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Abstract
Given the closure of schools due to the global confinement resulting from the COVID-19 crisis, family-school cooperation 
has become a priority in most educational stages, but especially in Early Childhood Education and Care. This research 
analysed how parents dealt with this new situation, as well as the way in which family-school cooperation was established. 
Two online questionnaires were developed by the researchers. Respondents included 1266 families with children between 
the ages of infancy and six years, as well as 1235 early childhood education teachers from all regions of Spain. Results show 
that family-school cooperation is associated with several family and school characteristics and that families have neither the 
tools to face this new situation, nor the time to educate their children at home. This, together with the fact that some house-
holds do not have Internet access, makes family-school cooperation a challenging matter, especially in times of pandemic.
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Introduction

The health crisis caused by the COVID-19 pandemic has 
been an exceptional scenario in the educational field, since, 
at the time of this writing, the closure of schools is affecting 
89% of the student body worldwide (UNESCO, 2020a). This 
has meant that, suddenly, an alternative system of distance 
learning had to be implemented at all educational stages in 
an attempt to minimize the disruption caused by this inter-
ruption of the formal education process (United Nations, 
2020). Faced with this situation, the Internet and techno-
logical media have played a very relevant role in establish-
ing family-school collaboration and in the development of 
teaching–learning processes.

These measures have affected all levels of education, from 
the first years of schooling to higher education. The learning 
rhythm has also been altered in children in Early Childhood 
Education and Care. This constitutes an essential stage of 
education, given that 87% of the brain is formed in the first 
three years (UNICEF, 2014). Children’s development is not 

only affected by aspects of health and nutrition but also by 
the interactions that they have with people and objects in 
their environment (Herrera et al., 2006). During early child-
hood, the basis of human development and personality are 
established, from which the successive formative stages will 
be consolidated and perfected (Bodero, 2017).

In European countries, 34% of children under 3 and 95% 
of those over 4 attend school. In the case of Spain, schooling 
in the 0–3 cycle has doubled in the last 10 years (Ministry 
of Education and Vocational Training, 2019a). In Spain, as 
in some other countries, there are two types of educational 
centres, depending on their ownership; state, which is owned 
by the government (regional or autonomous) and private 
(owned by a company). There is a third intermediate option, 
the state-assisted centres, whose ownership is private, but 
their financing, at least partially, comes from the govern-
ment. Likewise, there are first cycle centres (0–3), second 
cycle centres (3–6), and centres that offer both cycles (0–6).

In the 2020–2021 academic year, there are 9154 Early 
Childhood Education and Care schools in Spain, 50% of 
which are private, although they enroll only 32.1% of the 
children (Ministry of Education and Vocational Training, 
2020). In the pre-school age group, as age increases, the 
percentage of children enrolled in centres increases. To illus-
trate, just 10% of 1-year-olds and 58.7% of 2 year-olds are in 
centres, but those percentages jump to 96.2% for 3-year-olds, 
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and 97.1% for 5-year-olds (Ministry of Education and Voca-
tional Training, 2019b). Thus, centre-based programs are 
practically universal for 3- to 5-year-olds in Spain.

These data show that the objective of having at least 95% 
of children between the ages of four and the starting age of 
compulsory primary education participating in preschool 
education by the end of 2020 (Official Journal of the Euro-
pean Union, 2009), has been reached.

The paradigm shift from the care-centre model to the 
educational model, as well as the increase in schooling in 
Early Childhood Education and Care, brings with it unde-
niable benefits for children. This is reflected by the results 
of the meta-analysis carried out by van Huizen and Plan-
tenga (2018). Here, multiple positive effects are shown in 
the cognitive area, social-emotional development, or motor 
skills, especially in children with more unfavourable socio-
economic conditions. Thus, a key role is played by the early 
childhood education stage as a compensator of differences 
from the very first moments of education (Bausela, 2019), 
and by contributing to the guarantee of an inclusive, equita-
ble and quality education, while at the same time providing 
learning opportunities for all (UNESCO, 2015), and address-
ing inequities for this group.

Along the same lines, numerous studies support the need 
for, and the positive effects of cooperation among families 
and schools, as this is considered to constitute one of the 
determining factors of the quality of education (European 
Commission, 2000). In a modern educational system, it is 
essential that parent-school relationships be understood as 
proactive cooperation, established between families and 
teachers to promote the integral development of children. 
We understand cooperation as a synonym for engagement, 
defined as goals for children’s learning that are shared by 
teachers and parents (Pushor, 2012).When parents are more 
engaged, children tend to perform better in school (Van 
Voorhis et al., 2013). Also when parents and teachers work 
together, they can provide “optimum opportunities for chil-
dren to learn and develop” (Whalley, 2017, p. 66). On the 
other hand, the educational level of the parents constitutes 
a factor that can be associated with the academic and work 
development of the children (OECD, 2018) as well as with 
the degree of participation in the education of their children 
(Criado et al., 2000; Marchesi, 2003; Valdés et al., 2009), 
with maternal level of education identified as one of the 
factors that can most influence children’s cognitive devel-
opment (Reardon, 2011). Thus, this cooperation tends to 
be associated with improvements in diverse variables such 
as academic performance (Castro et al., 2015) and social-
emotional functioning, leading to a reduction in behavioural 
problems (Thomson & Carlson, 2017), as well as more posi-
tive peer interaction during play (Besler & Kurt, 2016).

The responsibility for initiating this approach must 
be assumed by the school as an educational institution 

(Rodríguez-Ruiz et al., 2016; Triana et al., 2019). However, 
for these results to be truly obtained, the participation of 
families in the school cannot be reduced to mere represen-
tation in the governing structures of the schools (Medina, 
1990). The relationship between families and schools must 
be dynamic and inspiring in order to transform the life and 
very nature of the school (Horcajo, 1979), so that parents 
feel interested and involved in the educational processes 
of their children. Moreover, it requires a special effort to 
integrate students from the most socially, economically, 
and culturally disadvantaged sectors of the population into 
the “democratic culture” of the school (Gil, 1995). In order 
to involve families in schools and to foster a fluid collabo-
ration (Duddy, 2019), educators must be particularly pre-
pared to respond with appropriate strategies that make the 
family-school relationship viable in any situation. These 
strategies include changing the structure and dynamics, 
or the composition or performance of roles (Rivas-Borrell 
& Ugarte-Artal, 2014) and adapting to challenges such as 
the COVID-19 pandemic. In order to facilitate an adequate 
interaction between early childhood professionals and chil-
dren’s parents, both professional support and guidance is 
needed (Ward, 2018).

The consequences of the temporary suspension of activi-
ties in early childhood educational centres have affected 
both families and teachers, with the digital divide and the 
need to distribute available time between working and edu-
cating posing serious problems. Specifically, according to 
UNESCO (2020b), these consequences stem from unequal 
access to digital platforms and the lack of preparation of 
families for distance or home-based teaching. In this regard, 
UNICEF (2021) highlighted that between March 11th, 2020 
and February 2nd, 2021, schools were completely closed 
for an average of 95 days, which is half an academic year. 
In addition, the countries that have had closed schools for 
the most days are the ones that have the least access to the 
Internet from home.

As seen in other investigations which have been per-
formed in Spain, the school closure has increased ine-
qualities among primary (Cabrera et al., 2020), secondary 
(Aznar-Sala, 2020), and university students (Rodicio García 
et al., 2020), and especially in those from disadvantaged 
families. Similarly, studies focused on early childhood edu-
cation in other countries also indicate that the lockdown has 
exacerbated inequalities among low-income families and for 
children with disabilities (Atiles et al., 2021).

In addition, according UNICEF (2020), “emergencies 
are becoming more frequent around the world and, moreo-
ver, their virulence is increasing” (p.3) and, for this rea-
son, they have proposed an Emergency Cycle. It will help 
us to be better prepared for future crises like the one being 
lived with COVID-19. This cycle is composed of the five 
stages: prevention, mitigation, preparedness, response and, 
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finally, recovery. The first stage is prevention, establishing 
the actions that are taken in advance and that are aimed at 
avoiding the impact of a possible crisis. The second stage is 
mitigation, being those actions that seek to limit or reduce 
the negative impact of the crisis in the first moments. In the 
third stage, the pillars for reconstruction begin to be put 
in place. The response to the crisis is the fourth stage of 
the emergency, which is characterized by the actions taken 
after the emergency is declared and which are aimed at 
reducing the impact of the crisis in the short and medium 
term. Finally, in the recovery stage, the new normal can be 
resumed, but without forgetting what happened to reduce the 
impact of future crises.

Therefore, the objective of this study is to analyse parent-
teacher cooperation in the exceptional situation in which we 
find ourselves, with infants and toddlers restricted to home. 
Hence, this work explored how families have responded to 
this situation, whether they have established contact and col-
laboration with the schools, and how teachers’ knowledge of 
the digital divide affected said collaboration.

Materials and Methods

Sample

The sample selection was carried out by creating a database 
with more than 5000 schools in all the Autonomous Com-
munities and Cities of Spain that offer first, second cycle 
or both in Early Childhood Education, having sent them a 
questionnaire by e-mail during the months of April and May. 
Schools were requested to collaborate by re-sending it to the 
families of the children enrolled in this stage. Table 1 shows 
the distribution by Autonomous Community or City of the 
schools in the sample.

Specifically, the sample consisted of 1235 educators 
(90.7% women and 9.3% men), 35.7% of which taught in 
the first cycle (0–3 years), 56.4% in the second cycle (3–6 
years) and 7.9% in both simultaneously. Furthermore, most 
of these teachers worked in state schools (72%), in contrast 
to private (9.1%) or state-assisted schools (18.9%). More 
than 80% have maintained their employment status dur-
ing the COVID-19 health crisis, not having been dismissed 
or suffered any other relevant change in their employment 
status.

Information was also collected from 1266 family mem-
bers of children enrolled in preschool education, of which 
87.5% were mothers, 12.3% were fathers and 0.02% legal 
guardians, all of whom were in charge of children born after 
2014. In addition, half of these families had two children, 
while 42.3% had one and 7.3% had three or more.

Finally, it should be noted that the distribution of children 
by type of school was higher in the case of state schools 

(59.2%), with 29.3% being state-assisted centres and 11.5% 
private centres.

Materials

The present work is part of a survey-type study, so the infor-
mation was collected through the design and application of 
two questionnaires: one designed for professionals in educa-
tional centres and the other, for families of young children. 
The teacher survey had 19 items, including closed-ended 
questions and Likert scales (1–6). It was organized in two 
sections as follows: the first section was linked to personal 
and social-labour characteristics of the teachers and con-
sisted of closed-ended questions. The second section of the 
questionnaire consisted of Likert scale items that measured 
their own perception of their educational tools, the contact 
established with the families, and their knowledge of Inter-
net possession of said families. In these scales, the score six 
corresponds to “totally agree” and one to “totally disagree”.

The second questionnaire was aimed at families. It con-
sisted of 28 questions, which also included closed-ended 
questions and Likert scales. In this case, the dimensions 
considered in the closed-ended questions which formed the 
first section were linked to personal and socio-demographic 
variables of the families. The second section was composed 

Table 1  Distribution (%) of schools and families by Autonomous 
Community/City

Frequency Percentage

Autonomous community/
City

Schools Families Schools Families

Andalusia 244 184 19.8 14.5
Aragón 78 24 6.3 1.9
Asturias 64 47 5.2 3.7
Balearic Islands 102 147 8.3 11.6
Canary Islands 61 14 4.9 1.1
Cantabria 22 5 1.8 0.4
Castile-La Mancha 141 171 11.4 13.5
Castile and Leon 17 9 1.4 0.7
Catalonia 168 144 13.6 11.4
Ceuta 13 10 1.1 0.8
Valencian Community 59 171 4.8 13.5
Extremadura 41 20 3.3 1.6
Galicia 26 12 2.1 0.9
Madrid 57 200 4.6 15.8
Melilla 3 0 0.2 0.0
Murcia 8 3 0.6 0.2
Navarra 21 2 1.7 0.2
The Basque Country 97 100 7.9 7.9
Rioja 3 0 0.2 0.0
Not specified 10 3 0.8 0.2
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of Likert scales—1 to 6—which measured the perception 
of families about the contact established with schools, the 
activities and routines followed during the pandemic, their 
educational tools and wellbeing, and the educational conse-
quences they believed the pandemic could have.

Data Analysis

The data analysis was performed, firstly, by means of an 
exploratory examination of the main variables considered. 
Subsequently, an analysis was carried out by studying, on 
the one hand, the associations between the time that families 
have for the education of their children and their educational 
level. On the other hand, the associations between having or 
not established contact with the school with each of the fol-
lowing variables were considered: the number of children, 
their year of birth, the type of school, and the educational 
level of the families. Finally, the associations between teach-
ers’ knowledge of whether families had Internet access to 
establish said contact with the cycle taught and with the type 
of centre were studied. After studying the normality of the 
variables by the Kolmogorov–Smirnov test, a nonparametric 
analysis was established, using the Kruskal Wallis H-test 
for quantitative data and the Chi-square test for categorical 
variables, establishing a significance level of 0.05.

Finally, logistic regression analyses were carried out to 
further explore the associations that had proven to be statisti-
cally significant, helping to predict the contribution that the 
variables under consideration have made in predicting the 
results obtained in the sample. These analyses allowed stud-
ying the effects of the categories of independent variables 
on a dependent dichotomous variable by means of the odds 
ratio. The statistical package used was SPSS version 25.

Results

How Families Deal with It: Establishing 
Family‑School Cooperation

Survey responses show that 58.2% of the families considered 
themselves prepared to become their children’s teachers—
answers 5 and 6 of the Likert Scale. However, this percent-
age leaves more than 40% of families not sufficiently pre-
pared to deal with the changes.

In addition, 17.3% felt they did not have enough time—
answers 1 and 2 of the Likert Scale—to spend with their 
children. Kruskal–Wallis H test showed the existence of sta-
tistically significant differences according to the educational 
level of the families, since p = 0.000 < 0.05 (H = 57.733; 
d.f. = 5). In this sense, the data suggested that the families 
who had a higher level of agreement with the item about 
having sufficient time to dedicate to the education of their 
children during confinement were those who had achieved 
an educational level lower than University, while those who 
completed higher education had less time to do so (52.6% for 
Primary Education, 49% for Vocational Training, 50.3% for 
Baccalaureate 38% for Degree, 27.5% for Master´s degree, 
and 40.7% for Doctorate).

Although 97.2% of the families stated that there was a 
communication channel on the part of the school, there was 
no communication in 7% of cases. The Chi-square test did 
not reveal statistically significant differences for the fact 
of having established contact with the educational centre 
according to the number of children (χ2 = 2.071; d.f. = 2; 
p = 0.355 > 0.05) or their year of birth (χ2 = 1.249; d.f. = 5; 
p = 0.940 > 0.05), but it did show differences in the type of 
the school attended (χ2 = 9.747; d.f. = 2; p = 0.008 < 0.05) 
and the educational level of the families (χ2 = 12.541; 
d.f. = 4; p = 0.014 < 0.05).

The results obtained in the association analyses are 
observed in more detail through the conditional distribu-
tions for families’ level of contact with school in relation to 
the type of centre and educational attainment of the families, 
which are shown in the columns of Table 2.

Table 2  Contact/no contact 
with families (%) in relation 
to type of school and the 
educational level of families

Non-compliance with the minimum number of cases for the application of the Chi-square test contrast has 
made it necessary to group the Master’s degree and Doctorate categories into a single Postgraduate cat-
egory
Educational level: 1 Primary Education, 2 Vocational Training, 3 Baccalaureate, 4 Degree, 5 Postgraduate

Contact/no contact with families (%)

Type of school Educational level Whole sample

State Private State-assisted 1 2 3 4 5

Contact % Yes 91.2 97.2 94.9 86.4 91.4 94 93.9 96 93
No 8.8 2.8 5.1 13.6 8.6 6 6.1 4 7
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Said analyses of the conditional distributions allow us to 
identify that state schools were contacted by families less 
frequently than expected, presenting a negative association 
(91.2% < 93%). However, this association was positive in 
the case of private (97.2% > 93%) and state-assisted schools 
(94.9% > 93%). Likewise, the odds ratios (OR) of the logistic 
regression (Table 3) show that, compared to having children 
enrolled in a state school, doing so in a private centre mul-
tiplies by 3.41 the probability of having contact with the 
school, while belonging to a state-assisted school multiplies 
this probability by 1.79.

On the other hand, the association between such con-
tact and the educational level of the families was nega-
tive for parents who had a maximum educational level of 
Primary Education (86.4% < 93%) or Vocational Training 
(91.4% < 93%), while families with an educational level 
of Baccalaureate (94% > 93%), Degree (93.9% > 93%), or 
Postgraduate studies (96% > 93%) contacted schools to a 
greater extent than would be expected. Also, the odds ratios 
in Table 3 show that, compared to parents having an educa-
tional level of Primary, having a Baccalaureate level multi-
plied the probability of establishing contact with the school 
by 1.66, while having a Degree multiplies said probability by 
2.41, and having Postgraduate studies multiplies it by 6.38.

The Role of the Internet in Family–School 
Cooperation: Teachers’ Perceptions

The role of the Internet at home was also analysed in this 
study, given its relevance not only in enabling children to 
adequately follow the academic year during confinement, but 
also in allowing for the establishment of parent-school col-
laboration. We found that although 97.9% of households had 

Internet access in their homes, schools face difficulty with 
family communication with a small percentage of families, 
since 2.1% of households did not have this service.

Regarding teachers’ perception that the lack of Internet in 
homes was the main barrier to the establishment of contact: 
35.5% considered that a lack of the Internet was not the main 
reason why families did not contact the school, 33.3% were 
of the opinion that around 10% of families did not establish 
contact with the school because of the lack of this service, 
9.4% thought that 20% of the families did not contact the 
school because they did not have Internet, and the rest of the 
teachers considered that this was the main cause for a lack 
of contact in a higher percentage of families.

In addition, only 81% of the teachers knew the situation 
in which the families found themselves in relation to Internet 
ownership, and the Chi-square test revealed the existence 
of statistically significant differences in this fact between 
the different groups based on the ownership of the schools 
(χ2 = 41.344; d.f. = 2) and the type of program in which 
the teachers were working (χ2 = 129.063; d.f. = 2), since 
p = 0.000 < 0.05 in both cases.

Furthermore, columns in Table 4 show the conditional 
distributions for knowing or not knowing about the posses-
sion of the Internet by families for each school type and each 
cycle taught.

In this case, analyses of the type of association between 
the modalities of the characteristics have also been carried 
out. This analysis showed that there was a positive asso-
ciation between having knowledge of the families’ situa-
tions with respect to Internet access and the fact that the 
educational centre is state financed. Hence, teachers in 
state schools knew this information to a greater extent than 
expected (85.4% > 81%). However, this association was 

Table 3  Logistic regression for 
type of school and educational 
level depending on the 
establishment of contact with 
families

Educational level: 1 Primary Education, 2 Vocational Training, 3 Baccalaureate, 4 Degree, 5 Postgraduate

Establishment of contact with families

Type of school Educational level

State Private State-assisted 1 2 3 4 5

OR 3.41 1.79 1.66 2.48 2.41 6.38
95% CI (1.22, 9.5) (1.06, 3.03) (0.84, 3.3) (1.05, 5.82) (1.28, 4.53) (1.56, 9.1)
p-value 0.019 0.030 0.146 0.038 0.007 0.000

Table 4  Knowledge/no 
knowledge (%) of Internet 
possession by families for type 
school and each cycle

Knowledge/no knowledge (%) of internet possession by families

Type of school Cycle Whole sample

State Private State-assisted First (0–3) Second (3–6) Both

Contact% Yes 85.4 66.1 71.4 63.9 90.4 90.7 81
No 14.6 33.9 28.6 36.1 9.6 9.3 19
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negative in the case of private schools (66.1% < 81%) and 
state-assisted schools (71.4% < 81%). Furthermore, the OR 
of the logistic regression (Table 5) showed that working in 
a state-assisted school or in a state school seemed to hinder 
teachers in knowing about the Internet ownership of families 
by 0.334 and 0.427, respectively.

The association between having said knowledge and 
the cycle taught was positive for teachers who taught both 
cycles (infant—6 years) (90.7% > 81%) or second cycle (3–6 
years) (90.4% > 81%), being lower than expected for those 
who taught in the youngest age group (infant—3 years) 
(63.9% < 81%). In this vein, the odds ratios in Table 5 show 
that teaching in the second cycle or in both cycles multiplies 
the probability of knowing this information by 5.3 and 5.51 
respectively in relation to teaching in the first cycle.

Discussion

These findings should impel us to work to improve family-
school cooperation, and this relationship must begin at the 
start of the child’s education. Numerous studies highlight the 
importance of this relationship, that has positive effects on 
children’s academic performance and social development, 
and note that high levels of family engagement affect the 
entire educational community (Castro et al., 2015; Thomp-
son & Carlson, 2017). Cooperation is based on communica-
tion—in this case through digital media—between teachers 
and parents. For this reason, we analysed the extent of this 
communication. The integral development of children is 
possible through the collaboration and commitment of all 
educational agents, including the children’s families. For 
this to occur, the latter must feel that they are meaningfully 
involved in the educational project of their children’s school.

Given the special situation of school closures and con-
finement, family-school cooperation has become a priority. 
We, therefore, decided to analyse the consequences of the 
closure of preschool centres in Spain, as recommended by 
UNESCO (2020b). We further considered the relationship 
established with families through the Internet and, given that 
confinement had forced families to assume responsibility for 
teaching, the ways that families dealt with this.

During situations of school closures and teleworking, 
there are studies (Giménez-Dasí et al., 2020; Jiao et al., 
2020) showing that no differences in the psychological well-
being of pre-schoolers have been observed, and that fami-
lies with children reported greater well-being than families 
without children (Möhring et al., 2021). Our results show 
that the lack of preparation of families to face this situa-
tion (UNESCO, 2020b) has highlighted the educational role 
played by the schools in this stage (0–6), since the results 
show that 58.2% of families were prepared to become their 
children’s teachers—answers 5 and 6 on the Likert scale. In 
this sense, Campos and Vieira (2021) observed how parents 
have missed school support and how teachers have not had 
sufficient technological skills to deal with this new situa-
tion. Also, time was an important variable and almost 20% 
of families reported that they did not have enough time to 
dedicate to the education of their children, especially among 
those parents who had attained graduate level education.

During this confinement situation, we analysed how con-
tact with the centre was established and maintained. Only 
7% of the families had no contact with the centre. Our results 
show that this was influenced, not by the number of children 
in the family or their year of birth but by the type of school 
and cycle. Families with higher education and whose chil-
dren go to private schools are the ones that have had more 
contact with schools. At this point, it is necessary to stress 
that, although families with a lower level of education stated 
having more time for the education of their children, they 
were the ones who established less contact with schools. For 
all these reasons, improving the collaboration of families and 
schools has become a crucial issue in education.

Also, confinement has revealed two initial problems: 
firstly, the lack of preparation on the part of educators and 
families to work in a coordinated manner in the education of 
children since, as Cheng et al. (2020) state, school, teachers, 
families, and students were “passively separated in space” 
(p. 843) during confinement. Therefore, Buza and Hysa 
(2020) found that the use of appropriate communication 
channels had a positive impact on this communication. Sec-
ondly, the serious problem of the digital divide exacerbates 
inequities since, as pointed by Cabrera (2020), online edu-
cation can contribute to the level of inequity of educational 
opportunities. It should also be noted that the role of gender 

Table 5  Logistic regression for 
type of school and cycle taught 
depending on the knowledge of 
Internet possession

Knowledge/no knowledge (%) of internet possession by families

Type of school Cycle

State Private Private-state-assisted First Second Both

OR 0.33 0.43 5.3 5.51
95% CI (0.22, 0.51) (0.3, 0.6) (3.86, 7.29) (2.7, 11.25)
p-value 0.000 0.000 0.000 0.000



983Early Childhood Education Journal (2021) 49:977–985 

1 3

continues to be very present in these initial stages, given that 
87% of those answering the questionnaires were mothers and 
90.7% of the educators in our sample were women.

The results show that 97.9% of the 1266 households had 
access to the internet; however, this is to be expected, given 
that an online survey was the method of data collection. 
These data coincide with those published by the National 
Institute of Statistics of Spain (INE, 2019), in which 97% 
of Spanish households with children are recorded to have 
access to the Internet. This leaves out 2.1% or 3% of children 
and families, who tend to be the ones with lower incomes 
(INE, 2019). The results also indicate that one in three 
teachers believe that 10% of families in their centre have not 
established contact due to lack of access, but 10% of educa-
tors believe that this figure corresponds to 20% of families. 
These data coincide with the results of the PISA 2018 report 
published by the High Commission for the fight against child 
poverty (2020), which indicate that, in Spain, one in every 
five children does not have a computer at home to do their 
homework. Furthermore, communication was only estab-
lished in 93% of cases, meaning that 7% of the children did 
not receive any schooling during the last 4 months of the 
2019–2020 academic year. These lost opportunities to learn 
surely will have long-term consequences.

The results show that the ownership and the cycle of the 
centres influences whether families have the possibility of 
being connected or not. Only 66% of private schools know 
the situation of the families and with respect to the cycle, 
63% of the centres that teach the first cycle know the situa-
tion in which their children are with respect to the possibility 
of contacting the Internet.

Implications and Recommendations

The data has been analysed, we can make a series of recom-
mendations for various levels (political, educational, and 
research) that, following the stages of the Emergency Cycle 
provided by UNICEF (2020), allow us to have a better struc-
tured prevention stage, preparing us to face future emergen-
cies in a more positive way for schools-families-students.

At the educational level, since most families do not feel 
prepared enough to be their children’s teachers, the role of 
the teacher is foregrounded. Therefore, we propose that 
there be a strengthening of the tutoring in the classroom that 
allows personalized monitoring of children. Also, given the 
preventive approach adopted (UNICEF, 2020), to promote 
the same cooperation between families and schools in future 
emergencies, regardless of the level of training of families 
or the ownership of the centres, would be desirable. This 
improvement in cooperation between families and schools 
through the tutoring functions will allow families to feel 
ready to face possible future confinements. These tutoring 

functions should be promoted through continuous training 
for teachers, as well as through initial training.

At the political level, we propose a provision of com-
puter equipment to families in need, as well as aid to pay 
for Internet connections, in order to prevent the digital 
divide from exacerbating existing inequities.

As a future line of research, it would be interesting to 
know the state of the participation of families in Early 
Childhood Education in Spain, in order to promote con-
crete actions that lead to improved involvement. In this 
vein, it is also important to promote real cooperation 
between families and teachers and to prevent the digital 
divide from becoming an educational divide, as the lack 
of preparation of families and teachers to work together 
on improving the educational development of children in 
Early Childhood Education, as well as the digital divide, 
have made it difficult for families and teachers to cooper-
ate and, thus, to achieve equal opportunities for children.

Lastly, this research has allowed to have an overview of 
the situation that has been experienced in Spain with respect 
to the cooperation between families and schools of Early 
Childhood Education during the school closures. We have 
also proposed future lines of action. Nevertheless, the fact 
that the sample has been collected in the Spanish territory 
can make it difficult to extrapolate the results to very differ-
ent contexts, so more research is needed in other locations.

Data Availability Families’ answers: Google Forms https:// docs. google. 
com/ forms/d/ 1eLc1 zaf6B mFEsB GtVu9 834HY S9z2w SUbBg hXuLD 
cHlQ/ edit? usp= forms_ home& ths= true. Educators answers: Google 
Forms https:// docs. google. com/ forms/d/ 1Qc0H 9RaUw owrnM DXPVf 
QEx2d dA9_ KpPqk 1r5- 5W77MY/ edit? usp= forms_ home& ths= true
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