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Abstract 

The problem this basic qualitative study addressed was that primary grade teachers, who 

taught different curricula, were not prepared to teach in a fully remote environment. The 

purpose of this study was to investigate teachers' perspectives about the challenges they 

experienced teaching primary-grade students remotely and to explore their perspectives 

on providing remote instruction training to teachers. This was accomplished using the 

conceptual framework of Garrison et al.’s community of inquiry model. Two research 

questions explored primary teachers’ perspectives on the challenges of teaching primary 

grade students in a remote platform and explored teachers’ suggestions for training in 

remote instruction. A basic qualitative research study was conducted using semi-

structured interviews with 12 primary-grade teachers who had experience teaching 

completely remotely. After the interviews were completed. coding with thematic analysis 

was used to analyze the data collected. The study results showed that participants 

believed that teaching completely remotely is less effective with primary-grade students 

than teaching face-to-face and found few benefits in doing so. The participants shared 

suggestions for online training for teachers should a remote environment be necessary in 

the future. This study may promote positive social change by providing educators with 

insight into improving their quality of teaching and decision-making when they need to 

educate in a remote setting. This includes a positive understanding of learning more 

effective ways of educating students remotely.  
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Chapter 1: Introduction to the Study 

In March 2020, in a quick response to rapidly escalating case numbers of  

COVID-19, schools temporarily ended face-to-face teaching and immediately moved to 

remote instruction (Onyema et al., 2020). What was aimed at being only a couple of 

weeks turned into an indefinite period, which quickly required educators to move from 

brick-and-mortar teaching to complete remote teaching (Baxter et al., 2022). Once 

schools gradually began to open again, many students chose to take advantage of the 

option to stay home and continue to learn from a remote experience for the next school 

year (Baxter et al., 2022). The focus of this study was to investigate teacher perspectives 

about the challenges they experience teaching primary-grade students remotely. 

To support teachers as they attempted to learn and navigate teaching remotely, 

there was an increased need to understand how to teach in a remote environment (Bilal et 

al., 2022). The purpose of this study was to explore primary grade teachers’ perspectives 

on the challenges of teaching students remotely and to gain suggestions for remote 

instruction training for teachers. The teachers’ perspectives provided insight and 

guidance on ways to be prepared to teach primary-grade students in a remote 

environment in ways they were not prepared for before. Data from this study may assist 

fellow educators in learning preparations for remote learning that they did not have 

before when they taught solely in a face-to-face classroom.   

Background 

When the COVID-19 pandemic spread throughout the world, many changes came 

about in how students were taught in schools each day (Sahlberg, 2020). The country 
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mandated classroom closures and face-to-face teaching, which immediately left the 

education community at an impasse on how to continue teaching despite not having 

access to a brick-and-mortar learning environment (Dewan, 2022). This challenge 

brought with it the suggestion that students and teachers were not prepared to teach or to 

learn in a remote environment.  

Many schools immediately began transitioning to remote learning which was a 

new concept for many teachers and students alike (Pine et al., 2021). As schools began 

this transition, everyone had to adapt quickly to this new fashion of learning (Oliveira et 

al., 2021). The research identified reoccurring topics such as the impact that COVID-19 

had on the education community, remote learning, and challenges of a successful 

education during a pandemic (Tarkar, 2020). Some research showed that primary grade 

teachers struggled to adapt to new methods of teaching because they had little or no 

warning of school closures due to the virus. They were unable to properly prepare to 

teach remotely, yet they were expected to continue to successfully teach from home 

(Pryor et al., 2020). In Chapter 2, background information regarding these topics will be 

introduced and discussed in detail. 

Although some schools used technology at times before the pandemic, it now 

suddenly needed to be used by all teachers, in all school systems, everywhere (Francom 

et al., 2021). Many schools and educators were left wondering where to come up with 

remote educational resources, materials, and training, as they immediately transitioned to 

a remote learning environment (Abel, 2020). At the same time, teachers were also 
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required to make sure strategies and curriculum were all being met during their everyday, 

remote teaching (Minkos & Gelbar, 2021). 

Despite the information available regarding the COVID-19 pandemic and the way 

it impacted the school system (Shaw et al., 2021), there is little information regarding the 

issues of teachers not being prepared to teach primary-grade students in a fully remote 

environment. The study I did needed to be done to explore teachers' perspectives on how 

to better meet the needs of their primary students in a remote setting. The potential results 

may help to inform educators' perspectives for providing remote instruction training to 

other teachers.   

Problem Statement 

The problem this study addressed was, that teachers, were not prepared to teach 

primary-grade students in a remote environment when schools closed physically due to 

the COVID-19 pandemic. These schools that closed in March of 2020 due to the COVID-

19 pandemic, caused schools to pause in-person learning at that time, which continued 

into the following school year. Although students still needed an academic education, 

alternate ways to conduct this had to be found (Timmons et al., 2021). Districts turned to 

remote teaching to fill the void of in-classroom instruction. Educators were expected to 

teach students remotely even though they had not been trained to do so nor had they 

received any preparation on the best way to conduct the remote instructions (Friedrich & 

Perrotta, 2021). Although blending technology with face-to-face teaching has been 

encouraged for some time, there is a gap in research in terms of how to completely teach 

in fully remote instruction, especially during times such as a world pandemic.  



 

 

4 

Purpose of the Study 

The purpose of this study was to explore primary grade teachers’ perspectives on 

the challenges of teaching students remotely. It was also to add suggestions for remote 

instruction training from teachers who have taught in a remote environment. This was a 

basic qualitative study used to investigate teacher perspectives about the challenges they 

experienced teaching primary students remotely and to explore their perspectives on 

providing remote instruction training to teachers. This study provided information about 

teaching remotely and ways to use remote education in the future. I conducted individual 

semi-structured interviews with primary education teacher participants who taught fully 

remotely, to fulfill this purpose.  

Research Questions  

 The following research questions guide this study: 

 RQ1: What are primary teachers’ perspectives on the challenges of teaching 

primary students in a remote platform?  

RQ2: What are primary teachers’ suggestions for remote instruction training for 

teachers? 

Conceptual Framework 

The Community of Inquiry (CoI), introduced by Garrison et al. (2001), was the 

conceptual framework that was used to frame this study. This foundation included three 

concepts regarding online learning which are cognitive presence, teaching presence, and 

social presence. The foundations of the study and CoI are designed around an emphasis 

on teachers creating a remote and effective learning environment as well as forming a 
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connection with others in remote circumstances (see Garrison et al., 2001). The model of 

the CoI (Garrison et al., 2001) forms the conceptual framework to examine teacher 

perspectives about the challenges they experienced teaching primary students remotely, 

and to explore their perspectives on providing remote instruction training to teachers. 

In this study, CoI (2001) was used as the framework and supported the 

investigation of teachers’ promotions of students’ cognitive abilities using remote activity 

(Garrison et al., 2001). CoI guided the study in that it allowed the exploration of 

standardized delivery of remote teaching as well as explored potential challenges in 

delivering lessons remotely. The CoI helped to guide my study as a model of typical 

ways that education is normally delivered, but also sparked methods teachers may need to 

overcome the challenges they have experienced by teaching students remotely. Garrison 

et al. (2001) believed that educators should be able to form successful remote settings at 

any given time. When there was an unexpected move from face-to-face learning to 

remote learning during the 2020 COVID-19 pandemic, it conveyed a need for such 

successful remote settings (Short, 2021). The data collected from semistructured 

interviews explored teachers' perspectives regarding the training needed to develop skills 

to deliver remote lessons effectively. 

Using qualitative research improves understanding of people’s perspectives of 

experiences and how to improve specific phenomena they are exposed to (Aspers & 

Corte, 2019). I conducted a basic qualitative research by interviewing 12-15 primary 

teachers who taught completely remotely, using semistructured interviews based on the 

CoI model (Garrison et al., 2001). This foundation provides the importance of 
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maintaining social, teacher, and cognitive presence in online education (Garrison et al., 

1999). The interview questions were based on this framework to identify primary teacher 

perspectives on the challenges of teaching students in a remote platform and also primary 

teachers’ suggestions for remote instruction training for teachers. 

Nature of the Study 

In this basic qualitative study, I addressed the research questions by using the 

approach of semistructured interviews with 12-15 primary-grade teachers who taught 

primary students completely remotely. These teachers have had experience teaching 

remotely to be able to determine their perspectives regarding this topic. The 

semistructured interviews approach is based on the work of Merriam and Tisdell (2016) 

who described interviews as an important method of collecting data for qualitative 

research. Interviewing is a beneficial technique to use when conducting a study with only 

a few selected individuals. Interview questions are usually open-ended questions 

allowing in-depth information to be collected from those in the study (Merriam & Tisdell, 

2016). The interview approach allowed me to collect data using primary grade teachers' 

perspectives about the challenges of teaching remotely and primary teachers’ suggestions 

for remote instruction training for teachers. I coded the responses from the interviews by 

interpreting, organizing, and structuring the information into meaningful themes 

(Charmaz & Thornberg, 2021). I then used the themes to progress into a deeper 

identification of patterns and topics and then analyzed the information from the 

interviews by examining and interpreting the qualitative data to fully understand what it 

represents (Raskind et al., 2019). 
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Definitions 

COVID-19: A new public health crisis starting at the end of 2019 that was 

diagnosed as an acute respiratory syndrome and later named Coronavirus (Centers for 

Disease Control and Prevention [CDC], 2020)   

Remote learning: A method of educating students where the teacher and the 

student are not physically present in a brick-and-mortar classroom but instead taught and 

instructed through technology (Khlaif et al., 2021). 

Face-to-Face learning: A method of education where students are with teachers 

in a physical classroom, teaching in a brick-and-mortar-based school environment 

(Gherhes et al., 2021).  

Remote platform: Online teaching platforms that provide tools needed to create a 

full learning experience on the internet. Those tools and approaches can be very different, 

as some are standalone platforms and others integrate into designated websites (Bilal et 

al., 2022) 

Assumptions 

I believe several assumptions were made regarding this basic qualitative research 

with interviews, based on my prior experience as a professional educator. Because this is 

a qualitative study based on semistructured interview questions, I assumed that the 

interview participants’ responses would represent the actual experiences of the teachers 

and their perspectives on the challenges they faced teaching remotely during the 

pandemic. In addition, I assumed that the participants who were selected for the 

interviews were honest and real with their responses regarding the required criteria: 
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primary grade teachers who taught fully remotely to primary grade students. Finally, I 

ensured the privacy and confidentiality of each participating educator which gave them 

the confidence to be honest and forthcoming in their answers and responses to all the 

interview questions.  

Scope and Delimitations 

There were specific boundaries that produced the scope of this study. The focus of 

the study was to investigate primary grade teachers’ perspectives on the challenges they 

experienced teaching primary students remotely during a pandemic. This confined the 

participants to being primary grade teachers who must have taught completely remotely. 

Confining the participant selection to this particular group satisfied the gap in the 

literature on challenges teachers experienced going from brick-and-mortar type 

instruction to fully remote instruction during the pandemic. I chose a basic qualitative 

research design to fully understand the teachers’ perspectives on the challenges of 

teaching remotely. To avoid delimitations of this study, I only included the perspectives 

of teachers who had experienced teaching remotely. I also only included participants who 

were primary school educators regardless of their geographical locations or the 

disciplines they teach. 

Limitations 

As with all studies, many limitations need to be considered (Akanle et al., 2020). 

One of the limitations that might take place when collecting information from the 

interviewees is that a small qualitative study will not be transferable to other research 

settings (Ross & Bibler, 2019). Another limitation to consider during the participant 
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recruitment process is that teachers may be opposed to participating in the study due to 

their current workload or stress as they begin the school year. I addressed this limitation 

by emailing teachers who were qualified to be in the study and then turned to snowball 

sampling (Leighton et al., 2021). I completed all of the interviews face-to-face which all 

participants were comfortable with.  

Significance 

As schools moved to an online delivery mode during the COVID-19 pandemic, 

new understandings, strategies, and techniques on how to educate students had to occur 

(Anthony & Noel, 2021). The significance of this study was that it filled in the gap in the 

literature on primary school teachers’ perspectives on the challenges of teaching students 

remotely. This qualitative study filled in a gap in the literature by discovering an 

understanding of how primary teachers can move forward in teaching remotely. It  also 

suggested the most constructive ways to be able to be successful in doing so (Crompton 

et al., 2022). Exploring these perspectives may contribute to positive social change since 

the teachers shared their perspectives on how to better meet the needs of their primary-

grade students and explore their perspectives for providing remote instruction training to 

teachers. Social change may be accomplished by providing information on teachers’ 

perspectives to successfully be able to teach students remotely.  

Summary 

In Chapter 1, I discussed the topic of my qualitative study, the need for this 

research, and the possibilities that can lead to social change based on the conclusions of 

the research. The gap in the literature related to my study were recognizable as well as 
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solutions to the problem and purpose by using the research questions to demonstrate 

connections between my program and the study. I provided a background to the study, a 

problem statement, the purpose of the study, the research questions, the conceptual 

framework, the nature of the study, and definitions of key terms. I also included 

assumptions, scope and delimitations, limitations, and the significance of the study. In the 

next chapter, I will provide an exhaustive review of the literature.  
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Chapter 2: Literature Review 

 The problem associated with this study is that many teachers were not prepared to 

teach primary grade school students in a remote environment when school buildings 

closed due to the COVID-19 pandemic. The purpose of this study was to explore primary 

grade teachers’ perspectives on the challenges of teaching students completely remotely. 

The participants also added suggestions for remote instruction training from teachers who 

had taught in a remote environment. The research done widely used the study from 

Garrison et al.’s (2001) Community of Inquiry (CoI) to help as a staple in understanding 

remote teaching in the school classroom. In Chapter 2, I will present the literature search 

strategy, conceptual framework, literature review related to key concepts and variables, 

and a summary of all the main themes that were used in the literature. It will also 

conclude by identifying the gap in the literature. A generalization of the phenomena 

needs to take place to show the experience of primary teachers using remote learning and 

the perspectives of these teachers, including the challenges they faced teaching remotely 

during a pandemic. (Golden et al., 2023). The following key concepts are discussed: 

COVID-19, remote teaching, CoI, and teacher’s perspectives on remote education.  

Literature Search Strategy 

Over the course of a year, a search of existing literature was conducted to provide 

relevant knowledge regarding the chosen topic, the concepts, and its theories. Conducting 

a literature review establishes your familiarity with and understanding of current research 

in a particular field before carrying out a new investigation (Snyder, 2019). It also allows 

a researcher to find their unique approach to their topic (Kraus et al., 2020). I also met 
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with a Walden librarian who helped me find additional literature as well as keywords and 

additional databases to search for further resources. To find these supplementary 

materials, I used current, scholarly, and peer-reviewed sources that I found available 

using online data and search engines such as: the Walden Online Library, Google 

Scholar, Thoreau, ERIC, SAGE Journals, EBSCO, and general Google searches. I made 

sure they were peer-reviewed and were published in the last five years of the date of the 

current dissertation.  

When researching to further locate information on the teachers’ perspectives of 

the challenges they face teaching remotely, using key terms was important during the 

exploration. Many terms that were key in searching for information on the internet were 

as follows: remote teaching, remote educators, remote teachers, online learning, remote 

teaching, remote educators, remote teachers, primary teachers and remote and 

pandemic, blended learning, hybrid learning, technology, and primary school, primary 

teachers and remote, technology advantage, technology disadvantage, remote advantage, 

remote disadvantage, remote advantage, and COVID-19, and community of inquiry and 

online. The articles and journals were put onto a spreadsheet where I organized and kept 

up with the search and key terms.  

Conceptual Framework  

 The conceptual framework that I will use for this research is Garrison et al.’s 

(2001) Community of Inquiry (CoI). The CoI framework (Garrison et al., 2001) was used 

to explore the perspectives of teachers’ challenges of teaching remotely. The CoI 

framework theory and methodology were developed during a research-funded project 
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entitled “A Study of the Characteristics and Qualities of Text-Based Computer 

Conferencing for Educational Purposes” which was studied from 1997 to 2001 (Garrison 

et al., 2001; Goedert et al., 2022). From this project, the three essential elements of an 

educational experience were developed: social presence, cognitive presence, and teaching 

presence (Guo et al., 2021). They were used to explore the introduction of learning in 

remote environments (Garrison et al., 2001). The three components of CoI worked 

together to represent a process of creating a deep and meaningful learning experience 

through the development of their interdependent elements (Kim & Gurvitch, 2020). 

Researchers often turn to the elements of CoI when searching for more understanding of 

remote education (Garrison et al., 2001). The conclusions of the study were published in 

numerous peer-reviewed journals and therefore have resulted in countless research 

studies relating to and expanding the theories, methods, and instruments of the original 

CoI theory (Garrison et al., 1999). This has offered a structure for beneficial studies in the 

learning theory across numerous disciplines and in diversified academic environments 

(Garrison et al., 1999). It is not unusual for students who learn remotely to believe that 

remote classes provide not only flexibility but also convenience to them. It is a chance for 

students to work at their own speed and have access to assorted classes and academic 

opportunities (Lin & Gao, 2020). However, downfalls have been noted as well, such as a 

lack of one-on-one teaching and socialization in the classroom in relating to other 

students personally and academically (Diaz et al., 2020; Lowenthal & Dennen, 2020). In 

this given aspect, the CoI framework (Garrison et al., 2001) provides not only abstract 

guidance for organizing and promoting important remote learning experiences but 
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methodological guidance as well (Lowenthal & Dennen, 2020). As an outcome of the 

research and findings on the discovered framework, the CoI (Garrison et al., 2001) has 

been quite prominent when it comes to remote teaching and learning research and 

practices (Caskurlu et al., 2021). 

Social Presence 

Social presence is the first component in the CoI model (Garrison et al., 2001) and 

contains three categories; emotional expression, open communication, and group 

cohesion according to Garrison (2000). Social presence can be described as the ability of 

teachers to share their personality in a remote setting so that he or she is presenting 

themselves and are perceived as a real person in front of their students and not just a 

character on a screen (Garrison et al., 2001). Social presence may be established by 

teachers changing the design of their lessons from being geared toward individual 

students, to shared education towards many students. This opportunity to involve many 

students in an educational community often results in increased confidence in students to 

participate and ask questions about the lessons they are engaging in (Guo et al., 2021; 

Dempsey & Zhang, 2019).  

Emotional Expression 

Emotional expression is the first of the three categories of social presence and an 

important factor in successful online learning (Caskurlu et al., 2021). It is defined as an 

aspect of where students share personal experiences and values. Sharing emotions 

between students and educators proves to be necessary for making connections in 

socializing and learning (Jiang & Koo, 2020). 
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Open Communication 

Open communication is the second category of social expression. This is where 

learners establish features of common awareness and recognition (Fiock, 2020). Open 

communication reflects a trusting environment and the significance of being able to 

process critical discourse (Dempsey & Zhang, 2019). The open communication learning 

climate should allow all participants to feel safe and comfortable so that they can express 

themselves freely and take part in remote learning activities. 

Group Cohesion 

Group cohesion is the last category of social expression is group cohesion. During 

this aspect, learners build and support a sense of group dedication. It allows students to 

be their true selves and build a sense of community and belonging within the online 

environment (Lowenthal & Dennen, 2020). Group cohesion is achieved when learners 

create a sense of group identity and successfully collaborate to achieve group objectives 

even though they are in a remote environment.  

Cognitive Presence 

Cognitive presence can be described as the extent to which students can assemble 

meaning through communication. Students are more likely to be able to retain more 

information about a specific topic when lessons and assignments are produced in a 

cognitive way of communicating remotely to learners that they can understand (Garrison 

et al., 2001; Sidiropoulou & Mavroidis, 2019). Cognitive presence has four primary 

components; triggering events, exploration, integration, and resolution (Guo et al., 2021).  
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Triggering Event 

The first aspect of cognitive presence is triggering events (Galikyan & Admiraal, 

2019). This is where an issue or problem is identified for further inquiry. Activities or 

questions are designed to engage, capture interest, and generate curiosity amongst 

learners. This could be a dilemma or problem that students can relate to (Chen et al., 

2021; Guo et al., 2021).  

Exploration 

Exploration is found during this aspect of cognitive presence, where students 

begin to understand the nature of the problem (Galikyan & Admiraal, 2019). Learners 

begin to search for relevant information and possible explanations. Identifying cues are 

brainstorming ideas, information exchange, personal narration and opinions, and 

suggestions of conclusions (Barbosa et al., 2020; Chen et al., 2019). 

Integration 

Integration is the third aspect of cognitive presence (Galikyan & Admiraal, 2019). 

It is a more structured and focused phase of making meaning out of situations. It is a 

reflective stage for students marked by critical discourse that shapes understanding. 

Teachers and learners may push for deeper understanding and attempt to correct 

misconceptions (Sadaf, 2021). 

Resolution 

The resolution is the steps taken to fix the problem or the dilemma (Galikyan & 

Admiraal, 2019). It often includes testing solutions in the real world or by using real-
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world context. This can also lead to additional triggering events since real-world 

situations are used (Kilis et al., 2019). 

Teaching Presence 

Teaching presence is the final element of the CoI framework for teaching 

effective, engaging courses remotely (Dempsey & Zhang, 2019). It is defined as the 

design, facilitation, and direction of cognitive and social processes to realize personally 

meaningful and educationally worthwhile learning outcomes (Fiock, 2020). In short, 

teaching presence is how the instructor shows up and facilitates the class. Teaching 

presence consists of three components: design, facilitation of discourse, and direct 

instruction which play equally important roles in online teaching success (Dempsey & 

Zhang, 2019).  

Design 

Teaching presence begins with design. It involves the decisions we make about 

learning goals for the course and the process that will facilitate student success in meeting 

them (Kilis & Yildirim, 2019). Design, in the teaching online environment, opens new 

options for online teaching. Some examples include videos, audio, sharing online content, 

and breaking into small groups in a remote learning environment. The design also 

consists of how comfortable the students are with the online tools they are asked to use 

each day to complete the educators’ assignments (Wang et al., 2021). 

Facilitation of Discourse 

Facilitation of discourse is another component of teaching presence. This aspect 

mainly focuses on how the teacher will present the subject matter to the class (Kilis & 

https://coi.athabascau.ca/
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Yildirim, 2019; Shuja et al., 2019). An example would be, when a student reads a passage 

from a book, instead of continuous reading, the teacher will stop the student to discuss 

the paragraph by asking what the passage is about or what the student thinks the character 

was trying to say or do. 

Direct Instruction 

The final component of teaching presence is direct instruction. This is a teacher-

directed method. This means that the teacher presents the information or gives explicit, 

guided instructions to the students and the students follow them out on their own (Kilis & 

Yildirim, 2019; Özüdoğru, 2022). Direct instruction can also include other types of 

interactions such as assisting students with answering questions regarding specific 

assignments and giving feedback on lessons a student does not understand fully 

(Caskurlu et al., 2020). Direct instruction, for instance, can be teachers assigning pages 

for students to read in a textbook and having them answer questions regarding it.  

Theories Applied in Previous Research 

The framework I used for the study is the CoI (Garrison et al., 2001). Originally, 

the CoI framework was created to evaluate the application of computer meetings; 

however, it has later been used to access more current forms of remote academic learning 

(Huang et al., 2019; Lowenthal & Dennen, 2020; Shea et al., 2022). Research has been 

conducted to better comprehend the three presences of the CoI model and the satisfaction 

that goes with it (Dempsey & Zhang, 2019). Garrison (2001) developed a survey that was 

outlined to calculate others’ perceptions and has been used in research since 2008. A 

recent study discusses constructing an additional learning presence to the CoI framework 
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(Garrison et al., 2001). The new presence covered diverse instruction methods of learners 

and how they impact the remote educational experience (Huang et al., 2019). Regardless 

of whether the fourth presence is added, there is a strong necessity for all presences to 

coexist in the community of inquiry framework (Sidiropoulou & Mavroidis, 2019). Using 

the CoI framework for my investigation established how remote education commonly 

occurs (see Garrison et al., 2001) and what worked for educators who taught remotely to 

be able to encourage rewarding cognitive and social presence and what did not (Dempsy 

& Zhang, 2019). Current studies on the CoI such as active learning online (Tan et al., 

2020) have led to believe a need for remodeling current remote models to include the 

social, cognitive, and teaching presence and to fit the framework of how remote teaching 

is taught (Fiock, 2020). The CoI framework can be used as a foundation for educators’ 

execution of online teaching as it occurs in a remote environment (Lee, 2021). 

Current Literature Related to Key Concepts 

In this section, I reviewed literature related to the perspectives of the challenges teachers 

have teaching remotely.  I synthesized information from peer-reviewed academic journals 

from the past 5 years on how teachers coped with teaching online during the COVID-19 

pandemic. The review begins with types of learning that are regularly used and then goes 

into the CoI which was presented in the conceptual framework. Although teachers’ 

perspectives on teaching remotely are the primary focus of the study, I include issues 

faced by teachers teaching remotely, interventions for students, teaching strategies, 

remote teaching skills, and communicative skills.  
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In-Seat Learning 

Face-to-face learning is an instructional method where course content and 

learning material are taught in person to students. This usually is a live interaction 

between an instructor and a learner (Foo et al., 2021; Gherhes et al.; Mali & Lim, 2021; 

Neuwirth, 2021). Although many students are used to learning in this fashion, researchers 

(2021) have reported that there is an upward trend of survey results indicating that virtual 

schools dramatically outperformed brick-and-mortar schools when it came to promoting 

active learning, communicating effectively, managing a classroom, and providing high-

quality instruction (Kingsbury, 2021). 

Hybrid Learning 

During hybrid learning, students would alternate between learning remotely and 

coming to the school to be taught face-to-face (CDC, 2021). This would offer schools a 

better possibility of social distancing the students and teachers and would also allow 

smaller groups to be in the school building at one time (Milne & Xiw, 2020; Mourtzis, 

2021; Singh, 2022).  

Remote Learning 

Remote learning refers to an environment where students are taught by instructors 

using an online or remote approach instead of face-to-face learning (Diaz, 2020; Torres et 

al., 2021). After schools began teaching in a face-to-face environment again, educational 

facilities realized they needed a system for addressing children and school staff who were 

sent to school ill, became sick while at school or came in close vicinity with those who 
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were. Remote learning remained a possibility because of these instances even when 

schools were starting to reopen again (CDC, 2020; Singh, 2021; Xie, 2020).  

Synchronous Education 

Synchronous education references all varieties of schooling in which learners and 

instructors are in alike environments, at identical schedules, where academics are taking 

place. Incorporated in this are face-to-face classes and remote conferences in real time 

that either include an entire class or smaller groups. During synchronous learning, 

learners normally progress during the learning process in conjunction with their teacher. 

The educators can offer assistance while the learners are finishing assignments and 

lessons in real time (Kurbakova et al., 2020; Murphy et al., 2020; Shi et al., 2021).  

Asynchronous Learning 

Asynchronous learning is a student-centered learning technique widely used in 

remote education. Its primary assumption is that educating others can happen at unlike 

times and spaces, especially for different students. Teachers normally design an 

instruction pathway, where learners capture the lessons at their own speed. (Rehman & 

Fatima, 2021; Severino, 2021). Most primary school teachers chose to mainly focus on 

synchronous learning so they could guide the students and offer help and explanations of 

lessons in real time to help children understand the curriculum better (Chen et al., 2021; 

Mahoney & Hall, 2019; Nurwahyuni, 2020). 

The Impact of COVID-19 on Education 

At the end of 2019, a new virus was discovered in Wuhan, China that soon 

became known as the Coronavirus, also known as COVID-19 and SARS (severe acute 
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respiratory syndrome) (Lamers & Haagmans., 2022). Because it spread so quickly 

throughout numerous countries and mutated during its spread, researchers began studying 

where exactly it originated, how it developed, and later, how to stop it in the public and 

school systems (Chang et al., 2020). Around March 2020, approximately three billion 

people went from a brick-and-mortar school lifestyle to suddenly moving into a life of 

quarantine to prevent and slow down the spread of COVID-19 (Singhal, 2020). Many 

businesses closed with little warning as well as all levels of educational buildings, from 

early childhood to high schools to colleges. Academia searched to find other ways to 

keep their students educated. Those who had the option, were able to use remote 

platforms and technology to keep learning after the schools closed (Gostin & Wiley, 

2020). Teachers and students were able to teach and learn from home and keep learners 

educationally involved because of this (Singhal, 2020). Schools with students of all ages 

were able to continue teaching remotely to complete the rest of the school year. These 

remote abilities were also made available the next school year in areas where it was 

needed as well (Pratama et al., 2020). Educational institutions across much of the United 

States were mandated to shut down their schools and immediately move into a form of 

education using remote platforms as suggested by CDC in an attempt to control and slow 

down the spread of the virus (CDC, 2021).  

School Closures 

In response to the coronavirus epidemic of 2020, most countries had executed 

mandates for national school closures by March of the same year. The local, state, and 

national governments had to make decisions on how to continue educating children who 
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were not permitted to be in a face-to-face environment (Alfano, 2022; Viner 2020). 

Schools decided to move instruction online across the United States for the remainder of 

the 2019-2020 school year and made it optional for students to remain remote for the next 

school year. With these decisions, teachers, schools, and districts faced many challenges 

when providing face-to-face, hybrid, and remote teaching (Redinger, 2020; Selvaraj et. 

al., 2021). By the middle of May 2020, almost every state in the United States forced all 

schools to shut their doors for the remaining 2019-2020 school year and turn to remote 

teaching for instruction (Kaden, 2020; Klimek-Tulwin & Tulwin, 2022).  

Shift to Remote Teaching 

During the school closures, the teachers had to navigate their way from being 

educators in a brick-and-mortar environment to educators in a remote one (Alfano, 2022; 

Pressley, 2021). While teachers were directed to transform their educational style, they 

also had to make sure that the state standards and curriculum were being taught and met 

(Owolabi, 2020). Some teachers turned to previous studies to search for suggestions on 

remote styles of teaching to facilitate engaged learning in hopes of making sure state 

standards are met (Ganesha et al., 2021; Sweetman 2021). One example is using Zoom 

platforms which showed to be a highly desired program with the teacher's third-grade 

class while learning remotely (Cohen, 2021). Although remote teaching is not completely 

new, to many teachers it was their first time educating students completely remotely, 

especially during a pandemic. Lesson plans that they were used to were no longer 

adequate and challenges to quickly learn how to use technology and teach their students 

to also do so, brought on a highly transformative event of the 2020’s. Some relative 
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studies focused on the student’s acceptance of technology-mediated learning instead of 

face-to-face and these changes taking place in the middle of the second semester in 

schools. (Code et al., 2020; Kaden, 2020; Vladova et al. 2021).  

Parents and Remote Teaching 

Not only did the move from face-to-face to remote teaching in schools bring 

about challenges with the teachers, but it also brought about ones with parents and 

guardians who were struggling with working from home, providing childcare on their 

own, and now making sure their children were being supported with their schoolwork 

(Buschelman, 2020). Parents and students were having difficulties finding environments 

that were appropriate for learning during class each day. The parent’s views on the 

students’ experiences of remote teaching during the COVID-19 pandemic were 

researched in numerous studies. The research suggested that the remote teaching process 

had been challenging for both students and parents (Lemay et al., 2021; Mirsirli & 

Ergulec, 2021;). Other studies explored the experiences of the parents who acted as 

learning supervisors, tutors, and home-schooling teachers for remote learning during the 

health crisis, particularly those who had students with special needs (Agaton & Cueto, 

2021; Susilowati & Azzasyofia, 2020). Many students struggled with noisy environments 

at home due to daycares and businesses closing. Numerous parents were forced to not 

only work from home but care for their children of all ages at the same time causing a 

noisy atmosphere at home for learners of all ages. Studies were done showing that 

siblings who had to learn together from home and parents who worked from home, had a 
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difficult time supervising learning and helping their children with assignments that many 

didn’t know how to do (Carrion-Martinez, 2021; Herman et al., 2021; Kaden, 2020).  

Although many parents were struggling to focus on numerous priorities at the 

same time, teachers were struggling with students who were not showing up to remote 

classes (Kaden, 2020). Parents and Guardians were responsible for making sure students 

of all ages were online and in their remote classes during school hours. The students who 

typically needed the most help were the ones who were not attending the class remotely.  

A study was done by researchers to analyze and describe the teaching strategies of 

children with special needs (Mete-Yesil et al., 2022; Smith, 2021). The COVID-19 

pandemic has presented multiple challenges for teaching students with disabilities in an 

online instructional environment, but there are also opportunities for collaboration, 

training, and communication for special educators to meet the needs of their students 

(Owolabi, 2020; Porter et al., 2021; Yakut, 2021).  

As time progressed during the COVID-19 pandemic, education continuously 

changed as did the way that it was conducted. Not only were the students adjusting to the 

constant everyday change in the way academics were being taught, but teachers were as 

well (Adnan & Anwar, 2020; Lai & Widman, 2021). Analysis showed many teachers 

who had never taught remotely were required to learn how to teach in a remote 

environment and were required to use new resources that numerous educators had never 

used before (Pressley et al., 2021). They were also expected to know how to find a way to 

motivate students to log on remotely during class time. Many did not know how to begin 

to do this, and students started falling behind (Ford et al., 2021; Kim, 2020) 
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Need for Technology 

At the start of the pandemic, moving from face-to-face teaching to remote 

teaching was the most popular option to be able to continue education in the school 

systems (Fakurunisa & Prabawanto, 2021; Vargo et al., 2021; Webb et al., 2021). For 

many however, the aspect of technology, or lack of it, proved to be a major challenge for 

students, teachers, and school district leaders alike (Pryor et al, 2020). Many schools 

would issue chrome books at the beginning of each school year to all their students. This 

puts these students in the most prepared situations (Kaden, 2020). Although they were 

mostly issued via grade appropriateness, when schools closed due to COVID, districts 

were able to hand out these chrome books to all students to be able to accompany all 

grades during remote learning.  Not all schools however had the financial means of being 

able to loan technology devices to their students, leaving these children at a disadvantage 

over those who did receive them. Students who had access to Zoom and Google Meets 

had an advantage over those who did not have access to the internet or WIFI that was 

needed to conduct and learn online studies (Al-Maroof et al., 2023; Rahayu & Wirza, 

2020; Tinubu & Herrera, 2020). Another challenge was the internet and WIFI 

connections. Research showed that low-income and minority students and families were 

particularly disadvantaged in accessing hardware and software technologies to support 

teaching and learning.  (Gandolfi et al., 2021; Means & Neisler, 2021; Young & 

Donovan, 2020). Although some teachers and students had Chrome books and laptops to 

use for remote learning, many did not have internet service or did not have internet 

service that was strong enough to keep students online for an entire school day period 
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(Kaden, 2020). Some districts tried to set up hot spots with internet service throughout 

the counties, but even then, it did not reach all homes and sometimes proved to be slow 

and unreliable (Armstrong-Mensah et al., 2020; Beaunoyer et al., 2020; Sundaram et al., 

2021). 

Despite all the technology that was being offered, many students needed the skills 

to be able to navigate the internet and WIFI to help their learning and socializing with 

remote technology, especially when that technology stopped working (Beaunoyer et al., 

2020). Not only did students need to be trained on remote technology and how to 

overcome any problems that they developed, but teachers and parents did also (Trust & 

Whalen, 2020). These students and teachers had no choice but to rely on parents for help 

signing their children on to the internet, helping them get to their remote teacher 

assignments, and helping assist when the technology fails (Beaunoyer et al., 2020; Gupta 

et al., 2022; Ireri, 2021).  

Returning to the Classroom 

By the beginning of the 2021-2022 school year, the CDC organized a plan for 

sheltering-in-place protocols to be lifted and schools to begin reopening with many 

preventative actions in place for both students and teachers. (CDC, 2021). Schools would 

be kept constantly informed with the local statistics of the COVID-19 virus and in return, 

the districts would keep the community up to date on the data of those who tested 

positive for the coronavirus or were exposed (Kearney & Childs, 2021; Lordan, 2020; 

Sheikh, 2020; Viner, 2021). 
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When schools began reopening, they offered several options as to how students 

wanted to proceed in coming back. They would still offer remote learning but also 

include in-seat learning and hybrid learning. Many safety measures were put into effect 

as well to keep not only the students safe but also the teachers and staff (Epstein, 2021; 

LoMoro, 2020; Melnick & Darling-Hammond, 2020).  

Literature Related to Remote Teaching 

Because of the academic difficulties, brought on by school shutdowns due to the 

coronavirus pandemic, almost every country put in place some type of remote teaching 

strategy (Unicef, 2020). Remote learning quickly grew significant in schools worldwide 

due to the contagiousness of COVID-19. With remote teaching continuously expanding, 

concerns increased about remote teaching with the socialization of the students as well as 

assistance for parents, remote teaching environment, advantages and disadvantages of 

remote teaching, and suggestions for future pandemics (Bhamani et al., 2020; Ma, 2020; 

Unicef, 2020;)). As teachers transitioned to remote learning at such a quick pace, they 

practiced compassion, flexibility, and understanding to help support their students as they 

tried to manage how to successfully teach and learn remotely from home (Irawan & 

Dwisona, 2020; Khalili, 2020).  

Remote Teaching and Socialization 

As remote teaching grew during the pandemic, an expansion of remote learning 

programs used to distribute curriculum grew as well. Some of the most popular sites used 

during the pandemic were Zoom, Google Classroom, Microsoft Teams, Moodle, and 

Blackboard. These not only helped remote learning but also increased socialization 
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between classmates and peers (Carrillo & Flores, 2020; Collins et al., 2020; Fawns, 

2020;). Teachers encouraged engagement with discussion boards, games, screen sharing, 

breakout rooms, and remote group work (Huang et al., 2019). Although teachers were 

helping students interact online and with each other, it was not the same as being in a 

face-to-face environment. This not only occurred in children but in teachers as well 

(Bailey, 2022; Larsen, 2022; Peimani & Kamalipour, 2021). 

Remote Teaching Environment  

Distance learning can be enabled anywhere and anytime and can offer creative 

activities for students as well as meaningful lessons. Online learning has ensured that 

learning can resume with minimal disturbance of the normal teaching procedures until it 

is safe to go back to a brick-and-mortar environment (Xie & Yang, 2020). At times when 

Emergency Remote Teaching (ERT) is needed, such as times of a pandemic, it offers 

alternative ways of preserving the teaching-learning process. ERT can be conducted in 

either a synchronous or asynchronous environment using different apparatuses that can 

obtain access to the internet (Anthony & Noel, 2021; Webster et al., 2021; Trust & 

Whalen, 2020). 

Advantages of Remote Teaching 

Remote learning is not completely different from face-to-face learning (Huang et 

al., 2019). Students and teachers can learn in real-time, ask questions, and adjust the pace 

of the lessons and teaching just as they could in a brick-and-mortar. It supplies learners 

with growing possibilities regarding where, when, and how their education will take 

place (Cheng, 2020, Ma, 2024; Wilcha, 2020;). The remote classroom is more flexible 
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than and brick and mortar environment. Remote schooling allows the instructor and the 

learner to determine their educational rate and allows them the ability to set a due date 

schedule that fits everyone’s agenda. This permits more stability in studying and 

completing lessons. Therefore, students have more time to focus and take their time 

understanding and getting assignments correct (Checa & Bustillo, 2020). Students are 

taught time management skills and are given more responsibility in learning and 

completing the curriculum on time. They have consistent access to most materials when 

teachers enter the lessons online. This allows them to view and review information 

needed to master curriculums (Huang et al., 2020; Levac et al., 2019; Sadeghi, 2019). 

Disadvantages of Remote Teaching  

Numerous advantages to remote education helped not only students but teachers 

as well, however, the difficulties seemed to outweigh the benefits. Time management and 

technology are some of the many aspects that may be a hindrance to successful learning. 

Many students are prone to procrastination. Allowing students to have extended time to 

turn in assignments and projects could decrease motivation, making it difficult to focus 

and get assignments in on time (Cardullo et al., 2021; Carpenter et al., 2022; Herwin, 

2021;). Students who were remotely learning in a home environment they shared with 

other siblings could not focus, especially when television, cell phones, and video games 

were allowed (Gonzalez & Bonal, 2021; Fakhrunisa & Prabawanto, 2021). This could be 

overcome by creating a designated working space or using nearby libraries. Turning off 

technology that is not relevant to the lesson and using headphones are other ideas to 

reduce distraction as well. Selecting a regular time each day to work and creating and 
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sticking to a schedule, can leave students and teachers with minimized distractions and 

allow them to make the remote teaching and learning process a successful one (Chirinda 

et al., 2021; Dinh & Nguyen, 2023; Mesghina et al., 2021).  

Remote education can put limitations on the possibilities of growing a unique 

relationship with other students and educators. If there is engagement in asynchronous 

learning especially, there may be fewer opportunities to collaborate and interact with 

others (Baber, 2022; Yorkovsky, 2022). Even if there is remote engagement, remote 

interactions can be less engaging than if they were in person. To overcome this, strategies 

of spending additional time with peers and mentors, even remotely, can be beneficial. 

Creating and attending remote meetings outside of class can help reestablish a 

connection. Although it is not the same as in-personal engagement, you can maintain 

consistent communication to help develop strong relationships (Bailey, 2022; Li et al., 

2020; Qurotul et al., 2020).  

Future Remote Teaching 

The CDC (2020) advised that in the event of another instance such as a future 

pandemic, schools should be able to offer both a face-to-face option as well as a remote 

learning option for both students and teachers. The COVID-19 pandemic was an 

awakening as to how important technology is in a classroom or learning environment 

(Dooley et al., 2020). Many students expressed their preference for traditional face-to-

face learning over remote learning during the previous school closures but with an 

upgrade in the education system and its use of technology with the teachers and students, 

this might change (Gherhes et al., 2021; Marpa, 2021). The advancements made in 
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technology just from the COVID-19 pandemic offer a look into all the sources that are 

available for the learning education system. Seeing the possibilities in remote 

opportunities for both teachers and students and how they can impact education daily, 

gives hope for implementing technology in the future (Buschelman, 2020; Stark, 2019). 

Literature Related to Teacher Perspectives  

Teacher perspectives are a particular attitude toward how they view themselves 

and their personal beliefs, personalities, skills, and knowledge (Ozdemir et al., 2019). An 

educator’s perspective is additionally enlightened by how they see their professional 

potential and connections with their coworkers and their learners (Nicholson & Lander, 

2022). Often, an educator’s profession or history can impact their views, which can 

change as they grow in their position or experience new phenomena (Boylan et al., 2018; 

Ozdemir et al., 2019;).  

Shareholders appreciate educators’ beliefs and their viewpoints. In the schooling 

community, the word shareholder or stakeholder usually refers to someone who is 

devoted to the accomplishment or well-being of a school, the educators, learners, faculty, 

guardians, and school board representatives (Boylan et al., 2018). Educators’ views can 

often offer awareness of what they believe and what sways their decision-making and 

thinking the way they do regarding specific aspects of education (Langrafe et al., 2020; 

Ozdemir et al., 2019).  

Summary and Conclusions  

In Chapter 2, I discussed the conceptual framework and the community of inquiry 

model that I used for my study, research, and literature that already exists on COVID-19, 
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the impact of COVID-19 on education, remote teaching, and the benefit of teacher 

perspectives. It has been discovered that the community of inquiry model and the 

steading of social, cognitive, and teacher presences in remote institutions could assist a 

significant academic circumstance (Garrison et al., 2001). The community of inquiry 

model should be researched when exploring the shift to remote education during the 

coronavirus epidemic that rapidly moved across many countries, causing the closure of 

many school buildings and companies everywhere (Marshall & Bradley, 2020). 

Researchers have collected confirmation on the difficulties of remote learning once it 

became in demand during the COVID-19 pandemic and proved that there is a need for 

further research on remote education and its benefits (Huang et al., 2019). Using 

teachers’ perspectives in research on the school curriculum and remote learning can help 

support improvements, explore change, and bring about improvement and development 

of the educational system (Ozdemir et al., 2019).  

 After assessing the research, I was able to locate and confirm that researchers 

have investigated and administered studies on the effect of the coronavirus epidemic on 

teaching and learning. Researchers have also investigated remote teaching and the use of 

the community of inquiry. There is a gap however in the literature on the perspectives of 

primary grade teachers' challenges in teaching remotely during school shutdowns due to 

COVID-19. This gap promoted the necessity for my research study.  

 In Chapter 3, I describe the practice and methods that were used in my study as I 

seek to close the gap in the literature. Chapter 3 involves the research design I used as 

well as the rationale for the study. It explains my part as the researcher, which 
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methodology I used, and also includes the instrumentation, participant selection, data 

collection, and data analysis plans. I guarantee a trustworthy and ethical study.  
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Chapter 3: Introduction 

The purpose of this study was to explore primary grade teachers’ perspectives on 

the challenges of teaching students completely remotely and suggestions for remote 

instruction training for teachers.  I explored by specifically investigating teachers’ 

perspectives about the challenges they experienced teaching primary students remotely 

during the COVID-19 pandemic. I also explored the participant's ideas for providing 

remote instruction training to teachers.  

 Chapter 3 includes research on the design and rationale that was used during the 

research for the study as well as the researcher’s role. In the methodology section, the 

participant selection process, and the logic behind it will be discussed as well as the 

instrumentation, procedures for recruitment, participation, data collection, and the data 

analysis plan. Chapter 3 also contains a discussion of issues of trustworthiness and the 

ethical procedures that were involved in the study.  

Research Design and Rationale 

A basic qualitative study was selected as the research design for the study. 

Interviews related to remote teaching were used, due to many educators experiencing 

rapid conversion to remote teaching during the COVID-19 pandemic (Bilal, 2022). 

Remote teaching is a design of educating students in a largely web-centered way by the 

usual use of multimedia. It enables a high level of interaction among teachers and 

learners both synchronously and asynchronously due to the inability to participate in a 

typical face-to-face classroom (Sirghea, & Brezuleanu, 2021). During the COVID-19 

pandemic, remote learning was adopted to help slow down the spread of the virus, 
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forcing the traditional brick-and-mortar education system to transition to a remote 

platform (Friedrich & Perrotta, 2022). 

This study will address the research questions as follows: 

RQ1: What are primary teacher perspectives on the challenges of teaching 

primary students in a remote platform? 

RQ2: What are primary teacher suggestions for remote instruction training for 

teachers?  

I chose to do a basic qualitative study that used semi-structured interviews. These 

interviews investigated the perspectives of primary grade teachers about the challenges 

they experienced teaching primary students remotely and explored their ideas for 

providing remote instruction training to teachers. The qualitative approach is used to 

understand phenomena by studying perspectives and natural situations (Aspers & Corte, 

2019). I chose to utilize a qualitative methods approach for this study because of the 

organic inquiry for researching participants’ perspectives on the challenges of teaching 

primary students in a remote objective during a pandemic (Rotteau et al., 2021). The 

qualitative data collection lines up with the study and supports the experience being 

investigated, making this an appropriate methodology choice for the study. Qualitative 

research is used to seek perspectives and experiences from participants. Using interviews 

for the research helped obtain a better grasp of the participant's personal experience of the 

occurrence and the phenomenon being researched (Butcher, 2022). I used a quantitative 

model as a case study approach for the methodology since I was looking to grasp the 

teachers’ thoughts and perspectives of educators who had taught fully remotely. Case 
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study approaches can shed more chances of biased results, however, quantitative studies 

focus more on numerical responses instead of the thoughts and motivations of others that 

I sought to gain (Webster, 2021). Therefore, a qualitative study seemed most appropriate. 

Role of the Researcher 

For this qualitative study, I was the only researcher responsible for all aspects of 

this basic qualitative study (data collection, analysis, evaluation, and presentation). I 

obtained the position as an interviewer in this study. Using the interview questions I 

created, I implemented semistructured interviews with participants who were primary 

grade teachers who taught fully remotely during the school year. The interviewer in a 

qualitative study is commonly responsible for choosing the participants, arranging the 

interviews with them, and conducting the interviews in an appropriate and relaxed place. 

At times, some researchers scribe the recording of the interviews themselves but many 

times, they arrange a company to have it done for them. From this transcribing, 

researchers will code and analyze the data that will be included in the research study 

(Aspers & Corte, 2019). 

There are three roles in qualitative research. One is a participant-observer which 

would be the researcher. The researcher will participate in the group’s activities while 

they are observing the group’s behavior and interactions with each other. Another role is 

the participant. The participants are a diverse group of individuals who are studied during 

the research and on whom the study is based (Parker et al., 2019). The final role is the 

observer. The observer will collect data using their senses, especially looking, and 

listening in a meaningful way (Smit & Onwuegbuzie, 2018).   
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As the single researcher of the study, I confirmed that there were no personal 

relationships with any of the participants that were present, including any professional 

connection that could involve persuasive answers to the interview questions. The 

participants were recruited from a recruitment flyer I sent to the primary schools in the 

area. I was not able to recruit enough qualified participants using this matter and 

therefore referred to the snowballing method in which I asked the current participants to 

refer additional qualified participants that they knew of. This also assisted in avoiding 

research bias since I did not know the participants recruited in this manner (Parker et al., 

2019). This study was also conducted separately from a work environment and did not 

contain any incentives for participants. I also used reflective journaling to move through 

the study. 

Methodology 

A qualitative methodology design was used for this study. It was important to 

hear directly from the primary grade teachers who taught class completely remotely, to 

fully understand their perspectives about the challenges of teaching remotely. To acquire 

a description of the perceptive process, a qualitative research study was necessary to fully 

utilize a descriptive, exploratory design. By using semi-structured interviews, the 

researcher was able to evaluate and analyze the perceptions of teachers who taught 

remotely during the pandemic.  

By using this approach, participants were able to express their feelings and talk 

about their true perceptions and their relative experiences. They were able to explain the 
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rationale behind their thinking and strategies in a true and organic atmosphere with no 

judgment or bias (see Aspers & Corte, 2019). 

Participant Selection Logic 

 For the study, I selected participants who were primary grade educators who 

experienced teaching completely remotely. All participants involved were recruited from 

a recruitment flyer and snowballing. I included a sample of 12-15 participants who meet 

the qualifications of having taught completely remotely. Selective sampling helped to 

guarantee that the participants in the study had the potential to provide meaningful data 

and the capability of answering specific research questions during the study. The reason 

for selective sampling is to target a specific audience such as educators who taught 

primary grades and who also taught remotely. The margin of error is lower because 

participants are chosen based on the qualities that match the criteria, thus raising the 

trustworthiness of the data and the results (Gill, 2020). Snowball sampling will also be 

used where participants can recruit other appropriate participants who are primary school 

educators who meet the correct criteria to be members of the study. The number of 

participants will grow until the correct saturation has been met.  

Instrumentation 

For this basic qualitative study, I used semistructured interviews based on the 

research questions as the method of data collection. Conducting interviews allowed me to 

collect valuable qualitative data that was authentic and in-depth (Sah et al., 2020). I 

created research questions and interview questions that assisted in understanding 

teachers’ perspectives on teaching remotely. I also created an interview protocol form 
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that supported the data collection process. Due to the COVID-19 pandemic and the 

expectation of social distancing, interviews were conducted face-to-face with the 

participants. I used encouragement and follow-up questions, when necessary, to elicit 

expanded answers from the participants. All interviews were audio recorded for future 

reference and transcription to ensure data collection accuracy. 

Researcher-Developed Instruments 

 I used semistructured interviews as the method of data collection for this basic 

qualitative study with 7 questions that are relative to the research. This was the primary 

tool for collecting the data. Using semi-structured interviews allowed me to gather 

qualitative information that was valuable to the study with open-ended questions that 

helped to gather more perspectives and openness from the teachers (see Aspers & Corte, 

2019). I created semi-structured interview questions (See Appendix A) that assisted in 

obtaining primary-grade teachers’ perspectives about the challenges of teaching remotely. 

This was obtained from a template provided by the Walden University IRB department. I 

also created a protocol for interviews that supported the process of the data collection. 

The interview protocol contains questions and prompts that facilitated me in eliciting 

sufficient responses to the questions from study participants. To confirm validity, the 

interview questions were sent to a panel of primary grade principals for review, twice. To 

establish the sufficiency of the interview protocol when answering the research questions, 

the research questions and interview questions were aligned with the conceptual 

framework. All interviews were conducted face-to-face at a private location of the 

participant's choice. I used follow-up questions and encouragement when necessary, 
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during the interviews. I recorded all interviews for future use and easier transcription for 

accuracy. Dependability was maintained through using a reflective journal of the 

experiences and details of the data collection and analysis process. 

Procedures for Recruitment, Participation, and Data Collection 

 Once the proposal was complete, it was sent to the Walden University Institution 

Review Board (IRB) for review. This ensured that all research complied with the ethical 

standards of the university as well as the U.S. federal regulations (Protections, 2021). 

Once the IRB reviewed and approved the research, IRB approval was granted, and I 

moved to the next step of gathering participants (Kostere & Kostere, 2021). I attempted 

to recruit 12 to 15 teachers who met my criteria. The criteria were as follows: Must have 

taught primary grades and must have taught completely remotely. 

Recruitment 

After approval from the IRB, I began recruiting a sample of participants that 

consisted of 12-15 primary-grade teachers who have taught on a completely remote basis. 

I recruited participants using a recruitment flyer at the local primary schools, however, I 

was not able to recruit enough participants in this manner, so I was able to obtain the 

remaining ones by snowball sampling, where participants recruited other qualified 

participants for the study.  

Participation 

 Next, I gained permission from the participants to be a part of the study. I emailed 

the participants the consent form for them to review and followed the IRB manual to 

make sure the participants knew they were able to reject doing the study at any time as 
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well as have the right to contact me to ask and clear up any questions they may have. 

They also knew ahead of time what to anticipate with each new step of the study. Once 

the participants had signed the consent form and returned it via email, along with a reply 

to the email that stated, “I consent”, I was able to schedule the interviews with each 

participant so that I could begin collecting the data. Most interviews lasted no more than 

30 to 45 minutes and were recorded for transcribing and future reference.  

Data Collection 

 Before the interviews began, I went over the process again with each participant 

and included all the information on the consent form they signed and the fact that their 

interviews and responses would remain confidential. If no one had any questions and was 

ready to begin, the interview progressed with the first half of the questions relating to 

research question one and the second half of the interview questions relating to research 

question two. I began each interview by advising the participants that I needed to record 

their interview and would be transcribing and saving it electronically in a secure online 

account. I conducted each interview face-to-face and allowed each participant as much 

time as they needed to share their perspectives. I provided each participant with an 

opportunity to ask any questions they had. The participants were made familiar with their 

right to view the summaries of their interviews as well as the study findings. The 

participants and I exchanged contact information in case any clarification was needed 

during transcription as well as answer any follow-up questions the participants had if 

there was a need. After all interviews were complete, I thanked all the participants for 
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offering their perspectives in my study and reminded them that they would be welcome to 

request the results of the study when it is complete.  

Data Analysis Plan 

 For this basic qualitative study, after all interviews had been completed, I used 

Thematic Coding Analysis for Open Coding and Axial Coding to analyze patterns and 

themes. Analyzing data is a way for a researcher to answer research questions (Mills & 

Gay, 2019). Data using open-ended questions from each interview were collected, coded, 

and classified to determine common themes.  

 Once all interviews had been completed and transcribed, I examined the 

transcriptions and began using the process of initial data analysis by coding keywords 

that stood out in the responses (McMullin, 2021). As I continued to code each interview 

transcription, I concentrated on data that was associated with aspects of the research 

questions. Finally, in the coding process, I used open coding to organize the data into 

units for analyzing ideas, concepts, and theories (Wiggins et al., 2021).  

 My next step was then to use axial coding to assign categories and subcategories 

in the open coding. I created an organized Excel spreadsheet to separate similar key terms 

into categories. Creating categories of similar data, allowed me to begin identifying 

themes that were congruent in the qualitative study (Williams & Moser, 2019). Analyzing 

this data helped support answering both research questions of this study. Until saturation 

was met and new patterns and themes stopped emerging, I continued to collect and 

analyze data for the study (Lester et al., 2020). 
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 I predicted the analysis of this data would uncover related themes to primary 

grade teachers’ perspectives about the challenges of teaching remotely. I was prepared to 

understand and analyze these discrepancies. Discrepant data is when comparable data sets 

do not align and may be contradictory to the patterns and themes that have emerged in the 

study (Cassell & Bishop, 2019). This data needed to be included in the findings of the 

study so that all participants and their perspectives were represented. This allowed the 

study’s trustworthiness, credibility, and validity. By using member checking and 

including all the data in the study, other future researchers will have access to every 

gained perspective. 

Trustworthiness 

During this basic qualitative research, a level of trustworthiness, credibility, and 

validity was provided to the researchers. Using true data from the participants’ 

perspectives and experiences allowed for the validity of the qualitative study. The 

researcher ensuring the study’s credibility resulted in the confidence I have as a 

researcher and in the confidence, I have to trust my sources and the methods I used 

(Cassell & Bishop, 2019). Researchers who explore designing a study, need to be able to 

produce a proper level of trustworthiness and validity that can ensure the confidence that 

researchers have in qualitative studies (Ravitch & Carl, 2021). By staying true and 

accurate to the participant's experiences and perspectives, the validity of a qualitative 

study can be gained. By ensuring the study’s credibility and dependability, the 

trustworthiness of the study can be reached (Merriam & Tisdell, 2016). 
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Credibility 

When performing qualitative research, it is important to establish credibility in the 

data from the study (Merriam & Tisdell, 2016). Credibility is best established by 

including prolonged engagement with the participants and reflective journaling of the 

data to ensure its truthfulness. Evidence should also be presented in the questioning and 

the data should be examined several times (Adler, 2022). To ensure validity, I used 

recordings of the interviews and took notes during each of the interviews I conducted. 

The notes contained details of the participant's perspectives and made sure every factor 

was accounted for. I followed the interview protocol by asking each participant the same 

questions in the same order and made sure clear language was used to avoid bias (Ravitch 

& Car, 2021). I allowed the participants in the study to perform a member check on the 

summaries of their interviews to ensure that all details were correct and accurate. 

Member checking is widely and consistently recommended as a validity check for 

rigorous qualitative research. It is the process of participants reviewing and editing their 

responses if needed so that trustworthiness is met (Lemon, 2020). 

Transferability 

The transferability of a qualitative study is relative to generalizability or external 

validity in qualitative research (Maxwell, 2021). Transferability is established by 

furnishing others with evidence that the research findings could be relevant to other 

settings. (Munthe-Kaas et al., 2020). For this study, I worked to ensure transferability by 

providing detailed descriptions of the data that was collected, the themes, procedures, and 

the methodology that was used. By doing this, it allowed the readers of the study to make 
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connections to the data and decide if any aspects of this study could be shifted to studies 

in the future. I also included variations in the participants that were chosen for this study. 

The participants were recruited from a recruitment flyer I sent to local primary schools. 

Snowballing was also used to support recruitment from participants as I did not receive 

enough teacher volunteers from the flyer alone. The criteria for participation in the study 

was to be a primary grade teacher who had taught remotely in the education system. Due 

to the nature of this study, there was limited transferability.  

Dependability 

The dependability of a qualitative research study is determined by the reliability 

of whether the data would remain steady if the study was able to be reproduced (Merriam 

& Tisdell, 2016). I ensured the dependability of this study by using the code-recode 

strategy (Nassaji, 2020)). This involves me as a researcher coding the data, leaving the 

analysis for a period, and then coming back and re-coding the data and comparing the 

two sets of coded materials (Nelson et al., 2021).  I also made sure that each teacher who 

participated in the study understood that their participation was only voluntary and that if 

they chose to withdraw from the study at any time, they could do so.  

Confirmability 

Confirmability is the last standard of trustworthiness that a qualitative researcher 

must put in place when doing a study. Confirmability of qualitative data is certain when 

data has been checked and then rechecked and found to be consistent. Throughout the 

data collection, data should be analyzed and re-analyzed to ensure results would likely be 

duplicated by others doing the study (Nyirenda et al., 2020). For this study, I ensured 
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confirmability by using reflective journaling as I proceeded throughout the study. This 

will ensure that any assumptions are eliminated. By providing this transparency into the 

coding and decision-making process about the final findings, it also confirmed that I kept 

precise records during the research process and also provided a detailed record of any 

adjustments I made throughout the length of the study (Trainor & Bundon, 2021). 

Ethical Procedures 

There are often distinctive ethical challenges for the participants in qualitative 

research due to the disposition of how data is collected throughout the interviews (Sim & 

Waterfield, 2019). At all times, a researcher must be sure that participants' privacy is 

protected, that no harm comes to a participant, and that their experiences and opinions are 

respected during the study process (Merriam & Tisdell, 2016). To ensure I followed 

ethical compliance, I did not collect any data for the study until I had received the 

approval from IRB to do so. The IRB approval for the study helped ensure that 

participants that are involved in the study were protected from any kind of potential harm 

(Barrow et al., 2023). This was done in accordance with the standards and federal 

regulations of Walden University and the local school district where the study took place.  

Once I received IRB approval from Walden, I began recruiting 12-15 primary 

teachers who taught in a completely remote setting. I had no affiliation, neither personal 

nor professional, with any of the participants. I also reiterated to them that their 

participation in the study is completely voluntary and that they can withdraw at any time.  

Once the participants had been chosen and secured, I began the pre-interview 

process. During this time, I made sure all participants felt secure and comfortable and 
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assured them that they were continuously monitored (Ibbett & Brittain, 2020). 

Throughout the entire interview, they were asked intermittently if they were comfortable. 

They were reminded that their information would remain private and would not be 

shared. Alphanumeric codes were used when presenting their interview data.  

I then began the interview process, asking each participant their perspectives on 7 

questions, the first set relative to research question 1 and the second set, relative to 

research question 2. These were open-ended questions, so the participant could express 

their opinion in their own words and expressions without any bias.  

I provided the participants the chance to ask any questions they had before and 

after the interview. I then explained to the participants the procedures that followed and 

made sure they were aware of their right to member check my summary of the study 

findings and also advised them that they could adjust their answers if they felt called to.  

Finally, I thanked all my participants with written notes of gratitude and let them 

know that I would follow up with the results of the study when it was complete.  

Summary 

Throughout this chapter, I have presented information on the research design of 

this study. I have discussed the rationale of the research as well as the role that the 

researcher took. The methodology that was chosen for the study is a qualitative one. It 

included semi-structured and one-on-one interviews with participants who were selected 

for the research. I have also included information on the data collection method and how 

I went about collecting and preserving it. I discussed how the participants were selected 

and the procedures for their recruitment. The instrumentation and the data analysis plan 
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have been outlined as well. Information was provided about the trustworthiness of the 

study and the ethical procedures that were followed throughout the process of the 

research. I verified that IRB approval was granted before moving forward with the study 

both from Walden University as well as the local school district where the study took 

place. Once approval was given, I proceeded with recruiting participants, collecting of 

their consent forms, and ethically began the interviews as I transcribed and interpreted all 

the data collected. In Chapter 4, I present the findings of my study, including the setting, 

data collection, demographics, trustworthiness, and the results. 

  



 

 

50 

Chapter 4: Results 

Introduction 

The purpose of this qualitative study was to explore the perspectives of teachers 

who taught primary grades in a fully remote environment. It was also to research primary 

teachers’ suggestions for remote instruction training for teachers. Two research questions 

for this study directly addressed this purpose. After receiving IRB approval, I recruited 

12-15 participants to answer questions about remote teaching in the school system. 

Chapter 4 provides the setting detail for the study, the process for data collection, data 

analysis, evidence of trustworthiness, and the results of the study. 

Setting 

Participants were recruited by using a recruitment flyer sent via email. I was not 

able to recruit enough participants in that manner, so I then used snowball sampling 

where participants recruited other qualified participants for the study. This study was 

affected by teachers just returning to work after a winter break, inclement weather 

conditions, and other COVID-related disadvantages due to a spike of the virus in the area. 

Because I sent the recruitment flyers out to local primary schools, I was able to narrow in 

on teachers in the area which made it easier for them to participate without having to 

travel or add extra expense. The characteristics that were required for this study are as 

follows: (a) teachers who taught a primary grade, (b) teachers who taught in a fully 

remote environment, and (c) are open to discussing the challenges of remote teaching. 

The 12 interviews took place at the location of choice for the participants. Each interview 

was at a place that was away from the presence of others so that it would be confidential. 
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Demographics 

Each participant was assigned an alphanumeric code for confidentiality purposes. 

For example, A1 is the alphanumeric code that represents the teacher I interviewed first 

who taught 1st grade. All participants were primary grade teachers and were an 

experienced group of educators. Many of the participants worked with only one grade 

level at a time although some were Early Intervention Plan (EIP) teachers and worked 

with more than one grade level during the school day. In Table 1, it was noted all grades 

each teacher taught, including the 2 EIP teachers. All participants were currently teaching 

in a primary school setting with at least 10 years of teaching experience, although many 

stated they would be retiring after this year. All participants had a bachelor's degree or 

higher and a teaching certificate. Collectively, they have taught 1st through 3rd grade.  

Table 1 

Demographics of Participants  

Participant Identifier Grade Taught Experienced Educator Taught Remotely 

A1 1                       Y Y 
A2 

A3 
A4 
A5 

1 

2 
2 
2 

Y 

Y 
Y 
Y 

Y 

Y 
Y 
Y 

A6 
A7 

A8 
A9 
A10 

A11 
A12 

2 
2 

3 
3 
3 

1-2 
1-3 

Y 
Y 

Y 
Y 
Y 

Y 
Y 

Y 
Y 

Y 
Y 
Y 

Y 
Y 

Data Collection 

After obtaining IRB approval (11-29-23-0753104), I began emailing out my 

recruitment flyer with eligibility requirements to teachers and principals in numerous 
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primary schools. The qualifying requirements were to be a teacher who taught primary 

grades, taught in a fully remote environment, and was open to discussing the challenges 

of remote teaching.  Although I emailed the recruitment flyer out to 5 principals who 

stated they would forward it to the teachers in primary grade levels, only 4 qualified 

teachers responded. I had to then turn to snowball sampling where the 4 research 

participants were asked to assist in identifying other potential qualifying subjects to 

interview and email the recruitment flyer to them (Mweshi et al., 2020). Before 

scheduling interviews with the qualifying participants, consent forms were sent out and 

participants were required to sign them, giving consent to be interviewed.  All 12 

participants selected a date and time for the interview that was convenient for them, and 

the interviews were recorded so they could be transcribed at a later time. One of the 

participants would not sign the consent form before the interview and was therefore 

removed from the study. Another qualifying participant was later found to replace that 

participant. Recordings were saved in a folder on a password-protected computer to keep 

it secure and confidential.  

The interviews began in the middle of December and lasted until the end of 

February. I emailed the interview questions to the participants before beginning the 

interviews. Because of this, each participant had time to review the questions and think 

about their experiences teaching remotely so they could consider all the information they 

wanted to share. During the interview, the participants agreed to be recorded so I could 

later transcribe it, ensuring every detail was captured and allowing the participants to 

member check to make sure what they wanted to say was captivated in the interviews. All 
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written and audio transcriptions are kept in a secure folder on a computer that is password 

protected to access.  

Data Analysis 

Once I had collected all the necessary data from the interviews I conducted in my 

study, I followed Maguires and Delahunt’s (2017) step-by-step guide which explained 

there were specific steps for analyzing qualitative data: a) gathering and collecting data b) 

organizing and transcribing your qualitative data c) coding your data d) analyzing the 

data into themes e) reporting your insights derived from the analysis.  

I used the NVivo software to perform the transcriptions of each interview. After 

the transcriptions were completed, I went through each one and listened to the recording 

while I read the transcription for accuracy. I also asked the participants to member-check 

the summaries I did of the transcriptions to make sure I captured what it was they wanted 

to share about their perspectives on teaching remotely (Amin et al., 2020).  

Once I ensured the written transcripts were a replica of the audio recordings and 

that the summaries were accurate on every interview I did, I then continued to prepare, 

organize, and analyze the data in relation to the research questions. I then highlighted 

codes by comparing the transcriptions and was able to come up with categories and 

themes. 
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Table 2 

Categories and Themes 

Patterns & Categories  Theme 

1. Computers unmuted, turning screens off, background 

hinderances, sibling distraction, multiple students in room, 
uncontrollable behavior, playing with toys, pets, parents 
having conversations, students falling asleep, showing off 

surroundings, making classmates laugh, acting silly  
 

2. finding online lessons, teaching reading on laptop, lack of 
hands on, emotional challenges for students, students 
getting sick, students not signing on classes, lack of WIFI, 

more to prep for teachers, recording all lessons, lack 
handwriting practice, teachers lacked resources like 

manipulatives 
 
3. teachers getting sick, lack of support from administration, 

no technology support, poor cameras, poor recording 
equipment, parents not supportive due to work, parents not 

caring, making sure the WIFI worked in county, covering 
for sick teachers doubled class size, some teachers not tech 
savvy, students in bed on camera, no learning environment.  

 
4. socially behind, lost teamwork, loss of time to learn 

students on personal level, only socialization was thru 
computers, relied on technology to teach, cannot socialize 
face to face, teachers lost socialization with each other as 

well, no relationships built, feeling of removal from other 
teachers.  

 
5. Google Classroom site to store assignments, lessons, and 
recordings., Google Suite like zoom but simulates a 

classroom, Google Chromebooks issued by the county/state, 
Teacher-Pay-Teacher to support other teachers & Power 

Points, Google Classroom to assign small groups for student 
engagement, sent home manipulatives.  
 

6. sick children and teachers could still attend school 
remotely, recordings could be re-listened to, parents could 

watch recorded lessons, easy to differentiate with different 
levels of learners, no bullying or being mean, not having to 
buy gas, more breaks during the day. 

           

Theme 1: Disturbances by         
Students 
 

 
 

 
Theme 2: Hindrances in 
Online Teaching 

 
 

 
 
 

Theme 3: Lack of Support 
for Teachers and Students 

 
 
 

 
Theme 4: Social 

Interaction  
 
 

 
 

 
Theme 5: Training and 
Manipulatives in Remote 

Teaching 
 

 
 
 

 
Theme 6: Benefits of 

Remote Learning 
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Evidence of Trustworthiness 

Trustworthiness is an important aspect of qualitative research. It involves 

different terms consisting of credibility, transferability, confirmability, and dependability 

(Adler, 2022). In my study, I have shown an accurate reflection of how the teachers I 

interviewed have perceived teaching remotely in primary grades and their suggestions for 

remote instruction training for teachers. Evidence of credibility, transferability, 

dependability, and confirmability of this qualitative study are presented.  

Credibility  

Credibility is how confident the qualitative researcher is in the truth of the 

research study’s findings (Nassaji, 2020). I used several strategies during the data 

collection process to increase the credibility of my study. One was being aware of my 

personal bias and not letting it interfere with interviews regarding the questions I asked 

the participants and the responses I gave after they answered. I also used a journal to 

record notes throughout each interview to help note the teacher's thoughts and 

perceptions of each question so I would be clear in their answers. Saturation was used by 

taking the data I collected and then comparing and contrasting the raw data between each 

participant. The commonalities began becoming apparent and repetitive, offering 

evidence of saturation in the study. Finally, member checking was used to conclude the 

credibility, allowing each participant to review the summary of their interview to make 

sure it was accurate.   
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Transferability  

Transferability is how the qualitative researcher demonstrates that the research 

study’s findings are applicable in other, similar situations. This shows that the findings 

apply to other circumstances and situations (Maxwell, 2021). Using a recruitment flyer, I 

was able to locate 4 educators who taught primary grades completely remotely. I was 

able to use the snowballing effect to recruit the remaining educators. Ultimately, 12 

teachers who taught remotely in primary grades, volunteered to participate. The 

transferability of this study was enhanced with probing questions which generated richer 

descriptions and produced deeper participant data. However, the transferability of this 

study will be established by the reader of the research (Johnson et al., 2020).  

Dependability  

Dependability is the extent that the study could be represented by other 

researchers and that the findings would be consistent. During the study, I documented 

each research step. This started from the development of research questions, all the way 

to conducting the interviews and analyzing the data. Themes were derived and categories 

were determined after the data collection process. Dependability was further improved by 

triangulation of the data by collecting data from 12 different participants. Collecting data 

from multiple participants allowed the exploration of various perceptions and provided 

more in-depth details and findings (Janis, 2022).  

Confirmability  

Confirmability is the degree of neutrality in the findings of the study’s research. 

The findings are based on the participant's responses and not the bias or motivations of 
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the researcher. This is done by making sure the researchers’ bias does not skew the 

interpretation of what the participant's responses are (Amin et al., 2020). During the 

entire study, I kept a detailed journal, notes, and transcripts from the participant's 

interviews, so I have clear and precise documentation from each teacher. Although 

qualitative research is subject to researcher bias, the goal is to eliminate these biases, so 

that if other researchers replicated the study, the original results would be reiterated 

proving reliability and confirmability. Confirmability exists to verify that the findings in 

a study are shaped by participants more so than they are shaped by the researchers 

themselves (Johnson et al., 2020).  

Results 

 In this basic qualitative study, I addressed the primary grade teachers’ perspectives 

about the challenges of teaching remotely. The purpose of this study was to explore 

primary grade teachers’ perspectives on the challenges of teaching students remotely. It is 

also to research primary teachers’ suggestions for remote instruction training for teachers. 

I used recruitment flyers for purposeful sampling as well as snowball sampling and 

collected data from the interviews of 12 teachers who taught primary grades in a fully 

remote environment. An inductive process was followed to identify codes, patterns, 

categories, and themes in the data (Locke et al., 2022). The conceptual framework for the 

study was based on a framework in which the three essential elements of an educational 

experience were explored: social presence, cognitive presence, and teaching presence 

(Guo et al., 2021). The findings of this study indicated teachers’ perspectives on the 

challenges of teaching primary students in a remote platform as well as their suggestions 
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for remote instruction training for teachers, which revealed themes that answered RQ1 

and RQ2 as follows:  

1. Disturbances by Students 

2. Hindrances in Online Teaching 

3. Social Interaction 

4. Lack of Support for Teachers and Students 

5. Training and Manipulatives in Remote Teaching 

6. Benefits of Remote Learning 

Theme 1: Disturbances by Students  

 All the teacher participants discussed the challenges they went through while 

teaching remotely in primary grades. One obstacle that was almost unanimously felt by 

all the educators interviewed was, the daily disturbances caused by students that made 

giving instruction and teaching remotely a very difficult task.  

A1 educator stated, “getting students to turn their sound off on their internet 

devices as well as learn in a private space without background distractions, was, many 

times, impossible.” A4 educator said:   

younger siblings and parents would constantly walk in front of the camera on the 

student's internet devices to see what was going on. Often, parents or older 

siblings would be inappropriately dressed, and other students would notice when 

the parent or sibling or parent stood behind the student on camera. There were 

many times when students heard or saw things that they normally wouldn't see at 

school.  
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The amount of disrespect from the students felt by the teachers was also a large  

disturbance some teachers felt. A11 explained, “when the students could type on a 

computer, turn their video off, and were not face to face anymore, I don’t believe they 

saw us as authority figures and were often very disrespectful. Some stayed remote for an 

entire year, and they knew they would never have to face us so they could say what they 

wanted with pretty much no reprimanding.” A6 stated:  

students would play on their cell phones or other electronic devices and not pay 

attention to the teacher. They had issues with students taking toys and showing 

them to the camera or playing with them on camera to try and get their classmate's 

attention. Sometimes, the students would even leave the class and walk over and 

help their younger siblings who were also in a class at the same time.  

Many others agreed with the difficulty of students walking off in the middle of a 

lesson to help a sibling. A8 stated, “when we did live lessons, it often got difficult 

because some students found it very hard to focus. Some students would unmute and just 

begin randomly talking about unrelated things. Often, parents would be heard talking as 

well.”  

Teachers found the student's behavior the most challenging and felt it was 

impossible to control through a computer screen while they were at home. They shared 

that many students would lay in their beds or fall asleep on camera during class and miss 

the lesson altogether. A10 said: 

When students saw other students sleeping in class or laying down during class, 

they would begin to mimic their behavior and lay their heads down too. At times, 
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it was impossible to get the entire class to focus at one time to get through just 

one lesson. 

Theme 2: Hindrances in Online Teaching 

 There were many hindrances in the curriculum and ways of teaching that 

prevented successful online teaching. In the classroom, educators are surrounded by 

many manipulatives and materials to use when teaching students and differentiating 

between them. When teaching remotely, many of those options disappear, especially 

when teaching is transformed into being completely remote, an emergency. Participant 

A3 stated: 

I found it more difficult to find or make material to put online for the students to 

use. Teaching students to read on a Chromebook was not the same as being able 

to teach them using manipulatives and books. 

A2 shared that the students needed something in their hands to read instead of just 

looking at a screen. “Sounding out words was difficult when you could not move your 

finger across the word and sound out each letter.” Participant A5 also agreed that learning 

to read remotely was hindered by not being able to read one-on-one using a book instead 

of the Internet. According to A8, they felt the lack of internet was a hindrance felt by 

many teachers at their school. A8 said: 

dealing with overloaded servers and lack of Wi-Fi daily made teaching hard. The 

parents and students lost their motivation halfway through the day. Students were 

either not able to get online at all or missed all or some of the classes because of 

bad Wi-Fi. When they could get online, they simply saw the remote assignments 
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as just something they must complete online and not as a way of learning certain 

standards in school. 

Although many participants talked about the lack of Wi-Fi and the problems it brought 

with it, Participant A10 thought that it was difficult for students to log in or stay logged in 

because of the internet and WIFI at their location. They went on to say:  

because of the lack of internet for some students, some parents would have to 

drive their child/children to the school and sit in the parking lot to log in to class 

for their child to do their work. 

 A6 spoke about another time-consuming hindrance which was having to record 

numerous videos in addition to the live classes for students to refer back to. They thought 

that, for any lesson that they taught, there should be at least one video that helped to 

elaborate and review what was in that lesson. A6 said:  

This was a long process of videoing, downloading, uploading, and 

editing. Because we were having shortened days, there was no way to cover all 

the material that needed to be covered in a 7-hour instructional day, so videos 

were the most obvious answer. 

A7 agreed that many of the state standards were being missed because their instructional 

time had been lessened each school day. A4 taught English and found a hindrance in 

students not being able to get the handwriting practice that they would normally get in a 

face-to-face setting with paper and pencil. A4 stated: “In a classroom, there were 

manipulatives and books for students to use to practice with, not only for handwriting but 

other subjects as well.”  
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 Teaching remotely was very different for Early Intervention Program (EIP) 

teachers as well. Many worked with and used hands-on materials to help students who 

were falling behind in school. At A12’s school, they made boxes for all the students in 

our EIP program with numerous different types of hands-on manipulatives. A12 said: 

We asked the parents of EIP students to come to the school in a drive-thru style so 

we could hand out boxes of manipulatives to them so they could use them at 

home as they would in class. This seemed very helpful to the students. Without 

these devices, we felt that proper teaching was difficult when we had to rely 

solely on technology for things, we used to do hands-on. 

One of the biggest concerns most participants found was that their classroom was 

a safe place. It was a hindrance not being able to offer students a room where they were 

able to share their thoughts and ideas, free of bias and judgment. A1 said: “Many students 

became reserved and didn’t share answers or thoughts causing a strain on their learning”. 

Theme 3: Social Interaction 

 A10 explained that after a lengthy time of children living and attending school 

without any social interaction, besides that in their homes, students began to fall behind 

both on a social level and an academic level. A10 stated: 

“the students had trouble working together in groups remotely as well as getting 

along together online. This caused behavior problems during remote teaching that 

were often hard to control when parental figures were not involved.”  

Other participants felt the same way. A3 offered the perspective that teachers and 

students both lost the ability to communicate, work in groups, and be respectful of other 
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people because of the lack of socialization. A5 also agreed that teachers felt this lack of 

socialization. A5 stated: 

we had to use YouTube videos to demonstrate lessons we would normally have 

demonstrated ourselves in a classroom. As a remote teacher, I felt removed from 

the rest of the teaching staff I used to work with daily. 

A1 agreed that the socializing that was done through a computer screen lacked 

boundaries and social skills that both students and teachers had when they were face-to-

face with others. They explained that students and teachers both learn from in-person 

experiences and others they can freely communicate with. Both also benefit from 

working with other students and teachers and that opportunity was limited and not of high 

quality when put in a remote environment. 

 Other teachers said it was not just basic manners that were lacking but also 

everyday life skills. A1 said:  

Instead of teaching students’ academics during the day, I was teaching them to sit 

in a chair and attend remote school sitting up and paying attention, instead of 

laying across a kitchen table or hanging upside down on a bed. 

A12 agreed that, at times, a lot of effort was spent trying to socialize the students 

and getting them on task than it was on teaching them subjects that had to do with school 

standards. Their minds were easily distracted without a teacher in a classroom and they 

had to often be refocused. 
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Theme 4: Lack of Support 

 Many of the participants interviewed found a lack of support from not only the 

administration of the schools where they worked but also from the parental figures of the 

students as well. A9 said that teachers in their district had to purchase their own remote 

material to use to teach online. The district did not supply the teachers with anything to 

use so everything that was used online, was bought with their own money.  

A participant expressed a situation in which technology supports were not strong 

enough to supply internet to every student in the county. A7 said: 

“although Chromebooks were issued and hot spots were set up around the county, 

they were not strong enough to supply the internet they needed for every student 

to be online. The cameras in the Chromebooks were aged and the audio would go 

in and out causing students to lose focus and eventually venture off-screen to do 

other things.”  

A11 also stated that although the school district knew this was a serious problem 

for the teachers and the students, they did not come up with anything further to offer 

teachers support. They stated that any ideas or anything the teachers came up with, they 

did on their own. 

 A10 felt that the lack of support the teachers at their school experienced was 

academic-wise. A10 believed there were no real repercussions for students missing 

assignments or not completing them. They also believed there weren’t any real 

consequences for students missing class online either. A10 said,  



 

 

65 

“there were numerous excuses expressed by the students and we just had to accept 

them. There was little to no involvement or support from the parents either” 

Although the teacher would assign homework or assignments, A3 felt that the 

parents did not see to it that the students completed those assignments. They also 

believed that when the child did not show up or showed up remotely without their work, 

the student expressed many times that there was no one to help them complete it.  

 When a teacher was absent or sick, other teachers would have to remote in and 

take their class. There were times when teachers had over 60 students. A8 said:  

“if there had been better organization, more realistic class sizes, and access to 

resources, it would have been a much better experience. Not every teacher is tech-

savvy, and many of us became discouraged and gave up hope at the end of the 

school year.” 

 It was not just the administration that was not completely supportive. A6 believed 

that many parents were not either. Many parents felt remote learning was not real 

‘teaching’ and offered no help or support to their children. They completely relied on the 

teacher. A4 stated:   

“parents would often interrupt class to ask questions that were completely 

irrelevant to the lesson I was teaching to the students. With all the remote 

interruptions by parents, siblings, or others in the homes of the children, many 

students lost interest in lessons that were trying to take place, topics they were 

learning, or just school altogether. Sometimes I would not see them back in the 

remote classroom for a couple of days because they just didn’t want to log on”.  
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Theme 5: Training and Manipulatives in Remote Teaching 

 Participant A9 felt that because they were teaching in a remote environment, it 

was difficult to get manipulatives to the students that teachers thought were resourceful 

for learning. A9 said:  

“we had to resort to finding our own remote learning activities and ways to teach 

using online material.”  

Many of the participants turned to the Google platform which was popular 

because it was an opportunity to have material that the children could use, interact with, 

and manipulate, such as sheets and slide shows. A4 used the Google platform, including 

Google Meets. A4 said:  

“with Meets you could present your screen so if the student had finished a piece 

of work or if they had drawn a picture to go along with an activity that we were 

doing, they could put it up to their camera and then they could present their screen 

so everybody else could see it at that time. This helped the students engage 

instead of just being lectured.”  

A7 felt they did a lot of research as a team to find ways that they could get 

students engaged by using online activities. One of the ideas they used was providing 

virtual field trips with slides and hyperlinks in them so the kids could explore other 

places and interact on the field trips. Remote escape rooms were another hit with 

students. Teacher-created material was used a lot to find these field trips and escape 

rooms and when they did, they shared them with others. 
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Participant A12 stated that they wished there was more training in teaching 

students remotely. A12 stated: 

“when you go from teaching fully hands-on in a brick-and-mortar situation, to 

teaching fully remotely, every subject, every day, it starts taking a toll on 

questioning yourself and your teaching abilities when you are thrown into the 

situation with no training and no support.” 

For teachers who focused on reading, such as A10, a program called A-Z was 

used where students can listen to a story, record themselves reading the story back, and 

then allow the teachers to hear it so they can assess their fluency. Reading could also be 

practiced with programs like ICL English, MobyMax, and iReady Reading, remarked A2. 

The same teacher used IXL for Math as well as Xtra Math, Raz Kids, and Happy 

Numbers. When it came to other subjects, the teacher used Quizlet and Kahoot. A2 

stated:  

“although these were learning programs, they made the subject more fun and kept 

the students highly engaged.”  

A5 tried to do anything they could to make it more personable. They even 

purchased cameras so the students could see them as if they were in a face-to-face 

classroom. They focused on small group settings in Google Classroom where the teacher 

would move remotely from group to group and rotate to help anyone who needed help 

and talk to them on a one-on-one basis. A1 said:  
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“making the remote classroom as realistic to a brick-and-mortar classroom as 

possible, not only helped with student engagement but made the students want to 

log on to class each day.”  

Theme 6: Benefits of Remote Learning 

 Although there were many challenges felt by teachers who taught primary grades 

remotely, there were also some benefits that could be found as well. A8 stated : 

“when a student was sick with a virus, they could still attend class since it was all 

being taught remotely. Teachers could make videos or record a lesson and post it 

to an online forum such as Google Classroom, which allowed students and 

parents to come back and watch the lesson as many times as needed until they 

understood what was being taught.”  

Participant A3 said that teachers in her grade circle would make weekly videos as 

well and save the recorded lesson so students would be able to rewatch it and study the 

material for a test. Numerous participants said they recorded phonics lessons each day to 

show the following day, rather than teaching these live. A4 stated: 

“recording lessons before class gave me a 5-minute break from nonstop talking 

online, while they watched the prerecorded phonics lesson and followed along. I 

could stop the lesson and address any questions as needed.”  

A5 saw the benefits of being able to help slow learners better by giving out a story 

at a lower level with some extra prompts to help with vocabulary and fluency for students 

who struggled with reading. On the opposite side, they could give higher vocabulary 

stories to those students who were reading on or above grade level. A2 suggested that 
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parents could see the amount of rigor teachers were going through and hoped that they 

would reach out and help their students and not put it all off on the educators.  

Participant A7 enjoyed the fact that teachers did not have to spend gas money 

going to and from work each day and teachers were given breaks more often since their 

teaching time in between periods had shortened. A1 said:  

“I was able to create my schedule and had more time for planning than I did when 

I was teaching face-to-face. That was a big help.” 

Table 3 

 
Themes by Participants 

Theme 1 

Disturbances 

by Students 

Theme 2 

Hinderances in 

Online Teaching 

Theme 3  

Social 

Interaction  

Theme 4  

Lack of Support 

Theme 5                            Theme 6 

Training and                      Benefits 

Manipulatives                    of  

in Remote Teaching.          Remote 

                                           Learning 

A1   A1 A1 A3 A1                                      A1 

A4  A2 A3 A4 A2                                      A2 

A6  A3 A5 A6 A4                                      A3 

A8 

A10 

A11 

 A4 

 A5 

 A6 

 A7 

 A8 

 A10 

A12 

A10 

A11 

A12 

A7 

A8 

A9 

A10 

A11 

A5                                      A5 

A7                                      A7 

A9                                      A8 

A10                                    A10 

A12 

 

Summary 

In Chapter 4, I reported the results of this study. The purpose of this study was to 

explore primary grade teachers’ perspectives on the challenges of teaching students 

remotely. It was also to add suggestions for remote instruction training from teachers who 

have taught in a remote environment. I interviewed 12 teachers who taught primary 
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grades using a basic qualitative model to achieve this purpose. I transcribed and analyzed 

the interviews for codes, categories, and themes. I presented the results of the data 

analysis, which showed the perspectives of the challenges of the teacher participants and 

suggestions for remote instruction training. I report the implications of these results in the 

next chapter. In Chapter 5, I interpret the findings, discuss the limitations, present 

recommendations for further research, and suggest the implications of  this study. 
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Chapter 5: Discussion, Conclusions, and Recommendations 

Introduction 

The purpose of this study was to explore primary grade teachers’ perspectives on 

the challenges of teaching students remotely. It was also to add suggestions for remote 

instruction training from teachers who have taught in a remote environment. This was a 

basic qualitative study in nature that contained a research design using semi-structured 

interviews to explore the two related research questions. I gathered data from 12 

participants through purposeful sampling as well as snowball sampling who were 

educators who taught primary grades completely remotely. Participants shared their 

perspectives on teaching remotely and the challenges that accompanied this. 

Understanding these perspectives and considering the teachers’ suggestions for remote 

instruction training for teachers, can help make decisions that improve the quality of 

teaching primary-grade students remotely.  The understanding can also allow the teachers 

a more positive experience from it. This study is significant in that it fills the gap in the 

literature on the perspectives of teachers who have taught primary grades completely 

remotely and understands the challenges teachers felt from teaching in an online 

environment.  

In Chapter 5, I include my interpretations of the findings of my study. I also 

include the current literature and conceptual framework. I discuss the limitations of the 

study as well as the recommendations for future research in this field. Finally, I share the 

implications that were found and then the conclusion. 

 



 

 

72 

Interpretation of the Findings 

Many teachers have gone straight from teaching in a brick-and-mortar school to 

teaching in a completely remote environment within the past five years. Although many 

schools have gone back to a face-to-face education atmosphere, some teachers have 

decided to continue teaching online (Crompton, et al., 2022). It has been discovered that 

the community of inquiry (CoI) model and the inclusion of social, cognitive, and teacher 

presences in remote institutions could assist a significant academic circumstance 

(Garrison et al., 2001). The primary focus of CoI is developing effective learning through 

facilitating and supporting the social, cognitive, and teaching presence in an online 

learning environment. The community of inquiry model was highly researched when 

exploring the shift from face-to-face teaching to sudden remote education, especially 

during the coronavirus pandemic when many countries quickly turned from brick-and-

mortar education to remote education (Bradley et al., 2020).    

By using this qualitative study, I helped close the gap in researching teachers’ 

perspectives on the topic of the challenges of teaching primary grades completely 

remotely. This study also helped support improvements, explore changes, and bring about 

enhancement and development to the educational system (Ozdemir et al., 2019). The 

perspectives each participant contributed to the qualitative research helped the 

educational environment move closer to a better understanding of how to teach primary 

grades remotely and to the full extent of each educator's teaching abilities.  

In this study, the participants contributed to 6 themes that were picked up from 

the interviews of primary grade teachers who taught completely remotely. I found that 
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most teachers were affected by numerous disturbances by students daily. The hindrances 

in online teaching were also repeated by the participants as well as the lack of social 

interaction and how it affected the teachers as well as the students. The lack of support 

for teachers and students was overwhelming for some of the participants. It was a 

common theme and mentioned often by the different teachers. Even though the 

participants pointed out many downfalls of remote teaching however, they also found and 

shared some of the benefits of remote teaching as well as the desire to be better trained 

should they ever have to teach completely remotely in the future. 

Research Question 1: The Challenges of Teaching Primary Students Remotely 

 Four themes emerged from the research findings from Research Question 1.  The 

first was the disturbances that teachers had to battle from teaching remotely. Many 

educators made an emergency transition from brick-and-mortar teaching to remote 

instruction. Although some had taught lessons online in the classroom, most had not 

taught remotely in 100% capacity. With this, some challenges came about with teaching 

on a computer every day. 

The first theme that emerged from the study was disturbances caused by the 

students. Although the transition was difficult for many participants in the study, it was 

particularly difficult when students showed behavioral problems or acted out during 

teaching. Many teachers resorted to using reprimands to stop disruptive student behavior; 

however, this was not always effective. Studies showed that teacher reprimands did not 

decrease students’ future disruptive behavior in the remote classroom. Although it may 
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help misbehavior momentarily, it did not appear to be effective in decreasing students’ 

disruptive behavior over time (Caldarella et al., 2021). 

The second theme that became obvious was the hindrances that occurred from 

online teaching. Although many teachers used hands-on manipulatives and tools to teach 

students in such young grades, not having access to those anymore when teaching 

remotely, became a hindrance for many educators. They had to turn to remote material to 

replace the hands-on manipulatives they had used for most of the school year. Many had 

a difficult time integrating them into their lessons with them being fully remote (Kabel et 

al., 2021).  

The internet also became a large hindrance for not only teachers but also students 

as well. Although many families could afford a strong and reliable internet service that 

allowed their students to learn remotely, some student's families could not afford internet 

at all (Ferri et al., 2020). Some counties placed hot spots around the counties but 

connecting to the hot spot and staying connected to it was difficult for many. Often the 

internet would drop, and a student would get disconnected in the middle of lessons. This 

caused the teacher to have to repeat lessons numerous times to catch the students up 

(Noor et al., 2020).  

The third theme that was brought out was social interaction. With the lack of 

students being able to join in face-to-face groups, they began to lose sight of proper 

behavior in social gatherings, even if those gatherings were remote. When teaching solely 

online, there is the absence of recess or students coming together in a social sense and 
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they lose that interaction and how to behave around others begins to disappear as well 

(Wilcha, 2020). 

When students are constantly being lectured, for hours at a time each day, they 

don’t get to see the different personalities of their peers or classmates.  In a face-to-face 

setting, you can use small groups or even partners but in a remote setting, it is harder to 

do so. Students are not able to socialize in these groups that they would normally be able 

to if they were in a brick-and-mortar environment. Students lose sight of how to handle 

different personalities and other students from different backgrounds when they are not 

socialized or around others often (Rana et al., 2021).  

The fourth theme that emerged is a lack of support for teachers and students 

teaching and learning remotely, especially in emergencies. Teachers stated that the lack 

of organization and the lack of support can cause stress and burnout by the end of the 

school day. Including a feeling of mental exhaustion, teachers started to feel a feeling of 

being alone and unsupported and began to leave the profession. A teacher shortage soon 

followed (Gillani et al., 2022).  

It was not only the district that teachers did not find supportive. Teachers also felt 

that the parents were not supportive either. Many parents did not respect the fact that the 

educators were on a computer teaching a class that often exceeded fifty students. The 

parents would interrupt the class or ask irrelevant questions and not support the fact that 

the teacher still had to teach standards even though it was remote instead of face-to-face 

(Ford et al., 2021).   



 

 

76 

Research Question 2: Suggestions for Remote Instruction Training for Teachers 

  Two themes emerged from the findings from Research Question 2. The first 

theme that emerged was training with online manipulatives in remote teaching. Many 

engaging manipulatives can be used by educators to teach primary students remotely. 

Although there are sites such as Teams and Google Classroom, there are also sites that 

have educational games, activities, and historical trips that students can go on and use 

virtually. Reading programs and math programs are also used by remote teachers and can 

be set to each student's educational level (Shamir-Inbal & Blau, 2021).  

There were not just academic teachers who were teaching remotely. There were 

also music teachers, physical education teachers, art teachers as well as other elective 

teachers. These educators also were given the opportunity to teach the students as they 

did during class each school day but now, they had to come up with ways to teach them 

remotely.  Using programs to learn to instruct the students in an online environment and 

sharing those ideas with their fellow elective teachers, was a popular way of serving their 

students and allowing them the same art and physical education they received face to face 

(Vilchez et al., 2021). 

The final theme is the benefits that can be taught in remote learning. Because of 

online resources that are now accessible, educators can teach at their own pace. They can 

record videos with instructions for students to watch over and over if they need extra 

help. Teachers could also group students online with other students who got along and 

didn’t have to worry about bullying in the classroom. Online chat rooms in school 
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learning technology can be controlled by the teacher as they monitor them and keep 

communication at an appropriate level (Wilcha, 2020).  

 Other benefits are, that teachers can learn programs that can be used to 

differentiate between students who are on grade level, those who are above, and those 

who are below. These programs can be set up so one teacher can make sure that all 

students on every level are getting the proper attention and level of learning they need. 

Although many students who were in Early Intervention Programs suddenly lost that 

help, they still had the capabilities of getting the extra help they needed from their main, 

classroom teacher (Anderson & Putman, 2020).  

Limitations of the Study 

This study was conducted with 12 participants who were teachers who taught 

primary grades in a completely remote environment. I came across a few limitations in 

my study. The first was the difficulty in finding educators who fell into this compliance 

of agreeing to be participants. After I received IRB approval, I used a Recruitment Flyer, 

however, I only was able to recruit 4 participants who met the criteria for the study. I got 

a lot of feedback from snowballing requests but even though many teachers showed an 

eagerness to be interviewed, in the end, only 5 of the 54 that replied allowed me to 

interview them. As the snowballing effect continued, I was finally able to secure the 

remaining 4 of my participants. I was able to recruit 13 during the process but one would 

not sign the consent form and I therefore could not interview them for the study. It took 

over 2 months to find and interview the 12 participants I needed for my study.  
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The second limitation was personal bias. I taught elementary education for many 

years, including the grades I required for my study. I had my own opinions of what it 

would be like teaching primary grades remotely. To avoid any opinion bias, however, I 

not only used a reflective journal to monitor my bias but also reviewed the interview 

recordings and transcripts from the interviews numerous times. I also studied the themes 

to make sure they were accurate from the interview transcriptions. To take it an extra step 

for accuracy, I summarized all interviews of the participants and emailed the summaries 

to the participants for member checking. Combining these steps helps to rule out any 

personal bias in qualitative studies (Bergen & Labonte, 2020). 

The final limitation was educators were concerned about repercussions if the 

perspectives they gave in the interviews were to leak to their respective schools where 

they worked. Although I assured them there would not be a possibility of that happening 

per the consent form we signed, their fears still got the best of them. Many would not 

agree to participate and in the end, one participant would not sign the consent form and 

dropped out of the study. 

Recommendations 

This study was conducted to explore the perspectives of teachers who taught 

primary grades remotely. This topic and the study were largely based on a lack of 

existing research that was related to teaching these primary grades and this age group 

using a fully remote platform. It was also done to gain primary teachers’ suggestions for 

remote instruction training for teachers. The results of this study are based on the 

information gathered from 12 primary teachers who taught primary grades fully remotely.  
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There are several recommendations for further research that are supported by this 

study. Due to the findings of this study, the first recommendation for further research is 

to include other grades such as middle school or high school educators to discover their 

perspectives on teaching in a completely remote environment. Another recommendation 

would be to study the same grade levels but in a different geographic area of the world. 

Finally, an additional recommendation for future research would be to take the 

perspectives of educators in primary grades, middle school grades, and high school 

grades, and compare their outlook on the benefits and the challenges of a fully remote 

teaching platform against the grade levels.  

Implications 

 The goal of this study was to explore teachers’ perspectives on the challenges of 

teaching primary students in a remote platform as well as discover primary teachers’ 

suggestions for remote instruction training for teachers. Participants in this study shared 

concerns about teaching remotely, expressing that there were many disturbances by the 

students as well as many hindrances in remote teaching. It was stated that a lack of social 

interaction caused challenges when trying to teach students in primary grades after they 

only had interaction with their families every day. Participants also showed a concern 

with the lack of support for teachers by their administration and districts but also saw a 

lack of support for students by their parents. Even though there were many challenges 

shared by the participants when teaching remotely, the teachers interviewed also shared 

some benefits of teaching remotely and different ideas in training to make teaching 

remotely a more positive experience.  
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The results of this study have implications for primary school teachers who teach 

remotely as well as administrators and parents of primary school students. This study 

may contribute to positive social change by providing primary school teachers with 

insight, training, and ideas needed to make decisions that may improve the quality of 

teaching remotely to students in primary grades. This study may also impact the students 

who are participating in varying forms of remote learning, as the teachers are more 

informed and capable of providing support to the students and successfully teaching them 

in an online setting. 

Conclusion 

The purpose of this basic qualitative study was to explore the perspectives on the 

challenges of teaching primary students in a remote platform as well as discover primary 

teachers’ suggestions for remote instruction training for teachers. Although there is a 

plethora of information on using technology in the classrooms, there is a gap in research 

on teachers being required to teach young children in primary grades in a fully remote 

academic environment without any brick-and-mortar allowance. The results of this study 

helped fill that gap in the literature.  

I interviewed 12 primary teachers and explored their perspectives on teaching  

 primary grades fully remotely and their experiences in doing so. Six themes emerged 

from the data, including: (a) teachers had to try to control disturbances by the students 

daily; (b) teachers felt the hindrances in remote teaching even though they constantly 

sought help from each other and administration; (c) a lack of social interaction caused 

behavior problems with students while educators were teaching remotely; (d) there was a 
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lack of support for teachers and students alike, both from administration as well as a lack 

of parent involvement; (e) teachers found and shared the training they taught themselves 

and also the virtual manipulatives they found from remote teaching; and (f) although 

there were many challenges in teaching fully remotely, there were benefits of teaching 

online as well. The findings of this study focused on the gap in research by contributing 

to an increased understanding of teachers being required to teach students in primary 

grades in a fully remote atmosphere and the teachers’ perspectives of this. 

The data and results of this study could lead to deeper knowledge of the experiences of 

teachers teaching in a fully remote environment and also primary teachers’ suggestions 

for remote instruction training for teachers. It may improve the quality of teaching and 

learning in remote settings based on the recommendations and experiences of these 

primary-grade teachers.
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Appendix A: Interview Protocol and Questions 

Participant’s Name: 

Date:  

Time: 

Introduction: Before beginning the interview, the researcher will state: 

Script 

Welcome. My name is Jennifer Sample and I appreciate you meeting with me today. I am 

a doctoral student at Walden University and am conducting a study on the perspectives of 

the challenges of teaching primary grades remotely. As a requirement of the degree 

completion, I will be conducting a basic qualitative study with interviews to collect data 

for my study. This study today will take approximately 30 minutes and will include 

several questions regarding your experience and knowledge of teaching remotely as a 

primary grade teacher. I would like your permission to record this interview, so I may 

accurately document the information you share. If you feel uncomfortable at any time, 

please let me know. You will be able to leave at any time you want to with no hesitation. 

Withdrawing from the study will not impact your current relationship with Walden or any 

other University.   

Please confirm you meet the criteria to participate in this research study by answering the 

following questions: 

• Are you a teacher at a primary grade school? 

• Have you taught fully remotely in a primary grade class? 
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The data collected from the interviews will be used to develop a better understanding of 

primary grade teacher perspectives about the challenges of teaching remotely. I am the 

sole researcher and interviewer for this study. As stated in the written consent form, your 

responses to the questions will remain confidential in the study. We have both signed and 

dated the form, certifying that we agree to continue this interview. I will keep this on a 

password-protected computer. Your participation in this interview is completely 

voluntary. You have the right to stop, take a break, or quit at any time. Do you have any 

questions before we begin? If not, we will begin the interview.  

Interview Questions for Primary Grade Teachers Who Taught Completely Remotely 

IQ1: Please tell me about your remote teaching experience. Prompts: Please give me an 

example  

IQ2: What practices did you use to keep the students engaged when you were teaching 

remotely? Prompts: I heard you say. Please tell me more about. 

IQ3: Did you have to change anything about your teaching strategies when you went 

from teaching face-to-face to teaching remotely? Prompts: Please elaborate on successful 

approaches. r    

IQ4: What were some of the challenges of teaching remotely? Prompts: Please give me 

an example. 

IQ5: What were some of the benefits of teaching remotely? Prompts: I heard you say. 

IQ6: What programs or platforms did you use to teach remotely? Prompts: Please give 

me an example. 
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IQ7: Are there any further points you would like to make regarding teaching remotely? 

Prompt: I heard you say… Please explain. 

Possible follow-up prompt that I will keep visible as I interview each participant: 

1. What do you mean by...?  

2. What happened when…? 

3. Help me understand…? 

Conclusion: I want to thank you for taking the time to meet with me today. You have 

provided me with some important perspectives. I will be transcribing this interview and 

will email you a summary. You will member-check to ensure your thoughts are 

adequately recorded. I may also need to contact you via email for clarity of your 

responses if any confusion should arise during transcription. Thank you again and please 

contact me for any questions or concerns. 

If you have any questions after the interview, my email is Jennifer.sample@waldenu.edu. 

Thank you again for your time. 

 

mailto:Jennifer.sample@waldenu.edu

	Primary Grade Teacher Perspectives About the Challenges of Teaching Remotely
	Chapter 1: Introduction to the Study 1
	Chapter 2: Literature Review 11
	Chapter 3: Introduction 35
	Chapter 4: Results 50
	Chapter 5: Discussion, Conclusions, and Recommendations 71
	References 82
	Chapter 1: Introduction to the Study
	Background
	Problem Statement
	Purpose of the Study
	Research Questions
	Conceptual Framework
	Nature of the Study
	Definitions
	Assumptions
	Scope and Delimitations
	Limitations
	Significance
	Summary

	Chapter 2: Literature Review
	Literature Search Strategy
	Conceptual Framework
	Cognitive Presence
	Teaching Presence
	The final component of teaching presence is direct instruction. This is a teacher-directed method. This means that the teacher presents the information or gives explicit, guided instructions to the students and the students follow them out on their ow...


	Current Literature Related to Key Concepts
	In-Seat Learning
	Hybrid Learning
	Remote Learning
	The Impact of COVID-19 on Education
	School Closures
	Returning to the Classroom
	Literature Related to Remote Teaching
	Remote Teaching and Socialization
	Remote Teaching Environment
	Advantages of Remote Teaching
	Disadvantages of Remote Teaching
	Future Remote Teaching
	Literature Related to Teacher Perspectives

	Summary and Conclusions

	Chapter 3: Introduction
	Research Design and Rationale
	Role of the Researcher
	Methodology
	Participant Selection Logic
	Instrumentation
	Researcher-Developed Instruments
	Procedures for Recruitment, Participation, and Data Collection
	Data Collection

	Data Analysis Plan
	Trustworthiness
	Credibility
	Transferability
	Dependability
	Confirmability

	Ethical Procedures
	Summary

	Chapter 4: Results
	Introduction
	Setting
	Demographics
	Table 1

	Data Collection
	Data Analysis
	Table 2

	Evidence of Trustworthiness
	Credibility
	Transferability
	Dependability
	Confirmability

	Results
	Theme 1: Disturbances by Students
	Theme 2: Hindrances in Online Teaching
	Theme 3: Social Interaction
	Theme 4: Lack of Support
	Summary



	Chapter 5: Discussion, Conclusions, and Recommendations
	Introduction
	Interpretation of the Findings
	Research Question 1: The Challenges of Teaching Primary Students Remotely
	Research Question 2: Suggestions for Remote Instruction Training for Teachers

	Limitations of the Study
	Recommendations
	Implications
	Conclusion

	References
	Appendix A: Interview Protocol and Questions

