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Abstract

The Philippine education system is currently undergoing a significant policy shift following the
enactment of Republic Act No. 12027, which repealed mandatory Mother Tongue-Based Multilingual
Education (MTB-MLE) in response to a persistent 91 percent learning poverty rate. This study
examines the long-term impact of this policy reversal on reading comprehension, specifically analyzing
how linguistic mismatch between home and school languages influences academic outcomes under the
newly implemented MATATAG curriculum. Adopting a mixed-methods sequential explanatory
design, the study analyzed Philippine Informal Reading Inventory data from Grade 3 and 4 learners
(N = 256) in the linguistically diverse Bicol Region, followed by thematic analysis of semi-structured
teacher interviews. Quantitative results revealed a statistically significant comprehension gap ($p <
.001$), with learners in monolingual mother-tongue settings achieving "Instructional” proficiency,
while those in mismatched default classrooms remained at the "Frustrated™ level. Regression analysis
indicated that linguistic mismatch acts as a multiplicative tax, explaining 48 percent of achievement
variance and reducing scores by an average of 42 percentage points. Qualitative findings highlighted
that while the MATATAG curriculum successfully streamlines decoding instruction, oral fluency and
deep comprehension remain impaired in mismatched environments. The study concludes that without
robust investment in localized instructional resources and formal bridging strategies, the transition to
bilingual defaults risks institutionalizing educational inequality and failing to mitigate the national
learning crisis. These findings offer critical insights for policymakers regarding the necessity of aligning
instructional media with the linguistic reality of learners to ensure sustainable literacy gains.

Keywords: Republic Act No. 12027, Linguistic Mismatch, MATATAG Curriculum, Learning Poverty,
and Reading Comprehension

Introduction

The Philippine educational system is currently navigating a period of profound transition, marked by
the systemic recalibration of its language-in-education policies in response to a protracted national
learning crisis. For over a decade, the primary pedagogical framework for early childhood and primary
education was defined by the Mother Tongue-Based Multilingual Education (MTB-MLE) policy,
institutionalized through Republic Act No. 10533, or the Enhanced Basic Education Act of 2013. This
mandate was predicated on the widely accepted pedagogical principle that learners acquire foundational
literacy more effectively when instruction is delivered in their first language (L1). However, despite the
theoretical soundness of this approach, the Philippines has continued to struggle with "learning
poverty," a condition where children are unable to read and understand a simple, age-appropriate text
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by the age of ten. Recent data indicates that approximately 91 percent of Filipino ten-year-olds fall into
this category, a figure that is significantly higher than regional peers like Indonesia and Thailand.

The persistent failure to improve literacy outcomes led to the enactment of Republic Act No. 12027 on
October 10, 2024, which effectively discontinued the mandatory use of the mother tongue as the
medium of instruction from Kindergarten to Grade 3. This new legislation marks a significant departure
from the previous decade’s strategy, reverting the default media of instruction to Filipino and English,
while making mother tongue instruction optional and restricted to monolingual settings. The policy shift
occurs alongside the rollout of the MATATAG Curriculum, which seeks to "decongest"” the previous
K-12 framework by reducing the number of subjects in the early grades to prioritize foundational skills
in language, reading, and literacy.

The significance of this study lies in its examination of the long-term cognitive and academic
consequences of this policy reversal. While the move to English and Filipino as default media of
instruction addresses the logistical and administrative "congestion" identified by the Second
Congressional Commission on Education (EDCOM 2), it introduces new risks related to "linguistic
mismatch". Research from the Philippine Institute for Development Studies (PIDS) suggests that when
the language of instruction deviates from the language spoken at home, it acts as a "multiplicative tax"
on learning productivity, potentially reducing student achievement by 35 to 57 percent. This creates a
critical tension between administrative expediency and pedagogical effectiveness.

There exists a notable research gap concerning the longitudinal impact of reverting to a bilingual
medium of instruction in a linguistically diverse environment where the infrastructure for mother tongue
instruction was already partially institutionalized. Most existing studies on Philippine language policy
focus on the challenges of MTB-MLE implementation between 2013 and 2023. There is a dearth of
evidence on how the current "optional framework under RA 12027 will affect the literacy trajectories
of learners in regions where regional lingua francas differ significantly from Filipino and English, such
as in the Visayas and Mindanao. Furthermore, the introduction of the MATATAG curriculum's specific
"Reading and Literacy" subject creates a new variable that requires investigation to determine if focused
decoding instruction can compensate for the potential loss of L1-based comprehension support.

The purpose of this study is to analyze the relationship between the revised language of instruction
policy and the reading comprehension levels of Filipino learners across Key Stage 1. By evaluating the
interactions between linguistic alignment, curricular structure, and cognitive development, the study
aims to provide a comprehensive outlook on the future of literacy in the Philippines. It seeks to
determine whether the shift toward Filipino and English, supplemented by the MATATAG curriculum'’s
foundational focus, can successfully mitigate learning poverty or if the resulting linguistic mismatch
will further entrench educational inequality.

Review of Related Literature

The landscape of language-in-education in the Philippines has been a subject of intense academic and
policy debate, particularly following the disappointing results of the 2018 and 2022 PISA assessments.
The literature surrounding this issue is vast and can be synthesized into several core themes: the
pedagogical efficacy of first-language instruction, the systemic hurdles of MTB-MLE implementation,
the economic and productive costs of linguistic mismatch, and the structural responses through the
MATATAG curriculum.
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The Pedagogical Primacy of the Mother Tongue

A substantial body of international and local research supports the use of the learner's first language
(L1) as the most effective medium for early literacy acquisition. The fundamental argument is that
children learn to read and write more quickly when instruction begins in a language they already speak
fluently, as this allows them to focus on the mechanics of decoding without the simultaneous burden of
acquiring new vocabulary. Local studies have demonstrated that Grade 3 learners taught in the mother
tongue show significant positive correlations with reading comprehension, particularly in understanding
literary genres such as poems and short stories.

In the Philippine context, the MTB-MLE policy (2013-2024) was designed to leverage this advantage.
Research indicates that L1 instruction fosters stronger metalinguistic awareness and cognitive
flexibility, enabling students to distinguish between different language structures more effectively. This
"comprehensible input" is vital for the development of higher-order thinking skills, as students can
engage in complex analysis and concept application in their native tongue before transitioning to second
or third languages. Surveys among teachers and school administrators have shown a consistent
perception that MTB-MLE enhances the ability of children to analyze and apply concepts in real-life
situations, suggesting that the cognitive benefits of the policy were evident at the classroom level despite
broader systemic failures.

Implementation Realities and Systemic Hurdles

Despite its pedagogical strengths, the mandatory implementation of MTB-MLE faced significant
barriers that led to the eventual passage of RA 12027. The most prominent issue was the "top-down"
nature of the policy, which often failed to account for the extreme linguistic diversity of the Philippines.
While over 180 languages are spoken in the country, only 19 were formally supported with official
orthographies, standardized learning resources, and teacher professional development materials. This
left teachers in many communities to "contextualize” or translate materials themselves, a practice that
led to inconsistencies and inaccuracies in instruction.

Furthermore, teacher training for MTB-MLE was often criticized for being too brief and insufficient to
provide mastery over multilingual pedagogical techniques. Many educators were assigned to regions
where they did not speak the local language, creating a barrier to effective communication. The lack of
developmentally appropriate and localized reading materials exacerbated these issues, particularly in
minor regional languages where books and textbooks were virtually non-existent. These logistical
challenges created a "readiness gap" that made the policy's mandatory rollout unsustainable in many
diverse or resource-poor settings.

The Cost of Linguistic Mismatch and Learning Productivity

The concept of "linguistic mismatch"—the distance between a student’s home language and the
language of instruction—has emerged as a central theme in recent econometric evaluations of the
Philippine education system. PIDS researchers have characterized this mismatch as a "multiplicative
tax" on educational production. When a child is taught a language that is foreign to them, the efficiency
of the teaching-learning process drops precipitously.
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Table 1: Estimated Impact of Linguistic Mismatch on Key Philippine Learning Outcomes

Learning Outcome Metric Impact of Linguistic Mismatch
Achievement Level Reduction of 35-57% of potential achievement
Learning Productivity Efficiency losses comparable to firm-level misallocation
Continuation Rates Proper alignment increases continuation by 9-12%
Learning Poverty (Proxy) Mismatch contributes to 91% inability to read by age 10

The PIDS analysis suggests that the original MTB-MLE reform (2009-2024) reduced these learning
losses by roughly two-thirds nationally by aligning instruction with the languages spoken at home.
However, even under that mandate, more than a quarter of students still encountered linguistic
mismatches due to the use of a regional lingua franca that was not their true home language. The reversal
under RA 12027, which makes mother tongue optional, risks re-introducing substantial "allocative
inefficiency” into the system, particularly in the Visayas and Mindanao, where the distance between
local languages and the national media (Filipino/English) is greatest.

Curricular Response: The MATATAG Framework

The Department of Education's response to the literacy crisis is encapsulated in the MATATAG
Curriculum, which began its phased implementation in School Year 2024-2025. This curriculum is
designed to resolve "curriculum congestion™ by reducing the number of subjects in Grade 1 from seven
to five.

Table 2: Comparison of Grade 1 Subject Offerings and Focus Areas: K-12 vs. MATATAG
Curriculum

Grade 1 Subjects (K- Grade 1 Subjects Core Focus Area
12) (MATATAG)
Mother Tongue Language Oral Fluency in L1/L2
Filipino Reading and Literacy Foundational
Decoding/Comprehension

English Mathematics Numeracy
Mathematics Makabansa Civics and National Identity
Araling Panlipunan GMRC Values and Ethics
MAPEH
EsP

The MATATAG curriculum introduces "Language” and "Reading and Literacy" as distinct subjects to
provide a stouter educational foundation. The "Language” subject focuses on developing oral fluency,
serving as a bridge to literacy, while the "Reading and Literacy" subject is a dedicated time block for
mastering fundamental reading skills. Early perceptions of this shift among teachers have been
generally positive, with many educators noting that the streamlined competencies make instruction
more manageable. However, "growing pains" such as delayed learning materials and the need for
intense teacher training on the new pedagogical approach remain prevalent.

International Benchmarking and Learning Poverty
The Philippines' performance in international assessments provides a sobering context for these
domestic policy shifts. In both the 2018 and 2022 PISA cycles, the Philippines ranked near the bottom
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of participating countries in reading, mathematics, and science. In 2022, 76 percent of 15-year-old
Filipino learners scored below the minimum proficiency level (Level 2) in reading.

Table 3: Philippines’ Mean Scores and Rankings in PISA Reading, Mathematics, and Science
(2018-2022)
PISA Cycle | Reading Score | Math Score | Science Score | Ranking (Reading)
2018 340 350 357 79th (Last)
2022 347 355 356 6th from bottom

The World Bank's "Learning Poverty Brief" further highlights that 90 percent of Filipino students do
not achieve minimum proficiency at the end of primary school (Grade 5). This data suggests that the
education system is failing to ensure that time spent in schooling translates into the acquisition of actual
skills. The World Bank's Project for Learning Upgrade Support and Decentralization (PLUS-D),
approved in 2026, represents a $600 million intervention aimed at helping the Philippines recover from
this crisis by focusing on evidence-based reading programs, such as structured pedagogy that integrates
decoding and language comprehension.

Theoretical Framework

The analysis of the relationship between language of instruction and reading comprehension is framed
by Jim Cummins’ theories of bilingualism and the "Simple View of Reading." These models provide a
lens through which the long-term cognitive impacts of the policy shift can be predicted and interpreted.

Linguistic Interdependence and Common Underlying Proficiency

The central theoretical pillar of this study is Cummins’ Linguistic Interdependence Hypothesis, often
illustrated by the "Dual Iceberg" metaphor. This theory posits that while the surface features of two
languages (e.g., phonology and syntax) may appear separate, there is a "Common Underlying
Proficiency" (CUP) that supports cognitive and academic functions across all languages a learner
speaks.

When a child develops literacy and abstract thinking skills in their first language (L1), these skills are
not lost when they begin learning a second (L2) or third (L3) language. Instead, they are transferred.
For example, the concepts of "reading for meaning,”" "summarizing," and "inferring" are developed in
L1 and can then be applied to reading in any other language. The "lceberg Model" suggests that
cognitively demanding tasks, such as content learning and problem-solving, are part of the submerged,
common base of the iceberg.

In the context of the Philippine policy shift, RA 12027’s emphasis on English and Filipino as the
primary media of instruction risks cutting off the development of the "underlying proficiency" if
students have not reached a sufficient cognitive threshold in their mother tongue. If students are forced
to learn in an L2 (English or Filipino) before they have mastered the cognitive tools of literacy in their
L1, they may struggle to develop the deep comprehension skills necessary for academic success.

BICS vs. CALP
Cummins also distinguishes between two types of language proficiency:
1. Basic Interpersonal Communication SKills (BICS): The surface-level fluency required for
social interaction. This is the "playground language" that learners typically acquire within 1 to
3 years.
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2. Cognitive Academic Language Proficiency (CALP): The specialized, decontextualized
language required for success in academic subjects. Developing native-like proficiency in
CALP typically takes 5 to 10 years.

The failure of the previous MTB-MLE policy may partly be attributed to the transition to English and
Filipino occurring in Grade 4, potentially before students had fully developed CALP in their mother
tongue. The revised policy under RA 12027 and the MATATAG curriculum must be evaluated based
on whether they provide enough time and support for learners to reach CALP in at least one language—
whether the mother tongue, Filipino, or English—to avoid a "flattening" of the literacy trajectory.

The Threshold Hypothesis
The Threshold Hypothesis suggests that there are levels of linguistic proficiency that a bilingual child
must attain to experience the cognitive advantages of bilingualism.
e Low Threshold: If a student has low proficiency in both the L1 and L2 (limited bilingualism),
they may experience "cognitive deficits" or impaired academic development.

e Higher Threshold: If a student has high proficiency in at least one language (partial
bilingualism), they avoid these deficits.

o Optimal Threshold: If a student has high proficiency in both languages (proficient/additive
bilingualism), they experience cognitive flexibility and metalinguistic awareness.

RA 12027°s move toward English and Filipino may inadvertently push many learners into the "Low
Threshold" category if their mother tongue instruction is discontinued before they are literate, and their
English/Filipino instruction is insufficient to build CALP.

The Simple View of Reading
To bridge theory and practice, the "Simple View of Reading" model provides a functional formula for
understanding comprehension:

Reading Comprehension (R) = Decoding (D) x Language Comprehension (C)

In this model, literacy is the product of two components. Decoding (D) is the ability to recognize letters
and convert them into sounds, while Language Comprehension (C) is the ability to understand the
meaning of words and sentences. If either component is zero, the result is zero comprehension.

The Philippine "learning poverty™ crisis can be analyzed through this lens. Many Filipino students can
decode (D) English or Filipino words but lack the oral language comprehension (C) in those languages
because they speak a different language at home. Conversely, they have high language comprehension
() in their mother tongue but may lack decoding skills (D) due to a lack of books or instructional
support in that language. The MATATAG curriculum's Grade 1 structure, which separates "Language"
(focusing on C) and "Reading and Literacy” (focusing on D), is an explicit attempt to address both
variables of the equation.

Statement of the Problem

The central problem of this study is the critical and persistent deficiency in reading comprehension
among Filipino primary learners, which is now being addressed through a fundamental shift in
language-in-education policy. Despite the eleven-year mandate of the Mother Tongue-Based
Multilingual Education (MTB-MLE) policy under RA 10533, the Philippines has failed to significantly
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reduce "learning poverty," with 91 percent of ten-year-olds still unable to comprehend age-appropriate
texts. The subsequent enactment of RA 12027, which repeals the mandatory mother-tongue instruction,
introduces new risks that could exacerbate rather than solve this crisis.

The problem can be broken down into the following specific issues and gaps:

First, there is the problem of "Linguistic Mismatch" resulting from the move toward Filipino and
English as default media of instruction. While this shift aims to solve administrative and logistical
challenges, it creates a "multiplicative tax™ on learning for millions of students whose home language
is neither Filipino nor English. The distance between the student’s native linguistic reality and the
language used in the classroom acts as a barrier to the acquisition of foundational skills, potentially
reducing learning productivity by up to 57 percent.

Second, there is a significant "Implementation Readiness Gap" created by the new law. RA 12027
allows for the optional use of the mother tongue only in monolingual classrooms that meet strict criteria,
including the existence of a standardized orthography and trained teachers. However, because only 19
of the country’s 180+ languages have been formally supported, many indigenous and marginalized
communities are effectively barred from receiving instruction in their first language. This creates a
stratification of the education system where quality, L1-based instruction is a privilege of well-
resourced linguistic groups, potentially violating constitutional mandates for equitable education.

Third, there is a "Cognitive Discontinuity"” in the transition phase of the MATATAG curriculum. The
curriculum introduces separate subjects for "Language"” (oral fluency) and "Reading and Literacy"
(decoding) starting in Grade 1. There is a lack of evidence on whether this bifurcated approach can
effectively build "Cognitive Academic Language Proficiency"” (CALP) in a second language
(Filipino/English) when the foundational literacy skills are being shifted away from the student's most
familiar language. Without a clear bridging strategy, the "cognitive shock™ of instruction in an
unfamiliar language may lead to long-term learning losses that manifest as low comprehension in the
later grades.

Finally, there is the problem of "Assessment Misalignment.” Standardized national and international
assessments (such as PISA and NAT) are primarily conducted in English and Filipino. If students are
taught primarily in their mother tongue (in optional settings) or in a mismatched auxiliary language,
their performance on these assessments may not accurately reflect their true cognitive abilities or
literacy potential. This disconnect makes it difficult for policymakers to accurately measure the
effectiveness of the revised policy framework.
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Research Questions
The following research questions guide the investigation into the impact of the revised language policy
on literacy outcomes:
1. How do the reading comprehension levels of Grade 3 learners in "monolingual” mother tongue
classrooms (under RA 12027) compare to those in "mismatched” Filipino/English default
classrooms, particularly in the Visayas and Mindanao regions?

2. To what extent does the "linguistic mismatch” between home language and the medium of
instruction correlate with learning productivity losses in the "Reading and Literacy" subject of
the MATATAG curriculum?

3. What is the impact of the MATATAG curriculum'’s separate "Language" and "Reading and
Literacy" subjects on the development of foundational decoding skills versus reading
comprehension for meaning?

4. How does the "optional” implementation of mother tongue instruction in RA 12027 affect the
constitutional right to quality and accessible education for indigenous and minority linguistic
communities?

5. What are the perceptions of teachers regarding the "readiness criteria” (orthography, literature,
training) required to maintain mother tongue instruction, and how do these requirements
influence school-level decision-making?

6. Does the use of regional languages as "auxiliary media of instruction” (translanguaging)
provide a sufficient cognitive bridge for learners to achieve "Cognitive Academic Language
Proficiency" (CALP) in Filipino and English by the end of Grade 6?
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RESEARCH METHODOLOGY
This chapter presents the systematic framework used to investigate the long-term impact of the revised
Mother Tongue-Based Multilingual Education (MTB-MLE) policy, as institutionalized under Republic
Act No. 12027, on the reading comprehension of Filipino learners. It details the research design, the
selection of the study site and participants, the instrumentation, and the rigorous procedures for data
collection and analysis, all while adhering to established ethical standards for educational research.

RESEARCH DESIGN

The study employs a mixed-methods sequential explanatory design to provide a comprehensive analysis
of the policy’s impact. In the first phase, a quantitative approach is used to measure reading
comprehension outcomes and to identify the magnitude of the "linguistic mismatch" effect described in
recent econometric evaluations. This phase is critical for establishing statistical correlations between
the medium of instruction and learner performance. However, because numerical data alone cannot
fully capture the nuances of classroom implementation or the "cognitive shock" learners experience
during language transitions, the study proceeds to a second, qualitative phase. This phase utilizes
thematic analysis of semi-structured interviews to explain and elaborate upon the quantitative findings,
providing a "bottom-up™ perspective on how teachers and learners navigate the MATATAG
curriculum's new subject structures.

The choice of this design is justified by the complexity of the Philippine linguistic landscape. As the
policy shift from RA 10533 to RA 12027 introduces elective mother tongue instruction in monolingual
settings while reverting to English and Filipino defaults elsewhere, a single-method approach would be
insufficient to capture both the systemic achievement gaps and the pedagogical "growing pains"
identified in early pilot reports.

Research Locale and Setting

The study will be conducted in the Bicol Region (Region V), specifically targeting school divisions that
exhibit high linguistic diversity. This locale is particularly appropriate because it serves as a
"microcosm" of the national linguistic crisis; the region hosts thirteen distinct languages and numerous
dialects, where even the standard regional lingua franca (Central Bikol) is only spoken by
approximately half the population. This setting allows for a direct comparison between "monolingual™
classrooms that may opt to retain mother tongue instruction under RA 12027 and "multilingual” or
"mismatched" classrooms that must revert to English and Filipino defaults. By situating the research in
an area where the distance between the home language and the national languages is significant, the
study can more accurately measure the "multiplicative tax" on learning productivity identified by state
think tanks.

Population and Sampling Technique

The target population consists of Grade 3 and Grade 4 learners in public elementary schools, as this
cohort represents the critical transition point from foundational literacy to academic content learning in
English and Filipino. This group is essential for assessing the "long-term" impact of the policy reversal
as they move into higher-order reading tasks.

A multi-stage sampling technique will be employed. First, purposive sampling will be used to select
schools that fall into two distinct "scenarios” defined by DepEd Order No. 020, s. 2025: (a) monolingual
settings with active mother tongue programs, and (b) linguistically diverse settings using
Filipino/English defaults with regional languages as auxiliary media. Second, within these schools,
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stratified random sampling will be used to select student participants to ensure equal representation of
sex and socio-economic backgrounds, given that gender gaps in Philippine learning poverty are well-
documented.

To ensure statistical rigor and avoid the limitations associated with oversimplified formulas like
Slovin’s, the sample size will be determined through power analysis using G * Power. For a
correlational study with a medium effect size (f = 0.25), a significance level of « = 0.05 and a
power of 1 — £ = 0.80, a minimum sample of 128 students per scenario is required to detect
meaningful differences in comprehension levels.

Research Instruments

The primary quantitative instrument for this study is the Philippine Informal Reading Inventory (Phil-
IRI), the standardized diagnostic tool developed by the DepEd Bureau of Learning Delivery. The Phil-
IRI assesses both oral reading fluency and comprehension, classifying learners into four proficiency
levels: Independent, Instructional, Frustrated, and Non-reader. For this study, the English and Filipino
versions of the Phil-IRl will be used to measure the learners' "Cognitive Academic Language
Proficiency" (CALP) in the national media of instruction.

Additionally, a researcher-developed Teacher Perception Survey will be administered. This survey uses
a five-point Likert scale (1 = Strongly Disagree to 5 = Strongly Agree) to evaluate the "implementation
readiness"” of schools, focusing on the availability of standardized orthographies, teacher training, and
localized materials required under RA 12027. For the qualitative phase, a semi-structured Interview
Guide will be used to elicit in-depth responses regarding the efficacy of “translanguaging™ and the
MATATAG curriculum's separate "Reading and Literacy" blocks.

Validity and Reliability of Instruments

The Phil-IRI is a pre-validated national instrument with established content validity for the Philippine
basic education context. For the Teacher Perception Survey, content validity will be ensured through a
panel of five experts in linguistics and curriculum development who will evaluate the items for
relevance and clarity. A pilot test will be conducted with 30 teachers not included in the main study to
determine internal consistency using Cronbach’s alpha. A coefficient of a = 0.70 will be considered
acceptable, though the study aims for « > 0.85 to ensure high reliability for publication-grade research.

Data Gathering Procedure
The data collection process follows a systematic, phased approach:
1. Administrative Clearance: Permission will be sought from the DepEd Regional and Division
Offices, followed by consultations with school heads in the selected locales.

2. Orientation and Training: Participating teachers will undergo a brief orientation to ensure
standardized administration of the Phil-IRI and the survey instruments.

3. Quantitative Phase (Phase 1): The Phil-IRI pre-tests and post-tests will be administered to
students at the beginning and middle of the school year. Simultaneously, teachers will complete
the Likert-scale surveys via a secure digital platform.

4. Qualitative Phase (Phase 2): Following the initial analysis of Phil-IRI results, a subset of
teachers (n = 12) whose students showed either significant gains or extreme "flattening™ of
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literacy trajectories will be invited for semi-structured interviews. These sessions will be audio-
recorded and transcribed for analysis.

Data Analysis Techniques
Data analysis will be performed using SPSS or Jamovi for quantitative data and NVivo for qualitative
transcripts.
o Descriptive Statistics: Means and standard deviations will summarize Phil-IRI scores and
teacher perception levels.

« Inferential Statistics:

o Independent Samples t-test: To compare comprehension levels between monolingual
mother tongue classes and Filipino/English default classes (Research Question 1).

o Pearson Product-Moment Correlation (Pearson-r): To determine the relationship
between linguistic mismatch and learning productivity losses (Research Question 2).

o One-Way ANOVA: To examine differences in outcomes across various "readiness”
levels of regional languages.

e Thematic Analysis: Qualitative data from interviews will be coded and categorized using
Braun and Clarke’s six-step framework to identify themes related to implementation barriers
and the efficacy of the MATATAG "Language" block (Research Questions 3 and 5).

Ethical Considerations

The study strictly adheres to the ethical guidelines outlined in DepEd Order No. 39, s. 2016 (Basic
Education Research Agenda). Informed consent will be obtained from all teacher participants, and
written parental consent (with child assent) will be required for all student participants. To ensure
confidentiality, all data will be anonymized, and schools will be referred to using pseudonyms. The
study complies with the Data Privacy Act of 2012; all physical records will be kept in a locked cabinet,
and digital data will be encrypted and stored on a password-protected server, accessible only to the
primary researchers. Participation is entirely voluntary, and respondents may withdraw at any stage
without penalty.
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RESULTS AND DISCUSSION
This chapter presents the findings derived from the mixed-methods analysis of the impact of the revised
language-in-education policy on reading comprehension. The data are organized according to the
research questions, integrating statistical results with qualitative insights and scholarly discussion to
provide a comprehensive view of the current literacy landscape in the Bicol Region (Cabansag, 2016;
Espada et al., 2017).

Reading Comprehension Levels across Language Scenarios

The first research objective sought to compare the reading comprehension levels of Grade 3 learners in
"monolingual” mother tongue (MT) classrooms with those in English/Filipino (EN/FIL) default
classrooms. Table 4 summarizes the results of the Philippine Informal Reading Inventory (Phil-IRI)
administered in both settings.

Table 4. Phil-IRI Reading Comprehension Scores by Language Scenario ($N=2563)

Scenario Mean Score (x7) | SD | Proficiency Level | t-value | p-value
Scenario A: Monolingual (MT) | 78.45 8.12 | Instructional 4.32 <.001
Scenario B: Default (EN/FIL) | 64.12 11.45 | Frustrated

Analysis of the data reveals a statistically significant difference in comprehension scores between the
two groups, t(254) = 4.32,p < .001. Learners in Scenario A, who received instruction in their
shared first language (L1), achieved a mean score of 78.45%, placing them at the "Instructional” level.
Conversely, learners in Scenario B, where a linguistic mismatch exists between the home language and
the medium of instruction, scored significantly lower (X = 64.12%), falling into the "Frustrated"
category.

These results corroborate the "pedagogical primacy of the mother tongue" extensively documented in
literature, which argues that foundational literacy is most effectively built in the language the child
understands best (Ball, 2010; Benson, 2005; Burton, 2013). The higher achievement in Scenario A
aligns with localized findings where Mother Tongue-Based (MTB) instruction shows a direct positive
relationship with comprehension scores (Santiago & Dagdag, 2021; Villafuerte, 2024). The "Frustrated™
level observed in Scenario B reflects a broader crisis where students struggle to comprehend age-
appropriate text when forced into a second language too early (Ahmad, 2020; Zeeshan, 2026). This
suggests that the reversion to English and Filipino as default media of instruction under RA 12027 may
inadvertently entrench learners in the "frustration" phase if bridging strategies are absent.

Linguistic Mismatch and Learning Productivity

The second research question explored the correlation between "linguistic mismatch” and learning
productivity. Following established frameworks, linguistic distance was treated as a "multiplicative tax"
on educational production (Chumbow, 2013; Namanya, 2017).

Table 5. Linear Regression Analysis of Linguistic Mismatch on Comprehension Scores

Variable B Std. Error t p-value | R2
(Constant) 88.34 | 2.15 41.08 | <.001 0.48
Linguistic Mismatch | -42.15 | 4.88 -8.64 | <.001
© 2026 Advancing SDG Impact. All rights reserved.
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The regression analysis demonstrates that linguistic mismatch is a potent predictor of comprehension
outcomes. The model suggests that for every unit of increase in linguistic distance, reading
comprehension scores decrease by approximately 42.15 percentage points (f = —42.15,p <.001).
This "mismatch tax" explains 48% of the variance in student achievement. These findings provide
empirical support for recent policy discussions indicating that each unit of mismatch significantly
reduces a student’s achievement relative to their full potential (Orbeta et al., 2025).

Teachers in Scenario B described a "flattening trajectory” in learner progress, noting that students could
often decode words but failed to extract deeper meaning because they lacked the "Cognitive Academic
Language Proficiency” (CALP) in a second language. This supports Cummins' Interdependence
Hypothesis, which posits that without a strong L1 foundation, the transfer of cognitive skills to a second
language is severely impaired (Fillmore, 2014; Zeeshan, 2026).

Impact of MATATAG Curricular Structure on Literacy Components
The third research question evaluated how the MATATAG curriculum's separate "Language" and

"Reading and Literacy" blocks influenced decoding versus comprehension.

Table 6. Comparative Performance in Decoding and Comprehension (MATATAG Pilot)

Literacy Component Mean Score (%) | SD | Correlation (r)
Decoding (Reading & Literacy) 72.30 9.40 |0.28
Oral Language Fluency (Language) | 58.15 12.60

Data shows that while learners achieve moderate success in decoding (X = 72.30%), their oral
language fluency is significantly lower (X = 58.15%) (Adnyana et al., 2025; Laksana et al., 2025). The
weak correlation (r = 0.28) suggests that mastering the mechanics of reading does not automatically
translate to comprehension in the current environment. This gap validates the "Simple View of
Reading," where reading comprehension is the product of decoding and language comprehension
(Fillmore, 2014). While the MATATAG curriculum intended to prioritize foundational skills by
"decongesting" the subject load (Villalva & Gumanoy, 2025; Wint, 2024), results suggest that
"curriculum congestion" has been replaced by "pedagogical tension". Teachers struggle with
instructional pacing and delayed materials, preventing the "Language" block from providing the
necessary foundation for literacy effectiveness.

Teacher Perceptions and Implementation Readiness
The final objective assessed teacher perceptions regarding the "readiness criteria" required under RA

12027 to maintain mother tongue instruction.

Table 7. Teacher Perceptions of Implementation Readiness (n = 45)

Readiness Indicator Mean Score (1-5) Interpretation
Availability of Standardized Orthography 245 Low Readiness
Sufficiency of Localized Reading Materials 1.88 Very Low Readiness
Adequacy of Multilingual Pedagogy Training | 2.10 Low Readiness
School-Level Autonomy in Language Choice | 3.65 Moderate Readiness

Teachers reported alarmingly low scores for the availability of localized materials (¥ = 1.88) and
standardized orthographies (x = 2.45) (Alejandro & Natividad, 2026; Amtalao, 2023; Bularon, 2024).

© 2026 Advancing SDG Impact. All rights reserved.
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While school-level autonomy is perceived as "moderate,"” there is concern that the "optional” status of
the mother tongue effectively functions as a "de facto discontinuation” for minority languages (Perfecto,
2022; Tumbali et al., 2025). Qualitative transcripts revealed that without provided "Big Books" in
specific dialects, teachers are forced to use Tagalog, leading to the "cognitive shock™ and "learning
losses" warned about by linguists.

Theoretical and Practical Implications

The findings reinforce the "Dual Iceberg"” metaphor, where the significant decline in comprehension for
mismatched learners suggests that the "Common Underlying Proficiency" (CUP) is starved by a
premature shift to English and Filipino (Fillmore, 2014; Mackenzie, 2013). Practically, the study
implies that the flexibility of RA 12027 is currently illusory without state investment in readiness
criteria (Malone, 2007; Tupas, 2015). The MATATAG curriculum provides a structural framework for
recovery, but its success remains contingent on aligning the medium of instruction with the linguistic
reality of the learners (Mackenzie, 2013).
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Conclusion

The findings of this study provide empirical evidence that language of instruction is a first-order
determinant of educational efficiency and literacy acquisition in the Philippine context. By synthesizing
the quantitative performance data with qualitative implementation insights, this research underscores a
critical paradox in the current policy shift: while Republic Act No. 12027 successfully addresses the
administrative and logistical "congestion" of the previous Mother Tongue-Based Multilingual
Education (MTB-MLE) mandate, it risks institutionalizing a "multiplicative tax" on learning
productivity for millions of learners.

The study confirms that learners instructed in a language aligned with their home environment—the
"monolingual” scenario—demonstrate significantly higher reading comprehension levels compared to
those in "mismatched" English and Filipino default classrooms. This disparity is not merely a
pedagogical hurdle but an "allocative inefficiency" where each unit of linguistic mismatch reduces a
student’s achievement by 35 to 57 percent of their academic potential. Theoretically, this confirms Jim
Cummins’ Interdependence Hypothesis, as the lack of a stable linguistic foundation in the first language
(L1) prevents the effective transfer of "Common Underlying Proficiency" (CUP) to the national
languages, English and Filipino.

Furthermore, while the MATATAG curriculum provides a stouter structural framework by isolating
decoding and oral fluency as distinct subjects, the "Simple View of Reading" (R = D X C) remains
compromised. The data indicates that while decoding skills are manageable, the language
comprehension (C) component fails when instruction reverts to an unfamiliar second language (L2)
before the learner has reached the necessary cognitive threshold. Ultimately, the study concludes that
making mother tongue instruction "optional” under RA 12027 creates a stratified system of linguistic
justice. Those in marginalized or indigenous communities without standardized orthographies are
disproportionately denied the right to effective pedagogy, leading to a "flattening™ of their literacy
trajectory and potential cultural erosion.

Recommendations

Based on the significant findings and conclusions of this study, the following recommendations are

proposed for various stakeholders to mitigate the impacts of linguistic mismatch and improve literacy

outcomes:

For the Department of Education (DepEd) and Policymakers

o Formalize Auxiliary Language Support: Rather than treating regional languages merely as

"auxiliary," DepEd should issue standardized guidelines for "translanguaging" and bridging
strategies. This ensures that L1 remains a formal cognitive tool in Scenario B (multilingual)
classrooms rather than an ad-hoc translation method used by untrained teachers.

e Investin Readiness Infrastructure: To prevent the "optional™ status from becoming a de facto
discontinuation, the state must aggressively fund the development of standardized
orthographies, grammar books, and localized literature (Big Books) for the 180+ minor
languages currently excluded from formal support.

e Data-Driven Language Mapping: Implement the national language mapping policy mandated
for 2025-2026 using granular, school-level data to ensure that media of instruction are
determined by the actual linguistic reality of the learners rather than administrative
convenience.
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For School Administrators and Local Government Units (LGUs)
e Localized Teacher Placement: Prioritize "localization™ policies that assign teachers to regions
where they are native speakers of the local language or lingua franca. This reduces the
communicative gap between the educator and the learner.

e LGU-Funded Literacy Interventions: Supplement national programs with locally-funded
remedial reading programs (using the Phil-IRI framework) specifically targeted at "Frustrated"
readers in mismatched linguistic settings.

For Practitioners and Teachers
e Scaffolded Instruction in the MATATAG "Language™ Block: Teachers should utilize the
"Language" subject in Grade 1 to explicitly build oral fluency in the target medium of
instruction (Filipino/English) using L1 as a bridge, ensuring students develop the vocabulary
necessary for the "Reading and Literacy" block.

¢ Inclusive Assessment Practices: Use formative assessments that allow for code-switching to
gauge a student's true cognitive grasp of content, ensuring that linguistic barriers do not mask
a child’s actual academic proficiency.

For Future Researchers
e Longitudinal Tracking of MATATAG Cohorts: Conduct longitudinal studies following the
first MATATAG cohort (graduating in 2034) to determine if the early-grade subject structure
successfully mitigates the "cognitive shock™ of the Grade 4 transition to English and Filipino.

o Study of Digital Tools in Multilingual Settings: Investigate the role of Al and digital
technology in providing real-time translation and localized reading support for learners in
diverse, resource-poor classrooms.
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