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Will Programs Be Prepared to Teach Young e
Children At-Risk Post-pandemic?

A Scoping Review of Early Childhood
Education Experiences

Megan Kunze @ and Laura Lee McIntyre

The COVID-19 pandemic has disrupted all aspects of life and has been especially
disruptive to education and supports for young children (Barnett et al., 2020),
including those with or at-risk for disabilities (Neece et al., 2020). In the United
States most early childhood education (ECE) programs closed in spring 2020 as
children and families sheltered in place. Children with early childhood special
education (ECSE) support needs saw a significant decline in services. For example,
in a large national survey, parents reported that only 37% of children receiving early
childhood special education received full support, with the remaining 63% receiving
partial support or no support at all after their preschool classrooms closed (Barnett
et al., 2020). Loss of ECE and ECSE supports was especially devastating to
low-income or racially, ethnically, or geographically minoritized families already
experiencing heightened stress, stigma, and disadvantage (Neece et al., 2020;
Soltero-Gonzalez & Gillanders, 2021).

Although the pandemic has had widespread and global impacts, the chaotic
changes to early education and the impact on children’s school readiness will be
felt for years to come. In this chapter, we present findings from a scoping review of
global studies documenting the impacts of the COVID-19 pandemic on young
children, families, and educators. A scoping review of the literature was chosen to
identify available evidence within the preliminary research on COVID-19 and early
education (Munn et al., 2018). The purpose of this review is to examine the emerging
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evidence that is available and use it to inform future research including the questions
to pose in systematic reviews. We place these findings within the context of early
learning, school readiness, and kindergarten transition.

Method

A comprehensive literature search was conducted using APA PsycNet, Science
Direct, ERIC, and Medline to identify empirical studies published from January
2020 to July 2021. Studies investigating the effects of school closures and remote
education due to COVID-19 on early childhood education that included experiences
for families, young children, and their teachers were reviewed. The following
inclusionary criteria were used to identify articles for the present review: (1) peer-
reviewed journal article, (2) published in English between 2020 and present (July
2021), (3) quantitative and qualitative studies with methods and results related to
early childhood education and school experiences, (4) focus on young children (2—8
years), and (5) children at-risk for academic challenges based on disability or delay,
geographic isolation, or socioeconomic disadvantage. Articles that included remote
therapy or educational experiences unrelated to early school experiences (i.e.,
preschool or kindergarten) were excluded. Study samples that included age groups
beyond preschool and early education were included if the data reported could be
parsed based on age category. As shown in Fig. 25.1, the initial search yielded 1118
studies, with 18 excluded for duplicates or non-peer-reviewed. Next, 1100 manu-
scripts were screened by title and abstract review to determine inclusion resulting in
the exclusion of 1079. The remaining 21 manuscripts were reviewed in-depth to
determine eligibility for the present review resulting in 13 peer-reviewed journal
articles included in the review. Reasons for exclusion in this final stage of the review
included child participants’ age range beyond early childhood without specific data
for young children, no connection between family and return to school, or reports,
summary articles, or opinion papers not based on empirical research. See Fig. 25.1
for an overview of the search strategy.

Results

Thirteen studies representing 14 different countries met the criteria (see Table 25.1).
Although it is beyond the scope of this review to include statistical analysis, the
study features and main findings on ECE and ECSE experiences and recommenda-
tions by authors are reviewed below. In particular, the following study characteris-
tics are summarized: (1) study purpose, (2) participants: sample size, description,
and country, (3) design and approach, (4) key outcomes, and (5) future
recommendations.
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Identification of studies via databases

Screening

Manuscripts identified from
databases (N =1,118)
APA PsycNet (n=1,000)
ScienceDirect (n=30)
ERIC (n=72)
Medline (n=16)

Manuscripts removed before
screening (n=18)
Duplicate and ineligible
records removed

!

Manuscripts screened by title
and abstract (n =1,100)

Manuscripts excluded
(n=1,079)

!

Manuscripts sought for retrieval

Manuscripts not retrieved
(n=0)

(n=21)
}

Full manuscripts assessed for
eligibility (n =21)

Manuscripts excluded*
Reason 1 (n=1)
Reason 2 (n =2)
Reason 3 (n =5)

Manuscripts included in review
(n=13)

Fig. 25.1 PRISMA 2020 flow diagram
Note. *Manuscripts excluded after full review for the following reasons: Reason 1: age group
beyond early childhood (EC) without specific data for EC age-group; Reason 2: No connection
between family and return to school; Reason 3: Report or summary article (Page et al., 2021)
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Purpose of Included Studies

The purpose of all included studies was to provide a perspective of parents, teachers,
or young children on their educational experiences in ECE or ECSE due to school
closures during the COVID-19 pandemic. Three studies focused on teacher experi-
ences in the transition from in-person teaching to virtual instruction (Atiles et al.,
2021; O’Keefe & McNally, 2021; Steed & Leech, 2021). The study from Steed and
Leech (2021) was the only study to focus on teachers in both ECE and ECSE
programs specifically. Three studies solely focused on the impact of COVID-19
school closures on the parents of young children. Dong et al. (2020) explored
Chinese parents’ beliefs and attitudes toward virtual education for their young
children. Kim et al. (2021) looked to identify Ethiopian parents’ ability to facilitate
learning at home for their young children. Soltero-Gonzales and Gillanders (2021)
interviewed Latinx parents from low-income households in the United States to
understand their experiences during this educational shift. Two studies (Otero-
Mayer et al., 2021; Timmons et al., 2021) included perspectives of both teachers
and parents in their study purpose. The goals of the remaining five studies were to
have parents report their child’s experience with virtual learning due to school
closures. While Barnett et al. (2021) focused only on parents’ reflections of child
experiences, other studies combined perspectives: (a) parent and child by parent
report (Eagan et al., 2021; Wendel et al., 2020), (b) parent, child by parent report,
and teacher (Yildirim, 2021), and (c) child by parent report, teacher, child by child
report, and assessment measures (Quenzer-Alfred et al., 2021).

Participants

All included studies focused on school and learning experiences of participants:
early childhood teachers, parents, and young children in ECE or ECSE during the
COVID-19 pandemic. The 13 articles included distinct study samples. The studies
included a combined sample of 2733 teachers, 6777 parents, and 55 children.
Sample sizes varied across the studies. More than half of the studies (n = 8; 61%)
used surveys and reported on large sample sizes (median = 1114; range 184-3275).
Five studies used interviews with smaller sample sizes (median = 30; range 13-55).
Only one study used quantitative analysis of pre- and post-testing to determine child
scores on a skill assessment, including 49 child participants in their analysis
(Quenzer-Alfred et al., 2021).

All child participants were described as at-risk for poor academic performance
and experiencing developmental delays due to change in educational opportunities.
The majority of the children did not have a specified diagnosis, except for Wendel
et al. (2020), in which children had a diagnosis of ADHD. Barnett et al. (2021)
described participants as having an individualized education plan (IEP), thus qual-
ifying under special education in their school settings (Barnett et al., 2021).
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All but one study (Timmons et al., 2021) included demographic information on
participants, such as community type (rural and urban), sex, and race/ethnicity. Of
the 12 that reported demographic information, most studies included some informa-
tion on participant ethnicity; however, the ethnicity was more often unspecified and
reported as the country of residency rather than reported specifically by the partic-
ipant. For example, Atiles et al. (2021) listed the number of participants from Latin
American countries (i.e., Brazil, Costa Rica, Dominican Republic, Mexico, Nicara-
gua, Paraguay, or Puerto Rico) without specifics of participant ethnicity. Dong et al.
(2020) reported participants were from China, with no other description. Egan et al.
(2021) described their participants as being from Ireland and the United Kingdom
without further description. Because the studies took place in a wide range of
countries, it is assumed that a diverse participant group is represented. Of the eight
studies that reported adult participant sex, majority of the teachers and parents that
participated identified as female (range = 84—-100%).

Three studies described parent participants as experiencing economic barriers.
Specifically, the sample in Atiles et al. (2021) included families with limited
economic resources in various Latin American countries. Soltero-Gonzales and
Gillanders (2021) recruited a sample of low-income Lantinx families in the United
States. Kim et al. (2021) surveyed families in Ethiopia and described participants as
living in poverty with minimal learning resources, no electricity, and inability to
provide technology for learning opportunities. An exception to specific economic
description was the study by Quenzer-Alfred et al. (2021). They stated the schools
chosen as recruitment sites were in economically diverse urban areas to include
families in poverty. However, the study’s description of economic barriers was not
further defined.

Study Design and Instruments

Eight studies used a survey to gather the experiences of participants (Barnett et al.,
2021; Dong et al., 2020; Egan et al., 2021; Kim et al., 2021; O’Keefe & McNally,
2021; Otero-Mayer et al., 2021; Steed & Leech, 2021; Wendel et al., 2020). Six of
the eight survey studies used an online survey format (e.g., Qualtrics). Kim et al.
(2021) conducted a phone survey as some participants would not have access to an
online survey. Otero-Mayer et al. (2021) emailed a questionnaire to participants to
complete, which was then returned via email. Most studies reported on cross-
sectional data only, with participants responding to a survey at one point in time.
In contrast, Wendel et al. (2020) used an online survey format and surveyed
participants at three different time points.

The remaining five studies included in this review used interviews to collect
participant data (Atiles et al., 2021; Quenzer-Alfred et al., 2021; Soltero-Gonzalez &
Gillanders, 2021; Timmons et al., 2021; Yildirim, 2021). Two of these five interview
studies included additional methods of data collection. Yildirim (2021) used video
analysis of activities conducted with the child to support the interview data.
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Quenzer-Alfred et al. (2021) used qualitative analysis of pre- and post-assessments
of child performance. Children were interviewed in small groups in addition to
interviews of the parents and professionals individually.

Study Outcomes

All 13 studies reported evidence that participants did not find virtual education to be
developmentally appropriate for young children (Atiles et al., 2021; Barnett et al.,
2021; Dong et al., 2020; Egan et al., 2021; Kim et al., 2021; O’Keefe & McNally,
2021; Otero-Mayer et al., 2021; Quenzer-Alfred et al., 2021; Soltero-Gonzalez &
Gillanders, 2021; Timmons et al., 2021; Steed & Leech, 2021; Wendel et al., 2020;
Yildirim et al., 2021). Specifically, studies reported virtual learning as a detriment to
social-emotional development (Egan et al., 2021; Timmons et al., 2021), while
others described it as harmful to overall development, especially for children
experiencing socioeconomic difficulties (Kim et al., 2021; Quenzer-Alfred et al.,
2021; Wendel et al., 2020; Yildirim et al., 2021). Barnett et al. (2021) reported a
decrease in ECSE services, for example, in type and frequency of services during
school closures and a decrease in overall preschool enrollment due to virtual
instruction.

O’Keefe and McNally (2021) described teachers’ attempts to facilitate parent—
child interactions by encouraging play to address learning at home. Teachers
emphasized the role of play across curriculum activities and expressed frustration
and concerns regarding virtual play facilitation as well as play implementation
during a return to school given COVID restrictions, such as social distancing and
no shared materials. Additionally, Steed and Leach (2021) reported teachers’ strug-
gle to accurately assess and evaluate the progress of young children due to limited
teaching opportunities of basic concepts. Yildirim (2021) linked this deficit in
teaching and assessment to schools’ lack of preparation to teach virtually. Partici-
pants believed low expectations on the part of the school system are partly respon-
sible for the minimal developmental gain and limited academic growth in young
children during the COVID-19 pandemic.

Seven studies reported on outcomes of limited training and preparation of
teachers and parents to facilitate effective virtual education (Atiles et al., 2021;
Dong et al., 2020; Kim et al., 2021; Otero-Mayer et al., 2021; Soltero-Gonzalez &
Gillanders, 2021; Steed & Leech, 2021; Timmons et al., 2021). Reported barriers
preventing effective virtual learning included limited learning resources and mate-
rials in the homes (e.g., toys, books; Kim et al., 2021), lack of technology available
to families (Kim et al., 2021; Otero-Mayer et al., 2021; Steed & Leech, 2021),
minimal knowledge and time on the part of parents to facilitate activities (Dong
et al., 2020; Kim et al., 2021; Otero-Myer et al., 2021; Timmons et al., 2021). Steed
and Leech (2021) found some teachers were also unprepared to teach virtually
despite receiving training to do so, including difficulty in collaboration among
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professionals to facilitate learning. Both Steed and Leech (2021) and Timmons et al.
(2021) reported limited guidance from administration to teachers on how to provide
asynchronous and synchronous education to young children.

Eight studies demonstrated participants’ concern for the mental health and well-
being of families (Atiles et al., 2021; Dong et al., 2020; Egan et al., 2021; Kim et al.,
2021; O’Keefe & McNally, 2021; Soltero-Gonzalez & Gillanders, 2021; Steed &
Leech, 2021; Timmons et al., 2021). For example, increased parent stress due to
parents’ limited time and skills to teach their children was reported (Dong
et al., 2020; Soltero-Gonzalez & Gillanders, 2021). In addition to heightened adult
stress, increased rates of child discipline, more child stress, and anxiety were out-
comes reported by various participants (Kim et al., 2021; O’Keefe & McNally,
2021). Eagan et al. (2021) reported on child responses suggesting that children
missed their friends and playtime and generally missed being in school or childcare
settings. Overall, Eagan et al. (2021) concluded children were worried and bored
during the pandemic-related school closures. Although the pandemic was reported to
have deleterious effects on families, findings from Eagan et al. (2021) suggest that
more competent and resilient families had better mental health and well-being than
less competent and resilient families. Finally, two studies reported that teachers also
felt overwhelmed and had difficulty handling their own family life while supporting
the families with whom they work (Steed & Leech, 2021; Timmons et al., 2021).

Future Recommendations

All included studies made recommendations for educational practices for young
children, families, and teachers in post-COVID-19 circumstances and anticipation of
future school closures. Five categories surfaced as dominant recommendation
themes across studies. Recommendation themes are: (1) increasing teacher prepara-
tion, (2) implementing developmentally appropriate practices (DAP) in face-to-face
and virtual early education, (3) addressing unmet needs of children, (4) supporting
the need of families, and (5) instituting system-wide changes.

Increasing Teacher Preparation

Seven studies recommended preparing teachers to teach young children in virtual
education platforms (Atiles et al., 2021; Dong et al., 2020; Otero-Mayer et al., 2021;
Soltero-Gozalez & Gillanders, 2021; Steed & Leech, 2021; Timmons et al., 2021;
Yildirim, 2021). Specific recommendations across the studies included having
teachers receive technological training and preparation to use technology to teach
young children and reach families (Atiles et al., 2021; Dong et al., 2020; Steed &
Leech, 2021; Timmons et al., 2021; Yildirim, 2021). For example, Yildirim (2021)
suggested guidebooks for teachers and parents with instructions for distance educa-
tion paired with virtual adult learning opportunities and courses for continuing
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education credit. Otero-Mayer et al. (2021) argued professional training will increase
teachers’ ability to provide individualized education during virtual instruction.
Increasing teachers’ focus on families as a whole unit was also recommended,
including training teachers to promote parent self-esteem and positive familial
mental health (Atiles et al.,, 2021). Soltero-Gozalez and Gillanders (2021)
recommended that teacher training focus on sociocultural practices for the families
they work with (e.g., how parents play and teach their child in the home) and
recommended adding these components into their teaching of young children upon
returning to the classroom.

Implementing DAP in Virtual and Post-pandemic, Face-to-Face Early
Education

Five studies identified inadequacies of virtual instruction for young children,
recommending future practice changes (Atiles et al., 2021; Dong et al., 2020;
O’Keefe & McNally, 2021; Timmons et al., 2021; Yildirim, 2021). Atiles et al.
(2021) and Dong et al. (2020) both suggested that DAP standards be considered in
curriculum planning. More specifically, ensuring individual needs and interests of
the child are included in this planning as well (Atiles et al., 2021; Dong et al., 2020).
O’Keefe and McNally (2021) recommended further research on the importance of
play for young children with special needs in the aftermath of the pandemic and
ECE. Additionally, Timmons et al. (2021) suggested that educators use both asyn-
chronous and synchronous learning to encourage social development through cur-
riculum adaptations and lesson planning. To expand this suggestion, Timmons et al.
(2021) recommended informing families of learning expectations and lesson goals,
making materials and resources available, and providing the option for individual-
ized instruction as needed. Yildirim (2021) highlighted activities taught virtually
should be short and appropriate for preschool-aged children.

Addressing Unmet Needs of Children

Seven studies recommended changes in practice to address the unmet need of young
children during and post-virtual learning (Barnett et al., 2021; Eagan et al., 2021;
Kim et al., 2021; O’Keefe & McNally, 2021; Quenzer-Alfred et al., 2021; Timmons
et al., 2021; Wendel et al., 2020). Specifically, Barret et al. (2021) suggested that
professionals recognize children’s limited experience with school routines and their
lack of opportunity for adjustment to classroom expectations, ultimately considering
that missed early experiences will impact their transition to kindergarten. Similarly,
Egan et al. (2021) presented the importance of the teacher in support for young
children in overcoming the negative impacts of COVID-19 on socioemotional
development. Egan et al. (2021) suggested that teachers prioritize mental health
and social-emotional development to establish resiliency and coping skills for young
children. Along these lines, Kim et al. (2021) emphasized the importance of tracking
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mental health (e.g., psychosocial development), encouraging educational profes-
sionals to provide necessary support while considering unique disparities among
families.

Various studies emphasized the importance of measurement and assessment
(Barret et al., 2021, Kim et al., 2021; O’Keefe & McNally, 2021; Quenzer-Alfred
et al., 2021; Timmons et al., 2021; Wendel et al., 2020). Kim et al. (2021) pointed to
the importance of measures to determine the individual effect of school closures
based on family circumstances (e.g., sense of community, violence in the home, job
loss, and malnutrition) and the relationship of these factors with limited early
learning opportunities. Other studies echoed the importance of monitoring progress
in various developmental domains (e.g., social, emotional, physical, and academic)
due to the impact of COVID-19 considering limited exposure to peers, minimal
social opportunity, and decreased physical activity during quarantine (Barret et al.,
2021; O’Keefe & McNally, 2021; Quenzer-Alfred et al., 2021; Wendel et al., 2020).
Recommendations included partnering with parents upon re-opening to assess,
measure, and monitor children’s progress, as well as focusing on parental engage-
ment with ECE (Barret et al., 2021). Further, these formal and informal assessments
should use curriculum adaptations to meet children’s individual needs accurately
(Timmons et al., 2021).

Supporting Needs of Families

Five studies gave specific recommendations in support of families (Dong et al.,
2020; Otero-Mayer et al., 2021, Soltero-Gozalez & Gillanders, 2021; Wendel et al.,
2020; Yildirim, 2021). For example, Otero-Mayer et al. (2021) and Soltero-Gozalez
and Gillanders, (2021) emphasized individualized cooperation between families and
schools should be improved in pandemic and non-pandemic times especially con-
sidering the education level of families (e.g., highly educated families had more
communication with the school than those families with less-educated parents).
Additionally, studies recommended universal access to the internet and technolog-
ical equipment (Otero-Mayer et al., 2021), educational opportunities through
coaching of parents to increase child engagement and activities (Soltero-Gozalez
& Gillanders, 2021; Wendel et al., 2020), and guidebooks and distance education
specific to parent’s role in their child’s distance education (Yildirim, 2021).

Instituting System-Wide Changes

Most studies (n = 8; 62%) made recommendations for early education system
change (Barret et al., 2021; Egan et al., 2021; Kim et al., 2021; O’Keefe & McNally,
2021; Quenzer-Alfred et al., 2021; Timmons et al., 2021; Wendel et al., 2020;
Yildirim, 2021). For example, Quenzer-Alfred et al. (2021) suggested that education
systems consider ECE programs critical institutions, thus suggesting that ECE
remains open to prevent missed learning and opportunities for young children in
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future emergencies. Kim et al. (2021) recommended creating government policies on
the implementation of virtual and distance learning specifically for young children in
the case of future ECE closures. Additionally, several studies recommended policies
to address equity, diversity, and inclusion in distance education delivery and tech-
nology platform use (Timmons et al., 2021; Yildirim, 2021).

Aiming toward a successful education system in early education, Barret and
colleagues (2021) realized the importance of a trained and stable workforce. Addi-
tionally, these authors suggested that fragmentation within the ECE system be a
focus (Barret et al., 2021). Timmons et al. (2021) suggested that one way to unite the
system in supporting families included is providing an integrated care system that
uses community services and partnerships (e.g., social work services, youth organi-
zations, and food banks). Another example, described by Wendel et al. (2020), is
encouraging school professionals to acknowledge various levels of adversity in
families, and prioritizing those at highest risk.

Finally, two studies made recommendations around the importance of play in the
education of young children (Egan et al., 2021; O’Keefe & McNally, 2021).
Specifically, O’Keefe and McNally (2021) suggested a policy in ECE to include a
plan for play to be incorporated upon return to school in light of COVID restrictions
limiting sharing of materials and keeping a safe distance. Egan et al. (2021) added
the recommendation of using play pods (e.g., small groups who remain together for a
length of time) to decrease exposure to illness.

Discussion

Quality early childhood education is essential to school success. This review dem-
onstrates the additional, unpredictable barriers emphasized by the COVID-19 pan-
demic from a global perspective. This review highlights the multiple risk factors
(e.g., geographic isolation, developmental delays, and low socioeconomic status)
that tend to increase the risk of academic failure for vulnerable populations of young
children and their families. While the extent of this global crisis’ impact on early
education is still unfolding, this scoping review synthesizes current research on
teachers’, parents’, and children’s experiences during pandemic-related school clo-
sures. It provides essential recommendations for school adaptations and family
support. To the best of our knowledge, this is the first review of its kind in early
childhood education and care (ECEC).

Limitations of Extant Literature

Despite the important outcomes presented in this review, there are limitations to the
conclusions drawn here. The most prominent limitation of the current literature is the
variability and unforeseen impact of COVID-19, especially the steady resurgence of
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the pandemic in countries around the world (World Health Organization, 2021).
Thus, many perspectives may be missed, and comprehensive conclusions cannot be
drawn because the pandemic is ongoing. However, that unfortunate fact makes the
current review necessary—the recommendation from global researchers overwhelm-
ingly suggests our current state in the new normal (Neece et al., 2020; Park et al.,
2020). Future research should consider follow-up surveys to identify post-pandemic
needs to include ways education systems did respond, the relative efficacy of various
strategies, and the actions taken by nations around the world to quell the spread of
the disease. Additionally, while the studies included various countries, many were
not represented, or only a small number of participants were from that particular
location (e.g., Atilles et al., 2021). Nonetheless, the overall sample represents an
extensive set of participants from several countries worldwide.

A second limitation of the current group of studies is collecting data via email and
the Internet. While some studies used face-to-face interviews (e.g., Quenzer-Alfred
et al., 2021) or telephone interviews (e.g., Soltero-Gonzalez & Gillanders 2021), the
majority of survey participants had access to the Internet and a technological device
available to complete the survey, even during the pandemic. Therefore, it is possible
that a survey of parents that was not reliant on the internet for dissemination and
completion might have yielded different results. It is likely that households without
internet and technology access did not complete the survey, nor were they able to
access online, virtual learning opportunities for their child, creating an even larger
equity gap. The one exception is Barret et al. (2021), who provided technology and
Internet access to participants who needed it. However, the number of participants
that partook in this offer was not reported (Barret et al., 2021).

A third limitation was the underrepresentation of fathers and male teachers.
Despite studies representing diverse populations, most participants identified as
female and mothers. A fourth limitation pertained to child outcomes. Only one
study reported child-reported perspectives. Most studies relied on parent or teacher
interpretations and reports of child impact. Future research could incorporate other
indices of child behavior, including observation or direct assessment to better
understand child outcomes.

Finally, there is minimal evidence that the recommendations made by a group of
authors are transferrable by country and culture. For example, the United States has
made strides in increasing internet access to rural families, and schools in some other
nations issued technology tools to families. However, Kim et al. (2021) conducted
their study in Ethiopia and many participants not only lacked access to technology
devices and the internet but also were without electricity. The global health pan-
demic, with its reliance on technological alternatives, redefined basic needs in
contemporary society when individuals and groups could not access the resources
available.
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Strengths of Extant Literature

There are at least five strengths of the extant literature. First, the studies presented a
broad perspective from various countries around the world (see Table 25.1) provid-
ing evidence of the global impact of school closures on teachers and families. Yet,
there were commonalities among the participating populations (e.g., difficulty in
educating children at home and difficulty accessing technology) despite geograph-
ical separation. Second, several studies included novel outcomes based on child,
parent, and teacher experiences during COVID-19 (e.g., importance of emphasizing
play and struggles to assess child’s developmental gains). Third, these outcomes led
to various recommendations to address specific issues of teacher preparation, sup-
port for children and families, and system changes for early education. Education
systems can use these recommendations to improve early education and family
support in future school closures either due to COVID-19 or unforeseen additional
global events. Fourth, the studies took place at various timeframes across the
pandemic, which provide a broader view of the impact due to COVID-19. Interest-
ingly, the events described in this literature did not dramatically change throughout
data collection periods despite some studies conducted during initial shutdown and
other during the extended closures.

Conclusion

The COVID-19 pandemic has disrupted ECEC across the globe, with lower income
communities, children of color, and children with disabilities more impacted
(Barnett & Jung, 2021; Neece et al., 2020). Although this scoping review reflects
a snapshot of our current understanding of the pandemic’s impact on children’s early
learning and school readiness, the impacts of the pandemic will likely unfold over
years to come. The recommendations contained in the current group of reviewed
articles are useful for the likely continued impact of the pandemic as well as other
global disasters that challenge early education access. If early education is prioritized
and viewed as essential, care can be reimagined to include a continuum of integrated
services that relies on family—school partnerships, early education, and community
services.

Statements and Declarations Institutional Review Board Statement: The study
was conducted according to the guidelines of the Declaration of Helsinki, and
approved by the Institutional Review Board of the University of Oregon.
Informed Consent Statement: Informed consent was obtained from all subjects
involved in the study.
Conflicts of Interest: The authors declare no conflict of interest.
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