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ABSTRACT 

This study examined the roles, self-

assessed competencies, and challenges of 

Learning Facilitators (LFs) in the Tiwi District, 

Schools Division of Albay, where they play a 

critical role in sustaining learning continuity, 

particularly in underserved communities. 

Grounded in Learning Support Theory and 

Vygotsky’s Sociocultural Theory, the study 

explored how LFs contribute to instructional 

support, classroom management assistance, and 

communication and collaboration. Using a 

descriptive quantitative research design, data 

were gathered from 30 Learning Facilitators 

deployed in 26 public schools through a 

structured questionnaire. Frequency counts and 

weighted means were used to describe their 

responsibilities, competency levels, and 

challenges. Findings revealed that LFs 

frequently perform core instructional and 

support tasks such as preparing learning 

materials, facilitating small-group or individual 

sessions, assisting parents, and communicating 

with families. However, roles requiring 

specialized training—such as using digital tools, 

supporting learners with special needs, and 

participating in coordination meetings—were 

less frequently performed. Across all domains, 

LFs rated themselves ―Highly Competent,‖ 

particularly in helping learners stay on task, 

maintaining organized learning environments, 

and collaborating with teachers. Slightly lower 

confidence was observed in adapting strategies 

for diverse learners, redirecting behavior, and 

explaining school-related matters to parents. 

Challenges were primarily systemic, including 

limited recognition, inadequate materials, 

insufficient formal training, and difficulties 

managing behavioral concerns. Time constraints 

and communication barriers further hindered 

effectiveness. The study concludes that while 

LFs significantly support instructional delivery, 

enhanced training, role clarification, stronger 

supervision, and better resource provision are 

needed. Strengthening institutional support 

systems can optimize their contributions to 

learner progress and school operations. 

Keywords: Classroom Management, 

Competency Assessment, Communication and 

Collaboration, Instructional Support, Learning 

Facilitators, Learning Support Challenges, Tiwi 
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INTRODUCTION 

The Philippine education system has 

experienced significant reforms in response to 

social, economic, political, and public health 

challenges. One of the most transformative 

developments in recent years was the 

institutionalization of Learning Facilitators 

(LFs), particularly during and after the COVID-

19 pandemic. When face to face classes were 

suspended, the Department of Education 

implemented the Basic Education Learning 

Continuity Plan to ensure that learning would 

continue despite prolonged school closures 

(DepEd, 2020). The plan introduced modular, 

online, television, and radio-based modalities to 

sustain instruction across the country. While 

these interventions maintained access to 

education, they also revealed long standing 

inequities in geographically isolated and 

disadvantaged areas where internet connectivity, 

digital tools, and instructional support were 

limited (Montemayor, 2020; Hernando-Malipot, 

2020). 

To address these challenges, the 

Department of Education institutionalized the 

deployment of Learning Support Aides who 

functioned as Learning Facilitators through 

DepEd Order No. 32, s. 2020 (DepEd, 2020b). 

Their engagement was later extended under 

DepEd Order No. 028, s. 2021, reflecting the 

continued need for instructional support 

personnel in schools (DepEd, 2021; Luci-
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Atienza, 2021). By 2021, approximately 13,000 

Learning Support Aides had been hired 

nationwide. Their primary function was to assist 

teachers in guiding learners, distributing and 

retrieving modules, monitoring academic 

progress, and providing feedback within 

communities where direct teacher supervision 

was difficult. 

The importance of facilitators was 

further emphasized in the Alternative Learning 

System, strengthened by Republic Act No. 

11510 and DepEd Order No. 13, s. 2019, which 

highlighted the need for instructional support 

personnel for marginalized and out of school 

learners (DepEd, 2019). More recently, DepEd 

Order No. 7, s. 2025 provided clearer guidelines 

for professionalization and capacity building, 

signaling that facilitators are no longer viewed 

as temporary solutions but as essential 

contributors to the education workforce (DepEd, 

2025). In local contexts such as Tiwi, Albay, the 

local government unit expanded the engagement 

of Learning Facilitators by hiring them as 

reading teachers, substitute teachers, and para 

teachers to augment manpower shortages in 

schools. 

Despite these policy developments, 

several operational issues remain evident. 

Reports indicate that Learning Facilitators 

frequently assume responsibilities beyond their 

intended roles, including classroom supervision 

and administrative tasks, often without sufficient 

training or professional guidance (Hernando-

Malipot, 2019). In many instances, facilitators 

operate in environments characterized by limited 

resources, unstable connectivity, insufficient 

instructional materials, and minimal supervision. 

These realities raise concerns about consistency, 

quality, and sustainability in learning facilitation. 

Research within the Philippine context 

underscores the complex nature of facilitation 

roles. Alvarez Jr. (2020) discussed the 

challenges encountered in implementing 

distance learning, particularly in areas with 

limited technological infrastructure. Mojarad et 

al. (2023) emphasized that digital literacy and 

technological adaptability are crucial 

competencies in blended and remote learning 

environments. Carlos et al. (2023) noted that 

facilitators must possess pedagogical 

competence, assessment skills, and the ability to 

contextualize instruction according to learners’ 

needs. These competencies extend beyond 

content knowledge and require structured 

training, mentoring, and supervision (DepEd, 

2020; Carlos et al., 2023). 

Pedagogically, Learning Facilitators are 

expected to assist in guiding lessons, clarifying 

instructions, and monitoring learner progress. 

They support teachers by ensuring that learners 

understand tasks and complete academic 

requirements. Technologically, facilitators must 

demonstrate basic digital literacy, including 

operating communication platforms and 

assisting learners in navigating digital resources 

where available (Mojarad et al., 2023; Alvarez 

Jr., 2020). Interpersonally, facilitators serve as 

links between schools and communities. 

Effective communication, empathy, and 

collaboration with parents are necessary to 

encourage learner participation and sustain 

engagement (Carlos et al., 2023). 

Administratively, facilitators assist in 

documentation, reporting, and monitoring 

processes to align with school and division 

objectives. 

However, the assumption that 

facilitators can readily perform these 

multidimensional roles is not always supported 

by adequate preparation. Cabardo et al. (2022) 

reported that limited preparation and lack of 

resources were major barriers in implementing 

modular distance learning. These findings 

parallel the experiences of facilitators who often 

work under constrained conditions. Similarly, 

Don-Hermida and Habla (2022) identified gaps 

in specialized competencies among teachers in 

technical vocational contexts, highlighting the 

broader issue of insufficient training within the 

education system. While their study focused on 

teachers, the implications are applicable to 

facilitators who may experience similar skill 

gaps. 

Casingal (2025) examined the 

competencies and professional development 

needs of Alternative Learning System teachers 

and found that continuous training is essential in 

addressing the evolving demands of flexible 



Lux Veritatis 12.1 Special Edition: 55-74, 2026 © 2020  

University of Santo Tomas-Legazpi Publication  

Printed in the Philippines ISSN no: 2476-5644 

57 

 

learning environments. Pasok and Lingo (2024) 

further demonstrated that effective facilitation 

requires management skills, interpersonal 

competence, and guidance capabilities beyond 

subject mastery. Razalan (2022) highlighted the 

importance of digital integration and adaptability 

in blended learning contexts. Zamora et al. 

(2022) emphasized innovation and flexibility as 

key attributes for effective instructional delivery 

during transitions to online learning. These 

studies collectively reinforce the view that 

facilitation demands holistic competencies and 

ongoing professional development. 

The experiences of parents as learning 

facilitators during the pandemic also reveal the 

challenges of assuming instructional roles 

without formal preparation. Magonalig, Gascon, 

and Campaña (2023) found that parents 

struggled to balance household responsibilities 

with academic support, often feeling 

inadequately prepared for instructional tasks. 

Although parents are not professional 

facilitators, their experiences mirror the 

challenges faced by Learning Facilitators who 

must navigate instructional responsibilities with 

limited guidance and resources. This highlights 

the importance of structured support systems to 

strengthen facilitation roles. 

Moreover, Libiado and Canuto (2023) 

examined the relationship between teaching 

competencies and learner performance in 

mathematics and found that while competencies 

are crucial, external factors such as parental 

involvement and learner motivation also 

influence outcomes. This finding suggests that 

the effectiveness of Learning Facilitators cannot 

be evaluated solely based on individual 

competence. Contextual and environmental 

factors must also be considered. In 

geographically challenged areas such as Tiwi, 

Albay, barriers including poverty, natural 

hazards, and limited infrastructure further 

complicate educational delivery. 

The literature reveals recurring themes. 

First, facilitators are instrumental in sustaining 

learning continuity, especially in contexts where 

teacher access is limited. Second, effective 

facilitation requires competencies in pedagogy, 

technology, communication, and administration. 

Third, persistent challenges such as unclear role 

definitions, limited preparation, insufficient 

resources, and minimal supervision hinder 

optimal performance. Although policies such as 

DepEd Orders and Republic Acts provide 

structural recognition, implementation gaps 

remain evident at the local level. 

In Tiwi, Albay, these issues are 

particularly relevant. The municipality includes 

coastal and mountainous areas that experience 

geographic isolation and vulnerability to natural 

disasters. Schools in such contexts often face 

shortages in personnel and resources. Learning 

Facilitators serve as critical support personnel in 

reading programs, remediation efforts, and 

classroom assistance. However, there is limited 

empirical data examining their demographic 

profiles, self-assessed competencies, and 

specific challenges within this local setting. 

Most existing literature focuses on pandemic era 

adjustments or broader teacher competencies 

rather than providing in-depth analysis of 

facilitators’ roles in formal basic education. 

The absence of systematic investigation 

creates a research gap. Although national 

policies institutionalize facilitators, there is 

insufficient localized evidence assessing how 

effectively they perform instructional support, 

classroom management assistance, and 

communication and collaboration functions. 

Existing Philippine studies provide insights into 

related areas such as distance learning 

implementation and teacher competencies, yet 

comprehensive research focused specifically on 

Learning Facilitators in basic education remains 

limited. 

As education systems transition into 

post pandemic contexts, the sustainability of 

Learning Facilitators becomes a critical concern. 

Their continued engagement in programs such 

as reading initiatives and academic remediation 

indicates that they are no longer temporary 

measures. Instead, they form part of the evolving 

support structure within schools. For this reason, 

understanding their competencies and challenges 

is necessary to inform policy refinement, 

targeted training programs, and strengthened 

supervisory mechanisms. 
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This study responds to that need by 

examining the demographic profiles, self-

assessed competencies, and challenges of 

Learning Facilitators in Tiwi, Albay. By 

generating empirical data within the Philippine 

basic education context, the study seeks to 

contribute to local policy development and 

program improvement. It aims to provide school 

heads, district supervisors, and local government 

officials with evidence-based insights to design 

capacity building initiatives that enhance 

facilitators’ professional growth. 

Ultimately, strengthening Learning 

Facilitators is aligned with the broader goal of 

achieving equitable and quality education. 

Investing in support personnel alongside 

teachers ensures that instructional delivery 

remains responsive to contextual realities. 

Through systematic assessment and targeted 

intervention, Learning Facilitators can be 

empowered to fulfill their roles effectively, 

thereby contributing meaningfully to sustained 

educational improvement in geographically and 

economically challenged communities. 

Objectives of the Study 

This study aimed to examine the roles, 

self-assessed competencies, and challenges 

experienced by Learning Facilitators in the Tiwi 

District, Schools Division of Albay. Specifically, 

it seek to: 

1. Identify the roles being carried out by 

Learning Facilitators in the areas of:  

a. Instructional support 

b. Classroom management 

assistance 

c. Communication and 

collaboration 

2. Determine the level of self-assessed 

competencies of Learning Facilitators. 

3. Determine the challenges encountered 

by Learning Facilitators in the 

performance of their duties. 

4. Propose recommendations to enhance 

the Learning Facilitators program 

delivery and address the challenges they 

experience in carrying out their roles. 

Learning Support Theory is grounded in 

Vygotsky’s Sociocultural Theory, particularly 

the Zone of Proximal Development, which 

explains that learners can accomplish tasks 

beyond their independent ability when guided by 

a more knowledgeable person (Vygotsky, 1978). 

This idea is reinforced by the concept of 

scaffolding, which refers to the temporary 

support provided to learners until they can 

perform tasks independently (Wood, Bruner, & 

Ross, 1976). Anchored in constructivist 

principles, the theory emphasizes that students 

actively build knowledge through social 

interaction and meaningful experiences 

(Bodrova & Leong, 2007). It also supports 

inclusive education practices such as 

Individualized Education Plans and Response to 

Intervention, which ensure that learners receive 

appropriate and equitable support (Shabani & 

Khatib, 2010; Simply Psychology, 2023). This 

theory underpins the present study by framing 

the role of Learning Facilitators as providers of 

guided instructional, managerial, and 

communicative support to enhance student 

learning in the Tiwi District, Schools Division of 

Albay. 

 

METHOD 

Research Design 

This study used a descriptive survey 

research design, which describes existing 

conditions using numerical data without 

manipulating variables (Creswell & Creswell, 

2018). The design was appropriate because the 

study aimed to identify the roles of Learning 

Facilitators, determine their self-assessed 

competencies in instructional support, classroom 

management assistance, and communication and 

collaboration, and examine the challenges they 

encounter. Data were gathered through 

structured instruments and analyzed statistically 

to present patterns and frequencies that served as 

basis for recommendations to improve the 

Learning Facilitator Program. 

Respondents 

The respondents consisted of 30 

Learning Facilitators employed by the Local 

Government Unit of Tiwi or recruited through 

school, district, or Schools Division Office 
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initiatives. They served in 23 public elementary 

schools and 3 public secondary schools in the 

Tiwi District, Schools Division of Albay within 

the past five years. Convenient sampling was 

used due to accessibility and appropriateness for 

the study. Tiwi District was selected because of 

its geographic diversity, resource disparities, and 

reliance on Learning Facilitators to support 

instructional delivery and learning continuity. 

Data Gathering Procedure 

Permission to conduct the study was 

secured from the Graduate School, Schools 

Division Office of Albay, Local Government 

Unit of Tiwi, district officials, and school heads. 

The researcher personally administered the 

instruments, ensured confidentiality, and 

collected the completed questionnaires. Relevant 

literature was gathered from books, journals, and 

online sources to support the development and 

validation of the research instrument. 

Research Instrument 

The study utilized a structured 

questionnaire developed by the researcher based 

on related literature and the objectives of the 

study. The instrument consisted of three parts: 

Part A included a checklist identifying the roles 

performed by Learning Facilitators; Part B 

contained a Likert-scale section measuring their 

self-assessed competencies in instructional 

support, classroom management assistance, and 

communication and collaboration; and Part C 

comprised a checklist identifying the challenges 

encountered in the performance of their duties. 

Since the instrument was researcher-made, it 

underwent a pilot testing or dry run with 

respondents who were not part of the actual 

study to assess clarity, relevance, and 

comprehensibility of the items. Content validity 

was established through expert validation by 

qualified professionals in educational 

management and research, and necessary 

revisions were made based on their 

recommendations. Reliability testing was 

likewise conducted using appropriate statistical 

measures to ensure internal consistency prior to 

its full administration. 

Tools of Analysis 

Descriptive statistics were used in analyzing the 

data. Frequency count determined the number of 

responses for each item, while weighted mean 

measured the level of agreement in the Likert 

scale responses. The Weighted Mean was 

computed using the formula (Calmorin and 

Calmorin, 1997), below: 





f

fx
X
__

 

  The researcher used the following scale 

for the level of competency and its 

corresponding means: 

Weighted 

Mean 

Level Description 

4.20 – 5.00 Highly 

Competent 

Demonstrates 

exceptional and 

consistently 

superior 

competence; 

performs tasks 

independently 

with expertise, 

accuracy, and 

initiative; exceeds 

expectations in 

providing support 

and facilitating 

learning. 

3.40 – 4.19 Very 

Competent 

Shows strong and 

reliable 

competence; 

performs duties 

effectively with 

minimal 

supervision; 

consistently meets 

expectations and 

contributes 

positively to 

instructional and 

classroom 

processes. 

2.60 – 3.39 Competent Possesses 

adequate and 

acceptable 

competence; 

completes 

required tasks 

satisfactorily; 
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meets basic 

standards of 

performance in 

providing 

instructional and 

classroom support. 

1.80 – 2.59 Slightly 

Competent 

Demonstrates 

limited or 

developing 

competence; 

requires guidance 

or supervision; 

performance is 

inconsistent and 

occasionally falls 

below expected 

standards. 

1.00 – 1.79 Incompetent Shows inadequate 

competence; 

frequently unable 

to perform 

required tasks 

even with 

supervision; does 

not meet 

minimum 

expected 

performance 

standards. 

        RESULTS AND DISCUSSIONS 

                                                                                            Roles Carried Out by Learning Facilitators  

Table 1 

Roles Carried Out by Learning Facilitators (N=30) 

Roles Frequency % 

A. Instructional support   

1. Assist in the preparation of instructional materials 29 96.67 

2. Distribute learning modules or instructional packets to learners 27 90.00 

3. Guide learners in understanding the lesson or learning activity 27 90.00 

4. Facilitate small-group or one-on-one learning sessions 29 96.67 

5. Help parents or guardians assist their children in learning 27 90.00 

6. Use digital tools or devices to help deliver learning 22 73.33 

7. Support learners with special needs or learning difficulties 23 76.67 

8. Print, sort, or reproduce learning materials 26 86.67 

B. Classroom management assistance   

9. Assist the teacher in managing classroom behavior 25 83.33 

10. Maintain cleanliness and orderliness in the learning environment 26 86.67 

11. Keep records of activities or learner performance 27 90.00 

12. Assist during school activities or programs requiring learner 

supervision 
23 76.67 

C. Communication and collaboration   

13. Attend coordination meetings with teachers and school heads 22 73.33 

14. Serve as a communication bridge between the school and learners’ 

families 
28 93.33 

15. Monitor learners’ progress and report to the teacher 24 80.00 
 

In the area of Instructional Support, the 

roles most frequently carried out by Learning 

Facilitators were assisting in the preparation of 

instructional materials and facilitating small-

group or one-on-one learning sessions, both 

reported by 29 out of 30 respondents (96.67%). 

These were followed by distributing learning 

modules or instructional packets, guiding 

learners in understanding lessons, and helping 

parents or guardians assist their children in 

learning, each performed by 27 respondents 

(90.00%). Other roles included printing, sorting, 

or reproducing learning materials (26 or 

86.67%), supporting learners with special needs 
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or learning difficulties (23 or 76.67%), and 

using digital tools or devices to help deliver 

learning (22 or 73.33%), which had the lowest 

frequency in this category. 

For Classroom Management Assistance, 

the most frequently performed role was 

maintaining cleanliness and orderliness in the 

learning environment, reported by 26 

respondents (86.67%). This was followed by 

assisting in managing classroom behavior (25 or 

83.33%), keeping records of activities or learner 

performance (27 or 90.00%), and assisting 

during school activities or programs requiring 

learner supervision (23 or 76.67%), the last 

being the least performed role in this category. 

In terms of Communication and 

Collaboration, the highest frequency was 

observed in serving as a communication bridge 

between the school and learners’ families, which 

was carried out by 28 respondents (93.33%). 

This was followed by monitoring learners’ 

progress and reporting to the teacher (24 or 

80.00%). The role performed least frequently in 

this category was attending coordination 

meetings with teachers and school heads, 

reported by 22 respondents (73.33%). 

The findings demonstrate that Learning 

Facilitators (LFs) in the Tiwi District occupy a 

substantively multifaceted role that integrates 

instructional assistance, operational support, and 

school–home communication within the daily 

ecology of teaching and learning. Their highest 

reported involvement in preparing instructional 

materials and facilitating small-group or one-on-

one learning sessions (96.67%) signifies a 

deeply embedded participation in core 

instructional processes rather than peripheral 

support. This level of engagement indicates that 

LFs function as active extensions of the 

teacher’s pedagogical work, particularly in 

contexts where differentiated attention and 

guided practice are necessary. Similarly, the high 

percentages for distributing modules, guiding 

learners in lesson understanding, and assisting 

parents or guardians (90.00%) highlight their 

role in reinforcing instructional continuity across 

school and home settings. These patterns suggest 

that LFs contribute not only to instructional 

delivery but also to the strengthening of learning 

support systems that extend beyond classroom 

boundaries. 

At the same time, while a majority 

reported involvement in printing and 

reproducing materials (86.67%), supporting 

learners with special needs (76.67%), and 

utilizing digital tools (73.33%), the 

comparatively lower engagement in inclusive 

education practices and technology integration 

signals important developmental gaps. The 

reduced emphasis on ICT-assisted facilitation 

may reflect constraints in access, training, or 

institutional prioritization, which in turn may 

limit the capacity of schools to fully 

operationalize blended or technology-enhanced 

instruction. Likewise, the lower percentage of 

involvement in supporting learners with special 

needs suggests the need for more systematic 

preparation in differentiated and inclusive 

strategies. These findings point to a structural 

tension between the breadth of responsibilities 

assigned to LFs and the depth of professional 

preparation provided to them. 

In the domain of classroom management 

assistance, LFs reported strong participation in 

record-keeping (90.00%), maintaining order and 

cleanliness (86.67%), and assisting in behavior 

management (83.33%). These responsibilities, 

though sometimes categorized as operational, 

are pedagogically significant because they 

establish the environmental and behavioral 

conditions necessary for effective learning. Their 

involvement in documentation and monitoring 

further indicates that LFs contribute to formative 

tracking processes that inform instructional 

adjustments. However, the relatively lower 

participation in supervision during school 

programs (76.67%) suggests variability in how 

extensively LFs are mobilized across broader 

school activities. 

The communication and collaboration 

dimension further underscores the strategic 

position of LFs within the school system. With 

93.33% serving as a communication bridge 

between the school and learners’ families, LFs 

appear to play a pivotal role in sustaining 

parental engagement and reinforcing shared 

responsibility for learner progress. Their 

involvement in monitoring and reporting learner 



Lux Veritatis 12.1 Special Edition: 55-74, 2026 © 2020  

University of Santo Tomas-Legazpi Publication  

Printed in the Philippines ISSN no: 2476-5644 

62 

 

development (80.00%) reflects an intermediary 

function that supports instructional 

responsiveness. Nonetheless, the lower 

percentage of attendance in coordination 

meetings (73.33%) suggests partial integration 

into formal planning and decision-making 

structures. This limited participation may 

constrain their ability to contribute insights from 

their close learner interactions to collective 

instructional planning, thereby reducing 

opportunities for more cohesive support 

strategies. 

When examined collectively, the 

findings affirm that LFs operate across three 

interconnected domains: direct instructional 

scaffolding, operational and administrative 

support, and relational communication. This 

multidimensional profile aligns with previous 

research characterizing facilitators as essential 

yet frequently under-recognized actors within 

school systems, often navigating broad 

expectations without fully institutionalized role 

clarity or sustained professional development. 

The results also provide strong empirical support 

for Learning Support Theory, particularly 

Vygotsky’s concept of the Zone of Proximal 

Development. The high engagement in small-

group facilitation and guided learner support 

reflects the process of scaffolding, wherein 

assistance is strategically provided to enable 

learners to accomplish tasks beyond their 

independent capability. By supporting guided 

participation, monitoring progress, and 

maintaining structured environments, LFs 

contribute to the social and interactive 

conditions central to constructivist learning 

principles. 

However, Learning Support Theory 

likewise emphasizes intentional, systematic, and 

inclusive scaffolding tailored to diverse learner 

profiles. The comparatively lower engagement 

in ICT integration, inclusive education practices, 

and collaborative planning indicates areas where 

current practice may not yet fully realize 

theoretical ideals. Strengthening professional 

development in technology integration and 

differentiated instruction, while enhancing LF 

participation in formal coordination 

mechanisms, would likely deepen alignment 

between empirical practice, theoretical 

foundations, and research-based 

recommendations. Overall, the findings portray 

Learning Facilitators as indispensable 

instructional partners whose effectiveness can be 

further elevated through clearer institutional 

integration, targeted capacity-building, and 

expanded collaborative engagement. 

Level of Self-Assessed Competencies of 

Learning Facilitators 

A. Instructional Support 

Table 2 

Level of Self-Assessed Competencies of Learning Facilitators 

along Giving Instructional Support (N=30) 

Indicators 
Frequency 

WM Interpretation 
5 4 3 2 1 

1. I can clearly explain learning tasks or 

lesson content to learners. 
21 5 4 0 0 4.57 

Highly 

Competent 

2. I am confident in guiding learners in 

accomplishing modular activities. 
16 13 1 0 0 4.50 

Highly 

Competent 

3. I can provide effective one-on-one 

academic support to struggling learners. 
20 8 2 0 0 4.60 

Highly 

Competent 

4. I know how to use instructional materials 

to support learner understanding. 
19 10 1 0 0 4.60 

Highly 

Competent 

5. I can assist learners in applying what 

they have learned in real-life contexts. 
17 11 2 0 0 4.50 

Highly 

Competent 

6. I am capable of adapting instructional 

strategies to suit different learner needs. 
15 11 4 0 0 4.37 

Highly 

Competent 

7. I can use simple assessment tools to 

check learners’ understanding. 
21 7 2 0 0 4.63 

Highly 

Competent 
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8. I help learners stay on task during 

learning activities. 
21 8 1 0 0 4.67 

Highly 

Competent 

9. I can supplement lessons with additional 

explanations or examples when needed. 
20 9 1 0 0 4.63 

Highly 

Competent 

10. I regularly coordinate with teachers to 

ensure my instructional support aligns 

with the lesson. 

21 7 2 0 0 4.63 
Highly 

Competent 

General Weighted Mean 4.57 
Highly 

Competent 

Note:  Highly Competent (4.20 – 5.00), Very Competent (3.40 – 4.19), Competent (2.60 – 3.39), Slightly 

Competent (1.80 – 2.59), Incompetent (1.00 – 1.79) 
 

Ranked from highest to lowest, the 

strongest competency reported is helping 

learners stay on task during learning activities, 

with a weighted mean of 4.67. This is followed 

by three indicators that also obtained high 

ratings: using simple assessment tools to check 

learners’ understanding with a weighted mean 

of 4.63, supplementing lessons with additional 

explanations or examples when needed with a 

weighted mean of 4.63, and regularly 

coordinating with teachers to ensure 

instructional support aligns with the lesson with 

a weighted mean of 4.63.  

The next set of highly rated 

competencies includes providing effective one-

on-one academic support to struggling learners 

and using instructional materials to support 

learner understanding, both with a weighted 

mean of 4.60. These are followed by clearly 

explaining learning tasks or lesson content to 

learners, which has a weighted mean of 4.57; 

guiding learners in accomplishing modular 

activities, with a weighted mean of 4.50; and 

assisting learners in applying what they have 

learned in real-life contexts, also with a 

weighted mean of 4.50. The lowest-rated 

indicator, though still within the ―Highly 

Competent‖ range, is adapting instructional 

strategies to suit different learner needs, with a 

weighted mean of 4.37. The results show that 

Learning Facilitators perceive themselves as 

highly competent in all aspects of instructional 

support. 

B. Classroom Management Assistance 

Table 3 

Level of Self-Assessed Competencies of Learning Facilitators 

along Giving Classroom Management Assistance (N=30) 

Indicators 
Frequency 

WM Interpretation 
5 4 3 2 1 

1. I assist in maintaining order and 

discipline during learning sessions. 
21 7 2 0 0 4.63 

Highly 

Competent 

2. I can redirect learners who are off-task or 

disruptive. 
17 8 5 0 0 4.40 

Highly 

Competent 

3. I support the teacher in creating a safe 

and positive learning environment. 
22 7 1 0 0 4.70 

Highly 

Competent 

4. I can apply classroom routines 

consistently to help manage learners' 

behavior. 

19 10 1 0 0 4.60 
Highly 

Competent 

5. I recognize early signs of learner 

disengagement or behavioral issues. 
18 9 3 0 0 4.50 

Highly 

Competent 

6. I am confident in managing small groups 

of learners independently. 
18 8 4 0 0 4.47 

Highly 

Competent 

7. I can de-escalate minor conflicts or 

misunderstandings among learners. 
21 7 2 0 0 4.63 

Highly 

Competent 



Lux Veritatis 12.1 Special Edition: 55-74, 2026 © 2020  

University of Santo Tomas-Legazpi Publication  

Printed in the Philippines ISSN no: 2476-5644 

64 

 

8. I contribute to creating a physically 

organized and conducive learning space. 
22 7 1 0 0 4.70 

Highly 

Competent 

9. I understand the rules and expectations 

set by the teacher and help enforce them. 
21 8 1 0 0 4.67 

Highly 

Competent 

10. I assist in ensuring that all learners feel 

included and respected during activities. 
19 7 4 0 0 4.50 

Highly 

Competent 

General Weighted Mean 4.58 
Highly 

Competent 

Note:  Highly Competent (4.20 – 5.00), Very Competent (3.40 – 4.19), Competent (2.60 – 3.39), Slightly 

Competent (1.80 – 2.59), Incompetent (1.00 – 1.79) 
 

Ranked from highest to lowest, the 

strongest competencies are supporting the 

teacher in creating a safe and positive learning 

environment and contributing to creating a 

physically organized and conducive learning 

space, each with a weighted mean of 4.70. This 

is followed by understanding the rules and 

expectations set by the teacher and helping 

enforce them, which has a weighted mean of 

4.67.  

Two indicators share the next highest 

rating, both with a weighted mean of 4.63: 

assisting in maintaining order and discipline 

during learning sessions and de-escalating 

minor conflicts or misunderstandings among 

learners. These are closely followed by applying 

classroom routines consistently to help manage 

learners’ behavior, with a weighted mean of 

4.60. Next are recognizing early signs of learner 

disengagement or behavioral issues and 

assisting in ensuring that all learners feel 

included and respected during activities, both 

with a weighted mean of 4.50. Another indicator 

rated highly is managing small groups of 

learners independently, which has a weighted 

mean of 4.47. The lowest-rated competency, 

though still within the ―Highly Competent‖ 

range, is redirecting learners who are off-task or 

disruptive, with a weighted mean of 4.40. The 

results indicate that Learning Facilitators 

perceive themselves as highly competent in 

supporting classroom management across 

various aspects. 

C. Communication and Collaboration 

Table 4 

Level of Self-Assessed Competencies of Learning Facilitators 

along Communication and Collaboration (N=30) 

Indicators 
Frequency 

WM Interpretation 
5 4 3 2 1 

1. I communicate clearly and respectfully 

with learners of different backgrounds. 
22 6 2 0 0 4.67 

Highly 

Competent 

2. I maintain open communication with 

teachers regarding learner progress. 
20 8 3 0 0 4.70 

Highly 

Competent 

3. I actively listen to learners when they 

express concerns or questions. 
22 8 0 0 0 4.73 

Highly 

Competent 

4. I effectively explain school-related 

matters to parents or guardians. 
17 8 5 0 0 4.40 

Highly 

Competent 

5. I respond professionally to feedback 

from teachers or school heads. 
21 8 1 0 0 4.67 

Highly 

Competent 

6. I collaborate well with teachers in 

planning and delivering learner support. 
22 7 1 0 0 4.70 

Highly 

Competent 

7. I build positive relationships with 

learners to encourage participation. 
21 7 2 0 0 4.63 

Highly 

Competent 

8. I know how to communicate important 

instructions using both oral and written 
19 9 2 0 0 4.57 

Highly 

Competent 
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forms. 

9. I support a teamwork culture by 

cooperating with other school personnel. 
20 7 3 0 0 4.57 

Highly 

Competent 

10. I can mediate simple concerns between 

learners, parents, and the teacher when 

needed. 

20 9 1 0 0 4.63 
Highly 

Competent 

General Weighted Mean 4.63 
Highly 

Competent 

Note:  Highly Competent (4.20 – 5.00), Very Competent (3.40 – 4.19), Competent (2.60 – 3.39), Slightly 

Competent (1.80 – 2.59), Incompetent (1.00 – 1.79) 
 

Ranked from highest to lowest, the 

strongest competency is actively listening to 

learners when they express concerns or 

questions, which received the highest weighted 

mean of 4.73. This is followed by two indicators 

with weighted means of 4.70: maintaining open 

communication with teachers regarding learner 

progress and collaborating well with teachers in 

planning and delivering learner support.  

Close behind are communicating clearly 

and respectfully with learners of different 

backgrounds and responding professionally to 

feedback from teachers or school heads, both 

with a weighted mean of 4.67. Two 

competencies share the next rating of 4.63: 

building positive relationships with learners to 

encourage participation and mediating simple 

concerns between learners, parents, and the 

teacher when needed. These are followed by two 

indicators, each with a weighted mean of 4.57: 

communicating important instructions using 

both oral and written forms and supporting a 

teamwork culture by cooperating with other 

school personnel. The lowest-rated, though still 

within the ―Highly Competent‖ range, is 

effectively explaining school-related matters to 

parents or guardians, which has a weighted 

mean of 4.40. The results show that Learning 

Facilitators perceive themselves as highly 

competent in communication and collaboration 

across all listed areas.  

The findings on the self-assessed 

competencies of Learning Facilitators (LFs) 

indicate a consistently high level of perceived 

capability across instructional support, 

classroom management assistance, and 

communication and collaboration, with all 

general weighted means falling within the 

Highly Competent range. This pattern suggests 

that LFs view themselves not merely as auxiliary 

personnel but as professionally meaningful 

contributors to the instructional process. Their 

strong self-perception reflects an internalized 

sense of role legitimacy and functional 

integration within the school structure, signaling 

both confidence and ownership of 

responsibilities. 

In instructional support, the general 

weighted mean of 4.57 reflects substantial 

confidence in facilitating academic learning. The 

highest-rated competency, helping learners stay 

on task (4.67), underscores facilitators’ 

perceived effectiveness in sustaining 

engagement, a foundational condition for 

cognitive processing and knowledge acquisition. 

High ratings in using simple assessment tools, 

supplementing lessons with clarifications, and 

coordinating with teachers (4.63) further suggest 

that LFs see themselves as reinforcing 

instructional coherence and contributing to 

formative learning processes. Their strong 

ratings in providing one-on-one support and 

effectively using instructional materials (4.60) 

reinforce their perceived role as accessible 

scaffolders who bridge instructional gaps. 

However, the comparatively lower rating in 

adapting instructional strategies to diverse 

learner needs (4.37), while still high, signals a 

nuanced limitation in differentiated practice. 

This implies that although LFs are confident in 

general instructional reinforcement, the 

complexity of tailoring support to varied learner 

profiles may require deeper pedagogical 

preparation, particularly in inclusive and 

differentiated methodologies. 

Similarly, in classroom management 

assistance, the general weighted mean of 4.58 
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indicates robust self-confidence in maintaining 

structured and supportive learning environments. 

The highest ratings in fostering a safe, positive 

classroom climate and ensuring an organized 

physical space (4.70) demonstrate an awareness 

of the environmental and socio-emotional 

foundations of effective instruction. Strong 

confidence in enforcing classroom rules (4.67), 

assisting with discipline, and de-escalating 

minor conflicts (4.63) suggests that LFs perceive 

themselves as stabilizing agents who protect 

instructional time and reduce disruptions. 

Competencies related to applying routines, 

recognizing disengagement, and promoting 

inclusion (4.50–4.60) further reinforce their 

perceived sensitivity to classroom dynamics. 

Yet, the slightly lower rating in redirecting 

disruptive learners (4.40) may reflect perceived 

authority boundaries or limited formal 

preparation in behavior intervention 

frameworks. This subtle variation highlights the 

potential value of structured training in positive 

behavior support systems and restorative 

approaches to deepen their behavioral 

management repertoire. 

The domain of communication and 

collaboration yielded the highest overall general 

weighted mean (4.63), underscoring the 

relational dimension of the LF role. The 

strongest competency, actively listening to 

learners (4.73), reveals facilitators’ recognition 

of the importance of responsiveness and 

empathy in supporting learning. High ratings in 

maintaining open communication with teachers 

and collaborating in planning and delivery (4.70) 

indicate that LFs view teamwork as central to 

their effectiveness. Confidence in respectful 

communication, professional responsiveness to 

feedback, and relationship-building (4.63–4.67) 

further positions them as relational connectors 

within the school system. However, the 

comparatively lower rating in explaining school-

related matters to parents (4.40) suggests a 

potential need for clearer communication 

protocols or structured guidance in engaging 

families, particularly in contexts requiring 

sensitivity or formal representation of school 

policies. 

Collectively, these results align strongly 

with Learning Support Theory, particularly 

Vygotsky’s concept of the Zone of Proximal 

Development. High confidence in maintaining 

engagement, clarifying lessons, offering one-on-

one assistance, and collaborating with teachers 

reflects the essence of scaffolding, wherein 

facilitators provide guided support that enables 

learners to perform beyond independent 

capacity. Their competencies in sustaining 

structured environments and fostering respectful 

communication contribute to the social 

mediation processes central to constructivist 

learning. Nevertheless, the comparatively lower 

ratings in differentiation and behavior 

redirection suggest areas where scaffolding 

practices can become more intentional, 

systematic, and inclusive, thereby enhancing 

theoretical alignment. 

The findings are consistent with related 

research indicating that facilitators commonly 

demonstrate strengths in engagement, 

coordination, and environmental support while 

requiring further development in specialized 

instructional strategies and structured parent 

communication. Overall, the data portray 

Learning Facilitators in the Tiwi District as 

highly confident and multidimensionally 

competent practitioners. To optimize their 

impact, strategic emphasis on differentiated 

instruction, advanced behavior intervention 

techniques, and formalized parent engagement 

training would refine their already strong 

foundational competencies and promote more 

inclusive, equitable, and theoretically grounded 

support practices within the Learning Facilitator 

Program. 

Challenges Encountered by Learning 

Facilitators in the Performance of Their 

Duties 

Table 5 

Challenges Encountered by Learning Facilitators in the Performance of Their Duties (N=30) 

Challenges Frequency % 

A. Instructional Support   
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1. I experience difficulty performing my role due to a lack of formal 

training. 
24 80.00 

2. I find it challenging to assist learners who have different learning styles 

or needs. 
17 56.67 

3. I feel unprepared to use technology when assisting in digital or modular 

learning. 
17 56.67 

4. I lack access to adequate teaching materials or resources to perform my 

duties effectively. 
25 83.33 

B. Classroom Management Assistance   

5. I often struggle due to unclear job expectations or responsibilities. 15 50.00 

6. I face time constraints in balancing my assigned tasks with learner needs. 23 76.67 

7. I feel overwhelmed when dealing with learners with behavioral or 

emotional difficulties. 
24 80.00 

C. Communication and Collaboration   

8. I experience communication barriers with parents, guardians, or co-

workers. 
21 70.00 

9. I receive limited guidance or supervision from teachers or school heads. 22 73.33 

10. I receive little recognition or support for the work I contribute to the 

school or learning program. 
27 90.00 

 

In terms of Instructional Support, the 

most frequently encountered challenge was lack 

of access to adequate teaching materials or 

resources, reported by 25 out of 30 Learning 

Facilitators (83.33%). This was followed closely 

by experiencing difficulty performing their role 

due to lack of formal training, cited by 24 

respondents (80.00%). Meanwhile, two 

challenges were equally reported at lower 

frequencies: difficulty assisting learners with 

different learning styles or needs and feeling 

unprepared to use technology when supporting 

digital or modular learning, each encountered 

by 17 respondents (56.67%). 

Regarding Classroom Management 

Assistance, the challenge reported most often 

was feeling overwhelmed when dealing with 

learners with behavioral or emotional 

difficulties, experienced by 24 respondents 

(80.00%). This was followed by having time 

constraints in balancing assigned tasks with 

learner needs, cited by 23 respondents 

(76.67%). Meanwhile, unclear job expectations 

or responsibilities posed the least difficulty in 

this category, though still noted by 15 

respondents (50.00%). 

For Communication and Collaboration, 

the most frequently experienced challenge was 

receiving little recognition or support for their 

contributions, reported by 27 Learning 

Facilitators (90.00%), making it the highest 

across all categories. This was followed by 

receiving limited guidance or supervision from 

teachers or school heads, cited by 22 

respondents (73.33%). The challenge 

encountered least often in this category—though 

still significant—was experiencing 

communication barriers with parents, 

guardians, or co-workers, reported by 21 

respondents (70.00%). 

 The findings indicate that Learning 

Facilitators (LFs) encounter substantial 

structural, professional, and relational challenges 

that shape the quality of their performance 

across instructional support, classroom 

management, and communication domains. 

While earlier results demonstrate high levels of 

self-assessed competence, the challenges 

reported reveal systemic constraints that may 

undermine sustained effectiveness and 

professional morale. Notably, the most prevalent 

concern is the perception of receiving little 

recognition or institutional support, cited by 

90.00% of respondents. This widespread 

sentiment of being undervalued suggests a 

disconnect between functional contribution and 

formal acknowledgment. In organizational 

contexts, recognition is closely linked to 
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motivation, commitment, and job satisfaction; 

thus, insufficient affirmation may gradually 

diminish morale, particularly for personnel 

occupying supportive rather than lead roles. 

When facilitators perceive that their extensive 

involvement in academic reinforcement, learner 

guidance, and operational tasks is overlooked, 

their sense of professional legitimacy may 

weaken. 

 Closely associated with this issue is the 

lack of access to adequate teaching materials and 

resources, reported by 83.33% of respondents. 

Resource insufficiency directly constrains 

instructional reinforcement, remediation, and 

differentiation efforts. Even highly capable 

facilitators may struggle to deliver meaningful 

assistance when essential tools, printed 

materials, or digital aids are limited. Such 

shortages shift the burden of improvisation onto 

LFs, increasing cognitive and emotional strain. 

Similarly, 80.00% report a lack of formal 

training, revealing an underlying concern 

regarding preparedness. Although facilitators 

perceive themselves as competent, the absence 

of structured professional development may 

limit their confidence in managing complex 

instructional or behavioral situations. This 

tension between experiential competence and 

limited formal preparation becomes particularly 

evident in areas requiring specialized strategies, 

such as supporting diverse learning styles 

(56.67%) and integrating technology in digital or 

modular learning contexts (56.67%). As 

educational systems increasingly emphasize 

inclusive and technology-enhanced instruction, 

gaps in targeted training may restrict facilitators’ 

ability to fully align with contemporary 

pedagogical demands. 

 In classroom management assistance, 

emotional and workload-related pressures 

emerge prominently. A significant 80.00% report 

feeling overwhelmed when handling learners 

with behavioral or emotional difficulties, 

highlighting the emotional labor embedded in 

their role. Addressing challenging behaviors 

requires not only patience but also knowledge of 

structured intervention frameworks. Without 

formal preparation in behavior management or 

child development, facilitators may experience 

uncertainty, stress, and eventual fatigue. Time 

constraints, cited by 76.67%, further compound 

these pressures. Balancing instructional 

assistance, documentation, supervision, and 

communication tasks within limited schedules 

can reduce opportunities for individualized 

support. When workload intensifies, facilitators 

may prioritize immediate operational demands 

over strategic scaffolding, potentially affecting 

the depth of learner engagement. Additionally, 

although unclear job expectations were the least 

frequently reported challenge (50.00%), the fact 

that half of the respondents experience some 

ambiguity underscores the need for clearer role 

delineation. Undefined boundaries can result in 

hesitation, duplication of tasks, or inconsistent 

accountability. 

 Challenges within communication and 

collaboration further illuminate systemic gaps. 

Limited guidance or supervision from teachers 

and school heads (73.33%) suggests that LFs 

may at times operate without consistent 

mentoring or feedback. The absence of 

structured supervisory mechanisms can affect 

alignment with instructional goals and reduce 

opportunities for professional growth. 

Communication barriers with parents, guardians, 

or colleagues (70.00%) likewise point to 

relational complexities inherent in school 

settings. Navigating adult interactions, 

particularly in sensitive or high-stakes situations, 

requires explicit communication protocols and 

confidence-building support. Without these, 

facilitators may experience discomfort or 

misalignment in stakeholder engagement. 

 Taken together, the coexistence of 

strong self-perceived competence and 

substantial systemic challenges portrays LFs as 

committed practitioners operating within 

constrained institutional environments. These 

findings resonate with broader scholarship on 

educational support personnel, where 

insufficient recognition, limited professional 

development, and inadequate resources 

frequently diminish morale and sustainability. 

Institutional neglect, even if unintended, can 

erode long-term effectiveness despite high 

intrinsic motivation. 
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 From the perspective of Learning 

Support Theory, these challenges have direct 

implications for the scaffolding process central 

to effective facilitation. Scaffolding requires 

intentional preparation, structured guidance, and 

access to appropriate tools. When facilitators 

lack formal training, adequate materials, or 

supervisory support, the assistance they provide 

may become less systematic and less responsive 

to learner diversity. Emotional strain arising 

from behavioral management and workload 

pressures can further reduce the patience and 

reflective capacity necessary for effective guided 

participation. Therefore, strengthening 

institutional recognition, expanding professional 

development opportunities, clarifying role 

expectations, and ensuring material support are 

not merely administrative improvements; they 

are essential conditions for sustaining 

theoretically grounded, high-quality learner 

scaffolding and optimizing educational 

outcomes. 

Proposed Recommendations to Enhance the 

Learning Facilitators Program Delivery and 

Address the Challenges They Experience in 

Carrying Out Their Roles 

Table 6 

Proposed Recommendations to Enhance the LF Program Delivery 

 

Category 
Issues and Concerns on LF 

Program Delivery 

Proposed Recommendations to Enhance the 

LF Program Delivery 

A. Instructional 

Support 
1. Limited training in adapting 

instruction for diverse learners. 

Provide practical, hands-on training on 

differentiation, scaffolding, behavior support, 

and strategies for struggling learners. Offer 

mentoring sessions with experienced teachers. 

 

2. Minimal engagement with 

learners with special needs. 

Implement basic inclusive education training 

focusing on identifying mild learning difficulties 

and applying simple support strategies. Assign 

facilitators to shadow SPED teachers 

periodically for guided practice. 

 

3. Limited competence and 

participation in technology-

supported instruction. 

Offer basic ICT capacity-building sessions 

focused on the digital platforms and tools used 

in the school. Provide access to devices and 

simple digital teaching aids that facilitators can 

regularly use with learners. 

B. Classroom 

Management 

Assistance 

4. Learning Facilitators spend 

a significant portion of their 

time on clerical and custodial 

tasks, reducing time for 

instructional support. 

Reallocate administrative and clerical tasks to 

other personnel so Learning Facilitators can 

prioritize learner support and instructional 

duties. Develop a school-level workload plan 

that protects their instructional time. 

C. 

Communication 

and Collaboration 

5. Limited involvement of 

Learning Facilitators in 

planning and coordination with 

teachers. 

Establish structured planning routines such as 

short weekly meetings where Learning 

Facilitators receive lesson objectives, clarify 

tasks, and provide feedback on learner progress. 

 6. Difficulty explaining 

school-related information to 

parents or guardians. 

Conduct coaching sessions on parent 

communication, including scripts, protocols, and 

role-playing of common scenarios. Provide clear 
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guidelines on what information facilitators may 

share. 
 

The proposed recommendations to 

enhance the delivery of the Learning Facilitator 

(LF) Program are organized into three major 

categories that reflect the core areas of support 

expected from Learning Facilitators. Under 

Instructional Support, the key concerns relate to 

limited training in adapting instruction for 

diverse learners, minimal engagement with 

learners with special needs, and insufficient 

competence in technology-supported instruction. 

To address these issues, schools should provide 

practical, hands-on training on differentiation, 

scaffolding, behavior support, and strategies for 

struggling learners. Mentoring sessions with 

experienced teachers can strengthen their 

instructional competence. Facilitators would also 

benefit from foundational training in inclusive 

education, particularly in identifying mild 

learning difficulties and applying basic support 

strategies. Periodic shadowing of SPED teachers 

can offer authentic guided practice. Additionally, 

enhancing their technological skills through ICT 

capacity-building sessions and ensuring access 

to devices and digital teaching aids will better 

equip them to support modern instruction. 

For Classroom Management Assistance, 

the primary issue identified is that Learning 

Facilitators often spend a significant amount of 

time on clerical and custodial tasks, limiting the 

time they can devote to instructional and learner-

support roles. To resolve this, non-instructional 

tasks should be reallocated to other school 

personnel. The development of a school-level 

workload plan is recommended to protect the 

instructional responsibilities of Learning 

Facilitators and ensure that their time is used 

efficiently to support teaching and learning. 

In the area of Communication and 

Collaboration, two concerns were highlighted: 

limited involvement of Learning Facilitators in 

planning and coordination with teachers, and 

difficulty explaining school-related information 

to parents or guardians. Strengthening 

collaboration can be achieved by establishing 

structured planning routines, such as weekly 

meetings where facilitators can receive lesson 

objectives, clarify assigned tasks, and provide 

feedback on learner progress. To improve 

communication with parents, schools may 

conduct coaching sessions that include 

communication protocols, sample scripts, and 

role-playing common scenarios. Providing clear 

guidelines on what information facilitators are 

permitted to share will further build their 

confidence and ensure consistency in 

communication across the school community. 

Table 2 shows the top challenges 

experienced by Learning Facilitators and 

outlines the proposed recommendations to 

address these concerns. These challenges reflect 

recurring difficulties related to recognition, 

resource availability, and professional 

preparation, all of which influence how 

effectively Learning Facilitators can perform 

their roles in supporting teaching and learning. 

The recommendations respond directly to these 

issues by proposing systemic improvements and 

capacity-building measures aimed at 

strengthening both the working conditions and 

the competencies of Learning Facilitators.  

Table 7 

Proposed Recommendations to Address the Challenges 

 

Category Top Challenges 
Proposed Recommendations to Address the 

Challenges 

A. Instructional 

Support 1. Lack of formal training, 

particularly in handling 

behavioral or emotional 

difficulties among learners. 

Implement continuous professional development 

on classroom behavior management, child 

development, and conflict resolution. Schedule 

guided coaching with teachers or guidance 

personnel to strengthen skills in supporting 

learners with behavioral or emotional needs. 

B. Classroom 2. Limited access to Allocate a dedicated resource budget for 
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management 

assistance 

 

instructional materials and 

resources. 

Learning Facilitators. Provide starter kits 

containing basic teaching and learning materials. 

Establish a system where Learning Facilitators 

can easily request and replenish needed 

supplies. 

C. Communication 

and Collaboration 
3. Lack of recognition and 

support for their contributions 

to the school. 

Institutionalize recognition mechanisms such as 

acknowledgment in school programs, inclusion 

in planning discussions, and simple incentive 

systems. Develop clear job descriptions so their 

role is formally valued and understood by all 

stakeholders. 

 

The proposed recommendations to 

address the challenges encountered in the 

delivery of the Learning Facilitator (LF) 

Program are grouped into three major categories, 

reflecting the core areas in which facilitators 

provide support. Under Instructional Support, 

the primary challenge identified is the lack of 

formal training, particularly in handling learners 

with behavioral or emotional difficulties. To 

address this, it is recommended that schools 

implement continuous professional development 

focused on classroom behavior management, 

child development, and conflict resolution. 

Guided coaching sessions with teachers or 

guidance personnel can further strengthen 

facilitators’ practical skills and build their 

confidence in supporting learners with diverse 

behavioral and emotional needs. 

In the area of Classroom Management 

Assistance, Learning Facilitators face challenges 

related to limited access to instructional 

materials and resources. To ensure they can 

perform their tasks effectively, schools should 

allocate a dedicated resource budget for 

facilitators and provide starter kits containing 

essential teaching and learning materials. 

Establishing a simple and responsive system for 

requesting and replenishing supplies will help 

maintain consistency in their support and reduce 

disruptions to learning activities. 

For Communication and Collaboration, 

the major challenge is the lack of recognition 

and support for the contributions of Learning 

Facilitators within the school community. 

Addressing this concern requires 

institutionalizing recognition mechanisms, such 

as acknowledging their contributions in school 

programs, involving them in planning 

discussions, and offering simple incentive 

systems that reinforce their value. Developing 

and disseminating clear job descriptions will 

also help formalize their role and ensure that all 

stakeholders understand and appreciate the 

meaningful work Learning Facilitators provide. 

Del Rosario and Mendoza (2023) 

reinforce the present study’s findings by 

identifying similar programmatic gaps and 

recommending parallel strategies to strengthen 

the effectiveness of instructional support 

personnel. Their study revealed that aides and 

facilitators often spend excessive time on 

clerical or custodial duties, which limits their 

instructional engagement and supports the 

current study’s conclusion that non-teaching 

workloads reduce learning-focused support. 

They also emphasized the need for structured 

planning routines with teachers, noting that 

regular coordination meetings significantly 

improve clarity of tasks and alignment in learner 

support, which reflects the recommendations in 

this study. 

The researchers highlighted a lack of 

training in differentiation, behavior 

management, and inclusive practices. This aligns 

with the present findings recommending hands-

on professional development and mentoring 

from experienced teachers or specialists. Similar 

to the current study, Del Rosario and Mendoza 

found that facilitators often struggle with 

supporting learners with special needs and 

require guided exposure to inclusive teaching 

approaches. Their study also noted gaps in 

digital competence, which strengthens the 

present study’s recommendation for ICT-

focused training and access to devices. 
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Communication difficulties with parents 

were also reported by participants in their 

research, and this supports the study’s call for 

structured coaching sessions, prepared 

communication scripts, and clear guidelines on 

information-sharing. Finally, Del Rosario and 

Mendoza emphasized the importance of formal 

recognition systems and clearly defined job 

descriptions to strengthen facilitator motivation 

and clarify expectations. This directly supports 

the current study’s recommendations for 

institutional recognition and role clarification.  

Conclusions 

1. The findings indicate that Learning 

Facilitators in the Tiwi District primarily 

perform instructional support tasks such as 

preparing materials and facilitating small-group 

or individual learning sessions, which form the 

core of their daily responsibilities. However, 

roles that require higher-level competencies, 

such as supporting learners with special needs, 

using digital tools for instruction, and 

participating in coordination meetings, are 

carried out less frequently. This pattern suggests 

that while facilitators are actively engaged in 

essential classroom routines, they have limited 

involvement in more specialized or collaborative 

functions that could enhance learner support and 

instructional effectiveness. 

2. The Learning Facilitators perceive 

themselves as highly competent across all major 

domains of their work, including instructional 

support, classroom management assistance, and 

communication and collaboration. Their 

strongest competencies lie in helping learners 

stay on task, maintaining safe and organized 

learning environments, and actively listening to 

learners and coordinating with teachers. 

However, slightly lower ratings in adapting 

instructional strategies for diverse learners, 

redirecting off-task behavior, and explaining 

school-related matters to parents indicate areas 

where they feel comparatively less confident but 

still capable. 

3. The challenges encountered by 

Learning Facilitators largely stem from 

insufficient institutional support, including 

limited recognition, inadequate teaching 

resources, and a lack of formal training. 

Difficulties in managing behavioral or emotional 

concerns, time constraints, communication 

barriers, and inconsistent guidance further 

hinder their ability to perform their roles 

effectively. Although issues related to unclear 

job expectations are the least reported, the 

overall pattern indicates that most challenges 

arise from systemic gaps rather than individual 

shortcomings. 

4. Recommendations can be proposed to 

enhance the learning facilitators program 

delivery and to address the challenges they 

experience in carrying out their roles. 

 

Recommendations 

1. It is strongly recommended that the 

school strengthen capacity-building initiatives 

by implementing continuous and structured 

professional development programs for Learning 

Facilitators. Regular training sessions should be 

conducted on behavior management, 

differentiated instruction, inclusive education, 

and child development to enhance their 

competence in addressing diverse learner needs. 

In addition, a mentoring system should be 

established by pairing Learning Facilitators with 

experienced teachers or guidance personnel to 

provide coaching, practice-based feedback, and 

sustained skill development support. 

2. It is further recommended that the 

school ensure consistent access to adequate 

instructional materials and digital resources 

necessary for effective facilitation. A dedicated 

budget allocation for Learning Facilitator 

resources should be incorporated into school 

financial planning, accompanied by the 

provision of starter kits containing essential 

teaching aids. Moreover, a clear and efficient 

system for requesting and replenishing materials 

should be institutionalized, alongside guaranteed 

access to basic ICT tools to support both face-to-

face and technology-assisted instruction. 

3. It is also recommended that the 

school enhance communication and 

collaboration structures by institutionalizing 

brief but regular weekly coordination meetings 
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between teachers and Learning Facilitators. 

These meetings should focus on clarifying 

lesson objectives, identifying learner needs, and 

aligning instructional support strategies. 

Additionally, standardized communication 

protocols and structured role-playing activities 

should be implemented to strengthen Learning 

Facilitators’ skills in engaging effectively with 

parents and guardians. 

4. It is recommended that the school 

formally institutionalize the role of Learning 

Facilitators by issuing official written 

designations approved by the School Head and 

integrating their functions into the Annual 

Implementation Plan (AIP) and other school 

planning documents. Learning Facilitators 

should be consistently included in instructional 

planning, INSET activities, curriculum reviews, 

and key decision-making meetings to strengthen 

their participation in school improvement 

efforts. Clear job descriptions and performance 

standards must be developed and aligned with 

existing performance appraisal systems to define 

their instructional, managerial, mentoring, and 

collaborative responsibilities. To further enhance 

motivation and morale, the school should 

establish simple but meaningful recognition 

mechanisms, such as formal commendations, 

public acknowledgment during school programs, 

and priority access to professional development 

opportunities, thereby reinforcing institutional 

support and sustaining their engagement. 
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