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1. Introduction 
In June 2020 the Philippines Department of Education (DepEd) adopted the Basic Education 
Learning Continuity Plan (BE-LCP), a framework to guide the 2020–2021 school year in light 
of school closures that started in March 2020, during the final weeks of the 2019–2020 
school year. The plan introduced an adjusted and condensed curriculum, the Most Essential 
Learning Competencies, to support schools and teachers in delivering learning through 
alternative modalities in lieu of face to face classes.  
DepEd also modified the 2020–2021 school calendar to start October 5, 2020, and end in 
June 2021. The school year typically runs from June through March in the Philippines, but 
regions, divisions, and schools needed additional time to prepare and operationalize the BE-
LCP. For example, regions were tasked with determining appropriate remote learning1 
delivery modalities based on local context. Approaches were further adapted and defined at 
the individual school level as schools contextualized the learning continuity plan. 
Given DepEd’s decentralized approach to contextualizing and ensuring learning continuity 
for learners, it became clear that remote learning would look vastly different across regions, 
divisions, and within schools. Subsequently, this mixed-methods study was designed to take 
an in-depth look at schools and families across the country to understand their experiences 
with teaching and learning during school closures—and particularly to understand how early 
language and literacy learning can best be supported in the distance learning context.  

2. Methodology 

2.1 Purpose and Research Questions  
The purpose of this study was to investigate the experience of school heads, teachers, home 
learning partners (HLPs), and students during the first year of remote learning in the 2020–
2021 school year. Another study, which was designed before the coronavirus disease 2019 
(COVID-19) school closures, had planned to investigate what elements of leadership, 
teaching and learning, and mother-tongue based multilingual education implementation best 
explained the performance outliers in Grade 3 reading before and after introduction of 
mother tongue as medium of instruction, based on findings from the 2013 to 2019 national 
Early Grade Reading Assessments (EGRAs).2 The purpose of the study was changed when 
it became apparent that data collection in schools, including classroom observations, would 
be impossible because of school closures and limited mobility in communities that took place 
in response to the COVID-19 pandemic.  
While maintaining the same sample of schools, the focus shifted to a study of the remote 
learning experience of school actors; school heads, teachers, parents and other HLPs, and 
learners. To this end, we turned our attention to: (1) the ability of school heads to apply 
established school leadership standards in the remote learning context; (2) the extent of 
learning continuity based on the dimensions given by the United Nations Children’s Fund 

 
1 Used interchangeably with distance learning modalities 
2 See Pouezevara, S., Pressley, J., & Cummiskey, C. (2019). 2019 National Early Grade Reading 
Assessment (EGRA): English and Filipino, Grade 3. Findings report. Prepared for USAID under the 
All Children Reading-Philippines Project, AID-OAA-TO- 16-00017. Research Triangle Park, NC: RTI. 
https://shared.rti.org/content/2019-national-early-grade-reading-assessment-egra-english-and-filipino-
grade-3-findings  

https://shared.rti.org/content/2019-national-early-grade-reading-assessment-egra-english-and-filipino-grade-3-findings
https://shared.rti.org/content/2019-national-early-grade-reading-assessment-egra-english-and-filipino-grade-3-findings
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(UNICEF) framework;3 (3) school head, teacher, HLP, and learner experiences of well-being 
and how this was supported; and (4) the resilience of schools and school actors based on 
the adaptations they made to address the many challenges faced in maintaining continuity of 
learning during distance learning. The study focused on language and literacy instruction for 
kindergarten to Grade 3 learners and addressed four overarching research questions, as 
follows: 

1. What was the experience of school heads during remote learning in the 2020–2021 
school year?  

2. What were the teachers’, HLPs’, and learners’ experiences of language and literacy 
teaching and learning during remote learning in the 2020–2021 school year?  

3.  What school, teacher, family, and learner factors are catalysts or barriers to remote 
teaching and learning during remote learning in the 2020–2021 school year?  

4.  Did schools that were more successful in language and literacy instruction, 
evidenced by increased EGRA scores from 2013–2019, create conditions for 
maximally supporting continuity of learning during the pivot to remote learning in the 
2020–2021 school year or was performance in remote learning more likely to be 
associated with conditions in the home and community? 

2.2 Design 
We adopted a mixed-methods study design, including both quantitative survey 
methodologies and qualitative inquiry, with data collected through either online surveys or 
phone interviews.  

2.2.1 Sample Design 
School Selection. Twenty schools were purposefully selected based on their aggregate 
change in Grade 3 reading performance in Filipino and English from the 2013 to the 2019 
National Grade 3 EGRA. We chose 10 schools whose average oral reading fluency score 
increased, despite their being remote or low resource schools, and chose 10 whose 
performance decreased, despite their having conditions typically associated with higher 
performance such as high socioeconomic status. Table 1 shows the geographic distribution 
of the sampled schools.  

Table 1. Sampled Schools by Super Region 
Super Region Number of Schools 

(n=20) 
North Luzon: (r1, r2, r3, car) 3 
South Luzon: (r4a, r4b, r5) 4 
Visayas: (r6, r7, r8) 4 
Mindanao: (r9, r10, r11, r12, r13) 3 
Metro Manila: (National Capital Region) 2 
 Bangsamoro Autonomous Region in Muslim 
Mindanao (BARMM) 

4 

 

 
3 Alam, A., & Tiwari, P. (2020). Putting the ‘learning’ back in remote learning: Policies to uphold 
effective continuity of learning through COVID-19. Office of Global Insight and Policy, Issue Brief. 
UNICEF. In Education and COVID-19 Pandemic, 1-6. 
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Participant Selection. School heads provided the Grade 1 and Grade 3 enrollment lists. In 
each school, one Grade 1 class and one Grade 3 class were randomly selected, and the 
teachers in the selected classes were asked to participate in the study. If they declined, an 
alternate class was selected. Subsequently, one boy and one girl from each of the selected 
Grade 1 and Grade 3 classes were randomly selected as well as a replacement student to 
include in the event that the parents of the original student selected did not provide consent 
or wish to participate.  

2.3 Data Collection 
School head and teacher data were collected through phone interviews (semi-scripted, 
open-ended questions) and online surveys (multiple-choice, close-ended questions). HLP 
data were collected via phone interviews that included a mix of open-ended questions (e.g., 
qualitative interviews) and closed-ended questions (e.g., survey questions). Trained data 
collectors conducted (and recorded) phone interviews. Following the interview, data 
collectors transcribed and translated notes for each question in the interview protocol.  
Data were collected at three timepoints throughout the 2020–2021 school year (beginning, 
middle, and end of the year). Occasion 1 data were collected from November 5–December 
23, 2020, in 17 of the 20 sampled schools. Occasion 2 data were collected from March 18–
April 23, 2021, in all 20 schools. Occasion 3 data were collected from May 30–June 25, 
2021, in 20 schools. These data are summarized in Table 2.  

Table 2. Summary of Responses by Occasion 

Number of responses 
Occasion 1 

Nov. 10–Jan. 8 
Occasion 2 

Mar. 18–April 26 
Occasion 3 

May 30–July 1 
School Heads (Sample = 20) 

Phone interviews 15 20 20 
Online surveys 16 18 20 

Teachers (Sample = 40) 
Phone interviews 7 40 30 
Online surveys 11 38 39 

HLPs (Sample = 80) 
Phone interviews  N/A 73 76 

 

2.4 Data Analyses 
The following analysis framework was used for data analysis, based on the focus areas of 
investigation: school leadership, continuity of learning, well-being, and resilience/adaptation. 
The various elements within these overarching focus areas that were analyzed are given 
below in Table 3.  
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Table 3. Analysis Framework 
School Leadership 

Instructional Leadership Teacher Support Resource Management & 
Outreach 

Continuity of Learning 
Curriculum & 

Content 
Pedagogy Student 

Motivation & 
Engagement 

HLP 
Facilitation 

Assessment Resources 

Well-Being Resilience/Adaptation 
Teacher, School Head, HLP, Learner School, Teacher, HLP Adaptations 

 
Descriptive analyses were used to analyze the quantitative data generated from the school 
head, teacher, and HLP surveys by generating frequency tables for each question by each 
occasion of data collection. To understand the differential responses for schools across the 
dimensions of continuity of learning (see table above), additional frequency analyses were 
conducted for questions relevant to each continuity of learning dimension by school.  
Using qualitative data analysis software, the open-ended responses collected through phone 
interviews were coded according to the analysis framework given in the table above and 
analyzed according to emerging themes and according to common narratives that crossed 
these thematic areas.  
These findings are reported below by means of two separate mechanisms. First, using these 
analysis findings, the team developed school case studies for 10 of the 20 participating 
schools that had the most complete data from all rounds and also represented a range of 
contexts. Second, based on data from all schools, we generated briefs that relate to both the 
research questions of the study and the focus areas from the analysis framework above.  

2.5 Methodological Limitations 
• The study sample is relatively small and therefore not generalizable to populations 

and schools outside of this sample. 

• School heads participated in all three occasions of data collection; only a small 
number of teachers participated in all three occasions; and HLPs only participated in 
Occasion 2 and Occasion 3, but not Occasion 1. (This was because the participant 
enrollment process had not been completed, in the case of teachers and HLPs).  

• In a few cases, participants, once fully enrolled in the study, were not able to 
participate in all occasions of data collection. If a school head or teacher was 
unavailable on any occasion, data from that participant were missing.  

• The questions in the surveys and interviews were designed such that participants 
self-reported based on their personal beliefs and experiences. This can result in self-
reporting bias. 

• The study relies solely on survey and interview responses and did not include any 
observation or measurement of student learning/performance except for some limited 
review of student-generated homework and writing samples. These samples were 
not returned by all children and were not a standardized measurement that could be 
objectively compared to others. 
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3. Findings 

3.1 Summary of Findings Briefs 

3.1.1. Introduction 
Findings in this study, based on analysis of data in all participating schools, were compiled 
into a set of seven findings briefs that summarize the different elements of the analysis 
framework presented in Table 3 of this report, which are:  

• School Leadership  

• Continuity of Learning  

• Well-Being 

• Resilience/Adaptation 
In sum, the findings briefs describe the various ways in which school communities, that is, 
school heads, teachers, HLPs, and learners, adapted to and used remote learning 
modalities for teaching and learning during the COVID-19 pandemic to ensure continuity of 
learning and describe the challenges faced and what school heads, teachers, and HLPs did 
to overcome them. The following is the list of the findings briefs. The findings briefs in their 
entirety can be found in Appendix 1.  

• Brief # 1. Supporting Home Learning Partners 

• Brief # 2. Teaching and Learning Materials  

• Brief # 3. Use of Technology 

• Brief # 4. Student Engagement 

• Brief # 5. Overcoming Challenges 

• Brief # 6. School Leadership 

• Brief # 7. Literacy Instructional Practices 
The ensuing paragraphs summarize the content of and recommendations given in each of 
the briefs and address two of the four research questions in this study: Research Question 1: 
What is the experience of school heads during remote learning in the 2020–2021 school 
year? and Research Question 2: What was the experience of teachers, learners and HLPs 
during remote learning in the 2020–2021 school year? The summary briefs have been 
organized to answer the relevant research questions.  

3.1.2. Experience of School Heads 

Research Question 1: What is the experience of school heads during remote learning in 
the 2020–2021 school year?  

Brief #6. School Leadership. The school leadership brief underscores the crucial role of 
school head leadership in supporting the transition to remote learning and successful 
implementation of remote learning and continuity of learning. Regular, open communications 
with teachers and the provision of learning action cells to provide opportunities for teachers 
and school head support to work through instructional challenges together were the most 
common mechanisms for providing instructional support to teachers. However, not all the 
schools were able to have learning action cell (i.e., school cluster) meetings or conduct them 
regularly throughout the school year. Notably, most school heads supported teachers’ 
psycho-social well-being through their openness to discuss personal matters. Community 
outreach in remote learning was a critical role for the school head, and some school heads—
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but not all—were successful in securing equipment, consumables for printing, and 
assistance for learners in households struggling with home learning. Overall, school heads 
stated that they felt supported by the regional, division, and district education offices, but still, 
many needed more support. Most of the school heads described an increase in 
responsibilities because of the pivot to remote learning. Much of the extra responsibilities 
involved the support they gave for printing, collating, reproducing, and delivering the SLMs 
and increased reporting requirements. The chief recommendations for school heads are 
discussed in Table 4. 

Table 4. School Head Recommendations 
Recommendations for Supporting School Heads 

Pay attention to school head burnout and fatigue; look for ways to support the 
school heads in administrative tasks, especially module printing and distribution. 
This may be an opportunity for private sector partnership to take a larger role 
where there are commercial printers in the area. 

 

Continue to encourage all school personnel to support one another socially and 
emotionally to cope with the changing workloads and stresses of the remote 
learning model.  
Recognize and support the creative efforts of school heads in mobilizing 
community support—private, neighborhood, and public contributions.  

 

3.1.3. Experience of Teachers, HLPs, and Learners 

Research Question 2: What is the experience of teachers, learners, and HLPs during 
remote learning in the 2020–2021 school year?  

The experiences of teachers, learners, and HLPs during remote learning are encapsulated in 
the findings presented in the six remaining findings briefs, which cover literacy instructional 
practice, teaching and learning materials, supporting HLPs, the use of technology, and how 
school communities (school heads, teachers, and HLPs) collaborated to overcome the 
challenges and barriers to remote learning during the pandemic.  
Brief # 7. Literacy Instructional Practice. Teachers delivered literacy instruction in a 
variety of ways. The primary modality of instruction in 15 of the 20 schools was the use of 
self-learning modules (SLMs), which comprised reading materials, worksheets, and 
instructions for HLPs on how to support their learner’s literacy learning. Teachers in 9 
schools used only the SLMs as a mode of instruction, while 5 schools used SLMs in 
combination with home visits or group instruction in community spaces. Teachers in 5 
schools used online instruction as their primary means of instruction, often in combination 
with SLMs. A variety of augmentative modalities were used by teachers including 
educational TV and mobile technologies. To support children in learning letter sounds and 
syllables, teachers in 7 of the 10 schools developed video or audio instruction, e.g., recorded 
videos of themselves reading that they sent to HLPs and learners. They also adapted DepEd 
materials to learners’ different learning needs. Even by the end of the school year, however, 
only 41 percent of teachers reported ever visiting their learners at home.  
Teachers also provided remedial instruction to learners who were struggling. They were very 
concerned about learner progress in reading. Teachers assessed and monitored learners’ 
progress through direct assessment using telephones and group chats with learners reading 
to their teacher or through exchanges of video- or audio-recordings of learners reading. They 
also provided feedback directly on activity sheets and writing assignments submitted by the 
learners. According to the survey, most teachers (80 percent) required learners to turn in 
completed language and literacy assignments weekly. Some teachers provided an 
“Assessment Checklist” to parents to check in on learner progress on daily tasks and 
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completion of modules. Teachers noted an increase in the effectiveness of the remote 
learning program from mid-year to the end of the year, with approximately 20 percent more 
teachers stating remote learning was effective for most or all learners at the end of the 
school year compared to the middle of the year. Table 5 shows our recommendations for 
literacy instruction practices. 

Table 5. Literacy Instruction Recommendations 
Recommendations for Strengthening Literacy Instructional Practices 

Increase opportunities for teachers to have regular direct contact with students, if 
not in person, then by regular phone contact or, if possible, online learning. One 
good practice was the use of teacher-made audio and video instructional 
presentations.  
All possible ways to give phone and/or Internet access to families should be 
explored to reduce the digital divide and ensure that regular communications with 
learners is possible and provide for monitoring of learner progress.   
Teach HLPs how to support children without it becoming an undue burden on 
them.  

 
 
Brief # 2. Teaching and Learning Materials. Although HLPs and teachers found the 
teaching and learning materials to be helpful, there were a variety of issues that were 
successfully mitigated by teachers. Most HLPs found the numbers of materials (e.g., pages 
and modules) to be too many or difficult, especially for young learners or struggling learners, 
and supplemental reading materials (especially for mother tongue) were thought to be too 
few. In some schools, the mother-tongue language modules were not aligned with the home 
language of learners. Teachers responded to these challenges by making various changes 
to the modules to fit the contexts and developmental progressions of learners. This included 
simplifying, reducing, and translating modules into appropriate mother-tongue languages or 
accessing additional materials as needed. Teachers supported struggling learners by 
providing leveled materials aligned with their abilities. Teachers at some schools developed 
learning activity sheets, and HLPs who could afford supplemented school teaching and 
learning materials with resources like alphabet charts, stories/books, and chalkboards. Table 
6 has three recommendations for increasing and improving the use of teaching and learning 
materials during school closures in the future.  

Table 6. Teaching and Learning Material Recommendations 
Recommendations for Teaching and Learning Materials 

All families should have sufficient basic school supplies and learning resources 
including dictionaries for HLPs, writing boards, notebooks, pens, and crayons.  
Increase learner access to libraries and mobile libraries for remote areas where 
families can borrow books and other learning materials or provide and orient HLPs 
on how to access the Internet for downloadable activities.  
Teachers should recommend quality, curated supplementary resources from DepEd, 
online, and bookstores. 

 
 
Brief # 1. Supporting Home Learning Partners. HLPs were vital in the pivot to remote 
learning. They were expected to support their children’s learning at home by assisting them 
to understand and complete their modules and to provide encouragement and support. The 
brief on supporting home learning describes the strategies school heads and teachers used 
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to support HLPs, as well as HLP experiences with remote learning. School heads organized 
at least one orientation for parents regarding the use of the modules and how to schedule 
lessons and set up routines for learners at home. School heads and teachers communicated 
with HLPs in a variety of ways including phone calls, Facebook Group Chat groups, and text 
messages. All the schools set up SLM pick up and retrieval schedules for parents, and in 
many cases school heads and teachers were available at school to answer any questions 
parents might have and to offer encouragement and support.  
When infection levels were low, teachers made home visits, prioritizing the teaching of 
learners who were struggling and the ones whose HLPs could not help them in learning at 
home. There were many such HLPs. They could not, or struggled to, support their children 
because they had low levels of education and/or work schedules that left them with little time 
to support their children. Cognizant of this, the number of home visits by teachers in most 
schools increased over the school year. Table 7 contains a few recommendations for 
strengthening collaboration with HLPs to support learning at home.  

Table 7. Strengthening HLP Partnership Recommendations 
Recommendations for Strengthening Partnerships and Support of HLPs 

Walk HLPs through weekly activities, with a primary focus on one high impact 
activity (word of the week, blending words). 

 
Provide orientation and support to HLPs on how to use the SLM, accessing other 
digital resources and using television and radio lessons when possible.  

 
Maintain an open line of communication to improve and strengthen HLP 
engagement. 

 
 
Brief # 3. Use of Technology. The onset of the pandemic led to a quick pivot to the use of 
technology for communication, teaching, and learning, but the findings of this study also 
revealed the digital divide and inequities in the Philippine educational system. Various forms 
of digital technologies were used by school communities. In addition to schools that offered 
forms of online learning using platforms like Google Classroom and Zoom, teachers 
communicated with HLPs and learners through text messages, Facebook Messenger, and 
WhatsApp. These same applications were used for teacher professional development. 
However, very few schools, teachers, and HLPs used online multimedia, but some aligned 
their lessons to radio and TV broadcasts.  
For many schools, both urban and rural, parents could not afford the cost of Internet service. 
In remote areas Internet access was also limited because there was no Internet or cell 
phone connectivity or only intermittent electricity. Many HLPs did not have smartphones. The 
major recommendations for strengthening the development and use of digital technologies 
include making sure that schools use a variety of approaches to support learning at home. 
These approaches can be low tech, such as the use of learning activity sheets and SLMs; 
medium tech, such as the use of texts and online applications like WhatsApp; or high tech, 
such as the use of online learning management systems like Google Classroom. What policy 
makers need to pay most attention to is ensuring that the use of digital technologies does 
not exacerbate the digital divide and that all learners have equitable opportunities to learn. 
Table 8 shows some recommendations for improving access to technology for all learners. 
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Table 8. Recommendations for Improving Access to Technology 
Recommendations for Improving and Expanding the Use of Technology 

Schools and teachers should be encouraged to use a combination of sustainable 
low-, medium-, and high-tech approaches, but prioritize the simplest technologies 
that are available and familiar to school communities.   
School orientations should include training on the use of digital technologies for 
parents along with guidance on the SLMs.  

 
Parents and teachers should be given Internet allowances to facilitate 
communication and online access.  

 
Brief # 4. Student Engagement. The brief on student engagement covered how much time 
learners studied per day, learner comfort levels and motivation, the extent to which teachers 
connected with learners at home, what HLPs did to teach and/or support learners at home, 
the challenges they had, and strategies both HLPs and teachers used to engage and 
motivate learners. Study findings indicated that on average learners studied 2 hours a day. 
In general, Grade 3 learners spent more time in home learning than did Grade 1 learners. 
However, approximately 25 percent of Grade 1 learners and approximately 15 percent of 
Grade 3 learners spent 1 hour or less on home learning.  
Most HLPs reported they spent 1 to 2 hours a day supporting their children. These hours 
increased by mid-year but then decreased by the end of the year. Forty percent of the 
teachers interviewed stated that they visited learners during the period of the study. Home 
visits by teachers often depended on the levels of COVID-19 infections in school districts. To 
increase and/or support learning at home, school heads and teachers encouraged HLPs to 
set up routines and structures for learners. More than half of HLPs reported that they did not 
set a place and time for learning. Those who did stated that their children studied in living 
rooms and bedrooms.  
As can be expected from young learners, staying motivated to engage in home learning and 
staying focused was a challenge, for learners and for HLPs. This brief provides considerable 
insight into these challenges and how they were mitigated. Strategies parents used to 
motivate learners included offering encouragement and tangible rewards, monitoring 
learners’ work, providing supplementary materials, direct instruction from teachers in the 
home, and reading with learners. HLPs still reported, especially toward the end of the year, 
that it became increasingly challenging to keep learners focused and interested in their 
schoolwork. Table 9 includes recommendations for strengthening learner motivation. 

Table 9. Recommendations for Motivating Learners 
Recommendations for Strengthening Learner Motivation 

Teachers, HLPs, and learners collaborate to develop schedules that accommodate 
home contexts.  

 
Teachers need to regularly connect with learners (at least once a week) through 
home visits or socially distanced group meetings with learners in community 
spaces, and/or through phone calls and social media applications.  
Introduce learning activities and supplementary materials that are more engaging.  

 
 
Brief #5. Overcoming Challenges. The findings in this brief describe the barriers to 
continuity of learning and how school communities tackled, adapted, and overcame the 
various challenges they encountered when implementing remote learning. The summary in 
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this report focuses primarily on the strategies school heads, teachers, and HLPs used to 
support learning at home. As described in the briefs above, school communities identified 
challenges related to teaching and learning materials, the ability of HLPs to teach their 
children, and communication with learners and HLPs. Regarding teaching and learning 
materials, teachers translated, contextualized, and adapted content to fit the needs of their 
learners. Schools set up schedules to structure and organize the distribution and pick up of 
the SLM. Teachers and school heads reached out to neighbors and community members to 
distribute SLMs to children who lived in remote areas. Orientation sessions were held for 
HLPs, and teachers found ways to meet and/or communicate with them to support learning 
at home, like the use of two-way radios and megaphones to make announcements. 
Teachers and school heads met during learning action cell meetings to determine how to 
support learners who were struggling. Reading assessments were administered during 
home visits to help identify gaps, and teachers offered remedial sessions. These briefs 
indicate that most school communities made varying efforts to adapt to the situation and 
ensure continuity of learning at home. 
The next section of this report summarizes and discusses a selection of 10 school case 
studies to address Research Questions 3 and 4. 

3.2 Summary of Case Studies 

3.2.1. Introduction 
In addition to the set of study briefs that were developed based on data from the entire 
sample population and survey and interview data combined, the team selected 10 of the 20 
schools for a school case study analysis. Ten school case studies are reported separately in 
Appendix 2. 
The case study exercise helped to address Research Question 3: “What school, teacher, 
family, and student factors are catalysts or barriers to remote teaching and learning during 
remote learning in the 2020–2021 school year?” and Research Question 4: “Did schools that 
were more successful in language and literacy instruction, evidenced by increased EGRA 
scores from 2013–2019, create conditions for maximally supporting continuity of learning 
during the pivot to remote learning in the 2020–2021 school year, or was performance in 
remote learning more likely to be associated with conditions in the home and community?” 

To this end, school selection for the case studies was strategic. We selected schools from 
diverse regional demarcations, geographical locations, municipal populations, and 
kindergarten to Grade 3 enrollments. Other criteria included percentage of indigenous 
families in school, average family wealth, and past school performance in increasing Grade 
3 reading outcomes. The distribution of case study schools across categories in five 
overarching demographics and the four regions in the Philippines are shown in Table 10. 

Table 10. Distribution of Case Study School Demographics by Region 

Demographics 

School 
Total 

(n=10) 

Regions 
North 
Luzon 
(n=3) 

Visayas 
(n=2) 

Mindanao 
(n=2) 

BARMM 
(n=2) 

 
Manila 
(n=1) 

Location  
Last-mile rural 3 1   2  
Rural 2  1 1   
Urban 2 1 1    
Highly urban 3 1  1  1 
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Demographics 

School 
Total 

(n=10) 

Regions 
North 
Luzon 
(n=3) 

Visayas 
(n=2) 

Mindanao 
(n=2) 

BARMM 
(n=2) 

 
Manila 
(n=1) 

Municipal Population  
0–9,999 2 1 1      
10,000–99,999 3     1 2   
100,000–499,999 2 1 1     
500,000++ 3 1   1  1 
Enrollment (K–Grade 3)  
0–99 1 1        
100–199 4   1 1  2   
200–399 2 1  1      
400–999 2 1  1    
1,000+ 1        1 
Percent Indigenous Persons  
None 6 2 2 1  1 
1–25% 0          
26–50% 0          
51–75% 2     1 1   
76–100% 2 1     1  
Family Wealth  
1st Quartile 1    1  
2nd Quartile 5  1 2 1 1  
3rd Quartile 4 2  1  1 
4th Quartile 0      
Reading Gains (2013–2019, EGRA)  
Increased reading 
fluency 

5  1 2 1 1 

Decreased reading 
fluency 

5 3 1  1  

 
The structure of each case study was based on the analysis framework given in Table 3 of 
this report. The findings from these case studies were then further analyzed across the 10 
case study schools to categorize the schools according to their ability to implement and 
adapt to the remote learning program based on local needs and to provide continuity of 
learning to students. Based on the school data, each of the 10 case study schools were 
assigned to one of four groups or levels, which organize schools according to their relative 
success at implementing the remote learning program. These are listed below.  

1. Poor Initial Transition, No Adaptations. These schools struggled to transition to 
remote learning and demonstrated little evidence of improvement over the school 
year and therefore, negligible support for continuity of learning was provided. 

2. Challenged Initial Transition, Small Adaptations. These schools struggled to 
transition to remote learning in the initial part of the school year but demonstrated 
some special school qualities and/or made small but important adaptations during the 
year, which helped support continuity of learning. 
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3. Challenged Initial Transition, Major Adaptations. These schools experienced 
challenges when transitioning to remote learning initially but managed these 
challenges promptly and made major adaptations during the year, which helped 
maximize continuity of learning. 

4. Smooth Initial Transition, Many Major Adaptations. Schools in this category, 
demonstrated a rapid pivot to remote learning and continued to improve and adapt to 
the situation in major ways, maximizing continuity of learning at home. 

In the first sub-section below, based on the survey data and qualitative interview findings, we 
characterize schools that have been assigned to each of four levels of success in supporting 
children’s continuity of learning at home through distance learning. This analysis informs 
Research Question 3.  
In the second sub-section we discuss the role of certain school factors (e.g., past 
performance on improving reading, location, and wealth,) in predicting the relative success 
of schools in pivoting to remote learning and supporting continuity of learning at home, 
addressing Research Question 4. 

3.2.2. Characteristics of Schools by Four Levels of Success in Implementing the 
Remote Learning Program 

Research Question 3: What school, teacher, family, and student factors are catalysts or 
barriers to remote teaching and learning during remote learning in the 2020–2021 school 
year? 

Level 1. Poor Initial Transition, No Adaptations. Struggled to transition to remote learning 
and demonstrated little evidence of improvement over the school year, and therefore, 
negligible support for continuity of learning was provided. 

Two of the 10 case study schools demonstrated challenges supporting their learners 
throughout the school year. Like most of the schools in this study, the initial transition was 
plagued with challenges, including the development and/or translation of modules; printing, 
reproducing, and delivering modules to families; and funding of equipment maintenance and 
consumables such as paper. Like other schools, this burden was lightened when 
maintenance and other operating expense (MOOE) funds and assistance were provided 
later in the school year.  
What stands out among Level 1 schools is the multiplicity of factors that impeded their ability 
to support learners’ continuity of learning at home, combined with limited instructional 
leadership capability to support teachers in addressing these challenges. Like other schools, 
the schools assigned to Level 1 faced challenges that were magnified by low literacy levels 
of parents, working parents, and little to no access to the Internet or mobile technologies for 
teachers and/or households. These latter challenges were more prominent in these two 
schools than other case study schools. Teachers in these schools struggled throughout the 
school year. In the interview taking place at the end of the school year, one teacher 
commented,  

“We’ve not really adjusted. It's like we are in shock.” 

=========== 
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Factors impeding teaching and learning in Level 1 schools. 

• Limited communications with learners and HLPs due to reasons including remoteness of 
communities; limited access to telecommunications; policy prohibiting home visits; and little 
school head or teacher initiative to mitigate these challenges. Consequently, teachers only 
sporadically connected with learners. The module collection schedule allowed some 
communication with HLPs, but not all came.  

• Limited learner time on task and direct support from HLPs were two seriously limiting factors. 
Learner engagement and HLP learner support ranged from less than 1 hour per day to a 
maximum of 2 hours per day in these schools.  

• Limited instructional leadership. Though some teachers recognized that the school head was 
approachable and “cared about their well-being,” teachers received little to no direct instructional 
guidance from the school head. School heads mostly focused on supporting materials production 
and delivery. 

• In these two schools there were no clear performance targets, which added to the constraints of 
monitoring and assessing learner progress.  

• Except for supporting printing, reproduction, and delivery of materials, neither school heads nor 
teachers demonstrated initiative to address resource limitations.  

• The mother-tongue language and literacy SLMs were not aligned with the language spoken 
in the home. In one school over 85 percent of families spoke a different language. Thus, the 
need to translate these materials to Filipino or other mother-tongues added an additional burden 
for teachers throughout the year. This issue was shared by many other case study schools, not 
only those in Category 1.  

Level 2. Challenged Initial Transition, Small Adaptations. These schools struggled to 
transition to remote learning initially but demonstrated some special school qualities and/or 
made small but important adaptations during the year, which helped support implementation. 

Four schools were assigned to Level 2. Like Level 1 schools, these schools faced 
challenges in printing, reproducing, and delivering SLMs to families; however, school heads 
immediately supported these tasks by resourcing funds and community assistance to ensure 
printers and consumables were available to teachers and provided hands on assistance and 
outreach to ensure all families received the modules in a timely fashion.  
School heads were approachable and caring and made deliberate efforts to include teachers 
in making decisions about how best to adapt to and support home learning. School heads in 
these schools attended more to instructional leadership and teacher support and 
development responsibilities than was demonstrated by the school heads in the Level 1 
schools. Unlike in the Level 1 schools, teachers in three of the four Level 2 schools were 
allowed to have home and school visits with social distancing. Teachers also used cell 
phone calls, group chats, and/or two-way radios to reach HLPs and learners. However, 
teacher connections with their learners and HLPs were not extensive nor systematic and 
were limited by the fact that most families did not have access to mobile technologies. Thus, 
even with these improved attempts to reach learners, many learners and HLPs could not be 
reached on a regular basis.  
The ability of teachers to make home visits and engage directly with HLPs and learners 
made a difference in their appreciation of the role of the parent in distance learning. At the 
end of the school year one teacher summarized,  
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“Without the assistance of parents, I don’t think any of the programs I mentioned 
would work.” 

A school head noticed that learners were adjusting to the program, but it took time,  
“[The learners] are doing better compared to the beginning of the school year 

because now most of them have adjusted to the new reality.” 

=========== 

 
 

 
 

Factors impeding teaching and learning in Level 2 schools. 

• Non-universal access to Internet and mobile technologies. Most of the homes did not 
have access to phones nor stable connectivity to benefit from these communications.  

• Reading materials in the SLMs were problematic, including too many modules, difficult 
content for younger and struggling learners, and insufficient literacy materials.   

• Mismatch in mother-tongue materials. Reading materials were sometimes in a different 
language than that used in the family.  

Factors that improved teaching and learning in Level 2 schools. 

• Instructional leadership. The school heads in these schools were not only approachable, 
caring, and included teachers in decision-making, they provided instructional leadership 
through the following:  
− Regular teaching-related communications via individual calls and/or group chats 
− Direct assistance to teacher work planning 
− Professional development through instruction-oriented learning action cells, where 

teachers worked with their peers and their head teacher to plan, develop materials, 
and collectively address challenges  

− Organization of teacher-to-teacher support networks by matching technically strong 
with technically weaker teachers or designating master teachers to a variety of teacher 
support activities. 

• School head outreach to engage community assistance to families. School heads 
made deliberate efforts to engage community assistance beyond provision of printing 
consumables needed for printing and module delivery. For example:  
− One school head developed the “Pagtutulungan sa Pagbasa sa Panahon ng 

Pandemya,” a community partnership program to support struggling families. Using 
this initiative, the school head and teachers worked together to identify and engage 
high-school students, college students, and capable parents to work with learners 
whose parents needed assistance in facilitating home learning.  

− Parent support networks and two-way radio support for communications to mitigate 
the barriers from limited cell phone or online connectivity and unallowable school 
visits.  

• Teacher initiatives to stay connected to and support learners. Teachers in Category 2 
schools made efforts to connect with their learners at least once per week and augmented 
literacy materials with activity sheets, additional stories, and materials appropriate to 
different abilities.  

• Learner and HLP engagement in home learning. Learner engagement and HLP support 
to children’s learning ranged from 2–6 hours per day with an average of 3 hours per day 
for both the learner and HLP. Though not extensive, this amount of time was still greater 
than 2 hours per day, which was the average learner and HLP engagement for 20 schools 
in this study. 
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Level 3. Challenged Initial Transition, Major Adaptations. Challenges were experienced 
transitioning to remote learning initially, but the school met these challenges quickly and 
made major adaptations during the year, which helped maximize continuity of learning. 

Two schools were assigned to Level 2. Like schools in Level 2, instructional leadership and 
teachers’ dedication and initiative in supporting their learners and HLPs helped support 
continuity of learning in the home setting. However, these schools stood apart from schools 
assigned to Level 1 and Level 2 because of school heads’ and teachers’ systematic 
approaches to instructional leadership and instruction in the remote setting, respectively.  
Furthermore, the combination of home visits and much improved (though still not universal) 
family access to communications technologies contributed greatly to the ability of HLPs to 
support their children and for teachers to stay connected with their learners and their 
parents. With better access to technologies both teachers and HLPs could and did access 
online materials through the DepEd Commons and could access other learning supports 
such as DepEd TV and educational YouTube offerings. Hybrid approaches to instruction 
including some online teaching and the use of mobile video calls and Group Chats to 
support learning and performance monitoring as well as SLMs were used in these schools. 
This was not possible in Level 2 schools where few households had access to technology. 
Teachers in all of the Level 3 schools had frequent and regular communications with HLPs 
and considered these partnerships vital to the success of the remote learning program and 
the continuous learning of their children. Teachers stated the following about the importance 
of partnerships with parents:  

The parents of my students know that I'm one chat or one text away if they need 
any questions regarding the module.” 

“I like seeing parents who are so involved with their children's education. Unlike 
before that they leave everything to the teacher, now they ask a lot of questions 

about the module and how to answer the activities in the module.” 

=========== 
 

 
 

Factors impeding teaching and learning in Level 3 schools. 

• Challenges with SLMs. As did teachers in Category 2 schools, teachers in Category 3 
schools found SLMs to be problematic, either because the number of materials was more 
than the learners could handle or because of inadequate supplemental reading materials. 
All teachers in these schools worked together to mitigate these problems, as did teachers 
in Category 2 schools.  

• HLPs often completed the learner’s modules. This was not an issue unique to Category 
3 schools but more prominent in the interview narratives of these schools. This issue 
impedes teachers’ abilities to target instruction to learner needs and conduct valid 
assessments of learner performance.  
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Level 4. Challenged Initial Transition, Major Adaptations. These schools adapted to the 
remote learning context, putting into place changes to the remote learning program during 
the initial part of the year—leading to a quick and effective transition to remote learning—and 
continued to improve and adapt to the situation in major ways, maximizing continuity of 
learning at home. 

The underpinning reasons that enabled these schools to transition seamlessly to the remote 
learning program were the schools’ exceptional leadership and teachers’ positive spirit, 
creativity, and commitment; partnerships with government and community; and more 
extensive involvement of HLPs in their child’s learning because of higher education levels of 
HLPs. The school heads provided systematic and continuous instructional leadership, 
teacher support and development opportunities, and proactive and productive community 
outreach. The teachers themselves applied and maintained creative, practical, and 
supportive communication between home and school. Most parents and other HLPs in these 
schools had high school or college degrees, which put them in a good position to facilitate 
home learning. They were able to tap into Internet-based resources and educational 
programs to support their children’s learning.  
At the start of the school year and in some cases prior to the time the remote learning year 
began, the school heads actively reached out to stakeholders to secure resources for the 
remote learning program. The responses were unusually favorable and enabled these 

Factors that improved teaching and learning in Level 3 schools. 
• Systematic approaches to instructional leadership. School head leadership and 

teacher support were organized and systematic in these schools, which was an 
improvement from the instructional leadership given in the Category 1 and Category 2 
schools. For example: 
− The school head in one school developed a cascade training model for providing 

teacher guidance and support through master teachers, involving weekly master 
training guidance, which was cascaded down to teachers as they supported, 
mentored, and assisted teachers in planning, instructional guidance, and learner 
performance monitoring.  

− Identification of community-based para-teachers to support learners in homes that did 
not receive sufficient HLP assistance.  

− Regularly scheduled (monthly) instruction-oriented learning action cells. 
− Early assessment and systematic continuous performance monitoring of learners 

allowed for identification of and targeted approaches for supporting struggling 
learners, allowing for adjustments in materials as learners progressed and eventually 
caught up.  

− Scheduled weekly learner feedback, tailored to the most effective modality for each 
learner (e.g., video calls, online communications, home visits). 

− Shared school governance to ensure all teachers had a voice in decision-making and 
co-create adaptations to support better implementation.  

− Scheduled regular bonding activities to maximize and sustain teamwork.  
• Teacher-driven adaptations to mitigate module inadequacies, including strategically 

reducing content and supplementing reading materials through the following: 
− Learning activity sheets 
− Augmenting materials with pictures, folk stories, song lyrics, and poems 
− Downloading and distributing materials from the DepEd Commons 
− Making suggestions for educational programs on YouTube and television 
− Video-taping demonstration lessons to share with HLP. 

• Frequent and regular communications with parents and other HLPs. In these 
schools, teachers communicated with HLPs once or twice per week. Teachers were in 
constant communication with parents, accommodating their different needs in supporting 
their child’s learning needs.  
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schools, unlike other case study schools, to leverage technology and use online learning and 
mobile technologies for more direct learner instruction, HLP guidance, and learner 
performance monitoring. Even with these opportunities, teachers made a point to directly 
and regularly connect with individual learners and their parents when households did not 
have access to online learning. Thus, the schools were creative in implementing a blended 
approach and mitigating poor access to the online modality.  
School heads judiciously utilized data from the learner enrollment survey proactively and 
regularly sought feedback from HLPs and learners on their home learning experiences. This 
allowed them to plan their actions and make informed decisions throughout the year to 
maximize learners’ benefit from the remote program throughout the school year.  
One school head summed up her experience in the first year of remote learning like this:  

“Our target is not only the students, but the parents as well. We also need to 
motivate them. If the parents are not inclined to [recognize] the importance of 

education, our efforts will be wasted.” 

A teacher noted:  
“School leadership does their best to support us, teachers. The administration 
really works for the good of the school, teachers, and learners. For this school 

year, our goal is that no one, no pupil, be left behind.” 

=========== 
 

 
 

Factors that improved teaching and learning in Level 4 schools.  

• Schools made plans and actions based on the learner enrollment survey, thus ensuring 
that timely and well-coordinated decisions were made before and during the 
implementation of remote learning.  

• The school heads in this category proactively reached out to and secured 
extraordinary government and private sector materials and service inputs to support 
remote learning. For example:  
− One school received one laptop for each teacher and one tablet loaded with offline e-

resources for each learner.  
− A school head established a “Project Load” initiative that raised funds to give data load 

allowances to learners whose HLPs could not afford Internet connectivity. 
• School head facilitated a realignment of MOOE funds to support teachers’ and learners’ 

needs. 
− Hired additional teacher assistant to download, print, and reproduce the modules so 

that teachers could focus on preparations for online classes.  
− Used MOOE to establish Internet connectivity in school to support teachers who had 

limited or unstable Internet access at home. 
• Unique aspects of Category 4 instructional leadership. The systemized instructional 

leadership described for the Category 3 schools was also characteristic of Category 4 
school heads. However, there were some unique aspects of Category 4 leadership. For 
example, leadership:  
− Required teachers to frequently participate in DepEd-led webinars on remote learning. 

Factors impeding teaching and learning in Category 4 schools. 

• Some HLPs lost jobs because of the pandemic and could not provide their learners with 
resources needed such as access to the Internet and communication devices for online 
classes. 

• Unreliable Internet connectivity challenged both teachers and learners; however, school 
heads were able to mitigate this challenge through community outreach and support.  

• Mismatch in the learners’ mother tongue and that of the SLMs from the division office. 
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− Engaged master teachers more extensively in teacher support and supervision by 
observing online classes and teacher recordings of video lessons for observation-
based supervision and support.  

− Accessed and used SLMs from another division office to provide instructional modules 
that were aligned with the household mother-tongue language.  

• Creative, proactive, and supportive approach to instruction. Due to mobility 
restrictions, teachers applied a variety of strategies to reach and support HLPs and 
learners who could not participate in online learning. For example: 
− One school head personally reached out to parents of struggling learners to dissuade 

their learners from dropping out of school and provide encouragement. 
− Master teachers were assigned to help teachers address the needs of struggling 

learners by providing direct remedial instruction to selected learners. 
− Teachers in one school gamified some activities using computer apps and software to 

pique the learners’ interests and keep them focused. 
• Exceptional HLP Facilitation. Given the education of these HLPs, they were able to make 

use of technologies to assist their learners by, for example:  
− Provision of additional materials and activities like educational videos and printing of 

reading passages and activity sheets sourced from the Internet. 
− Budgeting wisely to ensure their child had the data load to attend online classes. 
− Patience and understanding of their learners’ moods and study behavior. 
− Partner with fellow HLPs and teachers to seek assistance with materials, struggling 

learners, or learner behaviors. 
 

3.2.3. Discussion of Factors that Help to Explain Schools’ Differential Success in 
Implementing Remote Learning 

Research Question 4: Did schools that were more successful in language and literacy 
instruction, evidenced by increased Grade 3 EGRA scores from 2013–2019, create 
conditions for maximally supporting continuity of learning in the remote learning context 
during the 2020–2021 school year, or was performance in remote learning more likely to 
be associated with conditions in the home and community? 

To answer Research Question 4, we combined what we learned about the characteristics of 
10 case study schools demonstrating four different levels of success in implementing the 
distance learning program in the 2020–2021 school year (i.e., described in preceding sub-
section) with data on 3 school demographics. Table 11 below shows the distribution of the 
10 case study schools across their respective levels of success in supporting continuity of 
learning in the remote context and across levels of 3 school demographics: past school 
performance in improving reading outcomes, municipal population where schools are 
located, and school aggregates of family wealth. Thus Table 11 presents three cross-
tabulations, which are: level of success by school performance in improving reading 
outcomes, level of success by municipal population, and level of success by family wealth.  
The small number of school case studies conducted (i.e., a total of 10 schools) to provide 
the in-depth information required to evaluate schools’ relative success in distance learning 
precluded the use of statistical analyses to ascertain which school factors best predict a 
school’s ability to create the conditions for maximally supporting continuity of learning in the 
remote learning context—the basis of Research Question 4. However, the cross-tabulations 
presented in Table 11, combined with what we learned about schools’ relative success in 
supporting continuity of learning (i.e., described in the preceding sub-section), are helpful in 
suggesting some themes that could be followed up on in future studies of remote learning.  
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Table 11. Distribution of Case Study School Demographics by Level of 
Success 

Demographics 

School 
Total 

(n=10) 

Success in Supporting Continuity of Learning 

Level 1 
(n=2) 

Level 2 
(n=4) 

Level 3 
(n=2) 

Level 4 
(n=2) 

Crosstabulation 1: Reading Gains (2013–2019, EGRA) 
Increased reading fluency 5 2 1 1 1 
Decreased reading fluency 5  3 1 1 
Crosstabulation 2: Location 
Last-mile rural 3 1 2   
Rural 2  2   
Urban 2   1 1 
Highly urban 3 1  1 1 
Crosstabulation 3: Municipal Population/Location 
<10,000 (Very Rural) 2  2     
10,000–99,999. (Rural) 3  1  2    
100,000–499,999 (Urban) 2   1 1  
> 500,000 (Highly Urban) 3 1   1 1 
Crosstabulation 4: Family Wealth Quartile (School Average) 
1st Quartile 1  1   
2nd Quartile 5  2 2 1  
3rd Quartile 4  1 1 2 
4th Quartile 0     

 
In Table 11, the school counts shaded light grey are schools that were assigned to the two 
lower success levels (Level 1 or Level 2) while the school counts shaded in dark grey are 
schools that were assigned to the two higher success levels (Level 3 and Level 4). By 
reviewing the patterns of distributions in these three cross-tabulations, it can be seen in 
Table 11 that only Location and Municipal Population appeared to suggest a relationship 
with a school’s relative level of success implementing the remote learning program. Schools 
in remote and rural locations, with small municipal populations, had more difficulty creating 
the conditions needed for continuity of learning in the remote setting. Schools in urban or 
highly urban areas had more success, falling in either Level 3 or Level 4. A review of the 
data in Table 11, based on these 10 case study schools, suggests that neither a school’s 
past performance in increasing reading outcomes nor the average family wealth of 
households in the school bore any relationship to the relative success of schools in 
implementing distance learning.  
The characterizations of Level 1 to Level 4 schools described in the preceding section 
suggest some emerging factors that appear to be associated with a school’s ability to 
establish the conditions that will maximally support continuity of learning in the remote 
context. To reiterate early words of caution, these emerging factors are given by the 
evaluation of a limited number of schools, 10 in total. This precludes the ability to make 
definitive conclusions about what conditions predict a school’s success, but rather points to 
areas that can be further explored with future research. These suggested factors, combined 
with the school location factors mentioned above, are summarized in Table 12 below.  



 

20 2020-2021 Philippines Remote Learning Study  

Table 12. Emerging Factors Associated with School’s Ability to Create and 
Provide Conditions for Continuity of Learning during Remote 
Learning 

School Leadership 
School head leadership, initiatives, or systems established to provide instructional leadership and 
support to teachers. This may mean school head interactions with teachers about instruction and 
assessment during remote learning or the initiatives taken to provide instructional support through a 
cascade of learning and support given by master teachers or peer-to-peer teacher networks.  
School head regular and direct check-ins with teachers through a mix of online, mobile, and face to 
face communications to support individual instructional support or psycho-social support needs.  
School head leadership in mobilizing external support to schools, for example, to secure additional 
resources and assistance from DepEd, local government, private sector, and individual community 
members. This may be community outreach to secure equipment (e.g., printers, laptops, tablets), 
consumables (e.g., paper for printing, funding to households for pay for data, load, or airtime 
needed to maintain Internet or mobile phone connectivity), or services (distributing modules, 
reproduction of materials, or remedial instruction, parent support networks to help households that 
are not able to provide instructional support to their learners).  
Teacher Support 
Ability of teachers to regularly connect with learners to provide direct instruction and monitor 
learning performance through a mix of online, mobile, and face to face communications. 
Ability of teachers to regularly connect with parents and other HLPs to provide direct guidance 
related to their learner’s progress and how to facilitate and maximize that progress through a mix of 
online, mobile, and face to face communications.  
Partnerships with Parents 
It is not the willingness nor capability of parents and other home learning partners to support their 
learners but the partnerships with HLPs that stand out as a differentiating factor in a school’s 
success in creating and providing the conditions that support continuity of learning at home.  Not all 
HLPs are available because of competing work demands or feel capable because of literacy levels 
or limited education.  It “takes a village” to support all learners at home. Therefore, partnerships 
among school heads, teachers, HLPs, and other community members (e.g., neighbors, willing and 
capable youth, and others in the community who can assist households) are needed to ensure that 
all households have regular guidance and ensure that all children receive the learning support they 
need.  
The importance of providing regular, meaningful communications and guidance to parents and 
other HLPs (e.g., guidance in providing learner support and psycho-social guidance) – either 
through direct communications or through partnerships – is critical in maximizing continuity of 
learning at home.  
Technology 
Availability of access to Internet or cell phone connectivity such as a cell tower or satellite 
connection in the municipality where the school and households are located.  
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4. Discussion 
In our final review and discussion about the findings of this study, we observed different 
experiences and school capabilities in delivering education in the remote setting, from the 
beginning of the school year to the end of the school year. In the review of these findings 
and discussions we also identified findings that have important implications for enhancing 
education as schools begin to open and children return to the classroom.  These are 
discussed in the two sub-sections of this section.  

4.1. Characteristics of the Pivot to Remote Learning at The Beginning, 
Middle, and End of the School Year 

Looking at the experiences of school actors as they pivoted to remote learning because of 
school lockdowns, secondary to the global COVID-19 pandemic, we note different 
experiences related to different times in the school year: (1) experience of the initial 
transition, (2) understanding and adapting to the different challenges arising, and (3) 
transformation.  
Initial Transition. The school experience of the initial transition to remote learning was often 
chaotic because, for most schools, there was an enormous task of printing, reproducing, and 
delivering the SLMs to households. Some of the original modules were not aligned with the 
home languages and needed to be adapted for use in the local context by translating and/or 
supplementing the modules, i.e., with activity sheets or stories. Teachers bore the bulk of the 
responsibility for these tasks. This was combined with the urgent need for school heads, 
teachers, and HLPs to receive a proper orientation and guidance about how to deliver 
instruction remotely. School head leadership and partnerships with teachers and DepEd 
offices upstream played an underpinning role in the success of getting the SLMs to HLPs 
and providing for an orientation to distance learning for all. It was a task of “all hands on 
deck,” which included the mobilization of community, not only to help with the work of 
module production and delivery but also to provide needed health and hygiene supplies. The 
initiative of the school head was critical for successful community outreach and securing the 
additional resources and assistance needed to meet the challenges presented by the initial 
transition to remote learning and to enlist their continued support throughout the year. For 
many teachers, the emotional pressures of these new responsibilities (i.e., printing and 
reproducing the SLMs) on top of their responsibilities of children’s learning presented, for 
many, considerable psychological stress. Probably more than ever before, the school head 
needed the psycho-social and communication skills to be responsive to the personal as well 
as professional needs of their staff.  
Adaptation. As school heads, teachers, HLPs, and learners began to understand the 
challenges and needs of each other, the collaborations became more about making the 
adaptations needed to create the learning conditions that would maximally support children’s 
continuity of learning at home. Once again, the leadership of school heads and their ability to 
collaborate and co-create strategy with teachers and other stakeholders was crucial. 
Teachers’ initiative to continuously assess learner and parent needs and to adjust 
accordingly, providing adaptive instruction and psycho-social support was equally critical, but 
collaboration with other teachers was needed. School heads and teachers worked together 
to set up opportunities for staying connected to their professional peers so that no one 
person was isolated in trying to address the many challenges of remote learning. A school’s 
ability to make strategic adaptations to mitigate specific challenges in distance learning that 
arise in the school was observed to be one of the pivotal characteristics of schools that best 
supported continuity of learning in the distance education context.  
Transformation. Moving into the third quarter of the school year, and in some schools more 
than others, many of the adaptations were no longer novel but were implemented with more 
ease and sometimes emerged as shifts in the school systems and operations. For example, 
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teachers more systematically adjusted materials and differential instruction for struggling 
learners, community/neighbor assistance to learners who were not receiving home support 
became routine and were established as a school-community practice or “program,” and 
providing instructional support and monitoring through cell phone audio and video recordings 
became more systematic as teachers and HLPs became more confident in using mobile 
technologies. These emerging routines and systems of home learning support represent the 
resilience capability of schools demonstrated by systemic shifts in school operations or 
“school transformations” in response to the COVID-19 crisis. These school transformations 
had enormous utility in meeting the needs of learners and their parents in remote learning, 
but also strengthened schools’ ability to transition back to the classroom and maintain and 
enhance teaching and learning by applying such transformations to the future. 

4.2. Study Findings that Inform Education Planning for Re-opening Schools 
and Classrooms after the COVID-19 School Closures   

Schools in the Philippines and elsewhere were slowly reopening at the time of this writing. In 
this section, we present findings from this study that hold potential for guiding a better future 
for learning when schools open and children return to the classroom.   
Partnerships with Parents. Study findings underscored the value of partnerships with 
parents and other HLPs that were developed as schools pivoted to remote learning. Not only 
were the teacher–parent/HLP partnerships crucial to home learning but the findings 
underscored the enormous value of increased and meaningful involvement of parents and 
other HLPs in their child’s learning. The importance of maintaining these relationships and 
partnerships as children return to the classroom cannot be overstated.  This is good for not 
only children’s academic learning but for their psycho-social well-being and social emotional 
learning as well. In this study many parents spoke directly to the joy they felt in working 
closely with their children to support their learning. These are just two of the parent 
statements about their positive experiences.   

=================== 

“I feel joyful knowing that I am directly helping my child to learn. Unlike before where I only 
prepared her food. Now, I not only get to teach her, but I also get to spend time with her.” 

“When all the [my] children are studying, I also learn a lot from their lessons. That makes me 
feel happy and fulfilled as a parent.” 

=================== 

We recommend that school heads and teachers work together to ensure that these positive 
parent experiences in supporting their children’s learning will continue as learners return to 
the classroom.  How can schools ensure that parents and other HLPs maintain their direct 
involvement in supporting their children’s learning? 
New Technological Skills and Applications. During the first year of remote learning most 
school heads, teachers, parents, and learners developed new skills in using technology for 
education. Though only few schools introduced online learning, most school heads and 
teachers applied information communication technologies for guiding parents, delivering 
instruction, and learner performance monitoring. These included the use of mobile 
technologies for sharing information, talking to parents and learners, group chats, and 
providing guidance and tips on engaging learners at home through the provision of audio 
and/or video models of reading practice. Online platforms such as Facebook, Google Teach, 
and Zoom were developed and used in new and exciting ways, providing opportunities to 
connect parents and education professionals in groups to discuss ways to support learners, 
not to mention the expansion of educational television programs. Online platforms became 
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an avenue for education professionals to come together to discuss and resolve issues and to 
provide mutual psycho-social support as well as a new avenue for teacher professional 
development.  
It will take a concerted effort, collective school leadership and teamwork, to strategically 
leverage these new technical skills and communication technologies into education 
programs when schools open, but will be worth the investment.  
Teacher and Learner Connections. Study findings underscored the critical importance of 
regular communications between and among teachers, school heads, parents, and learners. 
Teachers staying connected to their learners was a crucial condition for providing continuity 
of learning at home. However, connecting with learners was not always possible. In some 
schools, teachers were prohibited from making home visits because of high infection rates, 
and limited access to the Internet and poor cellular connectivity often precluded Internet or 
phone communications. Consequently, some learners had little to no connection with their 
teachers or fellow classmates during the time of school closures. Learners may have felt 
disconnected from their schools and classrooms and anxious about returning to school.  
It is recommended that as part of preparations for opening schools, school heads and 
teachers work together to discuss ways in which they can help children reconnect and 
rebuild their sense of belonging to their schools and classrooms when they return and 
develop strategies to support learners’ social and emotional well-being and minimize any 
anxiety children may feel about returning to school.  
Professional Connections. Study findings also underscored the value of regular 
communications between teachers and school heads and regular opportunities and spaces 
for professional dialogue within and across teacher and leadership groups in preparation for 
and throughout the year of remote learning.  
Based on these findings, we recommend that the professional networks established to 
support remote learning be continued and strengthened when schools open. More 
opportunities for professionals to meet and network face-to-face will be available. In addition, 
the communication technologies advanced during the first year of remote learning can and 
should also be leveraged to support regular teacher-parent and intra- and inter-professional 
communications. 
School Leadership. It is no surprise that school leadership was found to be an 
underpinning factor in the success of schools to implement remote learning. Remote 
learning called for a new kind of leadership, collective leadership (see textbox). School 
heads in the most successful schools were 
described by teachers as approachable 
and inclusive in making decisions about 
teaching and learning in the remote 
context. For example, school heads who 
worked closely with teachers and 
community members found solutions for 
getting support to households where HLPs 
were not readily available to help their 
children. In addition, resource management 
was most successful when school heads 
pro-actively reached out to and secured 
contributions from a broad base of 
community stakeholders.  
Finally, the psycho-social stress of pivoting to remote learning presented new opportunities 
for school heads to understand and support teachers’ social and emotional needs as well as 
their instructional support needs. This was an area where school heads “stepped up to the 
plate.” Most school heads were responsive to teachers’ psycho-social needs and sometimes 

Collective Leadership 
“A district or school needs to be founded on 
respectful relationships where educators can 
work collaboratively to consider and adopt 
new programs and approaches, learn 
together, and effect change over time with a 
shared vision…[of] a healthy learning 
community for all staff members that mirrors 
the positive culture they work to build with 
students.”                      

-Berger, R., Berman, S., Garcia, J., Deasy, J. (2020). 
A practice agenda in support of how learning happens.  
Aspen, CO: The Aspen Institute National Commission 
on Social, Emotional, and Academic Learning. 
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set up special trainings or bonding activities to ensure teachers got the social and emotional 
support they needed.    
The roles described herein are not necessarily new school leadership roles and 
responsibilities, but the remote learning experience served to highlight the importance of 
collective leadership, pro-active community, and deeper levels of teacher support. These 
values are no less important for school leadership in the conventional school context.  
The leadership experience in remote learning will no doubt enhance the leadership 
capabilities of school heads as school re-open. It is recommended that school heads and 
division supervisors consider how school leadership can be strengthened as they prepare for 
the re-opening of schools. For example, this could be accomplished by strengthening some 
of the pivotal leadership roles that were required during distance learning, such as collective 
leadership, targeted pro-active community outreach, and support for teachers’ well-being.  
Maintaining high levels of parental involvement; integrating new skills and innovative 
communication technologies into education; supporting children’s social and emotional well-
being and reconnection to school and classroom; and strengthened school leadership 
practices such as inclusive decision-making, pro-active community outreach, and support for 
teacher well-being are some of the key learnings from this study that could enhance day-to-
day management and instruction in schools when they open again. If integrated into 
conventional education programs when schools open, these new or strengthened school 
capabilities hold promise for a different and enhanced education for children in the future.   
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Appendices 
Appendix 1: Findings Briefs 
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