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Abstract
In this study, we investigate how variation in parental mediation and pedagogical approaches influenced experiences
of remote schooling during the Covid-19 pandemic in Norway. We draw on a unique dataset of qualitative interview
material involving 15 Norwegian school children (aged 6-12) and their families. We found that for many of our par-
ticipants, the period of remote schooling was characterized by learning alone or with the help of family members.
Related to this, variation in parental mediation strategies, including more restrictive and more enabling approaches,
combined with variation in pedagogical approaches, influenced our participants’ experiences of remote schooling.
Both parental mediation and pedagogical approaches in turn influence how our participants experienced the social
aspects of learning during the pandemic. Our material and analysis provide insights into how the combination of
parental mediation and pedagogical approaches has the potential to sustain and enhance previously underexplored
socio-digital divides in Norwegian society.
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Introduction
‘Digital divides’ refer to inequalities in the access and use of information and communica-
tion technologies (ICTs) and in the outcomes of this use (Van Deursen & Helsper, 2015;
Gunkel, 2003; Schradie, 2011). Research related to digital divides has identified several
socio-demographic variables that appear to contribute to digital divides (Van Deursen &
Helsper, 2015). The offline resources that affect different Internet use are income, gender,
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age and education (van Deursen & van Dijk, 2014). A high level of education and income
is considered an indicator of socio-economic resources, and consequently this facilitates a
more productive use of the Internet (van Deursen & Helsper, 2015).

Despite the persistence of digital divides, Norwegian children and young people are
reported to have high levels of access to ICTs. An international survey conducted by the
EU Kids Online network before the pandemic revealed that on average, Norwegian children
(aged 9-17), used the Internet for just under four hours per day, and that 96% had access to
mobile phones (Staksrud & Olafsson, 2019). This was the highest recorded level of Internet
use amongst children and young people from 19 European countries (Smahel et al., 2020).
While Norwegian children used the Internet frequently, their use was more social than edu-
cational (Staksrud & Olafsson, 2019).

Another important factor that influences children and young people’s use of ICTs is the
extent to which they have access to these technologies at school. 98% of Norwegian pupils
attend well-funded public schools which provide access to ICTs and broadband. Since 2007,
most upper secondary schools have offered students a computer for personal use. 33% of
4th graders, 50% of 7th graders and 82.5% of 9th graders have received a tablet or PC from
their school (Fjørtoft et al., 2019). However, in spite of these high levels of access, recent
research has revealed that Norwegian children and their families experienced different out-
comes from remote schooling during the pandemic (Blikstad-Balas et al., 2022).

While it is often assumed that children and young people in the global north have near-
universal access to ICTs, international research examining remote schooling during the pan-
demic has indicated that opportunities for learning were influenced by digital divides. Part
of the explanation for the variation might arise because of significant variation in the peda-
gogical use of digital technology and the digital competence of teachers (Egeberg et al., 2016;
Furberg et al., 2016; Gilje et al., 2016).

Brandtzaeg (2016) points out that students with more advanced usage patterns and
increased focus on productive use of digital technology at school can have increased access to
information and resources, and more importantly – social capital. Thus, digital divides can
persist even when children and young people have autonomous and unlimited access to ICT
infrastructure, and two users with the same access to digital technology and digital skills can
benefit differently from their use of technology (van Deursen & Helsper, 2015). Another fac-
tor which influences how children and young people access and use digital media is parental
mediation (Yuen et al., 2018). Parents can for example choose to restrict children’s access
to media and technological devices to minimise their exposure to risk, or to encourage and
support their children’s engagement with these technologies. In general, two broad strat-
egies are identified in research on parental mediation. These are ‘enabling mediation’ and
‘restrictive mediation’. Enabling mediation refers to practices that parents engage in to sup-
port their children in realizing positive outcomes of ICT use. ‘Restrictive mediation’ refers
to practices that parents engage in to limit media use (Livingstone et al., 2017).

In this study, we investigate how variation in parental mediation and pedagogical
approaches influenced experiences of remote schooling during the Covid-19 pandemic. The
period of remote schooling in Norway lasted for eight weeks, from 16 March to 1 May 2020.
During this time, Norwegian teachers and principals had to quickly convert all educational
activities to remote schooling contexts. For many pupils, the period of remote schooling was
characterized by learning alone or with the help of family members. Children and young
people had to use the ICTs that were available at home to participate in education (Blikstad-
Balas et al., 2022). This therefore presents an interesting case to explore how variation in
approaches to parental mediation and pedagogical approaches reflect previously underex-
plored socio-digital divides in Norwegian education.
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Remote schooling during Covid- 19
A literature review of 81 studies from OECD countries conducted for the Norwegian
Authority for Children, Youth and Families found that a range of different socio-digital fac-
tors made children and youth more vulnerable to negative effects of the pandemic, including
potential loss of learning and negative consequences for well-being. These factors included
age, academic ability (prior to the pandemic), the extent of support available to children
from teachers and parents during the period of remote schooling, and the chosen pedagog-
ical approach (Nøkleby et al., 2021).

In general, the period of remote schooling was considered to demand a higher degree of
independent learning on the part of the students, as opportunities for contact between students
and teachers were reduced. Younger children were found to require most help from parents to
access remote learning (Caspersen et al., 2021; Wistoft et al., 2020). They were also found to
experience the least degree of contact with and support from their teachers during the period
(Blikstad-Balas et al., 2022 ). Less opportunities for collaboration between students were also
reported (Andersen et al., 2021; Caspersen et al., 2021). As a result, students in the remote
schooling context who could rely on support, whether from their parents or otherwise, were
better positioned to realize opportunities for learning. In particular, the additional requirement
for parents to work from home during the pandemic was found to be incompatible with the
requirement to support younger children during the home-schooling period (Blikstad-Balas
et al., 2022; Letnes et al., 2021). Remote schooling affected primary school students’ learning.
Learning loss was observed in mathematics, spelling, and reading. Children from families where
parents reported lower levels of education experienced on average 60% more learning loss when
compared to the overall group (Engzell et al., 2021). Other studies, however, revealed more
positive or mixed experiences (Blikstad-Balas et al., 2022; Bubb & Jones, 2020; Sandvik et al.,
2020). Unequal access to qualified help at home challenges the core ideals of the Nordic model
of education, where providing equal opportunities to learn is a key ambition.

To sum up, research reveals that the transition to remote schooling in Norway was influ-
enced by age, levels of academic achievement, the degree of support available to students
in the home context, and the pedagogical approach. These factors influenced the extent to
which students could benefit from learning opportunities. However, the importance of var-
iation in approaches to parental mediation of children’s digital media use, and of how these
approaches interacted with variation in approaches to digital pedagogy during the period of
lockdown, has not been explored. In this article, we therefore address the following research
questions:

• How did Norwegian children and their families experience the transition to remote
schooling during the Covid-19 pandemic?

• How might these experiences reflect persistent or previously underexplored socio-
digital divides in Norwegian society?

We draw on a unique dataset of qualitative interview material, involving 15 Norwegian
school children (aged 6-12) and their families. The study is part of a broader international
mixed-method investigation of the consequences of the pandemic for children’s digital
lives.1 Our interview topics focused on the use of technology, remote schooling, parental
mediation, online security, and well-being.

1. During the early days of the pandemic and in collaboration with 26 research centres in 15 European countries,
UNICEF’s research office and the EU’s Joint Research Centre (JRC) – we designed a research project entitled Kids’
Digital Lives During COVID-19 Times (KiDiCoTi).
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Method

Participants and sample

Our study was conducted during the first wave of the Covid-19 crisis in Norway (June-July
2020). Families with children (aged 6 to 12) were recruited for online video interviews. Using
a snowball strategy. One parent and one child from 19 families were asked to participate, and
15 confirmed (see Figure 1).

The purpose of the selection was to emphasize diversity, richness, and variety in terms
of children’s age, gender, family composition, geography (some rural and some in a city),
parental education and income. This facilitated an exploration of the heterogeneity of expe-
riences. The recruited families had 1-3 children (see Figure 2).

Some children had older and/or younger siblings (see figure 3).
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Our sample included both single and multiple parents. Some families included non-Norwe-
gian nationals. For a detailed description of our methodological approach see Letnes et al.
(2021)2.

The families received an activity booklet for the children, and a link to a pre-interview
questionnaire about the family’s technological inventory and use. The activity booklet con-
tained 10 exercises (e.g., “draw your family”) and questions (e.g., “what do you miss during
lockdown?”), in which the children could draw and write about their thoughts, feelings, and
activities during lockdown. This served as an “icebreaker” during the interviews with the
children, as a way to motivate them for the interview, and to draw attention to their every-
day life experiences during lockdown (Corsaro, 2005; Noble-Carr, 2006). The pre-interview
questionnaire focused on the families’ socio-economic background (e.g., level of education),
and access and use of technological devices and activities. This also formed the basis for the
interview.

The average duration of each interview was just over one hour (including 15-30 minutes
with the child). The parents were present or in the background while the children were
interviewed. Most children preferred to leave the room while the parent was interviewed but
some remained. During the whole interview the families were given the opportunity to ask
questions.

Data and analysis

In the analysis of the qualitative interviews, we draw on Reflexive thematic analysis (RTA;
Braun & Clarke, 2006, 2019) as a suitable approach to exploring the children’s and parents’
experiences of remote schooling, including digital involvement and changes during the ini-
tial phase of the pandemic. RTA is attuned to the semantic content of the data and is in line
with inductive approaches highlighting how the data inform the themes.

The data analysis consisted of several phases. First, all recordings were transcribed, and
the researchers familiarized themselves with the data by reading and rereading the inter-

2. The families received and signed informed consent forms for both parents and children which provided informa-
tion about the project, data protection, and their possibility to withdraw from participation. The interviews were
recorded, encrypted, and stored in a temporary repository at the University of Oslo until anonymized transcripts
were made. As soon as the transcript was completed, the recordings were deleted permanently. During the entire
study, all personal data collected were stored with appropriate security and protective measures.
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views. Second, we generated initial codes by highlighting parts of the text and making sys-
tematic and thorough “codes” or shorthand labels for the relevant and meaningful parts of
the data material. The wording of the codes was semantic, descriptive and “kept close” to
the quotes from the informants. Third, relevant coded parts with quotes were searched and
sorted into potential themes. The codes became clustered and grouped with names that were
more general. Relevant coded parts with quotes were collaged into one file for each inter-
view. In this way, it was possible to get a condensed overview of the experiences and mean-
ings throughout the dataset without losing closeness to the participants meaning making.
Fourth, the researchers reviewed, refined, and generated the themes and sub-themes by look-
ing over the general codes to identify patterns across the dataset. At this phase, we discarded
vague codes, incorporated, and combined others, and renamed some codes. We highlighted
codes that made sense as themes and sub-themes and reviewed the hierarchy of themes and
sub-themes. Fifth, the focus turned to labelling and defining the themes and sub-themes
in the most meaningful, informative, and accurate representation of the data. In the fifth
phase, we became aware of how differently the families experienced and described remote
schooling, and of how important approaches to parental mediation were in this regard. The
combination of variation in approaches to parental mediation, and pedagogical approaches,
influenced socio-digital divides which in turn impacted how our participants experienced
the social aspects of remote learning.

Results
Our analysis produced three overarching themes relating to variation in approaches to
parental mediation, variation in pedagogical approaches and variation in the social aspects
of remote schooling. Each of these themes influenced our participants’ experiences of
remote schooling. They also revealed that some children and their families had better access
to resources that could support them in realizing the benefits of remote schooling. The
experiences reported by our participants reveal persistent and underexplored socio-digital
divides in children’s home and school contexts which influence opportunities for learning.
The importance of acknowledging and facilitating the social aspects of learning (for secu-
rity and well-being) are highlighted. In the following, we will present our findings organized
according to the three themes and associated sub-themes that emerged during the analysis.

First theme: Approaches to parental mediation and experiences of remote

schooling

All of the children in our study had access to their own digital devices during lockdown.
However, a few participants (n=3) reported that they had to purchase new technologies
to meet the increased need for access to the number of digital devices that were available
at home.

In general, most of the parents in our study were positive towards the use of digital tech-
nology for schoolwork during lockdown. Nevertheless, many said that they were worried
about the consequent increase in their children’s use of digital media and screen time. The
parents’ approaches to addressing these concerns varied. Just under one-third of the parents
(4 out of 15) reported that they restricted their children’s access to digital media. This was
particularly relevant for parents of younger children. These parents wanted their children to
use digital devices as little as possible, and expressed dissatisfaction about the use of technol-
ogy in schools in the early years. Trine (mother), for example criticized the fact that children
start using technology as early as first grade:
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The school uses iPads, and the pupils already had received these in the autumn 2019, so Stine

(daughter, 7 years old) had her own digital device during the lockdown. They could have waited

until they were older. We would not have given Stine an iPad this early (Trine, mother).

Although Stine has her own iPad, her mother, Trine, restricts the extent to which she can
use it. Trine considers that Stine is still young, and needs support to regulate her own screen
use. However, Trine also notices that Stine tries to use the iPad whenever possible. Similarly,
Pia’s father, Tor, says that Pia (daughter, 7 years old) can use an iPad on her own within time
frames that he determines. The content Pia can access is however limited, by a filter, to NRK
Super. Pia does not have access to YouTube or social media. Tor is not thoroughly convinced
about the benefits of these: “No, this is a world we are not going to enter, really (laughs a bit)”.

Both Trine and Tor engage in restrictive mediation to limit the extent to which their chil-
dren use ICTs, and to ensure that the content which they access is appropriate. These parents
consider that their children need support to regulate screen use. The transition to remote
schooling required these parents to adjust their approaches to parental mediation, to ensure
that their children could use these technologies as required to participate in education.

Ella’s parents were more critical of schools which provided young children with access to
computers and tablets:

I am open to the idea of school digitalization to a certain degree, but I am happy that Ella

(daughter, 6 years old) does not have her own tablet yet: I’m not against it; I just think that when

they start school, they have to learn how to learn, and using a machine can make everything so

simple (Lene, mother).

On the other hand, some parents were keen to support their children’s use of digital media,
stating for example that ‘technology is important to my child, and I want the technology to
be used for learning purposes’. Parents in this group employed more enabling strategies to
mediate their children’s media use. Stine (mother) was particularly concerned with making
sure that the children mastered study techniques and established a good working routine.
After a while she realized that the children became more independent and could control
their own learning process.

The parents in our sample engaged in different practices to restrict or enable their chil-
dren’s use of ICTs. Some parents were quite critical of the extent to which schools provided
children with access to digital technology from an early age, while others engaged in enabling
strategies to facilitate the extent to which their children could benefit from using these media
and devices. These different approaches to parental mediation interacted with the school’s
approaches to digital pedagogy in ways which had consequences for our participants’ expe-
riences of remote schooling.

Second theme: Variation in pedagogical approaches to remote schooling

When the physical schools closed teachers were dependent on digital learning technologies
and platforms to provide learning opportunities for their students. The schools were forced
to transform physical teaching to online solutions. To achieve this, technologies and devices
that were previously used primarily for entertainment in the home context, were used for
more educational purposes:

This remote schooling period introduced new practices for both parents and children, who had

their iPads roughly half a year, so they were quite experienced, but encountered a big change

regarding the use of iPads for learning and not for entertainment (Sverre, father).
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The ways in which these learning experiences were designed and experienced by the fami-
lies in our study varied. Some families experienced that their child’s teacher used a learning
platform as an archive.

The digital aspect of remote schooling is related to the fact that her schoolwork was uploaded

onto an educational platform, then downloaded, completed offline and uploaded again. In this

sense, the lessons were distributed digitally, rather than worked on digitally. As a result, Chloe

(daughter) has ‘a giant pile of papers’ in her bedroom (Tim, father).

In a slightly more developed approach, Maren (girl, 9 years old) used her iPad for remote
schooling and attended at fixed times, including weekday morning meetings at 8:30 on
Microsoft Teams. Attendance was taken before lessons began, and the sessions concluded
with a personal conversation with the teacher. Teams was not something that the teachers or
the class was familiar with, but it did not take long before they got the hang of it. Maren says
that they used their schoolbooks to do different tasks delivered online on the learning plat-
form Zokrates. On this platform, they also could see their schedules and what their teachers
published. According to Maren, the lessons were not that different from what they were used
to in normal school.

It seems that Maren’s teacher has the digital skills required to maintain the school life of
the children, even though Maren is only 9 years old. While Maren’s father stated that ‘The
kids took it much better than the grownups,’ this does not happen by itself; this must be
staged and facilitated by the teacher.

Several of the families experienced that they had a good collaboration with the school during
the lockdown, while others were not in contact with the school other than through some
emails or messages:

Remote schooling allowed me to gain a deeper understanding of what my children do at school,

and I liked that. Perhaps students could have one day at home a week even after the pandemic.

[…] Communication between home and school was, I think, very important to get everything

to work smoothly (Stine, mother).

Some families experienced that the transition to remote schooling led to the development
of new learning strategies for all family members:

The working methods changed for everyone in the family: take, for example, Teams: I had never

used this before in work either, so we really got a crash course in that. Both with regard to the

way we worked and the way the kids communicated. Both of the oldest children Casper, (son, 11

years old) and Peder (son, 9 years old) worked in a completely different way with assignments,

writing and drawing. They really did a lot on those learning tablets, yes really almost everything

(Bård, father).

Other families experienced that their children’s teachers developed creative projects for their
pupils. Some of the teachers gave students tasks which they could solve digitally, for example
by producing pictures, movies, or books. In this way, the students both had access to tech-
nology, and used these technologies in a productive and creative way.

Some of our families experienced that the children also became more adept with digital
technology. Lene for example says that technology has changed Ella’s (daughter, 6 years old)
life in that she can now be more independent.
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Emilie (daughter, 9 years old) has become more adept with digital media both in terms of using

a variety of different apps and services simultaneously, as well as solving technical challenges

(Petter, father).

The variation in how schools facilitate remote schooling included basic approaches to facili-
tate remote schooling by using digital platforms as an archive, to more complex and creative
approaches to ensuring the continuation of pedagogical programmes while also developing
the children’s creative production and digital skills. The variation influenced our partici-
pants’ experiences of remote schooling.

Third theme: Variation in experiences of the social aspects of learning during

remote schooling

During the period of remote schooling, the social aspects of learning became more difficult
to facilitate and the students became increasingly dependent on the resources they had at
home. The amount of help and support the children got from their parents was quite diverse
and influenced the students’ schoolwork.

The students experience a different dynamic in remote schooling. Because of this, I was moti-

vated to help Sverre (son, 11 years old) and asked him questions that made him think for himself

to ensure that he was learning what he was supposed to learn. I also attempted to compensate for

the lack of interaction with classmates by being more active myself. However, I am usually quite

involved in my children’s schooling anyway and hold them accountable for their assignments.

During the lockdown, I spent more time on this (Stine, mother).

Some of our families reported that their children had participated in group work and thus
had the opportunity to be with their fellow students and collaborate with them during the
school day.

We worked individually and in smaller groups in the learning platform. During school, we had

different ways of meeting digitally. For example, for common activities, such as when we did

Kahoot […] it wasn’t every day, only some days. But when we had Kahoot, we had almost the

whole grade. When we had smaller groups, we only did it with our class. The video meetings

worked well – better than I thought. I had anticipated technical problems when lots of people

communicated simultaneously (Casper, boy, 11 years old).

However, in our material, very few of the families experienced that the students were placed
together in groups to solve problems. Furthermore, some of the families reported a lack of
scope for meaningful interaction during remote schooling. One of the families changed their
approach to mediation, to facilitate playing the game Fortnite, because of the need for social
compensation. The boys in the class met online to play Fortnite together. This is a game with
a recommended age rating of 12 years. For this reason, Trine and Kåre did not let the boys
play this game.

We know that there is a 12-year age rating for Fortnite, but during Easter we realized that there

were so many friends that met in this game online, each in their own living rooms, so we said

okay (Trine, mother).

I enjoy playing Fortnite with my friends very much – I like that we could chat, speak and play

together again (Marius, son, 9 years old).
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While some students did not have much contact with their teachers, others reported that
they avoided wasting time during remote schooling, and that they even blossomed. Snorre
(son, 9 years old) told us that: ‘I did not have to wait so long, and I always got help.’ His
mother followed up with: ‘He is one of those who almost flourished a little in the corona
period’ (Anne, mother).

Marius (boy, 9 years old) stated that he considered both remote schooling and normal
school to have their advantages. He could concentrate more when he sat alone at home
because it was quiet. At the same time, in the classroom, you can get help from the teacher.

Other families and the children in particular told us that the remote schooling provided
them for an opportunity to concentrate more with the schoolwork. Sverre (boy, 11 years old)
got the opportunity to become absorbed, and dwell with the content:

During the lockdown, when we were home, I liked that we could use the Mac to do things. I con-

centrated more because there wasn’t as much talking as in the classroom. So, I could focus very

well here at home (Sverre, son, 11 years old).

Variation in the social aspects of learning – including support from teachers (and par-
ents), but also opportunities for group work, and opportunities for quieter periods of time
that supported deeper concentration, influenced how our participants experienced remote
schooling.

Discussion

Understanding socio-digital divides during lockdown and remote schooling in

Norway

In this article we have set out to address the following research questions:

• How did Norwegian children and their families experience the transition to remote
schooling during the Covid-19 pandemic?

• How might these experiences reflect persistent or previously underexplored socio-
digital divides in Norwegian society?

Access to the Internet and digital media is considered to be unproblematic in Norway. This
is documented in several research studies (Throndsen & Rohatgi, 2015). This is a claim that
needs to be modified. Because even though most homes have access to technology and good
internet access, children’s access can be blocked by attitudes that parents have. Our thematic
analysis reveals that the families in our study had different approaches to parental media-
tion. These differences, whether more restrictive, or more enabling, had consequences for
the ways in which the children in our study had access to and could use digital media, par-
ticularly for social or entertainment purposes. In general, the parents were supportive of the
need to use digital media for schoolwork during lockdown, however some worried about
the extent to which this in turn increased their children’s overall use of digital media and
‘screen time’. This was particularly relevant for the parents of younger children. Thus, varia-
tion in approaches to parental mediation influenced our participants’ experiences of remote
schooling.

We also know that Norwegian children experienced the transition to remote schooling
in different ways, and recent research has indicated that the variation in experiences were
related to a number of factors. However, previous studies have not explored how variation
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in parental mediation, combined with pedagogical approaches, influences how children and
their families experienced remote schooling in different ways.

We know from previous research that people with the same levels of access to digital
technology and skills can benefit differently from their use of technology (van Deursen &
Helsper, 2015). Brandtzæg (2016), for example, points out that students who focus on pro-
ductive use of technology at school can have access to information and resources, and more
importantly social capital, that drives more advanced usage patterns. Therefore, variation in
pedagogical approaches is an important factor that can influence and enhance socio-digital
divides.

Our participants experienced variation in pedagogical approaches. Some participants,
particularly the younger participants, experienced that the schools had more limited digi-
tal pedagogical approaches, using ICTs more as an archive or as a tool to continue regular
schooling at a distance. However other pupils experienced that their schools designed more
creative projects and assignments and enhanced uses of ICTs.

In many cases, parents had to support their children, particularly younger children, in
order for them to be able to engage with remote schooling. In this case, parents who were
particularly interested in enabling their children’s use of ICTs, supported their children’s
exploration of different applications and resources. We assume that these parents have high
levels of digital skills themselves, and through this were interested in, and could spend the
time, enabling their children to develop and use ICTs in creative ways during remote school-
ing. In this way, the interaction between enabling mediation and remote schooling meant
that some children had more opportunities to engage with ICTs than others.

Finally, the combination of approaches to parental mediation and remote schooling also
meant that children experienced the social aspects of learning in different ways. Some chil-
dren enjoyed the opportunity for quieter time for concentration, whereas others missed
their fellow pupils and the opportunities for group work and collaboration. Some parents
adjusted their approaches to parental mediation in order to enable their children to be social
with other children via gaming.

Thus, our study reveals the importance of the interaction between approaches to paren-
tal mediation and pedagogical approaches in terms of how they influenced participants
experiences of remote schooling during lockdown. The study also reveals both persistent
and underexplored socio-digital divides in Norwegian education. Children whose parents
were more restrictive to their use of digital media experienced less opportunities to use
these media, whether socially or otherwise, during lockdown. Some parents adjusted their
approaches to parental mediation in order to compensate for the lack of physical contact
and social interaction that their children experienced. Other parents, with higher levels of
digital skills and resources could also enable their children’s use and experience of remote
schooling to a greater degree.

Our study therefore challenges the notion that Norwegian children and young people
have equal opportunities to participate in an inclusive digital society because they have equal
levels of access to ICTs. Different types of access and use of technologies at home can result
in different levels of socio-digital divides for children and young people, both now and in
the future.

It would therefore seem that schools providing children and teachers with access to digi-
tal devices, and education about how to use these devices, combined with broadband access
and parental support at home, would provide a positive point of departure for children to
benefit from remote schooling.
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