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 Modular instruction, limited scaffolding, reduced monitoring, and heavy 

reliance on home support contributed to what many teachers described as a 

period where “there was no learning,” resulting in compounded academic 

and motivational deficits. This study investigated the challenges 

mathematics teachers faced while transitioning from modular distance 

learning to face-to-face instruction, particularly the persistent disruptions in 

classes and the interventions they implemented in response. Using a 

phenomenological case study design, qualitative data were collected from 

eighteen elementary and secondary mathematics teachers through 

interviews, focus group discussions, and classroom observations. Findings 

revealed that foundational learning gaps, pre-emptive resistance to 

mathematics, delayed curriculum pacing, teacher overload, and resource 

scarcity are the products of modular instructions and learning disruptions. 

Many students lacked mastery of basic operations, struggled with 

comprehension, and exhibited low confidence, making grade-level 

instruction difficult to sustain. In response, teachers implemented structured 

remediation, peer tutoring programs (e.g., math aiders), community-based 

support mechanisms (e.g., Mobile Learning Hub and Distance Learning 

Center), localized materials, and extended instructional time. The findings 

suggest that mathematics learning recovery requires more than content 

delivery; it demands systematic rebuilding of foundational skills and student 

engagement. The study stressed the need for structured bridging curricula, 

flexible pacing policies, sustained remediation programs, and stronger 

school–community partnerships to ensure resilient and equitable 

mathematics education. 
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1. INTRODUCTION 

Mathematics education is essential for developing critical thinking, problem-solving, and real-world 

application skills, which are central to mathematical literacy in the 21st century [1]. However, the field is 

currently facing a global learning crisis due to major educational disruptions. In the Philippines, persistent 

low achievement and weak foundational skills remain evident, with learners performing below global 

benchmarks. Results from Programme for International Student Assessment (PISA) 2022 show that only a 

small proportion of students reached minimum proficiency, indicating difficulties in basic tasks and real-life 

application [2]. Other assessments reveal early and compounding learning deficits, including weak number 
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sense, limited conceptual understanding, and poor problem-solving skills [3]. These challenges were 

intensified by school closures, with learning losses in numeracy persisting for years after the return to face-

to-face instruction [4]. 

National data further highlight this crisis. The Second Congressional Commission on Education 

(EDCOM II) reported extremely low proficiency rates in high school, with only 1.36% in grade 10 and 0.4% 

in grade 12 reaching proficiency [5]. Similarly, Early Language, Literacy, and Numeracy Assessment 

(ELLNA) 2024 results show that about 70% of grade 3 learners struggle with basic literacy and numeracy 

skills, while National Achievement Test results indicate declining proficiency by grade 6 [5]. These findings 

suggest that many learners fail to meet expected standards, which may also reflect overly high proficiency 

benchmarks [5], [6]. The shift to remote learning disproportionately affected vulnerable learners, with 79% 

of parents in Southeast Asia reporting slower learning progress [7]. Major barriers included limited internet 

access, psychosocial stress, and financial constraints [8]. Despite the implementation of learning continuity 

plans (LCPs), student satisfaction remained low due to limited access to materials and communication  

gaps [9]. Learning loss persisted, while classroom disruptions further undermined student achievement and 

motivation [4], [10]. This led to a widespread perception among learners that “no learning” occurred during 

flexible learning periods [9]. In response, the Philippine education sector implemented initiatives such as 

LCPs, flexible learning modalities, and alternative delivery methods including printed modules, television, 

and radio instruction [7], [9], [11]–[14]. Programs like mEducation demonstrated promising results in 

improving learning outcomes [14]. Curriculum reforms, including the MATATAG framework and ARAL 

Program, emphasize foundational skills, targeted interventions, and instructional recovery [15]–[17]. 

Despite these efforts, a critical gap remains in understanding the pedagogical and psychosocial 

dimensions of the “no learning” phenomenon. Learning loss results from the interaction of technical, 

instructional, and socio-emotional factors [18]. The digital divide, limited home support, and lack of 

structured interaction hindered effective learning, particularly among disadvantaged students [7], [18]. 

Moreover, remote learning reduced opportunities for feedback, engagement, and motivation, reinforcing the 

perception of ineffective learning [14], [19]. Recent studies conceptualize learning loss as a multidimensional 

phenomenon involving cognitive regression, motivational decline, and reduced academic engagement 

following prolonged school disruptions [17], [20]. 

Beyond declines in content mastery, students also experienced weakened self-regulation, reduced 

learning persistence, and decreased academic engagement which are critical for sustained mathematics 

learning [21], [22]. These is due to the hierarchical and cumulative structure of the discipline, where gaps in 

prerequisite knowledge constrain the acquisition of higher-order concepts and problem-solving skills  

[23], [24]. These disruptions increases learners’ cognitive load, particularly when foundational skills are not 

yet automated. When students are required to process new mathematical concepts while simultaneously 

reconstructing missing prior knowledge, working memory becomes overloaded, leading to errors, slower 

processing, and reduced comprehension [25]. Learners with weak foundational numeracy struggle to engage 

in complex problem-solving tasks due to limited cognitive capacity and lack of fluency in basic operations 

[26], [27]. Moreover, students facing ongoing foundational gaps often develop avoidance, low confidence, 

and negative attitudes toward math and are more disengaged and less motivated academically, especially 

when instructional pacing mismatches their understanding [24], [28], [29]. 

While current reforms focus on content delivery and recovery, greater attention must be given to 

learner engagement and psychological readiness. Strengthening mathematics education remains central to 

building a resilient education system capable of addressing both current gaps and future disruptions [16], 

[30]. To develop evidence-based strategies and translate research into practice and policy. Teachers’ 

experiences with learning gaps can guide the creation of diagnostic assessments, bridging programs, and 

targeted professional development for math educators. This study's insights can help school leaders and 

policymakers create flexible pacing policies, allocate remediation resources, and enhance school-community 

partnerships for learning recovery. This study bridges teacher experiences to systemic responses, enhancing 

theoretical understanding and providing actionable solutions for post-disruption math education. 

This study examined the learning gaps experienced by elementary and secondary mathematics 

teachers during the transition from modular distance learning to face-to-face instruction, as well as the 

interventions implemented to address these gaps. Specifically, it sought to answer the following: 

− What learning gaps and challenges in mathematics emerged as a result of modular instruction and 

learning disruptions? 

− What remediation strategies and instructional interventions were implemented by mathematics teachers 

to address these learning gaps? 
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2. METHOD 

2.1.  Research design 

This study employed a phenomenological case study design to explore the challenges faced by 

mathematics teachers and the interventions they implemented. A descriptive approach was used to capture 

teachers lived experiences during the transition from modular to face-to-face instruction [31]. The bounded 

system consisted of mathematics teachers within a single school division in the Philippines. The integration 

of phenomenology and case study design is appropriate for this study as it allows for an in-depth exploration 

of teachers lived experiences (phenomenology) within a specific and bounded educational context (case study). 

 

2.2.  Study site 

The study was conducted in a school within an island community in Western Visayas, Philippines. 

The division includes elementary and secondary schools serving diverse learners from urban, rural, and 

geographically isolated areas. The site was selected due to its transition from modular to face-to-face 

instruction, providing context to examine learning gaps, foundational issues, and instructional adaptations 

across the K–12 curriculum. 

 

2.3.  Participants 

A total of 18 mathematics teachers from elementary and secondary schools were purposively 

selected. Inclusion criteria were: i) current mathematics teaching position; ii) experience during modular 

learning; and iii) involvement in the transition to face-to-face instruction. Participation was voluntary and 

approved prior to data collection. 

Table 1 shows the teacher-participants pseudonyms, the grade levels taught and other professional 

responsibilities or qualification. The table indicates that the participants are from elementary and secondary 

level and have instructional and administrative positions. It is also shown in the table that the participants 

taught subjects not aligned to mathematics as their area of specialization. 
 

 

Table 1. Participant pseudonyms, grade level taught, and additional information 
Participant Grade level taught Additional information 

Amy Senior high school Holds a master's degree in mathematics 

Cristy Grade 8, 9, and 10 With units earned in a master’s degree in mathematics. Not a resident of the island where 
the school is located. 

Ken Grade 9 and senior 

high school 

Designated mathematics coordinator 

Kris Grade 8 and 9 Designated Aralin Panlipunan (Social Studies) coordinator. Not a resident of the island 

where the school is located. 

Rob Grade 10 Holds a master's degree in mathematics 
Shan Grade 7 Designated as Teen Center coordinator and Guidance alternate. With units earned in a 

master’s degree in mathematics. 

Nes Senior high school Designated ICT, LIS, and sports coordinator 
Jud Senior high school Designated SBM wins coordinator, SBM coordinator, public affairs coordinator, and 

property and supply incharge 

Gay Grade 3 Holds a master's degree in educational management. Adviser of one grade 3 section 
Glad Grade 5 Adviser of one grade 5 section 

Herl Grade 4 Adviser of one grade 4 section 
Jos Grade 4, 5, and 6 Designated mathematics and planning coordinator 

Jun Grade 2 Adviser of one grade 2 section 

Lyk Grade 2 Designated teacher in-charge 

Quen Grade 3 Adviser of one grade 3 section 

Nad Kindergarten Adviser of the kindergarten section 

Myl Grade 2 Adviser of one grade 2 section 
Irene Grade 4 Adviser of one grade 4 section 

 

 

2.4.  Data collection and analysis 

Data was collected using multiple qualitative methods. Semi-structured interviews were conducted 

with all participants, followed by two focus group discussions (elementary and secondary) to validate themes 

and deepen insights. Classroom observations were conducted to triangulate data and contextualize teachers’ 

experiences [31]. Reflexive field notes were maintained throughout the process. Data were gathered in 

English, Filipino, and Hiligaynon, audio-recorded with consent, and transcribed verbatim. The researchers 

acknowledge their professional background in mathematics education, which may influence interpretation of 

the data. To address this, reflexivity was practiced through continuous self-examination and documentation 

of assumptions during data collection and analysis. This helped ensure that findings remained grounded in 

participants’ perspectives rather than researcher preconceptions. 
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Thematic analysis following Braun and Clarke [32] was used to identify patterns in the data. 

Transcripts were reviewed and translated after initial familiarization. Descriptive coding was conducted using 

Taguette [33]. Emerging themes were discussed, linked to literature, and used to construct descriptive 

narratives for each participant. 

 

 

3. RESULTS AND DISCUSSION  

This phenomenological case study addressed two research questions: the challenges faced by 

mathematics teachers and the interventions implemented to address these challenges. Four major themes 

emerged: i) learning gaps due to modular instruction; ii) pre-emptive resistance and weak foundations;  

iii) delays in instructional pacing; and iv) remediation and systemic responses. 

 

3.1.  Learning gap as a byproduct of modular instruction 

A major finding is the significant learning gap caused by prolonged modular instruction, resulting in 

low engagement, weak mastery, and difficulty transitioning to higher-level mathematics. Teachers 

consistently described students as unprepared for more complex topics. Amy explained that students 

experienced difficulty adjusting to advanced lessons after two years of modular learning: 

 

“The transitions in the learning of the students over the past two years that we did not have face-

to-face, they depended on modular learning. They have low interest and learning in the subject, 

especially in math. The learners are somewhat in culture shock when introduced to General 

Mathematics. It was not basic and already had complicated topics, so it was hard for them.” 

 

This gap is further compounded by the absence of prerequisite knowledge, making it difficult to proceed with 

grade-level competencies. As Rob emphasized: 

 

“The gap is really big. The learning gap of the students is due to the pandemic and learning 

disruptions. During this time, we did not have face-to-face classes, and they depended on 

modules. Some students had difficulty in their studies, so how can we teach the competencies now 

when they have not understood the previous competencies needed for the current lesson?” 

 

Teachers also noted that students’ understanding remained superficial due to independent, unguided 

learning. Kris observed: 

 

“They learned through modular learning, but their understanding is not firm and deep because 

they only studied at home. Because of the two-year gap, many students still have limited 

knowledge and are not yet well-prepared to face new lessons.” 

 

In addition, instructional materials were described as insufficient, with modules lacking detailed 

explanations. As Cris stated: 

 

“There is little discussion in our modules. Sometimes the solutions are not fully explained, so 

students cannot understand how the answers were derived.” 

 

At the elementary level, the learning gap manifested in severe foundational deficiencies. Nad described: 

 

“Close to none. Even in writing their names, letters, and numbers, some students do not know 

how to hold a pencil or recognize them.” 

 

These findings indicate that the learning gap is not temporary but a lasting consequence of 

prolonged reliance on modular and remote learning contributes to significant learning loss in mathematics 

where conceptual understanding depends on guided instruction, scaffolding, and timely feedback [20], [21], 

[27]. Since mathematics is cumulative in nature, gaps in foundational knowledge disrupt students’ ability to 

engage with higher-order concepts, creating a mismatch between curriculum expectations and actual learning 

readiness [24]. 

 

3.2.  Pre-emptive resistance and weak foundational skills 

Beyond cognitive gaps, students developed a pre-emptive resistance to mathematics, often 

perceiving it as inherently difficult even before instruction begins. This mindset is strongly linked to weak 
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foundational skills. Ken explained that students’ negative perceptions stem from inadequate preparation in 

earlier grades: 

 

“The first issue is the students’ resistance. Whenever we talk about math, they automatically 

perceive it negatively and anticipate difficulty even with simple numbers. One factor is their weak 

foundation from elementary years, where they were expected to master basic operations before 

entering high school.” 

 

This perception is reinforced by limited exposure to effective problem-solving approaches. Nes shared: 

 

“They were not aware of simpler methods for solving problems, so they tend to think that 

mathematics is always difficult to learn.” 

 

Teachers also observed behavioral effects such as disengagement and reduced attention. Irene 

described: 

 

“The ability of our grade 4 students is low. Some write numbers incorrectly, and they cannot 

understand simple tasks. They would rather run around and play, and they cannot sit still during 

lessons.” 

 

What appears as low mental capacity is actually a regression in foundational learning. Quen explained: 

 

“They are non-readers, and because of modular learning for two years, they are stuck in that 

time. It is as if they skipped grades 1 and 2.” 

 

Thus, resistance to mathematics is not merely attitudinal but rooted in disrupted learning and 

missing foundational competencies. Learning loss in mathematics is associated with decreased academic 

motivation, increased disengagement, and the development of negative learning identities, particularly when 

students lack prerequisite skills and when learners encounter tasks that exceed their current level of 

understanding, they are more likely to experience frustration and avoidance behaviors, reinforcing 

perceptions that mathematics is inherently difficult [24], [25], [27], [29]. 

 

3.3.  Learning gaps causing delays in instructional pacing 

The presence of learning gaps has significantly disrupted instructional pacing, forcing teachers to 

reteach prerequisite concepts before proceeding with the curriculum. Rob explained how this affects lesson 

delivery: 

 

“I cannot push through with my lessons immediately because students do not have the 

prerequisite knowledge. We need to reteach previous lessons before proceeding. If the gap is 

large, their learning will also be delayed in the next level of mathematics.” 

 

Similarly, Kris reported delays due to revisiting earlier topics: 

 

“Grade 9 students never had face-to-face learning in grades 7 and 8, so we must review and 

rediscuss previous topics. For example, they could not understand variables, so we had to go 

back to grade 7 Algebra. As a result, we are behind by about two weeks.” 

 

In some cases, delays are more substantial due to severe foundational gaps. Irene noted: 

 

“We are already delayed. Some students cannot even multiply single-digit numbers, yet we are 

expected to teach more advanced topics. It is difficult to move forward when their basic 

understanding is still limited.” 

 

Assessment results further confirm these gaps. Jos shared: 

 

“We conducted an assessment, and many students scored very low. Even with simple items like  

4 + 3 or 5 + 1, some only got 2 or 3 out of 10. They do not know how to multiply or divide.” 
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Teachers emphasized that mastering foundational skills takes priority over strict adherence to 

curriculum pacing. As Glad stated: 

 

“You cannot continue with your lesson if students do not understand the basics. The schedule 

becomes delayed because we need to go back to previous lessons.” 

 

These findings highlight a shift in instructional priorities from curriculum coverage to foundational recovery. 

Mathematics learning is sequential and cumulative, the absence of prerequisite knowledge necessitates 

reteaching, which inevitably delays instructional pacing [27]. Post-pandemic classrooms require adaptive 

pacing strategies that emphasize depth of understanding rather than strict adherence to timelines [23]. From 

an instructional perspective, this shift reflects a move from curriculum coverage to mastery-oriented 

teaching, where ensuring foundational competence becomes essential for sustainable learning progression. 

However, such adjustments also increase teacher workload and create systemic challenges, particularly when 

curriculum policies remain rigid [21]. 

 

3.4.  Remediation and systemic interventions 

To address these challenges, teachers implemented remediation, peer tutoring, and localized 

interventions as primary strategies. These approaches aim to rebuild foundational knowledge before 

advancing to higher-level content. Kris described the necessity of continuous review and support systems: 

 

“We must review and rediscuss lessons to help students understand current topics. We also 

proposed Math Aiders and established learning hubs where students can ask questions and 

access resources.” 

 

Peer tutoring emerged as a key strategy, allowing students to learn from their peers in more 

accessible ways. Ken explained: 

 

“We selected students with high competence in math, called Math Aiders, and assigned them to 

assist those with low competence, especially those at frustration level.” 

 

Rob further highlighted its effectiveness: 

 

“We implemented a program where fast learners assist slow learners in small groups. We also 

provide remediation sessions and organize activities like Math Day to support learning.” 

 

In contexts where teacher capacity is limited, community-based remediation was utilized. Shan 

shared: 

 

“Since teachers cannot cater to all students, we bring remediation to the community. We pair 

students so that those who are good in math can guide others, and we conduct home visitations.” 

 

Teachers also adapted instructional materials and strategies to match students’ levels. Jun explained: 

 

“I do not strictly follow the book. I adjust the level of difficulty based on students’ comprehension 

and simplify problems so they can understand them better.” 

 

Additionally, localized instructional resources were developed to support learning. Jos described: 

 

“We created Mathepedia, a simplified version of lessons that even parents can understand. It 

follows the ‘I do, we do, you do’ approach to guide students step by step.” 

 

Despite persistent constraints such as limited time and resources, these interventions reflect 

teachers’ adaptive responses and commitment to addressing learning gaps. Community-based interventions 

and parental involvement further enhance learning recovery by extending instructional support beyond the 

classroom, particularly in resource-constrained contexts [17]. Moreover, peer tutoring has been shown to be 

an effective strategy for improving academic performance and engagement, as it provides immediate 

feedback, promotes collaborative learning, and allows students to learn at an appropriate pace [34]. 
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4. LIMITATIONS, IMPLICATIONS, AND RECOMMENDATIONS 

This study explored how elementary and secondary mathematics teachers in an island school reacted 

to the phenomenon of “there was no learning” during the shift from modular distance learning to full face-to-

face instruction. Qualitative case studies focus on specific contexts, limiting their findings to geographical 

and institutional settings rather than aiming for statistical generalizability. The island's setting, infrastructure 

limitations, and resource constraints define the challenges recorded. The results should be seen as context-

specific insights, not universal claims about all Philippine schools. Flyvbjerg [35] argues that detailed, 

context-rich descriptions can clarify complex educational issues relevant in similar contexts. 

One limitation of the study is its reliance on teachers' perspectives. While interviews, focus group 

discussions, and classroom observations were triangulated to gather data, the perspectives of students, 

parents, and administrators were not systematically analyzed. The findings emphasize the teachers’ views on 

learning gaps, student resistance, and remediation efforts. Future research could benefit from a multi-

stakeholder approach for a more comprehensive understanding of mathematics education after disruptions. 

The study also identifies learning gaps and instructional delays but lacks quantitative measures of changes in 

student achievement. The focus was primarily on lived experiences and instructional adaptations rather than 

on statistical validation. Longitudinal and mixed-methods studies could further explore how remediation 

programs impact learning outcomes over time. 

Considering these limitations in mind, several implications emerge. First, the findings emphasize the 

need to rethink curriculum pacing and competency expectations after disruptions [15]. Teachers reported that 

following MELC timelines strictly was unrealistic because of foundational gaps. Curriculum frameworks 

should include structured bridging or recovery phases to revisit prerequisite skills before introducing grade-

level competencies. Educational reforms should focus on depth rather than breadth, considering student 

readiness levels. Second, the study highlights the importance of foundational numeracy in advancing 

mathematics [4]. Students struggle with algebra, functions, and advanced concepts without mastering basic 

operations, fractions, and place value. Investing in early-grade numeracy, conducting diagnostic assessments 

at the start of each school year, and implementing continuous formative review are crucial for sustainable 

recovery [14], [15]. Third, findings indicate that teacher workload and systemic constraints greatly impact 

instructional quality. Teachers in the study handled various grade levels, out-of-field subjects, administrative 

roles, and remediation tasks. Educational institutions should review policies on teacher deployment, subject 

alignment, and administrative assignments to avoid burnout and ensure recovery efforts don't depend solely 

on teacher sacrifice [9], [14], [15]. Fourth, the study shows that learning recovery involves both academic 

and psychosocial aspects. Students' resistance to mathematics, low confidence, and short listening stamina 

show that emotional and motivational aspects need attention alongside cognitive gaps. Programs like peer 

tutoring, math-focused school events, and community remediation show that rebuilding confidence and 

engagement is as crucial as reteaching content [10], [14]. Lastly, the findings highlight the significance of 

community and parental involvement [18]. Modular instruction burdened families, many of whom couldn't 

support learning [36]. Strengthening school-community partnerships, offering simplified guides for parents, 

and creating localized learning hubs can help address inequities during future disruptions. 

To address prerequisite gaps, we recommend that policy-makers implement a formal bridging 

curriculum at the start of each academic year, focus resources on disadvantaged schools, and ensure module 

clarity and accessibility. School leaders need to integrate structured remediation into timetables and formalize 

peer tutoring, while diagnostic numeracy assessments guide interventions. Mathematics teachers should use 

differentiated instruction, spiral reviews, and continuous formative assessments to identify misconceptions 

and mitigate math anxiety. Future research should explore long-term outcomes of remediation, compare rural 

and urban divisions, and incorporate student and parent perspectives on the “no learning” phenomenon. 

 

 

5. CONCLUSION 

Each can tell a story of how to rebuild mathematics learning after large-scale disruption and 

sustained institutional commitment to foundational skills, teacher support, and equitable resource provision to 

ensure that future disruptions do not reproduce the same gaps. This study presents the lived experiences of 

mathematics teachers during the transition from modular distance learning to full face-to-face instruction in 

an island school. The finding revealed that the prolonged modular instruction lead to the phenomenon “there 

was no learning” which reflects not a total absence of instruction, but a profound erosion of foundational 

numeracy skills, weakened student engagement, and systemic instructional delays. Learning gaps,  

pre-emptive resistance to mathematics, teacher overload, and resource scarcity collectively disrupted 

curriculum pacing and deep conceptual understanding across grade levels. Despite these challenges, teachers 

demonstrated resilience and innovation through remediation, peer tutoring programs, community-based 

interventions, and localized instructional materials. These efforts highlight that recovery in mathematics 
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education is both an academic and psychosocial process requiring structured support, flexible policies, and 

collaborative engagement among schools and communities. 
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