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Introduction  

The Philippines Early Childhood Care and Development (ECCD) Longitudinal Study aimed to provide 

evidence to guide implementation of the Republic Act 101410 or Early Years Act of 2013, recognising 

the ages from zero to eight as the first critical stage of educational development.  

The Study, funded by UNICEF and Australia-DFAT, generated evidence regarding a cohort of 

children’s social, emotional, cognitive, and oral language skills in different languages on six occasions: 

at the start of Kindergarten, at the end of Kindergarten, at the end of Grades 1, 2, 3, and 4. The Study 

measures growth and development over a five period, year on year. The Study targeted a range of 

settings in order to illuminate how skills develop in diverse contexts.  

The ECCD Longitudinal Study represents a major research investment into the effects of early 

childhood education in the Philippines. The education system has undergone extensive and 

ambitious reforms in recent years, and transformed from a 10-year to a 13-year (K to12) system. By 

institutionalising RA10157 (the Kindergarten Act of 2012), Kindergarten was made compulsory as the 

first level of schooling. This was reaffirmed under the Enhanced Basic Education Act 2013 as the 

Government of the Philippines acknowledges the critical importance of early years education. This 

Study underpinned the need to ensure that the teaching and learning process and policy 

environment under the new curriculum builds the right foundations for quality learning. 

 

Objectives of the Study 

The ECCD Longitudinal Study aimed to answer four research questions:  

1. How do cognitive, social, and emotional skills of young children develop in different contexts? 

2. How does participation in preschool/day care relate to children’s later cognitive, social and 

emotional development, learning experiences and performance in school? 

3. How do factors related to a child’s home, community, school and classroom, in different 

contexts, affect cognitive, social and emotional development in children? 

4. How do children transition from ECCD settings in different contexts, and what part do schools 

play in supporting this transition? 

 

 

Partnerships and Collaboration 

This study was launched by UNICEF in 2014 with a two-round design which was extended in 2015 to 

four rounds with the support of DFAT. In 2017, in partnership with DepEd, UNICEF further extended 

the study, adding two further rounds to 2021. UNICEF’s sustained commitment to this research 

allowed the team to follow a diverse cohort of students from the beginning to the end of their 

primary school journey, understanding the impact of preschool/day care, context, and language 

transitions at critical points. It was a unique and valuable opportunity to monitor not only student 

achievement, but the progress they made and the factors that support or impede growth. 

The Australian Council for Educational Research (ACER) partnered with SEAMEO INNOTECH to 

implement this Study. ACER is the lead organisation, responsible for overall project management, 

research framework design, instrument development, and data analysis. SEAMEO INNOTECH is the 

program implementation partner, responsible for conducting each round of test administration and 

data collection, training field test administrators, managing translation, addressing any language 

issues with other partners. SEAMEO INNOTECH also led the development and delivery of the case 

studies.  
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The ECCD Longitudinal Study embodied aid effectiveness principles by sharing approaches and 

resources with development partners. It builds on work undertaken by ACTRC to assess learning 

outcomes in Mindanao. UNICEF and DFAT signed a memorandum of understanding that allowed the 

ECCD Longitudinal Study to use the cognitive assessment instruments that have been developed by 

ACRTC, thereby extending their use across the Philippines. ACTRC generously supported the Study 

through training staff and advising on the issues and challenges it has faced through implementing a 

longitudinal study on learning outcomes in the Philippines.  

In addition to the strong partnerships forged between the implementing partners of ACER, SEAMEO 

INNOTECH and ACTRC, the ECCD Longitudinal Study worked collaboratively with a range of other 

stakeholders, such as the Government of the Philippines DepEd; the Government of the Philippines 

DSWD; the Australian Government DFAT, and the Philippines ECCD Secretariat.  

 

Methodology 

This study uses a mix of quantitative and qualitative methods to answer the above four research 

questions, which include: 

• Cognitive assessments of literacy and mathematics developed by ACTRC 

• A Social and Emotional Development Survey (SEDS; parts 1 and 2)  

• Contextual questionnaires for parents, teachers, and school heads  

• An oral language assessment (Round 1 only) 

• Explanatory case studies providing qualitative data to contextualise the quantitative findings.  

A key feature of the research design is the purposive sampling of Local Government Units (LGUs) and 

schools, based on the characteristics they possess that align with the key variables previously 

mentioned.  

This study provides descriptive rather than inferential statistics, and findings cannot be generalised 

to the whole population within the Philippines. 

 

Sample 
A cohort of learners was selected in 2015 for their alignment with a set of variables such as main 

island group, language, socio-economic status (SES), location, and preschool/day care attendance.  

Table 1 shows the number of participants for each round since 2015. 

 
Table 1: Number of participants in each round of the study 

  
Start of 

Kindergarten 

End of 

Kindergarten 

End 

Grade 1 

End 

Grade 2 

End 

Grade 3 

End 

Grade 4 

Students 4287 4523 3860 3449 3542 3431* 

Parents 0 0 3860 0 0 3430 

Teachers 0** 174 298 307 401*** 393 

School heads 0 65 62 67 67 66 

Schools 65 67 67 67 67 66 
*A new sampling approach was adopted in Round 5 (End of Grade 3) to include students tested at any round but away 

on the day of testing. This is why student numbers stabilised over the final two rounds.  

**The teachers in Round 2 are the same as Round 1 (Kindergarten).  

*** The number of teachers increased from 307 in Round 4 to 401 in Round 5 due to the inclusion of students who had 

been retained and were learning in Grades 1 and 2 during this round. Therefore, teachers from Grades 1 and 2, as well as 

the usual Grade 3 teacher who responded to the SEDS in relation to their students’ social–emotional skills using the SEDS, 
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participated in the Study. This is also the reason that, for the remainder of the report, a number of teachers will be referred 

to as Round 5 teachers, instead of Grade 3 teachers. 

 

Key findings and implications 

The main findings from this study across all rounds have been summarised in this section together with 

policy implications alongside each finding.  

4.1  System-level findings  

System-level findings relate to the Department of Education in the Philippines. This includes 

coordination and communication functions carried out within the Department, and where relevant, 

interactions between the Department, DSWD, UNICEF, SEAMEO INNOTECH and DFAT that would 

have an impact on policy, curriculum, assessment, teacher training and resource allocation.  

Literacy skills  

Figure 2, below, shows the achievement of all students assessed over the duration of the study at six 

time points as a boxplot, which enables the reader to compare the achievement and growth of 

sampled students over time. A depiction of how to read the results is presented here: 

Figure 1: Explanation of key information in boxplots 
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Figure 2: Longitudinal distributions for literacy achievement – Rounds 1-6 

 

KEY  

 

All students sampled are most likely unable to read at Grade 4 curriculum expectation level. The 

curriculum guide for Grade 4 (English) includes text analysis1 as a key comprehension skill. However it 

is unlikely that any of the sampled students had the skills to analyse texts, due to the very low results 

of the long text analysis questions in the assessment.  

The distribution of literacy skills was wide, meaning that within the sample, there were a vast range 

of student abilities, and large difference between the highest and lowest performers. However, the 

highest achievers could only demonstrate a narrow range of comprehension skills. Approximately half 

the students demonstrated limited literacy skills. Most other students could interpret literal meaning 

in short, simple texts, but even the highest achieving students seemed to hit a comprehension ceiling 

when some thought was required to interpret meaning beyond the literal.  

                                                           
1 It is not possible to estimate Grade level performance with high precision as the descriptions in the curriculum are either 

too broad or too specific making it difficult to match items with skills. Also the standards vary across languages for the same 
grade.  
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Scale score – a raw score that has been adjusted and converted to a standardised scale 
*Selected skills – some of the key skills associated with the level of achievement and grade. 
A full list can be found at table 3-1. 
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Language of assessment - literacy 

The results of the quantitative analysis revealed that sampled students’ literacy skills continued to 

grow as they transitioned from mother tongue to Filipino and English (Grade 3 to 4) but while 

students did improve, literacy skills were below curriculum expectations in all languages.  

Most learners demonstrated more skill in reading when assessed in Filipino and English in Grade 4 

than they did when assessed in mother tongue in Grade 3 (see Figure 4), except for the lowest 

achieving students who could only read a single word, at best, in any language.   

Growth was slightly higher for Filipino compared with English and growth was higher for Visayas and 

Luzon compared with Mindanao.  

Figure 2 below shows the difference in mean performance by language of assessment for literacy, 

which students tested in Filipino scoring higher than students in English.  

 

Figure 3: Literacy achievement by language at end of Grade 4 

 

 

The impact of initial literacy learning in two or three languages is not clear. Students from Luzon 

and Visayas achieved an almost identical combined mean in Filipino and English in spite of the 

substantial extra cognitive load for sampled students from Visayas who also had to develop literacy 

skills in Sinugbuanong Binisaya. However for schools with Maguindanaon as the mother tongue 

language of instruction, the students’ mean was a great deal lower in both Filipino and English 

compared with all other students.  

Mathematics skills  

All students are well behind mathematics curriculum expectations for Grade 4, as can be seen in 

Figure 4. No student in the study appeared to have the necessary foundational skills required to 

demonstrate the competencies of the Grade 4 mathematics curriculum, which presumably was 

covered by their teachers before our assessment at the end of the year. Over half the students could 

only demonstrate a few skills in the Grades 1 and 2 curriculum, others demonstrated a range of skills 
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in the Grade 3 curriculum, but even the most able students showed substantial conceptual gaps in 

Grade 2 and 3 mathematics skills.  

 

Figure 4: Longitudinal distributions for mathematics achievement - Rounds 1-6 

 

KEY  

 

Language of assessment – mathematics 

Students who took the Grade 4 mathematics test in Filipino and Sinugbuanong Binisaya showed 

more improvement in than those who took it in English. English mean scores were not far behind 

these two mother tongues. However learning in mother tongue did not appear to be advantageous 

for all students; mean scores in English and mother tongue for Maguindanaon mother tongue 

schools were similar and both were very low.  

Figure 5 shows students tested in Filipino performed higher in mathematics than students tested in 

the other two mother tongue languages and those tested in English. The difference between the 

performance of learners tested in Filipino and those tested in Maguindanao is approximately 

equivalent to more than an entire year of learning.  
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G3 – End of Grade 3 (Round 5) 
G4 – End of Grade 4 (Round 6) 
Scale score – a raw score that has been adjusted and converted to a standardised scale 
*Selected skills – some of the key skills associated with the level of achievement and grade. A 
full list can be found at table 3-1. 



9 

 

 

 

 

 

Figure 5: Mathematics achievement by language at end of Grade 4 

 

Social-emotional skills 

There continued to be a moderate positive correlation between high social and emotional skills 

and cognitive performance; a trend that has been consistent at each round from Kindergarten to 

Grade 4.  

However, results at the end of grade 4 suggest that children’s social-emotional skills may have 

declined slightly overall. This could be an instrumentation issue; SEDS Round 6 Part II included 

numerous multi-item questions which was time consuming for teachers to complete for each child. 

This may have led to respondent fatigue resulting in overall low scores. Alternatively, sampled 

students’ classroom learning environments might not be conducive to demonstrating the range of 

social-emotional skills assessed, for example, conversational skills, contributing to group activities 

(collaborating2), and involving other students in activities. This could also result in low scores. See 

Annex 1 for a full list of competencies measured by SEDS I and II. 

Children learning in conflict-affected school communities, and conflict affected communities that 

were also classified as urban poor were reported to have the lowest social-emotional skills in the 

sample, approximately one third of a standard deviation.  

Boys were reported by their teachers to have much lower social-emotional skills than girls at Round 

6. This trend was seen across all rounds, and the gap has widened at Round 6 (to almost half a 

standard deviation).  

Further investigation is required to understand the strategies teachers use to foster social-emotional 

skills in both preschool/day care and school up to Grade 4.    

 

  

                                                           
2 Note that Scoular (2020) found that primary school classrooms were not adequate for collaboration, and there 
were no instances of collaboration described in any grades of the Science and English curricula reviewed.  
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Effect of context 

Students in conflict-affected areas continued to be the lowest performers overall in all three 

domains, a consistent trend across all rounds of this study.  

The achievement gap between students learning in different contexts is increasing. In earlier 

rounds, students in conflict-affected and conflict/urban-poor areas demonstrated the fastest rate of 

growth for mathematics and literacy. If this trend had continued, the gap in achievement between 

disadvantaged and advantaged groups would have decreased further by round 6. However, the 

difference has increased. At Round 1, the difference between the average literacy scores of students 

in a conflict-affected region and those in a disaster/urban poor region was 64 points. By Round 5, this 

difference was 58 points, and at Round 6, the difference was 88 points. For mathematics, the 

difference between the average Round 1 scores in a conflict-affected region and those in a disaster-

urban poor region was 58 points. At Round 5, the difference was only 39 points, however at Round 6, 

the difference was 107 points. 

Impact of preschool/day care 

Access to preschool/day care and frequency of attendance continued to make a positive 

difference. Even at the end of Grade 4, students who attended preschool/day care outperformed 

those who did not in all three domains. Further, children who attended preschool/day care for a 

greater length of time, achieved higher scores in all three domains; that is, children who were in 

preschool/day care for 10 months or longer scored higher than those who were there for less than 

10 months (but longer than 8 weeks). Children who only attended preschool/day care for 8 weeks or 

less had the lowest achievement at the end of Grade 4.  

However, the advantage gained from preschool/day care may not necessarily support high 

achievement, as the overall performance of all students sampled is below expectations in literacy, 

mathematics and social-emotional skills. 

Current preschool/day care programs are preparing children for school in a specific and narrow 

sense; data from case studies conducted in Phase I of the study suggested that preschool/day care 

teaching and learning focuses on children acquiring a set of constrained skills including alphabet and 

number recognition, counting, pencil grip, writing letters, and knowledge of colours and shapes 

through structured lessons.  

The quality of preschool/day care teaching and learning is unclear. Little mention is made of explicit 

teaching of social-emotional skills and domain-general cognitive skills; these skills are an implied by-

product of attending preschool/day care and interacting with other children. Children who have 

attended preschool/day care are prepared for school in the sense that they are familiar with the 

routine, structure, and language of school. It is unclear to what extent day care workers routinely and 

explicitly support children to develop their social, thinking and speaking skills. These skills form the 

foundation of future learning and are unconstrained – this means that they can develop into very 

sophisticated knowledge skills and abilities well beyond the minimum skills required to be ready to 

learn and read and write with little further understanding.  

Development of skills in children considering all factors  

Context (conflict, poverty, & disaster), preschool/day care attendance, and socio-economic status 

are significant predictors of students’ achievement and progress in all three domains, according to 

the growth models developed for this study.  

Students who have a lower achievement score to start with have a relatively slower rate of growth 

compared to their peers. In previous years of the study, it was seen that students who performed 

poorly initially, had a faster rate of growth relative to their higher achieving peers, e.g. students who 
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did not attend preschool/day care achieved lower scores, but had a faster rate of growth than those 

who did attend preschool/day care, or those coming from a lower socio-economic background had a 

faster rate of growth compared to those coming from a higher socio-economic background.  

However, the latent growth model at the end of six rounds suggest that this is no longer the case. 

Students who have a lower achievement score to start with have a relatively slower rate of growth 

compared to their peers. This result is concerning because if this trend continues, the achievement 

gap between lower performing and higher performing students will continue to increase over time. 

4.2  System-level implications 

Low literacy achievement and growth must be further investigated 

It is recommended that effective means of developing the literacy skills of the large percentage of 

low achieving students with little or no literacy skill in any language are investigated. It is likely that 

the very limited growth of these students is exacerbated when students have to learn literacy in 

multiple languages and transition to other languages before they have developed foundational skills 

in the mother tongue. The findings show that sampled students from Luzon do not appear to have 

any advantage when only learning in two, rather than three languages. This suggests that even two 

languages may still be too many for lower achieving students.  It would be useful to conduct 

experimental education action research projects, where school communities are willing to support 

sustaining literacy learning in one core language for lower achieving students until they are ready to 

transition, as well as matching the pace of learning to students’ needs.  

Mother tongue language instruction is not supporting development of comprehension skills 

The results of this study suggest that the current language curriculum may not provide sufficient 

opportunity, or time, for many learners to consolidate their reading comprehension skills in one 

language before Grade 3. 

The under-development of comprehension skills in the highest achievers does not seem to have 

improved through initial mother tongue instruction and seems unrelated to whether students learn 

one or two additional languages by Grade 4. It is possible that mother tongue was not sustained for 

long enough. It is also possible that this problem is more deep-seated and far reaching than multi-

lingual policies. If schools and teacher education institutions fail to develop a wide range of 

comprehension skills in teachers across multiple languages, the consequence is that these teachers 

cannot then teach students skills that they themselves do not possess. Improvements are likely to 

require substantial reforms of the curriculum, teacher education and teacher training and 

professional development as well as school community education.  

Students need to be reading independently with comprehension by Grade 3 to support continued 

learning and to meet curriculum expectations that they can read for meaning. Research in the USA 

(Annie E. Casey Foundation, 2010) has shown that learners who are not reading by Grade 3 are at 

high risk of dropping out or failing. The Filipino context is made more challenging by expectations 

that Grade 3 learners can read for meaning in multiple languages.  

High mathematics curriculum standards do not lead to high student outcomes 

It is recommended that the large gap demonstrated by this study between curriculum expectations 

and almost all learners’ mathematics skills at the end of Grade 4 informs effective curriculum 

reforms that will better match students’ learning needs. The findings suggest that the Grade 4 

curriculum was too advanced for all Grade 4 students sampled in this study and is unlikely to support 
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their continued learning. The results suggest that even the most able students were still mastering 

the Grade 3 curriculum and had serious conceptual gaps.  

These findings do not support the notion that very high curriculum standards lead to high student 

outcomes.   

The under-development of conceptual understanding in mathematics in the highest achievers is 

puzzling and contrary to what would be expected in most education systems.   

Conceptual understanding in mathematics does not seem to have improved through initial mother 

tongue instruction and seems unrelated to whether students learn one or two additional languages 

by Grade 4. It is possible that mother tongue, as the language of mathematics instruction, was not 

sustained for long enough. If schools and teacher education institutions fail to develop conceptual 

understanding of mathematics in teachers, the consequence is that they cannot then teach students 

skills that they themselves do not possess. Improvements are likely to require substantial reforms of 

the curriculum, teacher education and teacher training and professional development (both pre-

service and in-service) as well as school community education.  

Curricula reviews and international standards useful to inform improvements to teaching 

and learning  

Constructive outcomes of the current DepEd reviews of the curriculum and K-2 instruction will be 

critical in supporting improvements to effective instruction and student learning in early grade 

literacy and mathematics. The findings of this study are another source of evidence to inform these 

outcomes. 

The Global Proficiency Framework: Reading and Mathematics3 is highly recommended as a useful 

reference for descriptions of the typical development of early reading and mathematical skills. This 

framework might help to inform curriculum revision, the development of more effective early years’ 

teacher professional development programs and improvements in teacher education programs.  

Targeted and contextually relevant interventions required to support lowest performers at 

risk of school dropout 

The study has consistently shown that the progress of low achievers, including learners living in 

conflict-affected regions should be monitored closely to ensure that they do not fall behind and drop 

out of primary education altogether. Interventions as described above should be considered. The 

strong negative relationship between conflict, learning, and social-emotional skills also suggests the 

need to investigate the implementation and impact of policies and programs regarding post-

trauma socio-psychological support to school communities.  

These findings are supporting by evidence from previous rounds that students who dropped out of 

the study, for reasons such as absence, illness, migration, and school dropout, were lower 

performers compared to those who were tested at each round.  

Fading impact of preschool/day care and low social-emotional skills requires further 

investigation 

As stated above, children who have attended preschool/day care consistently outperformed 

students who did not at each round of this study. The Government of the Philippines and key ECCD 

stakeholders can continue to convey this finding to communities where preschool/day care 

                                                           
3 See GAML6-REF-16-GLOBAL-PROFICIENCY-FRAMEWORK.pdf 

file:///C:/Users/acerandersonp/Desktop/HOME%20work/Global%20Proficiency/GPF%20Frameworks/GAML6-REF-16-GLOBAL-PROFICIENCY-FRAMEWORK.pdf
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attendance is lower than desirable – that the benefits of preschool/day care attendance can be seen 

to persist throughout primary school. 

However the gap between those who attended and those who did not diminished over time. In light 

of case study research regarding the quality of preschool/day care described above, the ECCD 

stakeholders might consider examining the quality of pedagogy and outcomes at preschool/day 

care and the extent to which they align with ECCD stakeholders’ curriculum and policy 

expectations regarding holistic skills development, namely, social, emotional, cognitive, and 

physical skills development. 

It would also be useful to attempt to answer two of the perennial questions raised throughout this 

study about the opportunities for social-emotional skills development presented in classrooms in 

Grades 1-4 and teaching strategies used to facilitate these skills. This could be done through small 

comparative case studies and classroom observations4 combined with teacher interviews. It would 

be useful to know whether teachers know how, are able, and supported/resourced to implement 

social-emotional skills programs in classrooms. 

4.3  Home, school, classroom and community-level findings 

Home, school, classroom and community findings are those that relate to the provision of human 

and financial resources to enable system-level policies. These resources allow the progression and 

implementation of the policies enacted at the school-level, classroom and the wider school 

community, and the personal capabilities of the persons in the classroom – the teachers and 

students. 

School and teaching staff 

There was high level of congruence regarding teacher fluency and language of assessment in all 

schools except those in Maguindanao. In schools where the language of assessment was 

Maguindanaon, only 36 per cent of teachers reported fluency. By comparison, 85-96 per cent of 

teachers reported fluency in Filipino and Sinugbuanong Binisaya as the test languages for their 

schools. 

Students whose school heads had higher levels of education and experience scored significantly 

higher, on average, in all three domains. This trend was consistent across all six rounds.  

As found in the case studies at Round 4, strong school leadership was positively associated with 

learning and growth. School heads who had strong connections with the community and worked 

with external stakeholders such as barangay officials, DepEd officials, NGOs, and religious leaders, 

were perceived to be approachable and sincere by parents. School leaders who provide responsive 

instructional supervision, coaching and mentoring were appreciated by teachers and other 

stakeholders and viewed as catalysts for improvements in learning outcomes. 

Only 25 per cent of teachers sampled at Round 6 reported that they had received in-service 

training in mother tongue-based multilingual language education bridging strategies. Further, 

compared to previous rounds, fewer teachers reported attending in-service training in the past 5 

years in all areas.  

Students whose teachers had between 20-30 years’ experience achieved significantly higher test 

scores in literacy and mathematics compared with students whose teachers had less or more 

teaching experience. Results were inconsistent for social-emotional skills. These results highlight the 

                                                           
4 Note that this study did not include classroom observations. 
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value of experienced teachers to schools and communities, and the importance of retaining teachers 

within schools. 

Of the teacher-reported enablers to effective teaching, only preschool/day care attendance and 

strong school leadership aligned with other measures and results of this study.  

School heads reported that the biggest factors preventing effective teaching included poverty, poor 

student discipline, and poorly resourced classrooms. Quotes included:  

 

“Insufficient standard classrooms”, “shortage of classrooms” and “insufficient maintenance 

for operations and other expenditures which hampers programs and projects”. Other 

school heads mentioned issues related to parents, such as “migration of parents to other 

places due to unemployment, child labor”, and more worryingly, “pupils whose parents 

[engaged] in drugs, either users or pushers/dealers, sometimes both”.  

Of the factors enabling effective teaching, school heads most commonly cited ‘caring and committed 

teachers’, the ‘good location of the school’, and ‘teachers sharing resources and approaches as the 

most important’.  

School resources 

There was a positive relationship between hours of instruction and average scale scores; more 

hours equated to higher student performance across both literacy and mathematics. This is 

inconsistent with results of TIMSS, which found that despite the high number of instructional hours 

per day (higher than the international average), the results of students from the Philippines were 

lower than the international average (Mullis, Martin, Foy, Kelly & Fishbein, 2020).  

There continued to be a moderate positive correlation between the number of basic school 

facilities, electronic school resources, and school infrastructure spaces and learners’ performance 

across all domains.  

Home and community factors 

Students from high SES family backgrounds continued to outperform students from mid and low 

SES family backgrounds at Round 6. The difference was significant; the average results for students 

from high SES families was 719 for literacy and 728 for mathematics. This situated these students at 

approximately mid-level 5 for both domains. By comparison, students from low SES families scored at 

Level 4 for maths and literacy. While both are below curriculum expectations, achievement at level 4 

is described as approximately below Grade 3 in both mathematics and literacy.  

The study found difference in performance between students who spoke the language of the test at 

home and those who did not, with students who did not scoring significantly lower.  

4.4  Home, school, classroom and community-level implications 

Support for and deployment of qualified teachers fluent in Maguidnanaon is needed 

Teaching and learning in the conflict-affected schools sampled in this study is likely to be 

negatively impacted by teachers’ Mother Tongue language proficiency. The low teacher fluency 

rate combined with the impact of conflict in the Maguindanao school communities, higher levels of 

poverty/low SES, and reported lack of sufficient learning resources in Maguindanaon, would likely 

have had a cumulative negative impact on student achievement from Kindergarten to Grade 4. 

Intervention is urgently required to support learners in these communities. Support for and 
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deployment of qualified teachers fluent in Maguidnanaon is needed to address the issue of teacher 

language fluency.  

Experienced and highly qualified school leaders are a valuable resource 

The results underline the value of highly qualified, competent and caring school leaders in the 

Philippines. The findings triangulate results of the teacher survey, where ‘strong instructional 

leadership’ was identified as factor that underpins effective teaching and learning. A feature of 

strong systems and schools is ‘networked school relationships that support leadership development, 

including principal-principal mentoring relationships’ (Masters, 2016).  

Experienced and qualified teachers are a valuable resource and teachers require support 

to implement mother tongue language policies 

Highly qualified, motivated and experienced teachers are a valuable resource within schools and 

communities. Teaches experience and skills can be leveraged for the benefit of others via mentoring, 

teacher working groups and school cluster based arrangements to foster cultures of sharing 

experience and learning from each other’s practice.  

Given the complex challenges involved in implementing mother tongue language, it is important that 

all teachers have access to high quality and ongoing professional learning support in this area.  

School facilities and resourcing must be maintained and policies implemented  

The positive correlation between school facilities and resources and student performance has been 

consistent at each round of the study. However it appears that resourcing in some schools has 

declined, as reported by school heads and teachers. At Round 5, 378 teachers reporting having a set 

of text books, and at Round 6, 355 reported having a set. At Round 5, 42 school heads reported that 

their school had safe drinking water for pupils; at Round 6 only 38 reported that their school had safe 

drinking water. Schools with facilities for students with disabilities declined from 20 to 14 between 

Round 5 and 6. This is consistent with school heads’ reports of poor school resourcing hindering 

effective teaching. These are important findings for DepEd and other stakeholders to consider 

regarding resourcing and maintaining school facilities.   

The positive relationship between hours of instruction and student scale scores is consistent with 

previous rounds and reinforces the importance of schools’ compliance with Department of 

Education policies regarding minimum hours of instruction5.   

Specific programs to counter SES-related disadvantages must be implemented 

DepEd and other stakeholders must consider that without specific programs within schools to 

counter SES-related disadvantages, achievement gaps are likely to persist and grow larger over 

time, as demonstrated in this study. Specifically, addressing SES-related disadvantage requires a 

holistic approach to child development, with interventions that go beyond instructional measures. 

These include conditional cash transfers, school feeding, access to clean water and sanitation 

facilities, scholarships and bursaries, free transportation and livelihood opportunities for parents.  

At Round 5 it was noted that, on average, boys comprised the majority of students who dropped out 

of the study at previous rounds due to absence etc. We continue to recommend increased 

                                                           
5 DepEd Order No. 21, s. 2019 (Policy Guidelines on the K to 12 Basic Education Program)–Annex 1, Table 1.3: Time 
Allotment for Grades 1 to 3, p 30 (Requiring 6 hrs of contact time for Gr 3). 
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monitoring of boys attendance, performance and growth, as evidence to inform gender-sensitive 

pedagogical practices, in cooperation with stronger partnerships with parents of boys. 
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Annex 1 

Skills assessed in SEDS part I and II: 

 Using conversational skills 

 Sharing and helping 

 Demonstrating loyalty 

 Forming attachments or friendships 

 Inviting and including others in play 

 Maintaining and extending play 

 Interacting and playing fairly 

 Respecting the belongings of others 

 Following instructions 

 Seeking help if required 

 Participating collaboratively 

 Perspective taking 

 Validating others 

 Regulating emotional expression 

 Controlling impulses 

 Demonstrating perseverance 

 Considering alternative viewpoints 

 Generating social solutions 

 Showing cause and effect awareness. 

https://www.aecf.org/resources/early-warning-why-reading-by-the-end-of-third-grade-matters/
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