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1.0 Introduction
The Department of Education’s (DepEd) Academic Recovery and Accessible Learning (ARAL) Program was implemented as a national response to address learning losses in literacy and numeracy caused by the COVID-19 pandemic. While the program was designed to support struggling learners, it also significantly affected teachers who were tasked to simultaneously manage regular classes, remedial sessions, and additional documentation requirements. In many cases, teachers had to adjust their schedules, extend working hours, and modify instructional strategies to meet the demands of the program, reflecting the increasing complexity of teaching responsibilities in public schools.

The struggle for educational recovery is a story being told worldwide. International research consistently reminds us that learning recovery programs require strong teacher support systems, adequate resources, and manageable workloads to ensure effective implementation. However, studies show that when such support systems are insufficient, teachers often experience increased workload and stress, as well as instructional challenges, which can affect program delivery and classroom effectiveness (UNESCO, 2024). In addition, global research on educational recovery highlights that teacher well-being and adaptability are central to sustaining intervention programs, especially in post-crisis education systems.

In the Philippine context, recent studies have highlighted both the promise and challenges of the ARAL Program. A study by Prosia et al. (2025) found that ARAL can help bridge learning gaps when supported by strong leadership and collaboration; however, implementation challenges such as resource limitations and workload concerns remain evident in public schools. Similarly, Silagan et al. (2025) emphasized that while the ARAL Program contributes to improving student performance, its success is highly dependent on teacher capacity and institutional support systems, which are not always consistent across schools. These findings suggest that teachers play a central role in the program's effectiveness, yet their lived experiences remain underexplored. Locally, in selected public secondary schools in the Division of South Cotabato, Koronadal City, and Tacurong City, English teachers assigned as ARAL tutors encountered practical difficulties, including time constraints, insufficient learning materials, and challenges in managing diverse learner needs. Despite these challenges, teachers continuously adjusted by simplifying lessons, extending instructional time, and providing individualized support to learners. These experiences reflect the realities of classroom implementation that are often not fully captured in official program reports.

Recent studies on teacher workload and classroom implementation in the Philippines show that teachers often experience intensified workloads, requiring them to adapt through peer collaboration, improvisation, and personal initiative to meet instructional demands. These challenges are consistent with findings that highlight how excessive responsibilities and administrative tasks limit instructional efficiency while increasing reliance on collegial support systems in public schools (Manegdeg & Paglinawan, 2024; Gudelos & Mabitad, 2025). This suggests that teacher experiences remain central in understanding how educational programs are implemented in real classroom settings.

Despite the growing body of literature on the ARAL Program and related educational interventions, a clear gap remains in research on the experiences, struggles, and adjustments of English teachers who directly implement the program in classrooms. Most existing studies emphasize program outcomes, policy directions, or student performance, while paying limited attention to teachers' day-to-day realities. Hence, this study explored the experiences, struggles, and adjustments of English teachers in the DepEd’s ARAL Program in selected public schools in South Cotabato, Koronadal City, and Tacurong City. The study provided deeper insights into the realities of ARAL implementation from teachers' perspectives, contributing to more responsive and sustainable educational policies.


2.0 Methodology
2.1 Research Design 
This study employed an embedded multiple-case qualitative research design to examine the experiences, struggles, and adjustments of English teachers in the Department of Education’s ARAL Program in the Philippines. The multiple-case approach allowed the researchers to explore each teacher’s experience as a distinct case while identifying shared patterns across participants. The embedded design enabled a deeper analysis by focusing on specific units within each case, such as classroom practices, challenges encountered, and coping strategies (Grenier, 2023). Data were gathered through in-depth interviews and relevant documents to capture authentic, real-life perspectives. This design was appropriate as it provided a rich, detailed, and contextualized understanding of how teachers navigate and adapt within the ARAL Program.

2.2 Locale and Participants 
The study was conducted in selected public high schools within the Division of South Cotabato, Koronadal City, and Tacurong City. These locations were chosen because they were among the areas where the Department of Education’s Academic Recovery and Accessible Learning (ARAL) Program was actively implemented, with English teachers directly involved in its execution. The selected schools included Lake Sebu National High School in Lake Sebu, South Cotabato, Tacurong National High School, and Bukay Pait National High School. These sites were considered appropriate as they provided varied contexts in terms of learner population, school setting, and program implementation, which were essential for a multiple-case study. A purposive sampling technique was employed to select participants, ensuring that only individuals with direct, relevant experience in the ARAL Program were included (Campbell et al., 2023; Palinkas et al., 2023). Through this approach, two (2) English teacher participants were deliberately chosen from each selected school, resulting in a total of six participants. The selection of two participants per school allowed for in-depth, balanced case analysis and enabled comparison of experiences within and across school contexts. They were selected based on the following inclusion criteria: they must be currently teaching English in a public secondary school, directly involved in the ARAL Program implementation, and have at least 1 year of teaching experience in the program to ensure they have sufficient exposure to its processes and challenges. Two (2) participants were selected per school to enable in-depth, balanced case analysis across contexts. 

2.3 Research Instrument 
The study used a semi-structured interview guide as the primary instrument for data collection. Individual interviews were conducted with each English teacher to allow them to freely share their experiences, struggles, and adjustments in implementing the ARAL Program. The interview guide was developed based on the research questions, which focused on teachers’ experiences, challenges, and coping strategies in program implementation. Follow-up questions were asked when necessary to clarify responses and gain deeper insights. The interviews were audio-recorded with the participants’ consent and later transcribed for analysis. This instrument was appropriate for the study, as it enabled the researchers to collect rich, detailed, and authentic information directly from teachers' lived experiences.

2.4 Data Gathering Procedure
Data collection followed a clear, practical flow. First, communication and approval were secured from school heads, not just through formal letters but by personally explaining the purpose of the research to build trust. After validating the interview guide with experienced educators to ensure the questions were clear and non-threatening, teachers were invited to participate through direct conversations rather than generic memos, which helped them feel valued. Orientation sessions were then conducted to explain the objectives, procedures, and confidentiality measures, followed by obtaining informed consent to assure teachers that their responses would remain private.

Semi-structured interviews were the primary method, scheduled around teachers’ availability to respect their workloads. These were complemented by careful transcription writing to capture not only words. Finally, member checking was done by sharing interpretations back with participants, allowing them to confirm or clarify the researcher’s understanding. This step ensured that the findings genuinely reflected English teachers’ experiences, struggles, and adjustments rather than the researcher's assumptions.

2.5 Data Analysis Procedure
The study employed thematic analysis (TA) to identify, analyze, and report patterns and themes in the data. It organizes and describes all data in detail. The TA includes (a) familiarizing oneself with the data, which involves reading and rereading the transcript, identifying significant statements, and paying attention to recurring patterns; (b) generating initial themes by documenting where and how patterns occur. The researchers collapse data into labels to create categories for more efficient analysis; (c) clustering themes by combining codes into overarching themes that accurately depict the data; and (d) naming emerging themes by defining each theme, which aspects of the data are being captured, and what is interesting about the themes (Braun et al., 2022).

2.6 Ethical Considerations
The study strictly observed ethical standards throughout the research process. Informed consent was obtained from all participants by clearly explaining the purpose, procedures, and scope of the study before their involvement. Participation was entirely voluntary, and participants were free to withdraw at any time without any consequences. Confidentiality was maintained by ensuring that all personal information and responses were kept secure and anonymized. The principle of beneficence was upheld by conducting the study in a way that contributes positively to understanding teachers’ experiences in the ARAL Program. In contrast, the principle of nonmaleficence was upheld by preventing any form of discomfort, risk, or negative impact on the participants. Furthermore, honesty and transparency guided the entire research process, with accurate data representation and truthful reporting of findings to maintain the integrity and credibility.

3.0 Results and Discussion 
This section presents the findings of the study on the experiences, struggles, and adjustments of teachers under the ARAL Program, and discusses the implications of the data gathered through an interview guide questionnaire administered to ARAL Program English Tutors. Ten (10) emerging themes were identified through a rigorous process of data analysis and interpretation, which reflect both the shared and distinct realities of the participants. These themes were synthesized from thirty (30) formulated meanings, thirty (30) initial themes, and twenty-seven (27) clustered themes. The identified emerging themes are as follows:

Theme 1: Teacher Experiences in ARAL Program
The overall experiences of English teachers in the ARAL Program were challenging and deeply rewarding. Although the added workload and instructional demands can be exhausting, teachers find genuine fulfillment when they see their learners slowly improve in reading and comprehension. Their journey reflects continuous adjustment, moving from initial difficulty to steady commitment. Ultimately, despite the struggles, teachers remain motivated because their students' progress gives their work a clear purpose and meaning.

English teachers consistently described their experience in the ARAL Program as both demanding and rewarding. Despite exhaustion and difficulty, they expressed a sense of fulfillment when they observed learners' progress. This emotional duality is evident in their reflections, such as “the ARAL program is both challenging and meaningful. So it is very exhausting, but it is fulfilling whenever I see my students' progress” (ETP A), and “actually, being in the ARAL program is both challenging and sort of rewarding” (ETP B). Similarly, others shared that it is “both challenging and fulfilling” (ETP C) and “tiring… also fulfilling” (ETP D), while another participant emphasized that it is “meaningful and challenging” (ETP E ). These statements show that although the program is physically and emotionally draining, teachers find value in their students’ improvement.

At the beginning of their assignment, English teachers experienced fear, hesitation, and uncertainty. One participant expressed, “Honestly, I felt upset at first because I knew it would be difficult… I also felt fear and nervousness because I was not sure if I could handle it” (ETP A). Others described similar emotions such as feeling “overwhelmed” (ETP B), “hesitant and puzzled” (ETP D), and “excited but uncertain” (ETP E; ETP F). These responses indicate that the initial assignment to the program was emotionally challenging, but teachers were willing to adapt and learn despite their doubts.

English teachers also revealed that their expectations about the ARAL Program were gradually reshaped by experience. Many initially believed that learners would improve quickly; however, they later realized that student development requires time, patience, and continuous support. One teacher stated, “I expected that I would immediately help students who are weak in English… but I realized that it takes more time and patience” (ETP A). Others echoed the expectation of improvements in reading and comprehension skills, but these outcomes were achieved only through sustained effort. This gap between expectation and reality became a learning point for teachers, strengthening their resilience and instructional flexibility.

Despite challenges, teachers consistently emphasized that their greatest motivation comes from seeing student improvement. One participant shared a memorable experience when a learner who “previously could not identify letters or sounds” eventually progressed (ETP A). Another highlighted observing students “try their best in answering” and gradually improving (ETP B). Others noted the importance of guiding students “from nothing to something” (ETP D) and shared experiences of actively supporting learners who were initially absent or disengaged (ETP E). Similarly, one teacher described fulfillment in seeing a “struggling learner finally gain confidence and improve in reading through consistent support” (ETP F). These accounts reflect that learner progress serves as a strong emotional reward and motivation for teachers.

Research shows that teachers often experience emotional strain, uncertainty, and stress when assigned to new or demanding programs, particularly when expectations and responsibilities are unfamiliar. However, these challenges tend to decrease over time as teachers adjust, gain experience, and develop greater confidence in their roles (Grew et al., 2022). Despite these difficulties, teachers remain motivated and committed because they find satisfaction in seeing meaningful learner progress, even in demanding conditions (Admiraal & Kittelsen Røberg, 2023). In addition, teachers’ emotional strain is often balanced by increased motivation and job satisfaction when they witness students’ improvement (Collie et al., 2023).

English teachers expressed a positive level of satisfaction with the ARAL program despite its demand. Although many began with fear and hesitation, these feelings gradually gave way to confidence and fulfillment as they adjusted to the program. Even if the work is tiring, teachers find meaning in their role, especially when they see small but real improvements in their students. In the end, their satisfaction comes from knowing that their efforts truly help learners grow.

Theme 2: Instructional Experiences in ARAL
Instructional experiences in the ARAL Program were deeply rooted in teachers’ adaptability and deliberate efforts to make learning accessible to diverse learners. Across participants, the significant statements consistently point to the use of simplified language, scaffolding, and varied instructional strategies as essential practices.  For instance, one teacher shared, “I conduct my lessons using simple languages, visual aids and interactive activities so that students can better understand” (ETP F), highlighting the intentional simplification of instruction to support comprehension. This is further reinforced by the practice of reviewing prior lessons before introducing new content, as expressed in “We review, and then we introduce another lesson” (ETP F), which demonstrates structured scaffolding and reinforcement. 

Teachers also adjust language use through strategies such as “translation or the switch coding… because some students cannot understand” (ETP F), indicating responsiveness to learners’ linguistic limitations. The acknowledgment that “I can’t use full English as a medium… because some students cannot understand” (ETP F) further underscores the need for flexibility in instruction, particularly in multilingual contexts. These practices are complemented by varied delivery methods, including “one-on-one tutoring and group discussion” (ETP F), which reflect efforts to balance individualized support with collaborative learning.

Similarly, other participants emphasized structured and adaptive instructional approaches, such as “I deliver my English lessons in the ARAL program through a mix of guided instruction, interactive activities, and differentiated tasks to meet learners’ varying needs” (ETP C). This aligns with additional responses indicating the use of differentiated instruction, direct teaching, cooperative learning strategies, and interactive activities such as gamifying the lessons, all of which demonstrate a commitment to engaging learners through multiple approaches. The integration of individualized support to meet learners’ varying levels further highlights the teachers’ focus on inclusivity and responsiveness. 

Moreover, participants identified specific effective strategies, noting that “the most effective strategies for me are phonics, repetition and peer learning” and “We adopt cooperative learning” (ETP F), and emphasized consistent practice as a key factor in learning. These approaches suggest that teachers rely on both foundational literacy strategies and interactive methods to enhance student understanding. Embedded within these instructional practices is the implicit use of writing as a tool for reinforcement and assessment. Although not always directly stated, strategies such as repetition, guided instruction, and differentiated tasks often involve written activities that allow teachers to monitor comprehension and track progress. Writing provides tangible evidence of learning, which contributes to teachers’ sense of achievement when students show improvement. 

The ARAL Program is deeply rooted in teachers’ adaptability and their deliberate effort to make learning accessible for diverse learners, particularly through differentiated instruction that responds to students’ varying needs and abilities (Sari, 2023). Across participants, the findings highlight the consistent use of simplified language, scaffolding, and varied instructional strategies as essential practices. These adjustments reflect teachers’ ability to respond to learners’ needs through flexible and differentiated instruction. Research indicates that scaffolding and adaptive teaching approaches enable teachers to adjust instruction to learners’ levels, leading to more responsive and effective remedial learning experiences (Taylor et al., 2024; Li et al., 2024).

The conversation of these significant statements suggests that teachers in the ARAL Program experience high levels of satisfaction in their instructional roles. Their ability to adapt lessons through simplified language, scaffolding, differentiated instruction, and interactive strategies allows them to effectively address diverse learner needs. More importantly, their emotional engagement is reinforced by students’ progress, particularly in comprehension and participation, making instruction not only a technical task but also a meaningful and rewarding experience.

Theme 3: Student Learning Experiences

This theme reflects a nuanced picture of student learning responses within the ARAL program, where engagement is evident but not always sustained at a deeper cognitive level. Across the data, teachers consistently observed that students participate more actively when lessons are interactive, particularly through games, pair work, and group activities. These strategies make learning more appealing and reduce boredom, as reflected in statements such as “it’s not boring because they do it in pair.”(ETP B201).  Despite this, teachers also noted that while students can follow the lesson, retention is often weak, suggesting that engagement does not always lead to meaningful understanding. This highlights a central issue in the ARAL context: participation is visible, but deeper learning remains inconsistent.

Teachers’ emotional connection to the ARAL program appears generally positive, as they express satisfaction when students respond actively and show interest during lessons. Many teachers feel encouraged when learners engage, especially in interactive settings, as it affirms their instructional efforts. Positive feelings toward teaching are evident in statements indicating that students “generally respond actively” and “positively, especially to interactive and engaging activities.” (ETP E 44-45). However, this positive outlook is tempered by challenges, particularly when students struggle with reading and comprehension. Teachers often experience a mix of fulfillment and concern, as they recognize both the impact of their strategies and the limitations posed by students’ low literacy levels. Sample evidence from participants shows that while teachers appreciate moments of active engagement, they also acknowledge the need for more encouragement and repeated practice to sustain participation and improve understanding.

Writing and other literacy-related tasks emerge as both a challenge and a potential source of motivation and achievement within the program. Although many students are identified as non-readers with limited vocabulary (ETP F: 42–44), structured and guided activities can gradually support their development. When students are given opportunities to practice, collaborate, and express their ideas, they begin to show progress, which can enhance their confidence and motivation. However, the effectiveness of writing and literacy tasks depends heavily on the level of scaffolding provided. Without sufficient support, students may struggle to engage meaningfully, reinforcing the gap between participation and learning. Thus, writing serves as both an instructional challenge and a pathway for improvement when properly facilitated.

Recent literature supports these findings by emphasizing the need to integrate student engagement with explicit literacy instruction. Studies show that while interactive and student-centered approaches improve motivation, they must be combined with structured reading and writing instruction to produce sustained learning outcomes. For instance, writing-focused instruction significantly enhances comprehension and academic performance when supported by guided practice and feedback (Graham et al., 2025). Similarly, research highlights that integrated literacy approaches, combining vocabulary, reading comprehension, and interactive strategies, lead to improved retention and engagement among diverse and struggling learners (Hussein & Maganga, 2025; Kim & Kim, 2024). 

Overall, participants’ satisfaction levels with the ARAL program can be described as cautiously optimistic. Teachers appreciate the positive student responses during interactive activities and recognize the program's value in promoting engagement. However, their satisfaction is moderated by ongoing challenges stemming from students’ low reading ability, limited vocabulary, and inconsistent retention. While teachers feel encouraged by moments of active participation, they also acknowledge the need for more targeted support, differentiated instruction, and sustained literacy interventions. This balance of positive experiences and persistent challenges reflects a realistic and grounded perspective, where teachers see both the potential and the limitations of the program in addressing diverse student needs.

Theme 4: Support and Implementation Contexts
The nature, availability, and consistency of institutional and contextual support were most needed by teachers during the ARAL Program. The findings reveal a dual perspective: while teachers acknowledge the provision of instructional materials, training, and monitoring from school administrators, they also report inconsistencies in guidance, communication, and compensation. From the data, support is not entirely absent; rather, it is uneven and variably experienced depending on school leadership and implementation practices.

Several participants affirmed that support mechanisms are present in their schools. Specifically, ETP B shared that, “we underwent training, materials were given,” while ETP C noted that their school is “very supportive and they provide us learning materials and learning resources… which we could use in teaching the ARAL program.” Similarly, another participant described that, “the support that we have received from our administrators includes the provision of materials, training, and monitoring,” – (ETP E), while others emphasized continuous assistance, stating that “the school does provide us with materials and constant monitoring… our coordinators are willing to help and discuss matters.” (ETP D). These responses indicate that, in some contexts, institutional support is structured and actively implemented and has positively contributed to program delivery.

However, despite these forms of support, participants also highlighted significant gaps, particularly in terms of guidance, communication, and compensation. One participant expressed concern, stating that, “I do receive support… such as providing materials for printing, but what really saddens me is the guidance and monitoring… not even once did they ask us how we are doing or what our needs are.” (ETP A). Another participant revealed unmet expectations regarding incentives, sharing that, “in our training, they said that we have extra compensation… but of course, nothing happened.” (ETP-B). These accounts suggest that although resources are provided, the lack of consistent follow-up and support for teachers creates dissatisfaction. This imbalance forces teachers to navigate between structured support and institutional gaps, ultimately influencing how the ARAL Program is implemented in classrooms.

Despite the administration’s inconsistent support, teachers demonstrate a strong emotional commitment to the ARAL Program. Their accounts convey a sense of fulfillment gained from supporting struggling learners, particularly in developing foundational literacy skills. ETP D described the experience as “fun and worthwhile,” explaining that it allowed them to demonstrate “patience and dedication” even when working with non-readers. Teachers consistently exhibit empathy and perseverance, recognizing the challenges learners face while maintaining a supportive and encouraging classroom environment. This emotional investment reinforces their motivation to continue teaching despite systemic limitations.

Furthermore, the structure of the ARAL Program itself contributes to its effectiveness in addressing learners’ needs. Participants noted that the program allows for more focused and personalized instruction. ETP E emphasized that the program prioritizes “foundational skills and remediation of the students in reading and comprehension,” distinguishing it from regular classes that follow standard pacing. Similarly, it was noted that ARAL “focuses more on addressing learners’ specific gaps through remediation, smaller groups, and individualized instruction.” (ETP E). These insights highlight how the program design supports targeted intervention, although its success remains dependent on consistent implementation and support.

Existing studies suggest that the ARAL Program fosters collaborative and supportive learning conditions that increase learner engagement and participation (Prosia et al., 2025). Nevertheless, De Los Santos et al. (2025) stated that implementation challenges persist, particularly due to resource disparities and varying contextual conditions across schools, which consequently influence program effectiveness. In addition, although the ARAL Program is primarily designed to address the learning gaps, their sustainability relies heavily on consistent and robust systemic support (Honra, 2023). Collectively, these studies affirm the present findings, emphasizing that although teacher commitment remains strong, the program's effectiveness and sustainability largely depend on the quality and consistency of institutional support.

Theme 5: Instructional Challenges in ARAL Program
The English teachers frequently encounter instructional challenges when implementing the ARAL Program. It highlights the difficulties teachers experience in delivering lessons, managing diverse learners, and ensuring student understanding within limited instructional time. One of the most prominent challenges identified is the diversity of learners' abilities. ETP A (L112–116) explained that, “it is really difficult to teach because some of my students are still struggling with letters and sounds, while others can already read simple words,” indicating the complexity of handling mixed-ability learners. Similarly, ETP B (L134–138) noted that, “students have low English proficiency and limited vocabulary, so it is hard for them to construct sentences,” while ETP C (L142–146) added that, “many learners cannot express themselves properly because they lack vocabulary and comprehension skills,” further emphasizing language-related difficulties.

In addition, teachers reported persistent issues in reading comprehension and learner engagement. ETP F (L158–162) stated that, “students need repeated instruction because they easily forget and sometimes lose interest during the lesson,” highlighting the need for constant reinforcement. This suggests that while learners respond to instruction, they continue to struggle academically, particularly in reading and writing. Another major challenge identified was time constraint. ETP C (L170–173) shared that, “the time is not enough to fully explain the lesson and ensure that all students understand,” while ETP D (L181–185) similarly explained that, “because of limited time, we cannot always achieve mastery, so we focus only on the most important skills,” indicating compromises in instructional depth.

Hence, learner diversity, weak literacy skills, and limited instructional time greatly affect teaching effectiveness. Despite these challenges, teachers remain adaptive by continuously adjusting their strategies to meet learners’ needs. Research indicates that effective teaching in diverse classrooms requires flexible, adaptive instruction and sufficient time to ensure meaningful, sustained learning (Rincon-Flores et al., 2024; Susan et al., 2026; Hardy et al., 2022). Instructional challenges in the ARAL Program are largely influenced by learner diversity and time limitations. While these constraints make teaching more demanding, teachers demonstrate resilience and commitment in addressing students’ learning needs. 

Theme 6: Resource and System Constraints
The resource and system-related constraints affect the implementation of the ARAL Program. It focuses on the availability and adequacy of instructional materials, workload demands, and administrative responsibilities experienced by teachers. They reported that instructional materials are sometimes insufficient or inappropriate for learners’ levels. For instance, ETP A (L96–101) stated that, “the modules provided are not always aligned with the level of my students, especially those who are non-readers,” indicating a mismatch between materials and learner needs. Similarly, ETP C (L104–108) emphasized that, “we need more contextualized materials that the learners can relate to, because sometimes the examples are too difficult for them,” highlighting the need for relevant resources. Although some participants acknowledged the availability of materials, they still required modification. ETP D (L110–114) explained, “materials are available, but I still modify or create my own so that the lesson becomes more effective for my students,” demonstrating teacher-initiated adaptation.

Another significant concern is the increased workload associated with ARAL implementation. ETP B (L120–124) shared that, “handling ARAL together with my regular classes is very tiring because it adds to my teaching load,” while ETP C (L126–130) similarly expressed that, “we have to prepare lessons, do remediation, and monitor learners, which takes a lot of time and effort,” indicating physical and emotional strain. These responses suggest that the program demands additional responsibilities beyond regular teaching duties. Moreover, teachers identified administrative demands as another constraint. Tasks such as preparing reports, documenting student progress, and complying with monitoring requirements were described as time-consuming. ETP F (L134–138) highlighted that, “tracking learner progress and documenting all interventions take so much time, and it adds to our workload,” emphasizing the burden of documentation requirements.

These findings highlight that limited instructional resources, heavy workload, and demanding documentation requirements create systemic challenges that affect both teaching efficiency and teacher well-being. Research consistently shows that adequate resources and strong institutional support are critical in sustaining teaching quality and improving student outcomes (Cachero et al., 2026; Pan et al., 2023; Joe & Mtsi, 2024). Resource and system constraints play a significant role in shaping the implementation of the ARAL Program. Addressing these limitations is necessary to support teachers and enhance the program's overall effectiveness and sustainability.

Theme 7: Personal and Professional Struggles
English Teachers in the ARAL Program experienced emotional, mental, and professional difficulties. It includes stress, workload pressure, and the balancing of personal and professional responsibilities.  Two participants shared, “So it affects my work-life balance because of the additional workload, and I can no longer use my vacant time for checking papers of my other classes because I still have to prepare for the ARAL” ETP-A 211-212 ETP-B 441. These statements highlighted how ARAL-related responsibilities consume time originally allotted to other teaching tasks, creating pressure and limiting teachers’ ability to manage both professional and personal responsibilities effectively.

Another participant emphasized that the program requires extra time and energy, adding to their daily workload and contributing to feelings of strain. However, despite these challenges, the discussion highlights teachers’ adaptability and resilience. One teacher noted, “It quite affects me because I have to extend extra effort for the program but I have managed it through scheduling of tasks” ETP-D 130-133. This response reflects how teachers respond to these struggles by developing coping strategies, particularly through effective time management and prioritization.

Research supported that the program requires strong teacher involvement and additional responsibilities to effectively support learners’ recovery, emphasizing that its success depends heavily on teacher capacity and sustained effort. Dela Cruz and Ramos (2025). While the program is beneficial in addressing learning gaps, it also places added pressure on teachers, particularly in contexts where resources, time, and preparation vary across schools (Dela Cruz & Ramos, 2025). 

Most participants reported that implementing the ARAL Program was demanding yet manageable and meaningful. They view the program as an added responsibility that increases their workload and affects their work-life balance. They recognize that ARAL requires extra time, effort, and preparation, often consuming their vacant periods and extending their working hours. This leads to feelings of strain, as seen in statements highlighting difficulty in balancing professional tasks and personal time. Participants also see the program as something they can adapt to and handle through effective strategies. They emphasized managing demands through scheduling, prioritization, and improved time management, ensuring they do not compromise the quality of their teaching. This indicates a sense of responsibility and commitment to the program’s goals.

Theme 8: Instructional Adaptation Strategies
The ways English tutors adjust their instructional approaches meet the needs of learners in the ARAL Program. Teachers apply differentiated instructions, pedagogical strategies, and learner-centered responses. Teachers simplify lessons, apply differentiated instruction, integrate interactive activities, use visual aids, and connect lessons to real-life situations to make learning more accessible and meaningful. As one participant stated, “I modified my strategies by using the simpler lessons and differentiated instruction… the modules that are given by the division are not fit for the level of the students,” ETP-A 246-249, indicating that standardized materials often do not match learners’ actual competencies, requiring teachers to adjust instruction accordingly.

The teachers also emphasized the use of learner-centered approaches, step-by-step guidance, and individualized support to help ARAL learners better understand lessons. One participant explained, “I simplify instructions and provide step-by-step guidance for the ARAL program learners,” ETP-E 108-109, showing how instruction is deliberately structured to support struggling learners. In addition, teachers incorporate interactive activities, visual aids, and real-life applications to enhance engagement and comprehension, reflecting a shift toward more meaningful and contextualized learning experiences.

Furthermore, teachers highlighted the importance of time management and careful lesson preparation. As stated, “Time scheduling and preparation of lessons and materials. You have to align everything well to avoid stress,” ETP-D 151-152. This suggests that instructional adaptation is not only pedagogical but also organizational, requiring teachers to balance planning demands with workload pressures.

Teachers emphasized that differentiated and learner-centered instruction is essential in addressing diverse learner needs, particularly in remediation programs such as ARAL. Research indicates that teachers must adapt instruction by modifying content, processes, and learning activities to effectively bridge learning gaps (Tomlinson, 2017). Similarly, studies on learning recovery programs emphasize that instructional flexibility, contextualized teaching, and individualized support are key strategies in improving learner outcomes in diverse classroom settings (Dela Cruz & Ramos, 2025). However, these adaptations also require additional preparation time and increase teacher workload, contributing to professional strain.

Theme 9: Professional and Coping Strategies
Deliberate actions, techniques, and adjustments that English teachers use to manage the increasing demands and challenges encountered in the implementation of the ARAL Program. It underscores that, rather than passively coping, English tutors in the ARAL Program do not merely endure heavy workloads, diverse learner needs, and demanding program requirements. Instead, they actively develop and improve teaching strategies that enable them to remain effective in their roles while sustaining the quality of their instruction.

During the interview, one participant shared, “I have attended several trainings that help improve my teaching strategies. But some were difficult to apply because I still needed to adjust the lessons to suit my students” (ETP-A295–297). This response indicates that even if the English teacher actively engages in professional development and acquires valuable instructional strategies during training, applying these in actual classroom practice can still be challenging. As ETP-A mentioned, she still needed to strategize an approach that aligns with the learners' level. ETP-D (172-173), E (123-125), and F(131-133) also shared similar remarks. It highlights a gap between theoretical training and real-world application, particularly in the context of the ARAL Program. The teacher acknowledges the diversity of learners in terms of needs, abilities, and learning styles, which makes it impractical to apply strategies uniformly. Instead, these approaches must be thoughtfully adapted to fit the specific classroom context, reflecting the teacher’s responsiveness, critical judgment, and pedagogical flexibility.‎

In addition, ETP-A (300-302), ETP-C (241-244), ETP-D (176-178), ETP-E (125), and ETP-F(137-137) also reported similar practices of collaborating with co-teachers to seek assistance from colleagues, doing resource sharing, and the exchange of teaching practices, which helps lessen individual workload and strengthens instructional effectiveness. This implies that teachers' professional coping strategies reflect strong resilience and commitment to their work.

Recent studies describe teachers as flexible professionals who learn to adjust their practices in response to growing demands. In the Philippine context, many teachers cope with heavy workloads by collaborating with colleagues, sharing resources, and engaging in ongoing professional development (Manegdeg & Paglinawan, 2024). These efforts help them respond better to the diverse needs of their learners. In the same way, Gamboa (2023) emphasized that collaboration, joined with planning and regular professional conversations, leads to more effective instruction while easing the burden of teaching tasks. Overall, working together not only improves the quality of teaching but also makes daily classroom demands more manageable

Theme 10: Personal Adaptation and Growth
This theme shows how teachers slowly adjust to the demands of the ARAL Program and, in doing so, grow both personally and professionally. The heavy workload, time pressure, and teaching demands push them to change their routines and become more flexible and resilient. Although these challenges are difficult, teachers see them as chances to improve their skills, strengthen their discipline, and become better in their profession.

Teachers shared that implementing the ARAL Program required major adjustments in their daily schedules and personal routines. They extended preparation time, modified lesson materials, and sometimes sacrificed personal or family time to meet program demands. As ETP-F stated, “I have adjusted my daily schedule by dedicating extra time for lesson preparation and student support, which sometimes reduces my personal time.” Similarly, ETP-D emphasized, “I am not only a teacher but also a mother of two… so as a teacher, I have to make them my top priority at school.” These statements show that adaptation is both professional and personal, as teachers balance work duties with family responsibilities.

Teachers adapted by adjusting their work to meet ARAL's demands. ETP-A (312, 315–316) shared, “Not all modules provided by the divisions are suitable for my students. So, I need to look for more appropriate and interactive materials preparation.” ETP-B and ETP-F also noted that they extended their working hours for lesson preparation and monitoring. In addition, ETP-D said, “I am not only a teacher but also a mother of two… I have to make them my top priority at school,” showing personal sacrifice and responsibility.

Despite the challenges, teachers remained motivated by learners’ progress. As ETP-A stated, “My motivation is seeing students attend the classes every day… it gives me no reason to stop teaching.” Similarly, ETP-C shared that seeing students learn and gain confidence keeps them going, even with difficulties. This motivation helps teachers continue despite a heavy workload and time pressure. It strengthens their commitment to teaching, as they see learners’ success as proof of their effort and dedication. The ARAL Program also helped teachers grow professionally. They became more patient, flexible, creative, and adaptable in teaching. As they worked with diverse learners and classroom challenges, they refined their strategies and learned to use more differentiated instruction.

Teachers reported professional growth through the ARAL Program. ETP-B (672–675) said, “Maybe, it developed my patience and adaptability to situations… You have to be adaptable.” ETP-C shared, “As a teacher, the thing that motivates me is seeing my students learn, grow, and gain confidence.” ETP-F added that the program “helped me grow as an English teacher by improving my ability to differentiate instruction and adapt lessons to meet diverse learner needs.” These statements show that continuous involvement in ARAL helped teachers become more patient, flexible, and skilled in handling different learners.

Recent literature affirms that increased workload and instructional demands require teachers to adapt both professionally and personally. While these pressures may affect work-life balance, they also strengthen teachers’ resilience, flexibility, and instructional competence. Exposure to diverse learners further enhances pedagogical adaptability, particularly in differentiated and learner-centered practices, while student progress sustains motivation and professional commitment. Overall, adaptation emerges not merely as a response to challenges but as a key driver of teacher growth and effective teaching (Pan et al., 2023; Rincon-Flores et al., 2024; Ainley & Schulz, 2025).

Overall, teachers experienced both challenges and fulfillment in the ARAL Program. Although it increased their workload and required personal adjustments, they remained satisfied with the students’ progress and their own growth as teachers. This shows that adaptation is not just coping with difficulties, but a meaningful process that improves teaching, strengthens commitment, and builds professional identity.

4.0 Conclusion 
The teachers in the ARAL Program experienced a complex balance of challenges and rewards across instructional, emotional, and institutional dimensions. While they faced heavy workloads, limited resources, instructional difficulties, and inconsistent support, they continued to demonstrate strong commitment, adaptability, and resilience. Teachers consistently reported a sense of fulfillment from observing students' progress, which sustained their motivation despite persistent constraints. Instructional practices were frequently adjusted to meet diverse learner needs, although foundational literacy gaps remained a major challenge affecting student outcomes. The ARAL Program was viewed as meaningful but demanding, with its effectiveness largely dependent on teacher dedication, adaptive strategies, and consistent institutional support.
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