02 0.310 -0.06 0.19
impact

total_p_age_L_impact 0.00 0.06 -0.01 0989 -0.12 0.12
total_p_school_level_  —0.30 0.08 -3.83 0.000 -0.45 —-0.15

L_impact

more closely, understanding in real time the needs that arise
and proposing timely solutions (Lagomarsino et al., 2020), it is
also true that the emergency situation significantly increased the
risk of psycho-physical stress of parents with a potential negative
effect on the well-being of children in ERE (Spinelli et al., 2020).
Therefore, if the presence of the parent impacts “negatively”
on the family for the reasons described, on the contrary, it
positively impacts on the engagement, removing the initial effect
that apparently could seem insignificant.

The non-impact of immigrant families appears at odds
with the literature regarding the impact of Covid-19 on
migrant families. Darmody et al. (2021), after pointing out
the limited empirical evidence available on the impact of
the COVID-19 pandemic on migrant/refugee/asylum-seeking
children, highlight how the pandemic has widened pre-existing
socio-economic inequalities (Dustmann et al, 2012; Entorf,
2015) and, in particular, educational inequalities, with dramatic
consequences on vulnerable groups, such as children with special
educational needs and migrant children. Similar conclusions
are achieved by Bond (2020b), in her systematic review on K-
12 research on teaching and learning during the COVID-19
pandemic, who points out that, even though little research has

focused on migrant students, support for migrants and refugees
is one of the priority topics highlighted in literature. Amongst
the reasons that led to this worsening of the situation of student
migrants forced to home-schooling during the pandemic, the
literature highlights several factors, including the educational
attainment of their parents, who are less familiar with the
curriculum and with the host country language (Smyth et al.,
2009; Lehmann et al., 2021); the lack of educational technology
and, accordingly, reduced opportunities to engage in online
education (Bayrakdar and Guveli, 2020; Popyk, 2020; Primdahl
et al., 2020; Save The Children, 2020); the scarce availability of
a quiet place to study (Kluge et al., 2020; Darmody et al., 2021;
Lehmann et al,, 2021); the socioeconomic factors that generally
penalize migrants (Dustmann et al., 2012), which were found to
be dramatic during the pandemic and lockdown periods (Kluge
et al., 2020); the negative impact on learning engagement and
academic progress of students (Mohan et al., 2020; Darmody
etal, 2021; Lehmann et al., 2021).

All these studies have widely demonstrated the impact of
COVID-19 pandemic on families with migrant backgrounds and,
specifically to our analysis, the negative impact on students’
engagement. By taking into account the number of surveys
received by families with migrant backgrounds, it emerges that it
is unrepresentative of the actual situation in the Italian schools.
In fact, comparing data on the presence of pupils of foreign
origin in Italian schools (data updated to 31/08/2019; source:
Italian Ministry for Education), it emerges how the sample of
respondents is extremely small: preschools: 11.4% (compared to
a percentage of respondents equal to: 1.61%) primary schools:
11.5% (compared to a percentage of respondents equal to:
1.44%) lower secondary schools: 10.5% (against a response rate
of: 1.07%) secondary schools: 7.4% (against a percentage of
respondents equal to: 1.12%) It is therefore highly likely that the
data for migrant families are in fact not statistically significant,
and for this reason the models presented in this paper do not
provide statistically appreciable indications of the impact that
the pandemic had on these families. Although not explicitly
investigated in our research, the low number of responses would
seem to be a consequence of what was said earlier about the
socio-economic and cultural gap between families with a migrant
background and native families. Specifically, migrant families
may have met problems in responding to the questionnaire
due to their difficulties in accessing information technology,
their educational attainment, and their difficulties with the
Italian language.

Furthermore, if we look at the school level of students, we
notice that as the school level increases, engagement increases
(B = 0.31%**) and the impact on the family decreases (8 =
—2.43%F*) Intuitively, we could hypothesize that older children
impact less on the sharing of spaces and tools, as they are less
dependent in terms of educational support from parents and
more autonomous in the use of technology.

The data also reveal a lower suffering of families
Northern Italy respect to the impact on the family (8
—0.19**), compared to those in the Center, probably due to
a better socio-cultural condition and a greater propensity to
consider distance learning as a valid alternative during the

in
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lockdown period. Otherwise, for families in south Italy, no
significant data emerges in comparison with the center of the
Italian territory.

As for the explanatory variable “age of parents,” the model A
shows a non-significant effect on perceived engagement (f =
—0.03). In fact, model B highlights how the direct negative effect
as the age of the parents increases (8 = —0.2**) is balanced by
a positive indirect effect (ab_p_age L _impact = 0.2**) given by
the decrease in the impact on the family (8 = —1.06**).

Compared to the level of education of the parents, in the
model A we observed that as the parents ’school level increases,
engagement decreases (8 = —0.47***). The second model,
shows that the total negative effect of parents’ school level on
engagement is the sum of a direct effect (8 = —0.17*) and of an
indirect effect (ab_p_school_level L_impact = —0.13%) on the
engagement. Specifically, the indirect effect highlights the more
the parents’ school level increases and the more they increase
the requests in terms of sharing tools and space (8 = 0.7%%%).
It is plausible that parents with a higher level of schooling, as
well as professionals, have done more working from home than
parents who are self-employed or have a lower level of schooling.
Consequently, parents who have been working remotely from
home for a long time have had the opportunity to observe
their children more closely during activities in ERE, with a
twofold consequence. On the one hand, being more competent
due to their level of schooling, they were more sensitive in
understanding the advantages and disadvantages of the didactic
approach used remotely, on the other hand, remaining in
the household they had more difficulties in sharing both the
technological equipment and the physical spaces.

If previously the reading of this data without the impact could
lead us to an interpretation that parents with a higher school level
have a more negative perception of ERE, in reality, this value of
the negative impact on engagement is not only due to a direct
effect but it is also due to the indirect effect, that is to say the
increase in the impact on the family that the parent with the
highest level of education has.

5. CONCLUSION

In this paper we have examined how the student engagement
construct, too often misused, poorly understood, and
overgeneralized, during the period of the pandemic emergency is
influenced by a variety of factors such as the family environment,
the didactic approach and the student attitudes toward
the remote learning activities. This with the intention of
emphasizing how the construct of engagement, defined as a
learner’s interest and participation in an educational initiative, is
directly related to favorable instructional strategies, supportive
family characteristics and positive affective, cognitive-behavioral
attitudes. Working collaboratively using online communication
tools and building effective cooperative activities, in the specific
context of the forced distance, has been found to be extremely
important for student engagement. Besides, we found that the
perception of interviewed parents about the student engagement
depends on their effective presence and support at home,

according to working from home practices, or to their school
level. Moreover, the level of student’s engagement reflects the
parents’ perception of their affective and cognitive-behavioral
attitudes. So it is notable that students’ engagement is related
to their approach to learning processes: curiosity, interest and
collaboration are important antecedents of a more involvement,
such as to be restless, worried or emotionally volatile could
impact differently on the level of engagement. These results
suggest many interesting implications that should be addressed
in the present and in the future in Italy, and in all countries
involved in the pandemic, if we want to promote student
engagement also during the remote learning and prevent the
onset of cognitive-behavioral and affective problems linked
to disengagement. Families and schools need to have correct
information and guidelines about the best way to establish
positive behavior support and a conducive environment that
positively affects their personal and student’s well being. A
limitation of this study can be given by the fact that there are
certain factors that have to be dealt with more in depth, with
particular regard to alternative and appropriate educational
suggestions to make students more engaged. At the same
time, starting from the theoretical framework of Zhu et al.
(2016), it could be interesting in a future study to reflect on the
engagement as one of the main key factors to be improved to
make ERE a multidirectional interactive learning experience
based on a technology-enriched environment. Furthermore, in
depth investigation of the family impact is necessary, in order
to better understand the relationships between specific variables
and students’ engagement. Among the others, our analysis of
data regarding families with migrant background has produced
findings which do not fit with evidence from the several empirical
studies on the subject. We argue that this is due to the limited
number of questionnaires filled by migrant families, thus making
data not statistically significant. Nevertheless, this reveals a
dramatic fact: not only children from migrant families have been
penalized by ERE more than native children, but these families
have been widely excluded from surveys of the impact that ERE
had on them, constituting a serious additional element of social
exclusion for these families.
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The purpose of this work is to reveal how subjective well-being has been generated in a
group of professionals in the healthcare field in Colombia, who carried out postgraduate
studies at the time of the pandemic caused by the novel SARS-CoV-2 coronavirus in a
synchronous and remote learning course facilitated by employing digital technologies.
Two methods were assumed, one was qualitative, taking into account some elements
of narrative research and discourse analysis, and the other was quantitative, through a
rapid reconnaissance survey. The research assumes the constitution of subjectivity from
memory and everyday life, as well as the ethics of care concerning caring for oneself
and others, as categories that were (re)signified with the narratives—and as notions that
make up a theoretical corpus—to understand subjective well-being.

Keywords: subjective well-being, healthcare professionals (HCPs), subjectivity (European Education Thesaurus),
ethics of care of the self, COVID-19, higher education, remote education of emergency

INTRODUCTION

The COVID-19 outbreak disrupted traditional practices in higher education, pedagogy, and
interpersonal relationships in the classroom, to the point of (re)configuring ways of managing
education. From this perspective, various practical initiatives have sought to address this situation,
seeking to generate, through micro-curricular adjustments, didactics, evaluative processes, and
situations that allow better learning to establish subjective well-being in students. This has led
to a rethinking of how the practices of different educational actors are associated, creating other
pathways of social interaction in which digital technologies are put into play and, especially, the
possibilities of remote education assisted from various technological developments.

Educational experiences that were previously developed in person had to be modified
during the COVID-19 pandemic. Learning settings had to be adjusted to the needs of the
pandemic situation to include other ways of accessing training processes. Therefore, faculty’s
practices were affected, as well as the didactic and pedagogical relationships that hitherto made
possible the student well-being. Given that such adjustments implied assimilating digital skills
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to manage school relationships and making changes in practices
that constitute subjective well-being, school inequalities related
to access and the connectivity of individuals and communities
inevitably emerged.

It is estimated that the pandemic caused by the novel SARS-
CoV-2 coronavirus has had catastrophic effects, not only in
terms of physical health and mortality but also in areas of
mental health and the world economy, with social, political, and
cultural consequences that are difficult to calculate (Levy, 2020).
It is difficult to examine or compare how the new social and
educational configurations are generated—or will be generated—
and to foresee, from an almost antagonistic perspective, the
generation of new knowledge from “new interactions” (Anzola-
Pardo, 2019), especially in classrooms.

Higher education institutions (HEIs) face dualities with
the progressive return to normality (gradual, permanent, or
without people on campuses). According to UNESCO-IESALC
(2020) as of May 2020, university closures had already affected
approximately 23.4 million students in the world. To tackle
this issue, the same organization launched the COVID-19 plan
toward the reopening of higher education in Latin America and
the Caribbean. The initiative indicates how the situation of HEIs
affects students, identifying different States, where the majority
of institutions are still on hold regarding openings. In the report,
Nicaragua is noted as the only nation in the region with a policy
of total opening. Taking a different approach, Colombia—with
a fully vaccinated population of 28.45% as of August 2021—has
opted for a partial (hybrid) opening.

The postponement of face-to-face activities and uncertainty
limit a concrete resolution in the face of training processes
since in most cases flexibility has become an essential aspect
of continuity; however, spontaneity by adaptation prevails.
Thus, faculty members were forced to transform face-to-face
to virtual teaching—facing these situations without being fully
prepared in the use of digital platforms, teaching, learning,
and evaluation while maintaining, in some way, curricular
proposals and their teaching techniques. Nevertheless, these
new academic interactions make up educational modalities
that, although rarely experienced in the past, generate positive
pedagogical disruptions and different perspectives of mediation
from frustration and being overwhelmed by adaptation through
and to digital technologies.

Pedagogical settings should also be considered as a place
of care in which actions of recognition of otherness are
promoted. In educational and pedagogical practices, this takes
place when the difficult becomes easy and learning experiences
are stimulated. The relationship between faculty and the student
becomes the site of human interactions to generate links and,
therefore, learning propitiation. In this sense, subjective well-
being is not something added but is rather a constitutive part of
educational activity.

In the present study, subjective well-being was promoted in
postgraduate students within the framework of the emergency
remote education practices caused by the COVID-19 pandemic.
The promotion of subjective well-being in higher education
involves concrete actions on pedagogy in practice. The
pedagogical actions are of a practical order; for this reason, they

go beyond theory and are inscribed in the transformation that
can be generated by those who participate. With the pandemic,
the place of the experience has changed, leading faculty
members to reconfigure ways of conceiving their educational
relationships; thus, institutions and people have had to
reinvent themselves.

The centrality of the pedagogical action used in this study is
framed by the conception that practical knowledge (Phronesis)
has to address a reflective notion before, during, and after action
(Kemmis, 1986, 2009; Carr, 1995, 2004, 2005; Flyvbjerg, 2001;
Kemmis et al., 2014; Barragan, 2015); in this case, in postgraduate
training settings.

THEORETICAL-CATEGORICAL HORIZON

When speaking of the configuration of the mental well-being
of human beings, the psychological is an important dimension
in terms of the acceptance of personal development. This
brings together the subjective, which recognizes the elements
of satisfaction of one’s configuration, and the social, in which
configurations are sought in relationships with others (Joshanloo
et al., 2018; Chung and Hahn, 2020). This research focuses
on the subjective dimension from the perspective of well-
being exclusively.

We assume subjective well-being as those practices that allow
people to acquire a state of well-being with themselves and with
others, in such a way that the configuration with the psychic
and social being occurs. There are different traditions regarding
this notion; however, it is relevant to understand that multiple
inquiries about subjective well-being have incorporated affective
indicators of happiness (Hedonic well-being), as well as cognitive
evaluations of satisfaction before life. Similarly, elements related
to personal growth, human development, and levels of self-
acceptance have been considered, as well as the meaning of well-
being, with the search for happiness and its relationship with the
fulfillment of human beings (Keyes et al., 2002).

In general, two traditions have been established for the study
of subjective well-being: one that emphasizes happiness (hedonic
well-being) and one that deals with human potential (eudaimonic
well-being) (Waterman, 1993; Ryan and Deci, 2001). In this
framework of reference, various investigations explore subjective
well-being in a less instrumental key, to the point that the
Aristotelian tradition of understanding ethics is retaken (Deci
and Ryan, 2008), especially in the search for eudaimonia,
in its philosophical dimension, a fundamental issue in ethics
(Waterman, 1990; Diaz et al., 2015). The search for eudaimonia
in others generates well-being, beyond a hedonic satisfaction of
individual needs (Huta et al., 2012). Joshanloo et al. (2018) insist
on the need to explore eudaimonic well-being, which seeks to
improve positive mental health through a rich understanding
of psychological and social well-being, in a complementary
relationship. It is about understanding that eudaimonic activities
are foundational elements of subjective well-being (Martela and
Sheldon, 2019). Hence, this type of well-being is sought in labor
relations or other spheres of human relations (Russell, 2008;
Chung and Hahn, 2020).
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This inquiry makes an approximation of subjective well-
being by exploring some dimensions from ethics. Thus, the
categorical horizon of work encompasses the constitution of
subjectivity and ethics of care, categories that operate as elements
of methodological articulation, and the theoretical resignification
of subjective well-being.

Constitution of Subjectivity

The configuration of the notion of the subject has had a
long journey. In Europe, Plato, Aristotle, and Seneca, and
in China, Confucius—to name just a few thinkers—have
addressed the question of the good life or the conditions
that allow states of well-being. Descartes’ concept of cogito
discusses representation and places the subject as an instrumental
archetype of understanding the human, emphasizing rationality
as an all-encompassing notion of all spheres of understanding
about the human and especially well-being. Known as “modern
rationality” this condition has become an established hegemony
in the interpretation of the human. This hegemonic approach
has been widely criticized, as it constrains other approaches
to the human (Gadamer, 1975; Frank, 1995; ZiZek, 1999;
Santos, 2010; Barragan, 2012). Criticism of and resistance to
this totalitarian approach to the notion of the subject frame the
human as a network of interactions that are configured and,
consequently, surpass the epistemological scientism that usually
rules in different disciplines. In this context, the notion of the
constitution of subjectivity appears as a construct that allows us
to move beyond the restricted perspective of modern rationality.
Constituting subjectivity means, in short, understanding that
human beings have a system of relationships, which goes beyond
the objectification of human activity. This theoretical construct
emerges as opposed to the modern understanding of the subject
concerning human action.

Two categories are relevant for understanding the constitution
of subjectivity. The first is “memory;,” which does not refer
exclusively to the memories that can be brought to the present.
Memory, as a possibility of establishing historicity, leads the
human being to recognize themself. It is someone who recognizes
the self in their context. It is about the Heideggerian Dasein which
is, ultimately, the human being who is assumed to be situated
in a “concrete there” (Heidegger, 2003). Memory—as a present
loaded with the past and with the tension of the future—allows
the individual to situate the self in their biography and is assumed
to be situated in historical consciousness (Gadamer, 1975, 1986,
2002).

The second category for constituting subjectivity is “the
everyday.” The human being, when moving in routine life,
runs the risk of falling into the dark heaviness of everyday life
(Heidegger, 2003). Everyday things and experiences can become
irrelevant as they can become an unreflective routine that loses
its value. When viewed with new eyes, the everyday is, par
excellence, important to generate belonging in one’s historicity
(Gadamer, 1986; Ricoeur, 1990, 2010; Heidegger, 2003). The
everyday speaks of the world: the one to which we have access
daily and which is a motive for reflection.

Ethics of Care

Caring for oneself and others, in terms of the pursuit of
good and happiness, is the center of ethics. Aristoteles (1985,
2004) emphasizes the relationship between good (Agathon)
and happiness (the Eudaimonic), as a possibility of ontological
ethics. This approach to ethics goes beyond the deontological
instrumentalization of moral action and values to focus on
practices. Caring enables a human being to cope with existence;
that is to say, with oneself. In this sense, the existential,
particularity that which characterizes human actions—is always
about the world and the experiences that derive from it.

Care also invites us to browse the world (Heidegger, 2003)
and perceive existence from other perspectives and thus, explore
other possibilities for configuring subjectivity. It implies, at
the same time, questioning the surrounding world and one’s
existence. To exist is to take care of oneself (Gadamer, 1986;
Ricoeur, 1990; Barragan, 2015).

It is in this questioning of existence and the world, that human
beings take care of themselves and by extension others, as well
as the material world: this always concerns the everyday. An
ethics of care will have, as its axis and center, the search for good
from the perspective of happiness and consequently, it implies
assuming a caring attitude toward oneself and others. In this
way, caring for oneself and caring for others are fundamental
dimensions in the generation of subjective well-being.

MATERIALS AND METHODS

Two approaches were used in this work. The first was
quantitative, using a rapid reconnaissance survey (Butler, 1995).
The other was qualitative, as part of which experience was central
to the methodological approach (Creswell, 1997; Creswell and
Miller, 2000; Flyvbjerg, 2001). Experience is understood as a
set of actions that refer to the meanings of life that individuals
seek in specific situations concerning their practical knowledge,
which are configured by entering into relationships with others
(Barberousse, 1999; Flyvbjerg, 2001; Eikeland, 2008; Jay, 2009;
Perreau, 2010; Grondin, 2014, 2018). For the methodological
design, the main aspects of narrative research were taken into
account, in which the experience gains value, insofar as it is
related, to raise awareness about what happened and address
future action patterns in the face of phenomena with equivalent
characteristics (Delgado and Gutiérrez, 1999; Bolivar et al,
2001).

Within this framework, and considering that it is necessary to
generate subjective well-being in higher education (Botha et al.,
2019), the current work examines how subjective well-being has
been generated in a group of professionals who work in the
field of healthcare in Colombia. The group was carrying out
postgraduate studies during the new SARS-CoV-2 coronavirus
pandemic, in a synchronous remote learning course via digital
technologies during the years 2020 and 2021.

The experience of professionals working in healthcare
in seven Colombian capital cities (Bogotd, Neiva, Cucuta,
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Armenia, Cartagena, Barranquilla, and Pasto) was documented.
Participants carried out didactics to promote subjective well-
being. For the present work, the following actions were taken
into account: an activity called work with valuable objects; the
production of testimonial narratives (TN), and, finally, a rapid
reconnaissance survey (Butler, 1995), as seen in Table 1.

The first didactic activity served as a narrative trigger. It
consisted of a work called “discussions around valuable objects,”
where each participant put in an online application, a photograph
of an object that was important to them, to promote moral
practices and the moral culture of the group (Puig-Rovira,
2003; Puig-Rovira et al., 2012). Subsequently, each participant
commented on the objects in writing and then, voluntarily, each
one spoke about their images or asked classmates. The purpose
of this activity was to generate the interaction of the group and
that which they can recognize in others, through objects, human
beings with similar feelings and characteristics.

The second activity was the preparation, by each participant,
of a testimonial story in which they narrated situations
that triggered some tension from ethics or morals in their
professional practice in the field of healthcare during the

TABLE 1 | Rapid reconnaissance survey —recurrence of words during courses.

Considered Yes No Categories Word Count
questions recurrence
Valuable objects 98.78% 1.22% Constitution Life 32
as generators of of subjectivity  Meet 23
well-being Person 26
Being 26
Things 23
Professional 22
Object 17
Knowing 98.17% 1.83% Ethics of care  Valuable 25
classmates better Values 22
genera‘Fing. Knowledge 21
e s e
Wellness 13
Life 12
Colleagues 18
Ours 17
Other 14
Relevance of 98.78% 1.22% Pedagogical Class 54
valuable objects in aspects Allowed 32
pedagogical terms Appreciation 37
Excellent 21
Teacher 21
Dynamic 17
Knowledge 17
Learning 10
Tools 10

COVID-19 pandemic. These narratives operated as an
environment for narrative empowerment for the production
of subjective well-being and, at the same time, as an
information-gathering strategy.

Testimonial narratives, in their epistemology, are related to
stories and life narratives. In both approaches “Life story” and
“Life narrative,” a storytelling experience is presented that is open
to interpretation that, by anchoring itself to the biography of
the narrator, makes it possible to address the lived experience
(Chanfrault-Duchet, 1987; Pujadas, 1992; Santamarina and
Marinas, 1993; De Miguel, 1996; Atkinson, 1998; Bertaux and
Kohli, 2003). However, TN are a type of abbreviated narrative
that marks a person’s biography and that, due to their relevance,
become a reason for reflection for themselves and others. Relating
generates the possibility of looking again at relevant events in
peoples lives, to open up the possibilities of exploring new
pathways that allow us to face similar events.

A rapid reconnaissance survey was sent to the people who
made the TN. It used yes/no questions and open responses,
examining the experience of the participants in the two
activities previously mentioned, and concerning the promotion
of subjective well-being. It was also investigated relevant aspects
of the academic space of remote learning mediated by digital
technologies. The purpose of this strategy is to quickly approach
a phenomenon and look for relevant aspects that can give general
clues about the situation under investigation (Butler, 1995).

A questionnaire was (Goetz and LeCompte, 1988) sent to
179 students from two specializations, and who took the course
in healthcare ethics during the years 2020 and 2021. The
questionnaire was completed by 164 participants (91.62%), which
corresponds to a 99% confidence level and a 3% margin of error.

Concurrent Triangulation (CT) was then applied to the
themes derived from the qualitative and quantitative data
gathered. The collection and analysis of data were conducted
separately yet concurrently. The findings were integrated during
the interpretation stage of the study, where equal priority was
given to both types of data (Terrel, 2012). Onwuegbuzie and
Leech (2006) explain that research design will be concurrent if
the quantitative phase of the study does not inform or drive the
qualitative phase, and vice versa. In this sense, the triangulation of
information collected is based on what appeared in the evaluative
discussions at work