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I am a Research Director of EdTech 
Hub, an 8-year programme that 
aims to provide evidence to 
policymakers, researchers, non-
governmental organisations, 
practitioners and other education 
stakeholders concerning how we 
can harness EdTech to improve 
learning outcomes in low- and 
middle-income countries (LMICs). 
Our team has been very pleased 
to collaborate with T4 Education in 
designing questions and analysing 
the data from this groundbreaking 
global survey of teachers’ views 
and needs concerning technology 
use in their teaching. The survey 
has similar audiences to our own 
work and its findings should prove 
informative and valuable. We hope 
that take-up of its messages from 
the voices of teachers will directly 
inform policy, practice and further 
research in this important area.

The enormous strength of T4 
Education is its focus on developing 
networks that bring educators 
together. This is a powerful 
mechanism and their mission “to 
support teachers and schools as 
agents of change” is completely 

apt. This timely survey plays a 
key role in providing up-to-date 
information about teachers’ 
experiences. The focus on the 
pandemic period of the previous 
year brought into sharp relief 
some of the issues that teachers 
were already facing, when school 
closures forced them to adopt new 
tools and pedagogical approaches. 
Teachers have risen admirably to 
this enormous challenge, working 
tirelessly to upskill quickly and take 
on board ways of working that 
were unfamiliar in many contexts, 
including countries at all income 
levels. They have had to try and 
minimise learning losses, often 
without the requisite infrastructure 
in place to teach in the ways 
they considered optimal. We 
highly commend school teachers 
worldwide – and particularly thank 
those who took considerable 
time out of their immensely busy 
schedules to complete such an 
in-depth survey. Your views are 
absolutely pivotal to validate and 
complement the other messages 
emerging from research and 
anecdotal evidence concerning the 
pandemic experience for schools. 

I have been researching the use of 
educational technology (EdTech) for over 
three decades now, with a particular focus 
on teachers’ professional learning and 
development.

Foreword

http://www.edtechhub.org/
http://www.edtechhub.org/
http://www.edtechhub.org/
https://t4.education/
https://t4.education/
https://t4.education/
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The impressive response from 
over 20,000 of you located in a 
staggering 165 countries around the 
globe carries significant weight. The 
anonymous nature of the survey 
hopefully encouraged you to share 
your authentic viewpoints.

Without issuing any spoilers(!), 
some of the findings are disturbing, 
some are very encouraging, and 
all of them are insightful. They 
tell us about what technology 
devices and resources teachers 
had available, how they used them, 
what professional development 
opportunities they had, and which 
students suffered most learning 
loss. The responses are broken 
down in the analysis into all-
important contextual information 
concerning the specific experiences 
of teachers in particular regions and 
urban/rural/other areas, in different 
types of schools, and with different 
levels of experience. Above all, the 
survey provides pointers for how 
teachers can best be supported 
going forward. The questions 
directly asked teachers about what 
schools and governments can do 

and what professional development 
should focus on. The messages 
emerging are fascinating, forward-
facing and practical and they offer a 
strong steer

Teachers have spoken – loudly and 
clearly. It is now up to us to listen 
and take action so that we can 
do our very best for the current 
generation of both learners and 
teachers.

Sara Hennessy
Reader in Teacher Development and Pedagogical Innovation, 
University of Cambridge, and Research Director, EdTech Hub

The impressive response from over 20,000 of you located 
in a staggering 165 countries around the globe carries 
significant weight. The anonymous nature of the survey 
hopefully encouraged you to share your authentic 
viewpoints.
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E.1. A new inequality: the 
deepening digital divide 

E.1.1  Government responses to the 
coronavirus pandemic across the 
world caused huge disruptions 
to children’s education. Schools 
were closed for long periods from 
early 2020. In some countries and 
regions there were intermittent 
re-openings but in others schools 
remained closed, with restrictions 
and local lockdowns continuing 
to last well into 2021. T4 education 
wanted to assess the impact of 
the pandemic on teachers and 
learners globally, and so conducted 
a survey aiming to reach teachers 
around the world. This large-scale 
survey of 20,679 teachers from 165 

countries across the world asked 
participants in detail about their 
experiences and observations 
during the pandemic. Some of 
the results make for sobering 
reading. Children continued 
to learn during the pandemic 
as schools switched to remote 
or hybrid forms of instruction, 
although their effectiveness in 
doing so varied greatly. It is no 
surprise that curriculum-related 
learning loss among school-age 
children occurred on a massive 
scale. Its pattern, though, is striking. 
Teachers’ answers re-ordered 
the hierarchy of long-observed 
categories of disadvantage among 
school pupils and have highlighted 
the complexities of educational 
inequality.

Executive 
summary
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E.1.2  The most frequently observed 
group of children to suffer learning 
loss during the pandemic were 
those with less access to the 
internet or to technology (60%), 
teachers reported. These children 
were more likely to have fallen 
behind in their studies or to have 
experienced significant gaps in 
their learning when compared 
with pupils from the poorest 
households (56%), and more so 
than children whose families 
experienced financial hardship 
or unemployment linked to 

Covid-19 shutdowns (47%). The 
fourth highest category was 
children whose parents were, in 
their teachers’ opinions, unable 
to support them in remote 
learning at home (44%). Teachers 
said that these children were far 
more likely to experience learning 
loss than pupils with low prior 
attainment or from an unstable 
home background (both 33%), with 
a disability or other educational 
special needs (30%) and other 
categories of disadvantage such as 
minority language learners.

60 56 47 44 33

Less access 
to the 

internet or 
technology

Financially 
poorest 

households

Financial 
difficulty or 

unemployment 
in their families 

due to to 
COVID-19

Parents/
caregivers 
have been 

unable to support 
them in 

their lessons 
outside school

Low levels of 
attainment 
prior to the 
pandemic

Have any of these groups of learners experienced more learning loss than other 
students? Top 5 answers shown. Shown as a %
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E.1.3  Of course, many of these 
categories overlap. It is reasonable 
to assume, for instance, that 
children from the lowest socio-
economic status families are also 
likely to have more limited access 
to broadband or wi-fi internet 
access at home or to a laptop, tablet 
or smartphone. And yet, schools 
have the opportunity to be the 
great leveller here, if resourced and 
supported sufficiently. Education 
systems worldwide must equip 
them for this urgent task. The use of 
technology in education is certain 
to become more sophisticated 
and more important, even if this 
current generation of school 
children never again experiences 
lockdowns and enforced school 
closures or restrictions on a similar 
scale. When technology is made 
available in schools, it has the 
potential to bridge the digital divide 
and support those children who do 
not have access to devices or the 
internet at home. The survey shows 
that many schools do, indeed, 
provide this but there are large 
variations. Furthermore, during the 
pandemic, governments or regional 
authorities in many countries acted 
to provide children with laptops, 
wi-fi routers or dongles so that 
they could learn at home when 
schools were closed. But many, too, 
did not, including in some high-
income countries such as England 
where many school pupils did not 
receive laptops or tablets until 
20211. And the results indicate that, 
even when connectivity and digital 
devices are available, their quality 
may vary widely. The T4 survey 
exposes a sharp digital divide in 

1  “https://www.gov.uk/guidance/get-help-with-technology-for-remote-education-during-coronavirus-
covid-19#how-laptops-and-internet-access-were-made-available-for-disadvantaged-children-and-
young-people”

which children in 
government-funded 
and, especially, 
low-cost private 
schools and schools 
in rural locations, 
were much more 
likely to have less 
access to technology 
throughout the 
pandemic. Their 
education suffered in consequence.

E.1.4  Almost a quarter of teachers 
(23%) reported that their school 
did not have access to the internet 
at all. More than half (53%) said 
insufficient online access hindered 
their schools’ ability to provide 
high quality instruction to children 
during the year that spanned 
the global peak of the pandemic. 
Shortages of technology hardware 
for instruction also constrained the 
capacity of schools, more than half 
of teachers (52%) said. A statistic 
that leaps out among the survey’s 
findings is that more than four in 
ten teachers (42%) said that they 
brought their own digital device, 
whether it be a laptop, tablet or 
even a smartphone, into their 
school for educational use. This is 
not a reasonable expectation for 
any education system to place 
upon its teachers and is highly 
concerning. 

E. 1.5 Among teachers who took part 
in the survey, 29% said that there 
was only one computer, laptop or 
tablet for instruction available for 
the entire school and 16% said that 
children had to bring their own 
device with them. Another 14% 

53%
said inefficient online 
access hindered their 

schools ability to provide 
high quality instruction
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said there was only one computer, 
laptop or tablet for each class. 
Schools in rural areas, and in towns 
or semi-dense locations, made less 
use of technology than schools in 
cities and metropolitan areas. While 
this might be expected, the digital 
divide between urban and rural 
schools is stark and means that 

hundreds of millions of children’s 
learning was adversely affected due 
to where their families live. When 
asked whether their children’s 
education was hindered by poor 
internet access, the gap between 
rural and urban school teachers was 
15 percentage points (61% versus 
46%). Asked if inadequacy of digital 

Public/State/Government 

Religious

Charity or NGO funded

Private 

75 25

90 10

57 43

80 20

77 23

Low cost private 

My school has access to the internet.  Shown as a %

Yes No

The T4 survey exposes 
a sharp digital divide 
in which children in 
government-funded 
and, especially, low-
cost private schools and 
schools in rural locations, 
were much more likely 
to have less access to 
technology throughout 
the pandemic.
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resources held them back, the rural-urban 
gap in teachers’ responses was apparent, 
with a 13 percentage point difference  
(59% versus 46%).

E.1.6  Private schools were far more likely 
to have good-quality internet access and 
digital resources. Schools run by charities 
or non-governmental organisations 
(NGOs) were also better technologically 
resourced than government-funded 
public schools and religious schools. 
In contrast, the low access and use of 
technology in low-cost private schools 
stood out. Low-fee private schools have 
grown rapidly in recent years in many 
low and middle-income countries 
(LMICs) to meet demand from parents 
for an alternative to government 
schools, especially in rural and remote 
areas. Nonetheless, low-cost private 
schools offered far less access and 
encouragement to use digital tools in 
teaching and learning than government 
and other schools. This difference was 
greater than can be explained by the 
rural-urban divide. For the most prevalent 
technology used during the pandemic, 
video conferencing tools (e.g. Microsoft 
Teams, Zoom), there was a 30 percentage-
point difference in use between low-cost 
private schools and charity/NGO schools 
(40% versus 70%). Likewise, teachers in 
low-cost private schools have less access 
to tech at home (59% versus 89% among 

private school teachers). This may reflect 
disproportionately lower-paid teacher 
salaries in low-cost private schools as well 
as more such schools being situated in 
rural areas.

E.1.7  Global regional differences in 
technology use and internet access at 
school and home were marked, although 
unsurprising, and were mostly in line 
with income-level disparity: Sub-Saharan 
Africa and East Asia & the Pacific regions 
ranked lowest for use of technology. They 
also ranked highest for experiencing 
technology or internet-related issues 
obstructing teaching; North America and 
Middle East & North Africa reported the 
lowest frequencies of technical barriers. 
These figures may, however, mask within-
region variation in socio-economic status 
and technology use among teachers. For 
instance, 26% of teachers in North America 
reported insufficient internet access.

More experienced teachers 
emerge as the most ‘tech-savvy’  

E.2.1  The findings of this survey 
tell another story, too. It is a story 
of how teachers stepped up to the 
unprecedented challenge of educating 
and guiding children during a global 
pandemic that led to lockdowns and 
restrictions on normal education 
practices. Teachers did so by embracing 

And here, the greatest surprise is that it was not the cohorts 
of more recently qualified teachers from the so-called 
‘digital first’ generation who led the pivot to adapt to this 
new normal for remote learning and instruction. Instead, it 
was the most experienced teachers who used digital tools 
the most. They taught more classes online. They deployed 
the most sophisticated and creative types of remote 
teaching such as recording videos or audio messages for 
their students.
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and mastering new digital tools for 
instruction and by exploring and 
developing digital pedagogies. 
And here, the greatest surprise is 
that it was not the cohorts of more 
recently qualified teachers from the 
so-called ‘digital first’ generation 
who led the pivot to adapt to this 
new normal for remote learning 
and instruction. Instead, it was the 
most experienced teachers who 
used digital tools the most. They 
taught more classes online. They 
deployed the most sophisticated 
and creative types of remote 
teaching such as recording videos 
or audio messages for their 
students. Hence, the findings 
well and truly dispel the myth of 

older teachers being reluctant to 
embrace new technologies. Theirs 
was the group, typically those with 
more than 20 years’ experience, 
that in fact emerged in the 
pandemic as the most ‘tech-savvy’ 
teachers.

E.2.2  For instance, 55% of teachers 
with between 21 and 30 years’ 
experience said they taught lessons 
online, compared with 38% who 
had taught for between 3 and 5 
years. Similarly, 48% of this group 
of more experienced teachers 
used their school’s virtual learning 
platform to share lessons and tasks 
with pupils but only 31% who had 
taught for fewer than two years. 

Younger, less experienced teachers struggled with this. 
Interestingly, older teachers with greater classroom 
experience also proved themselves to be much more willing 
to show high degrees of creativity and to experiment with 
new modes of digital instruction than less experienced 
teachers.

Did you do any of the following in the COVID-19 pandemic? By teacher experience 
Shown as a %

Teach 
classes 
online

Record 
instructional 
videos to share 
with learners

Make printed copies 
of digital resources to 
share with learners

Share lessons 
and tasks 
with learners 
by e-mail

52 35 3726More than
30 years

38 4355 3021 years 
to 30 years

37 4350 2511 to 20 years

35 4645 226 to 10 years

32 5638 223 to 5 years

31 5439 24Less than
2 years
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Conversely, 56% who had taught 
for between 3 and 5 years made 
printed copies of digital resources 
to share with their students 
compared with only 37% who had 
taught for longer than 30 years. 

E.2.3  There was a negative 
correlation between teachers’ 
experience and the degree of 
encouragement they received 
to use digital resources to plan 
and teach lessons, with 83% of 
the longest-serving teachers 
saying they were encouraged to 
do so, rising to 91% among the 
least experienced. Similarly, more 
experienced teachers engaged in 
significantly greater quantities of 
professional development during 
the pandemic than those who 
joined the profession more recently. 
54% of teachers with 30 plus years’ 
experience undertook more than 
10 whole days of training over the 
previous year, this falls to 31% for 
teachers who have been in the 
classroom for 5 years or fewer.  

We might have expected the 
opposite, since newly qualified 
teachers should be receiving more 
hands-on support.

E.2.4  This digital upskilling of 
teachers worldwide is highly 
significant, as is the leadership role 
shown by the most experienced 
classroom teachers. The 
explanation for this trend is not 
likely to lie in degrees of digital 
dexterity prior to the pandemic 
but in skill and confidence in the 
craft of teaching. More experienced 
teachers acquire greater knowledge 
and understanding of how children 
learn and can perhaps adapt their 
pedagogy more easily when faced 
with new demands. They appeared 
better able to transfer their long-
honed skills of in-person classroom 
teaching to the direction and 
coordination of remote learning, 
allowing them to focus on the 
digital resources and techniques 
they needed to deploy. 

½ day 
or less

2-3 whole 
days

4-5 whole 
days

6-10 whole 
days

1 whole 
day

More than 
10 whole days

3More than 30 years

321 years to 30 years

411 to 20 years

56 to 10 years

63 to 5 years

9Less than 2 years

5

5

5

8
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13

15

9

12

12

14

18

22

20

16

14

14

17

18

18

15

17

12

13

11

11

10

10

11
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53

46

38
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31

42Average

How much time in total was spent on your professional development or training 
over the last 12 months? By teacher experience. Shown as a %
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12.5 Insert Graph 12.5 using ONLY answers on ‘video conferencing
 tools’, ‘web based resources’, video conferencing tools’ + ‘virtual 
learning environment’ 

Web-based 
resources

Video
resources

Video 
conferencing 

tools

Virtual 
Learning 

Environment

Language studies24 2935 49

Science21 2934 49

Mathematics21 2133 44

Reading, writing 
and literacy22 2936 49

What kind of tools or resources did you learn about during your professional 
development? Shown as a %

T4 Education

How teachers responded to the Covid-19 pandemic

E.2.5  Younger, less experienced 
teachers did not adapt to this 
switch to remote, digital-led 
instruction to the same degree. 
Interestingly, older teachers with 
greater classroom experience also 
proved themselves to be much 
more willing to be creative and 
experiment with new modes of 
digital instruction. Not only was 
their appetite for training and 
development much greater than 
that of their early-career colleagues, 
but more of this cohort paid for 
their professional development 
themselves. Among teachers 
with between 21 and 30 years’ 
experience, 27% said they or their 
families paid for it themselves, while 

for those who had taught for five 
years or fewer this proportion fell to 
19%.

E.2.6  A positive finding from 
the study was the substantial 
time spent on professional 
development, especially in context 
of the pandemic and the unique 
challenges it created.  Whilst there 
were variations by school type, 
region and school location,  42% 
of teachers spent more than 10 
days undertaking professional 
development during the previous 
year. Assuming a 7-hour day, this 
would equate to more professional 
development time than the usual 
average in OECD countries of 62 

½ day 
or less

2-3 whole 
days

4-5 whole 
days

6-10 whole 
days

1 whole 
day

More than 
10 whole days

3More than 30 years

321 years to 30 years

411 to 20 years

56 to 10 years

63 to 5 years

9Less than 2 years

5

5

5

8
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9
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14
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14

14
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18
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17

12

13

11
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10
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38

31
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42Average

How much time in total was spent on your professional development or training 
over the last 12 months? By teacher experience. Shown as a %
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hours annually (Henshaw, 2021)2.  
This increased time spent suggests 
that schools and/or government 
institutions responded positively to 
the pandemic challenge. 

E.2.7  One oddity to emerge 
concerned teachers of mathematics 
and their engagement with 
technology. Maths teachers were 
consistently the least likely among 
teachers of core curriculum subject 
areas to use a range of digital 
tools for teaching and learning. 
When teachers were asked if they 
used digital resources during the 
pandemic to explore new teaching 
methods on most days, the answers 
by curriculum subject area were: 
reading, writing and literacy (47%), 
language studies (46%), science 
(45%), maths (34%). Asked if they 
taught classes online, responses 
by subject were: language studies 
(59%), science (55%), reading, writing 
and literacy (55%), and maths (51%).  
These findings are corroborated 
by the OECD (2018) TALIS report3 
where maths teachers were also 
found to utilise digital tools for 
teaching the least in comparison to 
other core curriculum areas. 

2  “https://www.sec-ed.co.uk/news/a-35-hour-a-year-cpd-entitlement-could-stop-12-000-teachers-
quitting-wellcome-education-policy-institute-retention-recruitment/”

3  “https://www.oecd.org/education/talis-2018-results-volume-i-1d0bc92a-en.htm”

E.2.8 Teachers of mathematics also 
reported the lowest proportions 
of almost every type of training 
in comparison to teachers of 
all other curriculum subjects, 
with an average difference of 
4.7 percentage points between 
maths teachers and the subject 
with the highest share. Part of this 
picture may be explained by the 
fact that textbooks are more likely 
to be available for mathematics 
than for other subjects. But the 
same is true of digital resources, 
which are commonly available for 
maths. The gap, therefore, remains 
puzzling given that the nature 
and content of maths makes it 
in many ways a curriculum area 
very suited to digital teaching and 
learning strategies, including using 
sophisticated, open source software 
and apps such as Cabri Geometry.

E.2.9 In contrast to the 
comparatively low uptake of digital 
tools and training amongst maths 
teachers, both digital uptake 
and the quantity of training were 
noticeably higher for science 
teachers and language studies 
teachers in comparison to other 
subjects. 49% of teachers of both 
these curriculum subjects engaged 
in the greatest quantity of training 
and professional development, of 
more than 10 whole days. 

The upskilling of the teaching profession worldwide 
described in this survey, and the reinforcement of 
commitment and enthusiasm for their craft described by 
so many teachers, offers an immense opportunity as we 
emerge from the Covid-19 crisis and school systems begin 
to plan for the future.

https://www.sec-ed.co.uk/news/a-35-hour-a-year-cpd-entitlement-could-stop-12-000-teachers-quitting-wellcome-education-policy-institute-retention-recruitment/
https://www.sec-ed.co.uk/news/a-35-hour-a-year-cpd-entitlement-could-stop-12-000-teachers-quitting-wellcome-education-policy-institute-retention-recruitment/
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E.2.10  Assessment was one of the 
areas more generally for which 
technology was used relatively less 
frequently. The survey found that 
27% of teachers used technology 
for assessments daily, 29% weekly 
and 20% once or twice a month. 
Another 7% of respondents used 
technology for assessments once 
or twice a year and 17% never or 
almost never did so. That relatively 
fewer teachers used technology 
to assess student learning is 
curious, given that assessment is 
integral to teaching and learning. 
It might reflect a lack of access to 
computer-based assessment tools. 
The use most days of online tools or 
computer-based testing to assess 
students’ learning was also notably 
higher in the Middle East & North 
Africa (45%) and in North America 
(45%) than in other global regions 
(e.g., East Asia & Pacific = 21%, 
Europe & Central Asia = 28%). 

E.2.11 This suggests that the use 
of technology for assessment 
reflects the instructional and policy 
approaches of education systems 
in different parts of the world. 
Undertaking assessments is more 
challenging in school contexts with 
large class sizes and front-of-class 
teaching practices. 

E.2.12  Nonetheless, the overall 
picture is clear. Faced with a once-
in-a-generation challenge of 
switching in rapid order to a new 
model of remote teaching and 
learning, the teaching profession 
worldwide by and large rose to 
this task. This was despite the 
limitations faced by many of poor 
internet access and an inadequate 
supply of digital devices, and 
indeed of limited access to software 

on these devices. 
Perhaps most 
encouraging of 
all, most teachers 
relished doing so. 
Teachers were asked 
what the impact of 
switching to remote 
instruction and 
using educational 
technology tools 
had been on the quality of their 
teaching:  the vast majority (89%) 
considered that the experience 
of teaching during the pandemic 
had made them better teachers 
and over half had become more 
enthusiastic about teaching. 
Just 4% said it made them worse 
teachers.

E.2.13  This came at a cost to 
teachers themselves. Asked 
to describe what happened to 
their own physical, mental and 
emotional wellbeing since the 
pandemic started, 39% said that 
their wellbeing had suffered. A 
further 36% reported that their 
wellbeing was about the same 
and only 25% said it had improved. 
But when participants were asked 
about their attitudes to teaching 
since the pandemic started, half 
(50%) were more enthusiastic about 
their vocation and fewer than a 
quarter (22%) less enthusiastic. 
The upskilling of the teaching 
profession worldwide described in 
this survey, and the reinforcement 
of commitment and enthusiasm 
for their craft described by so 
many teachers, offers an immense 
opportunity as we emerge from the 
Covid-19 crisis and school systems 
begin to plan for the future.

89%
of teachers believe the 
experience of teaching 
during the pandemic 
made them a better 

teacher    
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M.1 Methodology  
and weighting 

M.1.1  The T4 Teachers and 
Technology Global Survey was 
open between April 7 and May 23, 
2021 and included 44 questions, 
many of them detailed (see 
Appendix). In order to maximise 
participation from school teachers 
worldwide, it was available in 18 
languages: Arabic, Bengali, Brazilian 
Portuguese, English, French, 
German, Hindi, Japanese, Malay, 
Mandarin, Marathi, Portuguese, 
Russian, Serbian, Spanish, Swahili, 
Tamil and Urdu. It was intended to 
take approximately 25 minutes to 
complete.

M.1.2  Questions were designed to 
categorise educators’ experiences 
of teaching during a global 
pandemic and asked teachers 
about their own and their pupils’ 
access to technology, how teachers 
used technology to teach remotely, 
about digital resources they used, 
limiting factors teachers faced 
in doing so and what levels of 

learning loss they observed among 
children they taught. Three of these 
questions were, by agreement, 
taken from the OECD’s Programme 
for International Student 
Assessment (PISA) as an additional 
benchmark for its three-yearly 
sampling survey of 15-year-olds’ 
ability to use reading, mathematics 
and science knowledge and skills. 
Another series of questions asked 
teachers about what training and 
professional development they 
were offered or received during the 
pandemic and what participants 
thought should be priorities to 
address learning loss among 
children. 

Respondents were also asked their 
age, gender, years of teaching 
experience, the location and type 
of school at which they taught, 
the age of children in their class 
or classes and the subjects they 
taught. Language studies teachers 
have been categorised separately 
in comparisons since they formed 
the largest subject group; teaching 
of languages additional to the 
language of instruction is extremely 

About the 
survey
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common and is not necessarily 
captured by “literacy” which 
normally refers to the language of 
instruction.

M.1.3  A total of 24,407 responses 
were logged; of these, 3,728 (or 15%) 
were excluded from this analysis 
because either no items were 
completed by the respondent or 
else no data were provided beyond 
the demographic information. The 
analysis is based on the remaining 
20,679 surveys.

M.1.4  Approximately half the 
respondents were teachers from 
city or urban schools, over a third 
from rural areas, and the rest 
from towns or schools in semi-
dense locations. The vast majority 
(approximately three quarters) of 
respondents were from publicly-
funded government schools. 
Respondents from private schools 
formed approximately a fifth, 
and charity or non-governmental 
organisation (NGO) schools (6%), 
religious (2%), and low-cost private 
(2%) made up the rest. Teachers 
with 11-20 years’ experience made 
up the largest percentage of 
respondents, with approximately 
a third. Teachers who had taught 
for 6-10 years comprised a quarter. 
A fifth had taught for 3-5 years. 
14% for 21-30 years and 8% for less 
than two years. Language studies, 
science, mathematics, and reading, 
writing and literacy (RWL) teachers 
each made up approximately 10% 
of responses. ICT and computing 
teachers followed with 6%, with the 
remaining subjects each 5% or less. 

4  https://datahelpdesk.worldbank.org/knowledgebase/articles/906519-world-bank-country-and-
lending-groups

5  https://datacatalog.worldbank.org/

M.1.5  The results were 
disaggregated by five demographic 
characteristics: school location, type 
of school, the teacher’s length of 
experience, their subject area, and 
by geographic region (using World 
Bank regions).4

 
M.1.6  Responses have been 
weighted against what we know 
about the global teacher population 
by region, using UNESCO Institute 
for Statistics (UIS) data5. Teachers 
from the East Asia & Pacific region, 
for example, make up 31% of the 
global share of teachers. However, 
as a proportion of total T4 Survey 
respondents, they made up 38%. 
There was a particularly large 
cohort from the Philippines (n = 
7,289). Conversely, the teachers 
from the Latin America & Caribbean 
region make up 10% of the global 
profession but comprised only 3% of 
respondents. The analysis has taken 
into account these issues, and 
given more weight to responses 
from teachers emanating from 
regions which are relatively 
under-represented among 
survey respondents compared to 
their share of the global teacher 
population (e.g., Latin America & 
Caribbean) and less weight to those 
which are over-represented (e.g., 
East Asia & Pacific). Weightings 
were not applied to country 
analyses. Non-responses have 
been removed from all findings; 
percentages are calculated based 
on the total number of responses to 
each question.

https://datahelpdesk.worldbank.org/knowledgebase/articles/906519-world-bank-country-and-lending-groups
https://datahelpdesk.worldbank.org/knowledgebase/articles/906519-world-bank-country-and-lending-groups
https://datacatalog.worldbank.org/
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M.1.7  A separate analysis on the 
same data but before weighting 
was applied was conducted by a 
T4 Education analyst to generate 
some country reports featuring 
those countries with the most 
respondents. Follow-up interviews 
were carried out with a small 
number of teachers from different 
countries who completed the 
survey. The resulting teacher 
profiles are included to provide 
richer insights into how these 
teachers engaged with technology 
for teaching and learning during 
the pandemic. These individuals 
were chosen by T4 to broadly 
exemplify the survey’s findings 
although their own experiences 
may not match the data trends in 
every item.
 
Limitations of the survey
 
M.2.1  The sample was derived 
through publicity to networks and 
social media accounts associated 
with the authoring organisations 
(primarily T4 Education and EdTech 
Hub) and their global partners, 
aiming to distribute the survey as 
widely as possible, and to reach 
low and middle-income countries 
(LMICs) and government schools in 
particular. The sampling strategy 
was thus not representative or 
systematic, but rather a mixture 
of purposive, convenience and 

snowballing strategies. A significant 
degree of skew towards certain 
countries emerged, especially the 
Philippines. We took into account 
the numbers of teachers estimated 
to be working in each geographical 
region in order to weight findings 
by region. However, we do not, 
for instance, currently know the 
percentages of specific types of 
schools in each country so cannot 
judge how representative the 
responses are on those grounds. 

M.2.2  The length of the survey 
meant a low completion rate: of 
the surveys included here, 47% (or 
n = 9,624) started the survey but 
did not complete it fully. Moreover, 
a degree of selection bias is likely 
since teachers required access 
to some form of technology with 
connectivity to respond to the 
survey in its digital form; teachers 
with no access will not have been 
able to participate. Teachers with 
an interest in technology may also 
have been more likely to find the 
survey, for example on social media, 
and more motivated to complete it.

The sample was derived through publicity to networks 
and social media accounts associated with the authoring 
organisations (primarily T4 Education and EdTech Hub) 
and their global partners, aiming to distribute the survey 
as widely as possible, and to reach low and middle-
income countries (LMICs) and government schools in 
particular.
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  MEET THE TEACHER

Andria Zafirakou, urban school, England

Andria Zafirakou is the first to admit that, before the 
pandemic, she had little familiarity with technology. All that 
changed when lockdowns forced her to teach remotely.

Ms Zafirakou, 42, has taught art and textiles for 16 years at Alperton Community 
School in Brent, north west London, an area of high deprivation.

At first she assigned tasks to children through Google Classroom, with little 
interactivity. Later, she moved to video conferencing on Google Meet.

“What was really fascinating was, having taught in a similar way for all that time, 
I realised everything had to change, I couldn’t use the resources that I had used 
in the past,” she says. “I would teach one lesson but I would spend two and a half 
hours planning for that lesson.  

“Don’t forget not every child has paint and paper at home. I would have to come 
up with lessons that were innovative, different, that they could do at home and 
still be creative and still follow what we were meant to be learning. I think I 
taught the most incredible lessons, which I was proud of.”

Ms Zafirakou is a member of many teacher networks and spent weekends 
swapping ideas for techniques and resources with teachers across the world.

“I spent a lot of time upskilling myself, learning new things, discovering new 
artists, really moving away from what I did in the past, which in that context 
was irrelevant,” she says. “For example, there is an artist called Robert Tardio. 
He would find objects around the house and turn them into portraits: food, a 
screwdriver, tools. So, I set that as a project for my pupils aged 12 and 13 who at 
that time were looking at portraiture.”

“And my actual way of teaching, my pedagogy had to change. I had to think 
about the way I would ask a question, the way I would check my students were 
learning. Normally your eyes are everywhere and you can check kids’ learning 
and you can see their work, and say ‘that’s not right, try it like this’. When 
you have been teaching as long as I have, teaching is second nature. You feel 
comfortable, you feel confident. We self-reflect quite a lot. We are able to say, 
‘that wasn’t good’, ‘that was rubbish, ‘I don’t feel comfortable about that’. I have a 
bit more confidence to say, okay, how can I make it better?”

“It made me even more determined to be brilliant in the classroom, to make my 
lesson the lesson every single kid would want to come to and for it to be their 
lesson of joy or fun, of excitement.”
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1. Access to technology
 
Teachers and internet access
 
1.1.1  Among all teachers who took 
part in the survey 77% said their 
school had access to the internet, 
meaning almost a quarter (23%) did 
not have online access. A slightly 
higher proportion of teachers said 
all or most teachers have access to 
the internet at home: 79% said they 
did and 21% did not have internet 
access at home.
 
1.1.2  These proportions seem high, 
particularly for LMIC contexts. 
The World Bank estimates that 
35% of the population in Global 
South countries has access to the 
internet, rising to 80% in advanced 
economies. Based on previous 
evidence, teachers generally 
have higher rates of access to the 
internet than population averages.
 
1.1.3  While it is encouraging to 
see such high figures, especially 
regarding home internet access, 
it is also important to ensure 
that teachers are not required or 
expected to use time at home 
to undertake tasks needing 
internet access. If they need to do 
so, it is important that they are 
compensated in some way, since 
data costs can be high and they 
could be using their free time to 
perform work-related tasks. 
 
1.1.4  A separate survey of teaching 
unions’ experience throughout the 
pandemic structured the question 
differently when asking about 
internet access, by using a multiple-

6   https://issuu.com/educationinternational/docs/2020_ei_research_teachingwithtech_eng 

7  https://datahelpdesk.worldbank.org/knowledgebase/articles/906519-world-bank-country-and-
lending-groups

choice scale that included an option 
of ‘limited access’6. This found that 
in rural areas approximately 75% 
of teachers had limited access to 
the internet, demonstrating that 
the quality of internet access is an 
important factor to consider.
 
1.1.5  The survey found that internet 
access in rural schools (64%) was 
22 percentage points lower than 
for urban schools (86%) and 17 
percentage points lower than at 
schools in semi-dense areas (81%). 
The gap in teachers’ access to the 
internet at home was narrower at 11 
percentage points: 72% of teachers 
in rural areas said they had internet 
access at home, compared with 
83% in cities or urban areas. 
 
1.1.6  Again, this is lower than found 
in other global surveys. Selection 
bias must be considered here in 
relation to teachers’ interest in 
technology and internet access to 
complete the survey.  Colcough 
(2020)7 asked whether educators 
usually have access to the internet 
in their workplaces. In urban areas 
the responses were approximately 
55% ‘Yes’, and 95% ‘Yes/limited 
access’, whereas in rural areas they 
reported approximately 25% ‘Yes’, 
and 75% ‘Yes/limited access’. 
 ‘
1.1.7  Teachers at private schools 
were most likely to say their 
school had internet access (90%), 
followed by religious schools (80%), 
charity/NGO schools (77%) and 
government-funded public schools 
(75%). By far the lowest proportion 
was found in teachers at low-
cost private schools where 57% 

https://issuu.com/educationinternational/docs/2020_ei_research_teachingwithtech_eng
https://datahelpdesk.worldbank.org/knowledgebase/articles/906519-world-bank-country-and-lending-groups
https://datahelpdesk.worldbank.org/knowledgebase/articles/906519-world-bank-country-and-lending-groups
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of teachers said their school had 
internet access. A similar pattern 
was found when teachers were 
asked if all or most teachers have 
access to the internet at home, 
although gaps were very slightly 
narrower (59% of teachers at low-
cost private schools, compared 
with 89% of other private school 
teachers).

1.1.8  The disparity between low-
cost private schools and the 
rest is concerning, although far 
fewer responses to the survey 
were received from teachers at 
these schools, (e.g. public = 11,480, 
and low-cost private = 366). The 
differences could be due to the 
resources available at low-cost 
private schools, but could also 
reflect the geographic location of 
these schools, which are more likely 
to be in rural and remote areas8. The 
disparity around teachers having 
access to the internet at home 
between low-cost private schools 
and the rest is also concerning. 
Again, this could be due to these 
schools’ location. However, it could 

8  https://www.enterprise-development.org/wp-content/uploads/Low-cost_private_schools.pdf 

9  https://www.enterprise-development.org/wp-content/uploads/Low-cost_private_schools.pdf

relate to their teachers’ socio-
economic status; there is evidence 
to suggest that teachers working 
at low-cost private schools receive 
disproportionately (and sometimes 
exploitative) lower salaries than 
their government. counterparts. 
Furthermore, these teachers are 
often unqualified9. 

1.1.9  The widest gap for internet 
access was by geographic region. 
In Europe & Central Asia, 92% of 
teachers said their school had 
access to the internet while in Sub-
Saharan Africa the figure was 47%, 
a range of 45 percentage points. 
The share for Sub-Saharan Africa 
was by far the lowest of the World 
Bank regions; in the second lowest 
region, South Asia, the proportion 
was 75%. There was a similar 
pattern when teachers were asked 
whether they had internet access 
at home: the figure was highest 
in North America where 94% of 
respondents said they did, while 
in Sub-Saharan Africa only 55% of 
teachers did.
 

Teachers have to 
bring their own device

42%
My school has multiple 
computers / laptops / 
tablets for each class

24%

My school has one 
computer / laptop / 
tablet for each class

14%

My school has one 
computer / laptop / 
tablet for the school

29%

Learners have to 
bring their own device

16%
My school has one 
computer / laptop / 
tablet or mobile device 
per teacher

14%

Technology access.

During the last 12 months how often did you do the following (making use of 
technology)?   Shown as a %

Create lesson 
plans

Design 
tasks

Find 
instructional 
materials

Explore new 
teaching 
methods

47Everyday or 
almost every day

29About once or 
twice a week

12About once or 
twice a month

6About once or 
twice a year

7Never or 
almost never

Assign 
learning 
tasks

Enable student 
collaboration

Provide 
feedback to 
students

Provide access to 
instructional material 
for students who 
cannot physically 
attend class
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almost every day

32About once or 
twice a week

14About once or 
twice a month

5About once or 
twice a year

7Never or 
almost never

Communicate 
with parents 
or guardians

Assess students 
learning

Share ideas or 
resources with 
colleagues

Take part in 
professional 
communities of 
practice online

35Everyday or 
almost every day

32About once or 
twice a week

20About once or 
twice a month

5About once or 
twice a year
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https://www.enterprise-development.org/wp-content/uploads/Low-cost_private_schools.pdf
https://www.enterprise-development.org/wp-content/uploads/Low-cost_private_schools.pdf
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Teachers have to 
bring their own device

42%
My school has multiple 
computers / laptops / 
tablets for each class

24%

My school has one 
computer / laptop / 
tablet for each class

14%

My school has one 
computer / laptop / 
tablet for the school

29%

Learners have to 
bring their own device

16%
My school has one 
computer / laptop / 
tablet or mobile device 
per teacher

14%

Technology access.

During the last 12 months how often did you do the following (making use of 
technology)?   Shown as a %

Create lesson 
plans

Design 
tasks

Find 
instructional 
materials

Explore new 
teaching 
methods

47Everyday or 
almost every day

29About once or 
twice a week

12About once or 
twice a month

6About once or 
twice a year

7Never or 
almost never

Assign 
learning 
tasks

Enable student 
collaboration

Provide 
feedback to 
students

Provide access to 
instructional material 
for students who 
cannot physically 
attend class

42Everyday or 
almost every day

32About once or 
twice a week

14About once or 
twice a month

5About once or 
twice a year

7Never or 
almost never

Communicate 
with parents 
or guardians

Assess students 
learning

Share ideas or 
resources with 
colleagues

Take part in 
professional 
communities of 
practice online

35Everyday or 
almost every day

32About once or 
twice a week

20About once or 
twice a month

5About once or 
twice a year

8

43

30

13

6

7

38

30

15

6

11

27

29

20

7

17

53

28

11

4

4

41

30

14

5

10

37

32

19

6

5

44

31

16

5

4

39

31

13

4

12

27

27

25

10

11Never or 
almost never



24 T4 Education

Turning to technology

1.1.10  There was also a relatively 
large difference, of 10 percentage 
points, among teachers in the East 
Asia and Pacific region between 
the two, with 67% of teachers 
identifying that all or most teachers 
have access to the internet at home  
compared to 77% saying their 
schools had internet access. This 
is the opposite of the typical trend 
across all other regions, where 
teachers were more likely to have 
internet access at home than in 
their school.
 

2. Teachers and 
technology

How teachers used 
technology

2.1.1  Teachers reported that 
they used technology heavily 
throughout the 12 months 
preceding the survey, which 
covered the peak of the global 
coronavirus pandemic in 2020-21. 
Between a quarter and just over 
half of participating teachers said 
they made use of technology daily, 
while at least half said they used 
technology weekly.
 
2.1.2  Among those who used 
technology daily or weekly, 
the most common teaching 
and learning tasks were to find 
instructional materials (81%), design 
tasks (73%), create lesson plans 
(76%), and to provide access to 
instructional materials for students 

10  https://www.ukfiet.org/2020/covid-19-adaptations-challenges-in-assessing-learning-in-
marginalised-communities/

who could not physically attend 
class (70%).

2.1.3  Communication was another 
common task for which teachers 
used technology: 67% did so to 
communicate with parents either 
daily or weekly, 71% to provide 
feedback to students and 68% to 
enable student collaboration.
 
2.1.4  Technology was used 
relatively less frequently for 
student assessment: 27% did this 
daily, 29% weekly and 20% once 
or twice a month, while 7% of 
respondents used technology for 
assessments once or twice a year 
and 17% never or almost never did 
so. That relatively fewer teachers 
used technology to assess student 
learning is notable, given that 
assessment is integral to teaching 
and learning. This is potentially 
an area that could benefit from 
training provision and further 
investigation into how teachers 
can effectively apply technology 
for assessment. The low usage 
could reflect a lack of access to 
computer-based assessment tools. 
It could, however, be due to lower 
frequency of assessments generally, 
especially for marginalised groups 
in low-income communities10. A 
higher proportion of teachers in 
urban or metropolitan schools (62%) 
used technology daily or weekly to 
assess student learning compared 
with teachers in semi-dense (52%) 
and rural (50%) schools. The use 
of online tools or computer-based 

That relatively fewer teachers used technology to assess 
student learning is notable, given that assessment is 
integral to teaching and learning.

https://www.ukfiet.org/2020/covid-19-adaptations-challenges-in-assessing-learning-in-marginalised-communities/
https://www.ukfiet.org/2020/covid-19-adaptations-challenges-in-assessing-learning-in-marginalised-communities/
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testing to assess students’ learning 
was also notably higher in the 
Middle East & North Africa and 
in North America, where school 
systems are far more assessment-
orientated, than in other global 
regions.
 
2.1.5  Using technology to interact 
with other teachers in a community 
of practice ranked lower (54%) 
while sharing ideas or resources 
with teaching colleagues (69%) 
was among less common uses. 
This suggests there may be scope 
for the promotion of technology 
for semi-structured interactions 
between teachers by schools 
or by regional authorities or 
governments.
 
2.1.6  Teachers in city schools tended 
to use technology more frequently 
than those in schools in sub-urban 
or rural areas. The more general 
pattern of an urban versus rural 
technology divide is explored 
further in Henry (2017)11, who found 
for instance that there are just 

11  https://www.un.org/development/desa/dspd/wp-content/uploads/sites/22/2019/03/Henry-Bridging-
the-Digital-Divide-2019.pdf 

12  “https://www.cgdev.org/blog/low-cost-private-schools-what-have-we-learned-five-years-dfid-
rigorous-review” 

600,000 internet users in rural 
China in contrast to 60 million total 
internet users in China.
 
2.1.7  Charity/NGO and private 
schools had substantially higher 
proportions of frequent technology 
use daily or weekly relative to 
other schools (daily/weekly use is 
approximately 70% for a majority 
of items whereas in low-cost 
private schools is around 50%). 
Approximately half of respondents 
in charity/NGO and private schools 
reported using technology daily 
for the majority of items. As an 
example, 64% of teachers in charity/
NGO schools used technology every 
day to find instructional materials; 
in low-cost private schools this 
figure was 41%. Differences in 
school type on education outcomes, 
especially in relation to equity, 
affordability and outcomes in low-
cost private schools, are discussed 
by Akmal et al. (2019)12. 

55 5559 51

Language 
studies

Science Reading, 
writing 

& literacy

Mathematics

Teachers who taught classes online in the Covid-19 pandemic.  Shown as a %

https://www.un.org/development/desa/dspd/wp-content/uploads/sites/22/2019/03/Henry-Bridging-the-Digital-Divide-2019.pdf
https://www.un.org/development/desa/dspd/wp-content/uploads/sites/22/2019/03/Henry-Bridging-the-Digital-Divide-2019.pdf
https://www.cgdev.org/blog/low-cost-private-schools-what-have-we-learned-five-years-dfid-rigorous-review
https://www.cgdev.org/blog/low-cost-private-schools-what-have-we-learned-five-years-dfid-rigorous-review
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2.1.8  Teachers of reading, writing 
and literacy (RWL) and science 
teachers were more likely to use 
technology daily for their teaching 
than teachers of mathematics. 
These findings are corroborated 
by the OECD (2018) TALIS report13 
where maths teachers were also 
found to utilise digital tools for 
teaching the least in comparison 
to other core curriculum areas. 
This might be explained by the 
fact that textbooks are more likely 
to be available and easier to follow 
remotely for mathematics than for 
other subjects; however there are 
many  sophisticated, open source 
software and apps for maths such 
as Cabri Geometry. The finding is 
puzzling given that the nature and 
content of maths makes it in many 
ways a curriculum area very suited 
to digital teaching and learning 
strategies. It would be useful to 
follow up to try to understand 
the factors contributing to this 
divergence and what implications 
it has for teachers of different 
subjects. 

Types of remote learning 
 
2.2.1  Types of remote learning 
used by teachers varied greatly. 
Asked to indicate from a list of 12 
activities which they deployed, 
communication-related activities 
formed the three most commonly 
cited by participating teachers. 
The most frequent was contacting 
pupils or students through 
messaging services such as SMS, 
WhatsApp or similar platforms, 
which was selected by 63%. Another 
54% said they contacted parents 
using similar instant messaging 
services. These ranked much higher 

13  “https://www.oecd.org/education/talis-2018-results-volume-i-1d0bc92a-en.htm”

than more traditional means used 
by teachers to contact parents such 
as by telephone (48%) and email 
(18%). Another 39% of teachers 
said they used a school learning 
platform to share lessons and tasks 
with students, while 25% did so via 
email.
 
2.2.2  Teachers in city and urban 
schools were most likely to use 
messaging services to contact 
both students (66%, versus 60% 
in rural schools) and parents (57% 
versus 53%). Contacting parents 
by telephone was highest in rural 
schools, but only marginally so. 
Teachers in rural schools were 
also most likely to make printed 
copies of digital resources to 
distribute to their students but, 
again, the difference was not large: 
50% of rural school teachers did 
so, compared with 45% in urban 
schools and 43% of teachers in 
schools in semi-dense areas.
 
2.2.3  Much starker differences were 
found with teaching classes online, 
reflecting the availability of internet 
access and, most probably, its 
quality too. In city and metropolitan 
schools 56% of teachers taught 
classes online, falling to 48% in 
schools in sub-urban settings 
and just 33% in rural schools, 
a gap of 23 percentage points. 
Teachers in urban schools were also 
much more likely to use a school 
learning platform such as Moodle, 
Blackboard or Google Classroom 
to share lessons and tasks with 
children (47%) and to record 
instructional videos to support 
their students’ learning (41%) than 
those in rural schools (27% used 
a school learning platform, 28% 



27T4 Education

How teachers responded to the Covid-19 pandemic

Average

Make printed copies 
of digital resources 
to share with learners

46 54 56 46 43 43 37

Contact learners 
through messaging 
services 

63 59 62 61 65 65 59

Contact 
parents/caregivers 
through messaging 
services

54 51 55 56 54 55 49

Contact parents/
caregivers via phone 48 45 52 50 47 47 41

Share lessons and 
tasks with learners 
by e-mail

25 24 22 22 25 30 26

Contact 
parents/caregivers 
via email

18 14 13 16 18 24 20

Make audio-record-
ings to share with 
learners

31 26 27 30 32 34 29

Record instructional 
videos to share with 
learners

35 31 32 35 37 38 35

Share lessons and 
tasks with learners 
using a school 
learning platform

39 31 32 35 42 48 45

Teach classes online 47 39 38 45 50 55 52

Teach learners online 
and face to face at 
the same time

21 14 13 19 23 27 24

None of the above 
or no technology 
was used

4 5 4 4 3 3 3
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recorded instructional videos). 
Understanding the impact of these 
differences would be interesting, 
and important, both from teachers’ 
and learners’ perspectives, for 
example to gauge the effectiveness 
of online classes or learning 
platforms compared to alternatives.
 
2.2.4  Type of school was a major 
distinguishing factor in the ways 
teachers used technology during 
the pandemic. Teachers in private 
schools were by far the most likely 
to say they taught classes online 
(71%). The proportions were similar 
among religious schools (59%) and 
charity/NGO-funded schools (58%) 
and fell to 41% among government-
funded public schools and 36% for 
low-cost private schools. Private 
schools were also the most likely to 
offer a hybrid model in which some 
students were taught face-to-face 
and others online at the same time, 
and to share lessons with children 
by email although teachers at 
religious schools also did so more 
frequently. It would be fruitful to 
explore why higher proportions 
of teachers at religious, private, 
and charity/NGO schools made 
digital resources (audio, video) than 
teachers at other schools. It would 

be interesting to understand why or 
how religious schools had greater 
access to such platforms, especially 
since teachers in religious schools 
reported lower relative responses 
on other technology-related items.

2.2.5  When examining teachers’ 
responses to the survey on how 
they used technology there was 
a general trend across a number 
of items of a correlation between 
higher responses and longer 
teaching experience. These items 
were more focused on pedagogy 
and teaching. For example, 
respondents most likely to say 
they taught classes online were 
those with 21-30 years’ teaching 
experience (55%), followed by 
those who had taught for more 
than 30 years (52%) and those 
who had taught for between 11 
and 20 years (50%). This was lower 
among teachers with between 6 
and 10 years’ experience (45%) and 
markedly so among newer teachers 
with between 3 and 5 years’ 
teaching (38%) and 2 years or fewer 
(39%). 
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  MEET THE TEACHER

Rjay Calaguas, urban school, Philippines
 

Producing short video lessons and distributing them 
through a social media group became an essential part of 
teaching for Rjay Calaguas during the pandemic. He taught 

himself video editing skills from free online tutorials and for an entire school year 
made three short films a week.

His videos were highly successful, based on feedback from his pupils and 
their parents, he says. But training himself to produce them was, he admits, a 
challenge.

Mr Calaguas, 31, is a kindergarten teacher at Northville 15 Integrated School, a 
government-funded school in Angelas City in Pampanga, a central province in 
the Philippines. He teaches two classes of children aged between four and six, 
each with 29 pupils.

Children were offered modular distance learning for the whole 2020-21 school 
year, with modules distributed to their parents.

To support them, Mr Calaguas began filming videos of between 5 and 10 minutes 
in length to supplement lessons such as counting from one to 20 and learning 
basic shapes, parts of the body, the planets, and the animal kingdom. He 
uploaded these to YouTube and shared links with parents in a Facebook group.

2.2.6  Similar broad patterns were 
recorded for teaching students 
online and face-to-face at the same 
time, sharing lessons and tasks with 
children using a school learning 
platform, recording instructional 
videos to share with students, 
making audio-recordings to share 
with students, and contacting 
parents and carers via email. Some 
of these could reflect differences in 
creativity or confidence. It would 
be interesting to delve more deeply 
into this pattern to find out why 
teachers with greater experience 
were providing more online classes 
than less experienced colleagues. It 
is likely that well-designed training 
and professional development 

for newer teachers could help to 
address gaps here.

2.2.7  Conversely, there was a 
correlation between less experience 
and higher responses from 
participants saying they made 
printed copies of digital resources 
to share with learners. This could 
reflect teachers with shorter 
classroom experience finding 
less creative solutions than more 
imaginative initiatives, such as 
using technology to create audio or 
video resources for children. Again, 
this makes a case for targeted 
training for less experienced (or 
confident) teachers if this is the 
case. 
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“During the first months it was very challenging,” he says. “Eventually it became 
easier for me because I am used to producing video lessons. Facebook is very 
important so we can communicate with our parents easily.” 

The city government provided free webinars and training for its teachers and he 
taught himself to use video editing software using online tutorials on YouTube 
and how to change the background to videos.

One difficulty was lack of internet access among some parents, many of whom 
are poor with the majority not owning a laptop or smartphone. The city provided 
free wi-fi for two hours a day and tablets for many low-income families, although 
some pupils whose parents were out at work had to wait until they had enough 
data to watch the videos. 

The response, he says, has been very positive. In meetings with children and their 
parents via Zoom or Google Meet, both say they enjoy the videos. As a result, he 
believes the children have kept up with their learning.

“According to their responses to our modules they have continued to learn 
because they write of their experiences. Also, I am always asking them if they 
understand or understood the video lessons. It is a big difference if you see the 
teacher on the screen compared to only using the module.”

He believes he is a better teacher thanks to this experience.

“I learned a lot from using the technology so I can serve our learners more 
despite the pandemic. I love teaching.”
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3.  Technology  
priorities for schools
 
Schools’ encouragement  
of digital resources  
 
3.1.1  A high proportion (88%) of 
teachers who took part in the 
survey  said they were encouraged 
by their school to use digital 
resources for lesson planning and 
teaching during the pandemic. 
There was much less variation 
on this point among teachers in 
different locations, with a range 
of answers of 5 percentage points. 
Teachers at charity/NGO-funded 
schools (94%) were most likely to 
say they were encouraged to use 
digital resources for lesson planning 
and teaching during the previous 12 
months.
 
3.1.2  Private school teachers ranked 
second (92%) and teachers at 
government-funded public schools 
ranked third highest (87%), just 
ahead of those at religious schools 
(86%). Low-cost private school 
teachers (76%) were the least likely 
to say they were encouraged to use 
digital resources, with a gap of 18 
percentage points below teachers 
at conventional private schools.
 
3.1.3  It would be interesting 
to explore why charity/NGO-
funded schools ranked highest. 
For instance, this could be due 
to stronger external influence, 
different approaches to teaching 
and learning or in decision-
making processes, such as a 
greater propensity to be flexible 
and iterate. The high proportion of 
teachers at government-funded 
14  “https://www.unicef.org/globalinsight/media/1581/file/UNICEF_Global_Insight_Implications_
covid-19_Low-cost_Private_Schools_2021.pdf” 

schools who were encouraged to 
use digital resources for lesson 
planning and teaching is positive, 
especially considering the large 
number of respondents from this 
demographic (72% of responses). 
 
3.1.4  The discrepancy between 
low-cost private and other schools 
is a concern for teachers and 
children at such institutions and 
for their parents. It is important to 
understand why low-cost private 
schools rank lowest. For instance, 
why, relative to government or 
private schools, were teachers 
encouraged to use digital resources 
less? Many are located in rural areas 
where there is less infrastructure, 
which is likely to be among the 
potential reasons. 

3.1.5   But the essence of such 
schools’ appeal to parents in 
offering a low-cost education 
may mean that many struggle 
with the baseline costs for using 
technology to support teaching 
and learning. Alam and Tiwari 
(2021)14 have discussed the 
challenges experienced by many 
low-cost private schools during the 
pandemic, when thousands were 
shut down and many experienced 
difficulties with providing remote 
learning support to their students, 
and the subsequent likelihood of 
extensive learning losses among 
returning students.
 
3.1.6  The more experience that 
teachers had in the classroom, the 
less likely they were to say that 
their school encouraged them to 
use a digital resource of any kind 
for lesson planning and teaching. 

https://www.unicef.org/globalinsight/media/1581/file/UNICEF_Global_Insight_Implications_covid-19_Low-cost_Private_Schools_2021.pdf
https://www.unicef.org/globalinsight/media/1581/file/UNICEF_Global_Insight_Implications_covid-19_Low-cost_Private_Schools_2021.pdf
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The proportion who answered yes 
to this question was lowest among 
teachers with more than 30 years’ 
experience (83%), followed by 
teachers of 21 to 30 years’ standing 
(86%), then those who had been 
teaching for between 11 and 20 
years (87%) and for between 6 
and 10 years (88%). The figure was 
highest among teachers with 
5 years or less experience (91%). 
Ignoring the group with more 
than 30 years’ experience, who 
represented the lowest number of 
survey respondents, the difference 
between more and less experienced 
teachers was 5 percentage points.
 
3.1.7  It is interesting to consider 
why less experienced teachers 
were more encouraged to use 
digital resources and vice versa. 
It is commonly assumed that 
younger teachers from the ‘digital 
first’ generation are on average 
more likely than older teachers to 
be comfortable and experienced 
in using technology. We have 
seen from previous answers that 
teachers with greater experience 
were in fact more, not less, likely 
to use technology for teaching, 
such as by teaching lessons online, 
sharing tasks and resources via 
an online learning platform and 
recording instructional videos for 
students. This would be surprising 
in and of itself unless this was 
linked to skill and confidence in 
teaching acquired by experience, 
and consequently in adapting 
practice to accommodate new tools 
and approaches.
 
3.1.8  It is not clear whether less 
experienced teachers were 
encouraged to use digital resources 

15  “https://issuu.com/educationinternational/docs/2020_ei_research_teachingwithtech_eng”

because they were not already 
doing so or whether principals 
or other school leaders assumed 
that they would have greater 
competency with technology. 
It is also interesting to consider 
what differing levels of school 
encouragement to use digital 
resources mean for different 
teachers. For instance, would more 
experienced teachers prefer more 
encouragement to use digital 
resources? And would receiving 
encouragement from their school 
make teachers more comfortable 
asking for assistance or training in 
using technology for teaching and 
learning or to support students’ 
education more broadly? 

There would be further merit in 
exploring potential benefits to 
children’s learning if schools consult 
teachers or their representatives 
about the deployment of 
technology. A Covid-19 teacher 
unions survey Colclough 
(2020)15 found that, while 75% of 
respondents reported that digital 
technologies had been introduced 
in their countries due to the 
Covid-19 school closures, 45% of 
unions had not been consulted on 
the adoption of these new tools. 
A further 29% of unions reported 
having been consulted on only a 
few aspects of the introduction of 
digital technologies in education in 
their countries.
 
3.1.9  There was little variation in 
school encouragement to use 
digital resources among teachers of 
different curriculum subjects with 
a difference of only 4 percentage 
points, which is a positive finding. 
It is important to understand 

https://issuu.com/educationinternational/docs/2020_ei_research_teachingwithtech_eng
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teachers’ relative experiences in 
sourcing, using and adapting digital 
resources across different subjects. 
For instance, was effective training 
and support available or used 
throughout the period for different 
curriculum subjects? 
 
3.1.10  Across global regions there 
was, however, a substantial 
disparity in the encouragement 
received by teachers to use digital 
resources. Teachers in Sub-Saharan 
Africa were least likely to do so 
(74%) compared to counterparts 
in the East Asia & Pacific region 
(96%), the highest ranked region. 
This gap of 22 percentage points 
is wide. The third lowest figure 
was reported by teachers in the 
Latin America & Caribbean (80%) 
region, which is another region 
with several LMICs. Surprisingly, 
however, the Europe & Central Asia 
region (78%) ranked second lowest. 
However, we know from other 
studies that within-region variation 
is often even greater than between-
region differences; within-country 
technology access is likewise very 
varied.  Differentiating between 
Western European countries and 
those in Eastern Europe and Central 
Asia, for instance, would be needed 
in order to assess whether there are 
significant structural differences 
between countries, for example 
between the United Kingdom and 
Romania or Turkmenistan, along 
with income-levels within the 
region. What’s more, we know that 
there exist significant differences 
within each country; thus there are 
several levels of analysis needed to 
dig deep into the data. This survey 
compares regional statistics. 
 

Digital resources  
favoured by schools
 
3.2.1  Video conferencing tools were 
the type of digital resources that 
teachers were most encouraged 
by their schools to use (56%), 
followed by messaging services 
and social media (50%) and 
other video resources (43%). 
Other than these three, school 
encouragement to use technology 
was relatively low. Around a quarter 
of respondents said they were 
asked to use alternatives for face-
to-face teaching and learning: quiz 
tools (25%), audio resources (23%), 
digital textbooks (23%) and web-
based resources (17%). Similarly, 
the proportion of teachers asked to 
use digital learning platforms was 
relatively low: 29% said they were 
encouraged to use virtual learning 
environments and 14% to use other 
school or community interactive 
platforms.
 
3.2.2  These figures appear low 
when compared to the proportion 
of participating teachers who said 
they were encouraged to use digital 
resources (global = 88%). This raises 
concern around the digital and 
non-digital resources that teachers 
were able to access and what 
impact this had on learners. Is this 
due to schools encouraging digital 
resource use, yet not specifying 
what type of resource nor providing 
training? Further examination is 
needed to ascertain what factors 
were involved in cases where 
teachers were not encouraged to 
use digital resources. For example, 
was this caused by a lack of 
technology infrastructure or by a 
lack of training, for school leaders 
or district education officials and 
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Average

Quiz tools 25 20 41 24 29 34

Virtual Learning 
Environment/LMS 
(e.g. Seesaw, Blackboard, 
Canvas Edmodo)

29 26 38 26 35 37

School or community 
interactive platform 
(e.g. ClassDojo)

14 12 23 14 27 13

Video conferencing tools 
(e.g. Zoom, Google Meet, 
Microsoft Teams, Skype)

56 53 67 40 56 70

Messaging and social 
media (e.g. WhatsApp, 
SMS, Facebook, 
Messenger, other)

50 53 43 43 40 49

Broadcast television 16 19 6 9 8 25

Web-based resources 
(e.g. Wikis, lesson plans, 
Other)

17 15 26 13 22 20

Audio resources 
(e.g. podcasts, audio 
recording, online/digital 
radio)

23 21 32 20 29 40

Video resources (e.g. 
online/digital TV, 
YouTube)

43 41 52 32 45 54

Digital textbooks 23 20 34 21 33 27

Broadcast radio 11 13 4 7 6 15
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also for teachers? The relatively low 
use of digital learning platforms 
in particular stands out. Such 
platforms offer the potential to 
combine various digital elements, 
such as using technology for 
communication and/or resources, in 
a central space. This would appear 
to be an area for development that 
can materially assist teachers and 
their students.
 
3.2.3  While schools encouraging 
technology for communication 
ranked the highest in this list (both 
video conferencing and messaging 
or social media), only half of 
the total respondents selected 
these. Generally, educational TV 
and radio would be transmitted 
by governments or larger scale 
operators and not schools. This 
question captures both whether 
schools encouraged students 
to engage in this educational 
programming, and/or encouraged 
teachers to help facilitate these 
types of study during remote 
learning. This could happen, for 
example, if a teacher were to 
facilitate a small group session out 
of school using an educational radio 
or TV programme as the learning 
stimulus (Damani & Mitchell, 
2020)16. When schools are open, 
broadcast media can also be used 
in the classroom to aid teaching 
and learning (e.g. co-viewing 
Sesame Street and facilitating a 
discussion whilst watching, e.g. 
Watson & McIntyre, 2020)17. 

3.2.4  Using broadcast media 
was among the least actively 

16  “https://edtechhub.org/rapid-evidence-review-radio/” 

17  “https://docs.edtechhub.org/lib/BVXSZ7G4” 

18  “https://www.unicef.org/romania/stories/tips-schools-how-strengthen-communication-
parentscaregivers”

encouraged items: 16% replied that 
they were expected to use television 
as a means of communication 
while 11% were encouraged to use 
radio. This raises concerns over 
the extent to which teachers were 
able to communicate with learners 
and their parents throughout 
the pandemic. In cases where 
communication was not possible 
or difficult, what could schools, 
districts and governments have 
done differently? Understanding 
the low levels of encouragement 
by schools to use broadcast 
media is also important, given the 
widespread use of such media by 
public authorities throughout the 
pandemic. 

3.2.5  During the pandemic, UNICEF 
urged schools to strengthen 
communication with parents both 
to ensure that they continued to 
feel engaged in their children’s 
education and more broadly as 
a means of addressing fears and 
misunderstandings linked to 
Covid-19 and of strengthening 
community resolve UNICEF, 
(2020)18. UNICEF advised schools to 
prioritise two-way communication 
to ensure that there was space to 
listen to parents’ and caregivers’ 
concerns, feedback, myths and 
rumours about Covid-19 and 
to communicate information 
about the virus. It urged schools 
not to rely on a single method 
of communication and said it 
was essential to use a variety of 
strategies and to tailor these to 
the needs of families and their 
circumstances.

Average
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Virtual Learning 
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https://www.unicef.org/romania/stories/tips-schools-how-strengthen-communication-parentscaregivers
https://www.unicef.org/romania/stories/tips-schools-how-strengthen-communication-parentscaregivers
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3.2.6  Government schools were 
most likely to encourage teachers 
to use broadcast media and 
messaging and social media during 
the pandemic, perhaps reflecting 
centralised control over educational 
broadcast programming as well 
as a wish by governments and 
regional authorities to disseminate 
Covid-related information. Were 
other schools less interested in 
encouraging broadcast media 
and, if so, why? For instance, was 
broadcast media managed and 
promoted by actors or programmes 
beyond teachers’ remit? Teachers 
in the East Asia & Pacific region 
were encouraged to use broadcast 
media notably more than teachers 
in the rest of the regions (10 
percentage points more than the 
second ranked region for television, 
13 percentage points more than the 
next highest for radio).
 
3.2.7  Teachers in city and 
metropolitan schools were 
generally encouraged to use 
digital resources more than those 
in rural areas or in towns and 
suburbs. This was particularly so 
for encouragement to use video 
conferencing tools: 62% of urban 
schools did so, compared with 53% 
in schools in semi-dense areas and 
48% in rural schools. This gap of 14 
percentage points is stark. It cannot 
be explained by internet access, as 
the differences by school location 
were less for the use of other digital 
tools. 

There were also gaps between 
urban and rural schools of 
10 percentage points for 
encouragement to use quiz 
tools and of 8 points to use both 
virtual learning environments and 

video resources. It is important to 
consider the contributing factors, 
and their extent, in the differences 
around school encouragement 
between rural/semi-dense/urban 
areas. For instance, this could be 
due to digital resource availability 
or school culture or awareness. 
Education authorities should reflect 
on how schools can be supported 
to encourage teachers to use digital 
tools when these would benefit 
children’s learning.
 
3.2.8  Again, private schools 
and schools run by charities or 
NGOs were much more likely to 
encourage teachers to use more 
advanced technology. There was 
a range of 30 percentage points 
between the encouragement of 
video conferencing tools in charity/
NGO schools (70%) and in low-cost 
private schools (40%), although this 
is more likely to be related to their 
access to technology than to school 
choices. 

Private and charity/NGO 
schools ranked highest in their 
encouragement to use digital 
resources such as virtual learning 
environments, quiz tools, audio 
resources, digital textbooks, 
web-based resources, while 
government-funded and low-cost 
private schools ranked low. This 
suggests that, broadly speaking, 
the type of school a teacher works 
at does have a bearing on the 
encouragement they received to 
use specific digital tools. Low-cost 
private schools ranked low across 
multiple items. Again, this finding is 
worrying for teachers and children 
from such schools and their parents 
and poses the question of what is 
the added value, if any, they offer in 
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  MEET THE TEACHER

Joshua Chukwu, rural school, Nigeria
 

When his rural primary school closed during the pandemic, 
learning stopped completely for the 45 children in Joshua 
Chukwu’s class. Families of his pupils, who were aged seven 

and eight, did not have access to the internet. Only one parent had a digital 
device.

Mr Chukwu, 28, who teaches mathematics, basic science and English at Local 
Government Primary School 1 in Ibiade, in a remote area of Ogun State in south 
western Nigeria, began to telephone as many children as he could at their 
homes.

“I would just get them to remember some of the things I had taught and be able 
to do some basic literacy,” he says.

He visited some children to teach them in their homes, but the distances 
between pupils’ houses made that difficult. As an alternative, he found an open 
space in the compound of one of the parents.

comparison to government schools.
 
3.2.9  We have seen from previous 
responses to the survey that 
teachers with greater classroom 
experience were less likely to 
say they were encouraged to 
use digital resources generally. 
When asked about specific digital 
tools, however, there was not a 
uniform pattern and the range 
of responses between teachers 
of different years’ experience was 
narrow for many types of resources. 
For two types of digital resources 
(digital textbooks and quiz tools) 
this picture was reversed and 
teachers with more experience 
were more, not less, likely to say 
they were encouraged to use 
them. The strongest relationship 
was for digital textbooks, where 
the teachers’ experience directly 

correlated to encouragement to use 
these. Teachers with more than 30 
years’ experience were most likely 
to be asked to use digital textbooks 
(30%), followed by those who had 
taught for 21 to 30 years (29%), and 
teachers of between 11 and 20 years’ 
standing (22%). Next came those 
who had taught for between 6 and 
10 years (21%), 3 and 5 years (20%) 
and less than two years (19%). There 
was a broadly similar, although 
less pronounced, trend for using 
quiz tools for learning (range = 10 
percentage points). 
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He contacted as many of the children’s 
families as he could, and encouraged 
them to bring chairs, their school books 
and a pen. And, under a mango tree, he 
created an outdoor classroom.

Three times a week 25 children in 
his class would come for a two-hour 
lesson. He used his own laptop and 
smartphone, sometimes playing videos 
to reinforce or expand their learning.

“I was able to help some of them to make progress,” he says. “Because they were 
not of the same learning ability, some of them had to learn very elementary stuff. 
I saw they had issues so the lessons were differentiated. I made progress with 
some of them and their reading skills improved during the period.”

He continued to teach in the shade of the mango tree from July to early 
September 2020.

When the school reopened, all but one of the children in his class returned but 
their learning loss was acute, especially among children who did not attend his 
outdoor classroom.

“I saw that some had really not been learning,” he says. “Many of them had even 
forgotten most of the things they had learnt. I had to take the lessons in a calm 
way and help them to refresh their memories. So, revision was done for a few 
weeks before normal teaching began.”

“They really missed out on some things – five months in the life of a child in a 
rural community not learning is so much.”

During this period, Mr Chukwu completed several training courses via his 
smartphone, on growth mindset for teachers, designing graphics, video editing 
and creating video animation, all of which he paid for himself.

The experience, he says, made him still more determined in his career as a 
teacher.

“I have been inspired by seeing what the children in those communities go 
through, he says, “inspired to want to help them even more and want to impact 
children across their learning.”
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4. Limitations of 
technology
 
What held schools back?
 
4.1.1  More than half of participating 
teachers reported that their 
school’s capacity to provide 
quality instruction for children 
was hindered by both insufficient 
internet access and by a shortage 
or inadequacy of digital technology 
for teaching and learning. Almost 
a third of teachers said their school 
was held back a lot or quite a bit 
by all of the issues listed, namely 
poor quality or a lack of teaching 
materials, not enough space 
for teaching in classrooms or 
elsewhere, inadequate physical 
infrastructure, and shortages of 
both qualified teachers and support 
staff. 

4.1.2  Respondents were also 
asked to indicate if any or all of 
these factors limited their school’s 
capacity to provide a good standard 
of instruction to some extent: a 
substantial proportion of teachers 
said that this was the case. These 
are concerning statistics. To 
understand how teachers can voice 
these issues, it would be important 
to understand the mechanisms 
that teachers have available 
to report and discuss issues at 
different levels, for example within 
their school, and at district or 
government level.

4.1.3  The two items with the largest 
proportions which teachers said 
limited their school’s capacity 
quite a bit and a lot were the only 
technology-related items on the 
list: insufficient internet access 
(53%) and shortage or inadequacy 
of digital technology for instruction 

Shortage of 
qualified 
teachers

Shortage or 
inadequacy of 
digital 
technology 
for instruction

Insufficient 
Internet 
access

Shortage 
of support 
personnel

Shortage or 
inadequacy 
of 
instructional 
materials

Shortage or 
inadequacy of 
instructional 
space

Not
at all

To some
extent

Quite
a bit

32

38

20

10A lot

29

35

23

14

18

31

23

29

17

30

22

31

24

35

26

15

36

30

21

12

Shortage or 
inadequacy 
of physical 
infrastructure

35

30

20

14

To what extent is your school's capacity to provide quality instruction currently 
hindered by any of the following issues? Shown as a %

More than half of participating teachers reported that their 
school’s capacity to provide quality instruction for children 
was hindered by both insufficient internet access and by a 
shortage or inadequacy of digital technology for teaching 
and learning.
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(52%). Both produced substantially 
larger responses than the rest. The 
third highest was a shortage of 
support personnel (41%). It should 
be noted that responses could be 
skewed by selection bias, in that 
teachers undertaking the survey 
were likely to have more of an 
interest in technology and therefore 
technology-related issues could be 
more of a concern to them.

4.1.4  The level of concern about 
insufficient internet access is high 
when considering that 78% of 
respondents said their school has 
access to the internet. This could 
be due to the fact that, even if the 
internet is available, it is often not 
of sufficient quality to support the 
provision of instruction making full 
use of digital resources.

4.1.5  With regard to shortages or 
inadequacy of digital resources, 42% 
of teachers said they had to bring 
their own computer into school. 
Again, this is highly concerning 
and not a reasonable expectation 
of teachers. Among respondents 
to the survey, 29% of teachers said 
that there was only one computer, 
laptop or tablet for the entire school 
and 16% said that students had to 
bring their own device with them 
to classes. Another 14% said their 
school had one computer, laptop 
or tablet for each class. Just 24% 
of teachers said their school had 
multiple computers for each class 
and 14% said that their school had 
one computer, laptop, tablet or 
mobile device for each teacher.

4.1.6  As reflected throughout the 
survey, teachers in rural schools 
tended to report greater problems 
with technology than their 

counterparts in 
urban schools, with a 
gap of 14 percentage 
points on whether 
insufficient internet 
access hindered their 
school a lot or quite 
a bit (61% versus 47%) 
and of 13 percentage 
points when asked 
if a shortage or 
inadequacy of digital resources 
held back their school a lot or quite 
a bit (59% versus 46%). It would 
be interesting to compare the 
extent to which these differences 
are explained by school type. For 
instance, do schools in urban areas 
generally experience fewer issues 
because a higher proportion of 
private schools are located in these 
areas? How do private schools in 
rural areas differ from those in 
urban areas? These nuances would 
be important to explore to help 
distinguish to the extent to which 
location or school type impacts a 
school’s capacity in these ways.

4.1.7  Technology-related issues 
including insufficient internet 
access and shortage or inadequacy 
of digital technology for instruction 
were considerable hindrances 
for teachers at 58% and 60% of 
government and low-cost private 
schools respectively, who said these 
hindered their school’s capacity 
a lot or quite a bit. 
These responses are 
high and add to the 
case for increased 
investment and 
support in these 
resources at such 
schools. Teachers 
at low-cost private 
schools reported the 

61%
of rural schools reported 

insufficient internet 
access vs 47% in urban 

schools

42%
of teachers have to 

bring their own 
computer to school
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most concern across the majority 
of issues relative to other schools. In 
private schools, teachers reported 
substantially fewer issues with 
technology-related factors than 
teachers at other schools. Again, 
this is seen with charity/NGO 
schools to a lesser extent.

4.1.8  Teachers in the Middle East 
& North Africa reported the fewest 
obstacles to their schools’ capacity. 
It is perhaps surprising that they 
encountered fewer challenges than 
teachers in both North America and 
in the combined region of Europe & 
Central Asia, which are overall more 
affluent regions. Also surprising 
were responses of “not at all” from 
teachers in South Asia, which were 
also relatively high. The greatest 
proportion of hindering factors 
limiting the quality of instruction 
provided was reported by teachers 
at schools in Sub-Saharan Africa.

Learning loss 
 
4.2.1  When asked which groups 
of children experienced more 
learning loss than others during 
the pandemic, the most frequent 
response, cited by 60% of 
participating teachers, was that 
pupils with less access to the 
internet or technology fared the 
worst. This ranked 4 percentage 
points above students from the 
poorest households (56%), 13 
points higher than children whose 

families faced financial difficulty or 
unemployment due to Covid-19 and 
16 percentage points above parents 
who were unable to support their 
children in their lessons outside 
school, for example because they 
were working.
 
4.2.2  These ranked well above 
other categories of need commonly 
associated with lower achievement 
in school. A third of teachers 
(33%) said greater learning loss 
was experienced by children with 
lower levels of attainment prior to 
the pandemic and students from 
unstable home backgrounds, 
while 30% said pupils whose 
education suffered most were 
those with physical disabilities, 
learning difficulties or other 
special needs. Other groups less 
likely to be identified by teachers 
as experiencing learning loss 
were children whose families 
experienced illness or bereavement 
due to Covid-19 (29%), those who 
had been displaced from their 
home (25%), students who were 
classed as vulnerable or having 
other needs or special requirements 
(24%) and children whose mother 
tongue was not the language in 
which they were instructed (20%).
 
4.2.3  Lack of access to the internet 
or to digital technology linked 
to learning thus emerged in the 
pandemic as a key ‘digital divide’ in 
educational inequality, overtaking 

Lack of access to the internet or to digital technology 
linked to learning thus emerged in the pandemic as a key 
‘digital divide’ in educational inequality, overtaking several 
areas of need long associated with lower outcomes for 
schoolchildren.
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several areas of need long 
associated with lower outcomes 
for schoolchildren. Another key 
element to this divide was that 
widespread school closures and 
a switch to remote learning in 
response to Covid-19 placed greater 
emphasis on parents in supporting 
their children’s instruction 
themselves and facilitating their 
learning, rather than offering 
more general support, stability 
or financial contributions to their 
education. 

4.2.4  Prior literature has shown 
that parents are concerned 
about their lack of content and 
pedagogical knowledge, and 
may struggle to fulfil students’ 
educational needs (Garbe et al., 
2020 19; Ingram et al., 2007 20); lack 
of time and energy exacerbates 
the situation (Hoover-Dempsey 
et al., 2005 21). This interacts with 
socio-economic status; low socio-
economic status families can be 
less involved with home learning; 
they may even be deliberately, or at 
least subconsciously, excluded from 
involvement in children’s learning 
(Wu et al., 2017 22). 

19   Garbe, A., Ogurlu, U., Logan, N., & Cook, P. (2020). COVID-19 and remote learning: Experiences of 
parents with children during the pandemic. American Journal of Qualitative Research, 4(3), 45-65.

20  “https://www.ajqr.org/article/parents-experiences-with-remote-education-during-covid-19-school-
closures-8471”

21  “https://www.journals.uchicago.edu/doi/10.1086/499194”

22   ​​Wu, C., Zhang, J., & Wang, M. (2017). What has hindered parents’ participation in children’s 
education?. Educational Research, (1), 85-94.

4.2.5  Teachers’ awareness of higher 
learning loss among children whose 
parents were unable to support 
their lessons at home illustrates 
the importance of teachers 
communicating with families 
during the pandemic, explored in 
other questions in the survey. It 
would be interesting to examine 
further whether teachers felt they 
were able to offer appropriate 
communication to students and 
their parents to mitigate this issue.

4.2.6  One notable finding was how 
relatively few teachers reported 
that girls experienced more 
learning loss than boys linked 
to remote teaching: just one in 
six (16%) said this was the case. 
Even fewer (14%) said parents 
prioritised boys’ learning over 
girls’ during Covid-19 lockdowns. 
These figures are still unacceptably 
high. Discrimination against girls 
to limit their educational (and 
social) opportunities entrenches 
inequality and poverty. We know 
this happens in many parts of the 
world, however, and we might 
have expected these figures to be 
higher during a prolonged period 
in which most learning transferred 
from school to home environments, 

One notable finding was how relatively few teachers 
reported that girls experienced more learning loss than 
boys linked to remote teaching: just one in six (16%) said this 
was the case. Even fewer (14%) said parents prioritised boys’ 
learning over girls’ during Covid-19 lockdowns.

https://www.ajqr.org/article/parents-experiences-with-remote-education-during-covid-19-school-closures-8471
https://www.ajqr.org/article/parents-experiences-with-remote-education-during-covid-19-school-closures-8471
https://www.journals.uchicago.edu/doi/10.1086/499194
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where we know such discrimination 
stems from. 

4.2.7  It would be interesting, and 
important, to compare these 
responses to other evidence 
around the different impacts of the 
pandemic on girls and boys. This 
could help identify how aligned 
teachers’ perspectives are with 
other evidence. It could also be 
used to evaluate tools and other 
factors, such as assessment or 
communication with parents. For 
example, if teachers feel that girls 
aren’t experiencing less learning 
than boys, it could represent 
an issue with the assessment 
process. A substantial proportion 
(25% and 28% respectively) said 
they did not know the answer 
to either question. Providing 
necessary support in these areas is 
important to ensure that teachers 
understand learners’ progress and 
needs. We must assume, though, 

that teachers would have been 
aware had adverse learning loss 
or discriminatory access been 
demonstrably the case among 
girls in their classes. Whilst there 
are a plethora of contextual factors 
that could impact this analysis that 
require deeper investigation, these 
headline findings hold out hope 
that digital learning tools can play a 
role in offering equitable access to 
education for girls. This applies even 
when they are studying at home 
rather than in a classroom, which 
ought to be a more egalitarian 
environment.  

4.2.8  Teachers in religious schools 
(52%) and government-funded 
public schools (46%) had the 
highest responses on learning loss 
among children whose parents 
were unable to support their 
lessons at home. Interestingly, both 
figures were above the share of 
teachers at low-cost private schools 

16 2560

Yes No Don’t know

Girls have experienced 
more learning loss 
than boys

14 2859
Parents have prioritised 
boys learning over girls 
during lockdown

In your experience are any of the following true? Shown as a %
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(43%) who linked weak parental 
support to children falling behind 
in their lessons. The proportion for 
charity/NGO schools (39%) was only 
just ahead of that at traditional 
private schools (38%).
 
4.2.9  Where learning loss was 
noted, it manifested in multiple 
ways. When teachers who said 
some or none of their students 
progressed their learning over the 
past year were asked to choose 
from a list how their children had 
been affected, options spanning 
literacy and numeracy, motivation 
and discipline and self-confidence 
all received a generally similar 
share of responses. Difficulty in 
paying attention (78%) was the 
most common, followed by poorer 
literacy (76%), less motivation 
(76%), lost interpersonal and 
communication skills (74%), making 
less or no contribution to lessons 
(71%), poorer numeracy (71%) and 
lost confidence (65%). A significant 
point here is that two thirds of 
teachers selected all the items. 
Understanding how teachers and 
technology-related professional 
development for teachers can work 

towards mitigating the issues here 
is important. For instance, how 
can teachers be best supported in 
addressing the highest and second 
highest ranked items relating to 
learner attention and self-discipline/
motivation respectively?

4.2.10  There was little variation 
in groups of children who most 
experienced learning loss in urban 
and rural schools other than on 
two items. Teachers in rural schools 
reported that children whose 
families experienced financial 
difficulty or unemployment due 
to the coronavirus pandemic were 
much more likely (46%) to fall 
behind in their learning than was 
the case in city or metropolitan 
schools (33%), a gap of 13 
percentage points. This is perhaps 
due to greater employment 
opportunities and salaries in urban 
areas generally. 

4.2.11  On the other hand, teachers 
in rural schools were significantly 
less likely to say that their students 
experienced learning loss because 
of illness or bereavement in their 
family linked to the pandemic (23%) 

39
Charity or NGO funded school

38Private school

52
Religious school

43
Low cost private school

46
Public/state

Learners whose parents/-
caregivers have been 
unable to support them in 
their lessons outside school 
(e.g. because they are 
working)

Learners whose parents/caregivers who have been unable to support them with 
their learning outside of school. Shown as a %
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than teachers in urban schools 
(33%). This probably reflects higher 
transmission rates of the virus in 
more densely populated areas. 
Another notable finding was that 
teachers in schools in suburbs and 
semi-dense areas were most likely 
to report learning loss during the 
pandemic among children from 
unstable home backgrounds (38%). 
This was higher than teachers in 
metropolitan schools (32%) and 
rural schools (31%).
 
4.2.12  Reports of learning loss 
differed significantly between 
types of school. Teachers at private 
schools reported lower rates of 
negative impacts on children’s 
learning due to the pandemic 
across almost all groups of children, 
while those in government and 
low-cost private schools tended 
to have the highest responses to 
items. This was most extreme for 
children of lower socio-economic 
status, with just 36% of teachers at 

private schools reporting learning 
loss among children from the 
poorest families compared to 56% 
at both religious and charity/NGO 
schools, 61% at low-cost private 
schools and 62% at government-
funded public schools. Among 
children with less access to the 
internet or to technology, 49% 
of private school teachers said 
such students fell behind in their 
education. Rather surprisingly, 
the next lowest response was 
among teachers at low-cost private 
schools (54%). This was followed by 
teachers at religious schools (58%), 
at charity/NGO schools (61%) and at 
government-funded public schools 
(64%).
 
4.2.13  Teachers at schools in the 
East Asia & Pacific region reported 
the highest responses for students 
experiencing learning loss, 
including access to technology 
and the internet. This could reflect 
greater connection to communities 
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Have any of these groups of learners experienced more learning loss than other 
students?  By school type. Shown as a % 
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generally in this region and 
therefore more awareness of 
differences in learning across 
groups. Similarly, in responding to 
questions about remote learning 
choices, teachers from the East 
Asia & Pacific region ranked highly 
on their use of technology for 
communication with parents and 
carers. 

5.  Teacher professional 
development and 
technology
 
Duration of development 
and training
 
5.1.1   Teachers engaged in 
substantial amounts of professional 
development and training (from 
here on, PD) during the pandemic, 
during a period when many 
educators were working remotely 
or in a hybrid style. When asked 
how much time in total they spent 
on their PD during the previous 
12 months, 42% said more than 10 
whole days. Another 11% said they 
undertook between 6 and 10 days, 
17% said between 4 and 5 whole 
days and 16% said they spent 2 or 3 
days.

5.1.2  That more than 4 in 10 
teachers engaged in PD for more 
than 10 whole days is a high 
proportion, larger than expected, 
and is very encouraging to see. 
Note that PD was defined for the 
purposes of the survey to capture 
both formal programmes and 
informal learning (e.g. through 
peer communities). This may have 
contributed to the high proportions 

23  “https://www.sec-ed.co.uk/news/a-35-hour-a-year-cpd-entitlement-could-stop-12-000-teachers-
quitting-wellcome-education-policy-institute-retention-recruitment/”

of teachers selecting 
more than 10 
days. It would be 
interesting to note 
the number of days 
teachers accessed 
formal learning 
opportunities versus 
informal ones. It is 
also likely that more 
PD was offered by 
schools or education authorities 
and governments than usual, in 
order to support remote teaching 
which many teachers will have 
previously been unfamiliar with. 

5.1.3  Almost half of teachers’ 
training lasted 5 whole days 
or less.The average duration of 
teachers’ training and professional 
development across OECD 
countries is 62 hours annually 
(Henshaw, 2021)23. Assuming 
a whole day of training is 
approximately 7 hours, a large 
proportion of respondents (at least 
42%) will have surpassed the OECD 
average in the 12 months covering 
the pandemic’s peak. 

5.1.4  There was a general trend 
towards teachers in more urban 
areas engaging in greater 
quantities of training. For the more 
than 10 whole days category the 
figures were 45% from urban areas, 
42% from town or suburbs and 38% 
from rural areas. This 7 percentage 
point gap between those in urban 
and rural areas is not huge, but 
is telling, again demonstrating 
possible inequitable training and 
development opportunities. There 
was, however, little variance when 
analysing the other categories.

42%
of teachers undertook 
more than 10 days of 

professional 
development

https://www.sec-ed.co.uk/news/a-35-hour-a-year-cpd-entitlement-could-stop-12-000-teachers-quitting-wellcome-education-policy-institute-retention-recruitment/
https://www.sec-ed.co.uk/news/a-35-hour-a-year-cpd-entitlement-could-stop-12-000-teachers-quitting-wellcome-education-policy-institute-retention-recruitment/
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5.1.5  Charity/NGO schools had the 
highest proportion (38%) of those 
teachers engaging in more than 
10 whole days of training. The 
next highest were private school 
teachers with 32%. There is an 8 
percentage point gap between 
private and low-cost private school 
teachers (the lowest at 24%). This 
demonstrates a significant shortfall 
in provision for teachers working at 
low-cost private schools.

5.1.6  Teachers with more experience 
engaged in significantly greater 
quantities of training and 
professional development than less 
experienced teachers. For those 
who undertook more than 10 whole 
days of training, 54% were teachers 
with 30-plus years’ experience, 53% 
had taught for between 21 and 30 
years, 46% for 11 to 20 years and 
38% for 6 to 10 years. For teachers 
who had been in the classroom for 
5 years or less the figure was 31%. 
One might well have assumed the 
opposite to this given the expected 
additional support newly qualified 
teachers should be receiving.
5.1.7  Among science teachers 
and language studies teachers, 
49% of teachers of both these 
curriculum subjects engaged in 
the greatest quantity of training 
and professional development, 
of more than 10 whole days. This 
represented a 7 percentage point 
difference when compared with 
reading, writing and literacy 
teachers (42%) and an 8 percentage 
point difference when compared 
with mathematics teachers (41%).

5.1.7  The fact that science and 
language studies teachers received 
more training than either reading, 
writing and literacy or mathematics 

teachers is surprising, especially 
given the focus on the core 
importance of foundational literacy 
and numeracy in LMICs. Among 
teachers who took part in the 
survey, 20% were language studies 
teachers and 19% were science 
teachers, compared with 18% for 
mathematics and 15% reading, 
writing and literacy. This might 
account, to a degree, for the higher 
proportions of teachers engaging 
in greater quantities of professional 
development being science and 
language teachers.

5.1.8  Interestingly, the quantity 
of professional development that 
teachers engaged in varied greatly 
by region. Teachers from Latin 
America & Caribbean (63%) and 
from Europe & Central Asia (61%) 
engaged in the highest amounts 
(more than 10 whole days); 53% of 
teachers from the Middle East & 
North Africa region engaged in 
more than ten whole days, while 
45% of those from South Asia did 
so. Around a third of teachers from 
sub-Saharan Africa (34%) and North 
America (35%) engaged in more 
than ten days of training. Only 28% 
of teachers from East Asia & Pacific 
engaged in more than ten days’ 
professional development. This is 
a 35 percentage point difference 
to teachers from Latin America & 
Caribbean. 

5.1.9  This regional variation, 
particularly with regards to those 
engaging in more than 10 whole 
days of teacher professional 
development, is striking. It denotes 
differences in access to training 
opportunities across different 
regions. In addition, as described 
elsewhere, there may be differences 
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in how teachers from different 
regions defined professional 
development. Although a definition 
was given within the survey, 
teachers may still have gone with 
their own interpretations, perhaps 
with those selecting more than 
10 whole days using the broader 
definition of both formal and 
informal learning. For the category 
of 6 to 10 days’ training category, 
the range of teachers’ responses 
was 6 percentage points, the 
highest category being North 
America (15%) and the lowest East 
Asia & Pacific (9%).

5.1.10  Given that teachers from the 
East Asia & Pacific region also had 
the lowest share for more than 10 
whole days’ training, this further 
corroborates the finding that 
teachers from this region reported 
lesser engagement in teacher 
learning. 

Focus of teacher 
development

5.2.1  The most common focus of 
teachers’ professional development 
was in using technology tools and 
resources for remote teaching 
and learning (53%), followed by 
pedagogies for online or remote 
teaching and learning (43%). 
Both were well ahead of the next 
most often cited type of training, 
which was teachers engaging 
in communities of practice with 
colleagues to support one another 
(34%). Considering the widespread 
global shift to remote and online 
learning throughout the Covid-19 
pandemic, the percentages on 
training on understanding online 
student behaviour (20%) and 
progress monitoring during remote 
learning (17%) were low. This is 
worrying. Training in these areas 
can help teachers identify learning 
loss and how to use technology to 
effectively assess learning progress. 

Safe online 
behaviour for 

teachers

33

Engaging in 
teacher 

communities 
of practice

34

Using technology 
tools and resources 
for online or remote 

teaching and 
learning

53

Pedagogies for 
online or remote 

teaching and 
learning

43

What teacher development or training did you take part in over the last 12 months?
Shown as a %

Engaging 
parents/

caregivers 
during remote 

learning

17

Understanding 
online learner 

behaviour

20

Teachers' 
physical, mental 
and/or emotional 

wellbeing

16

Learner 
safeguarding 

online and 
during remote 

learning

24

Progress 
monitoring 

during remote 
learning

17
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This links with the relatively 
lower frequency in teachers 
using technology for assessment 
highlighted elsewhere in the survey 
(detailed in section 2.2.4).  

5.2.2  Only 33% of training 
and development focused on 
online safety for teachers, while 
safeguarding for children and 
young people online and during 
remote learning made up only 
24% of training offered to teachers. 
These figures for items on online 
safety and safeguarding are 
worrying, given the risks involved 
when transitioning to online 

learning for both 
teachers and 
students. Other 
survey questions 
found that 63% of 
teachers said that 
they used messaging 
services such as SMS, 
WhatsApp or similar 
platforms as the 
most common way 
of contacting their pupils during 
the pandemic. 
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Language studies

Science

Mathematics

Reading, writing 
and literacy

28

32

27

31

49

48

44

49

58

59

53

59

Progress 
monitoring
during remote 
learning

Pedagogies for 
online or
remote teaching 
and learning

Using 
technology tools 
and resources 
for online or 
remote teaching 
and learning

33%
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development 

focused on online 
safety for teachers

Considering the widespread global shift to  
remote and online learning throughout the Covid-19 
pandemic, the percentages on training on understanding 
online student behaviour (20%) and progress monitoring 
during remote learning (17%) were low. This is worrying. 
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  MEET THE TEACHER

Melissa Morris, urban school, United States
 

For five years before the coronavirus pandemic, Melissa 
Morris experimented with Skype and Zoom in lessons. She 
was already comfortable with using video conferencing 

tools. But teaching remotely for more than a year forced her to take her 
technology skills to a new level.

Ms Morris, 49, teaches instrumental music at James Madison High School in 
Brooklyn, New York City, where more than 40% of teenagers are from low-
income families.

The school was closed for more than a year, with all teaching taking place 
remotely from March 2020 to April 2021. She taught general music to some 
classes and upper-level guitar to others, including some who had only had six 
weeks of in-person guitar lessons in the previous school year.

Three days per week were allocated for whole-class teaching online. On the other 
two days she sent daily lessons to students and gave additional teaching and 
support to those who needed individual instruction.

This was a particular challenge with guitar lessons as many students were 
reluctant to turn on their cameras for live lessons. Instead, Ms Morris used 
Microsoft’s Flipgrid platform to swap videos with pupils.

“I would send home an assignment: ‘Play me these four measures’, and because 
they wouldn’t show me their video live, they felt more comfortable sending a 
video,” she says.

“Now I could actually see what their hands were doing and I could respond 
back with a tailor-made video for that child. For example, I would be able to give 
directions like: ‘I noticed you were using your second figure on the third fret. Can 
you get your third finger on the third fret? It will look like this.’”

She found it exhausting as she supplemented these videos with phone calls.

“We were up at 6.30, we were on our schedule bright and early and we didn’t put 
down our technology until we were falling asleep with it on our lap because the 
parents needed support, the students needed support, which was most of the 
time on the phone,” she says. 

The experience was very different to her pre-pandemic experiments with technology 
when Ms Morris would organise virtual “mystery” tours and connect her classes to 
children and their teachers in places including Florida, Morocco and Kenya.
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There are clear safeguarding risks 
here given the direct teacher-
student interaction, especially 
as some messaging services use 
end-to-end encryption that can 
conceal the content of messages 
from parents or schools. Equally, 
teachers using such platforms to 
communicate with young people 
are potentially vulnerable to false 
accusations being made against 
them. 

5.2.2  It is positive that charity and 
NGO schools had much higher 
training rates in these areas than 
all other school types: 50% gave 
their teachers training in online 
safeguarding for children and 
48% in safe online behaviour for 
teachers. Education authorities 
and governments must work 
with school leaders to ensure 
that robust safeguards and 
supervision arrangements are in 
place whenever such messaging 
services are used by teachers and 
young people and that regular and 

appropriate training in staying safe 
online is offered and taken up by 
teachers. 

5.2.3  Just 17% of teachers’ training 
focused on engaging parents 
during remote learning. Given 
the high proportion of teachers 
who used messaging platforms to 
contact parents and carers during 
the pandemic, and the correlation 
between children’s learning loss 
and families unable to support their 
children during remote learning, 
this is puzzling. It raises questions 
over what teachers’ communication 
with parents consisted of and how 
training can effectively support 
teachers in this important area.

5.2.4  Another apparent 
inconsistency was that just over one 
third of participating teachers said 
their training focused on engaging 
in communities of practice with 
other teachers. Elsewhere in the 
survey half of teachers reported 
that they engaged in communities 

Then, she says, there were “no walls to their classroom, their morale was like a 
firecracker. It was energised, and it literally took me nothing to energise them 
other than to set up this meeting”.

Once there was no option other than remote learning, this all changed, she says.
“It was not energising. I did not have the experience of the days prior. It was 
debilitating and you could see the morale sink, and sink even more to the point 
where you couldn’t even get them to turn on their cameras any longer.”
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of practice either daily or weekly. 
For effective training and PD to 
take place, it must focus on what 
teachers are naturally doing day-
to-day; in doing so, the training 
can enhance existing practices by 
adding more structure to informal 
processes. If a high proportion 
of teachers are engaging in 
communities of practice, training to 
enhance the effectiveness of these 
forums should reflect this. Just 
16% of respondents said that their 
training focused on supporting 
teacher wellbeing, the lowest 
category.

5.2.5  Teachers at charity/NGO 
schools had the highest proportion 
of teachers engaging in more 
than ten whole days of training or 
development (38%). These schools 
also ranked highest in several types 
of training and were often notably 
higher than teacher responses from 
other schools: 47% for engaging 
parents during remote learning, 
which represented a gap of 
between 5 - 16 percentage points 
with other schools; and again 47% 
for understanding online learner 
behaviour, a difference of 3 - 14 
percentage points difference with 
other schools. Low-cost private 
schools had the lowest share in 
almost all items, for instance 7 
percentage points lower than other 
schools in training teachers to use 
technology for online and remote 
learning. Surprisingly, responses 
from teachers at low-cost private 
and government schools were 
often similar, and in some cases 

higher, to those from private 
schools. Understanding how much 
this is a general trend as opposed 
to training for remote learning 
purposes is important.

5.2.6  Mathematics teachers 
reported the lowest proportions 
of training in comparison to 
teachers of all other curriculum 
subjects, other than in engaging in 
communities of practice with fellow 
teachers and training for wellbeing. 
For instance, the share of training 
to use technology tools for remote 
learning was 59% for teachers of 
both science and of reading, writing 
and literacy, 58% for language 
teachers and 53% for maths 
teachers. For training in pedagogies 
for online learning it was 49% for 
teachers of languages and reading, 
writing and literacy, 48% for science 
and 44% for maths teachers. This 
variance between mathematics 
teachers and the subject with 
the highest share averaged at 4.7 
percentage points across all types 
of training. The reasoning behind 
why this gap exists is unclear 
although the survey found that 
maths teachers were less likely 
to use technology generally. This 
finding is surprising, however, as 
there are huge amounts of maths 
EdTech solutions available globally. 
Logically if teachers were using 
technology less, then it would be 
expected that they would have 
been more likely to have received 
training.  

Mathematics teachers reported the lowest proportions of 
training in comparison to teachers of all other curriculum 
subjects.
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5.2.7  Teachers from the East Asia 
& Pacific region had particularly 
high shares for several types of 
training, despite indicating in 
response to a separate survey 
question that they engaged in 
the least amount of PD of all the 
World Bank’s global regions. A total 
of 49% of teachers at East Asia & 
Pacific schools undertook training 

focusing on mental health and 
wellbeing. There was a significant 
gap, of 21 percentage points, to the 
second highest region for this type 
of training (North America = 28%). 
When compared with the region 
with the lowest share for this item 
(Europe & Central Asia = 21%), the 
gap increased to 28 percentage 
points. 

Average
Using technology tools 
and resources for online 
or remote teaching and 
learning 

53 59 53 59 58

Pedagogies for online 
or remote teaching and 
learning

43 49 44 48 49

Progress monitoring 
during remote learning 17 31 27 32 28

Learner safeguarding 
online and during 
remote learning

24 26 21 26 24

Safe online behaviour 
for teachers 33 26 21 22 24

Understanding online 
learner behaviour 20 32 26 28 31

Engaging 
parents/caregivers 
during remote learning

17 22 17 18 18

Engaging in teacher 
communities of practice 34 28 29 29 31

Teachers' physical, 
mental and/or emotional 
wellbeing

16 34 31 31 30
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5.2.8  Furthermore, 33% of teachers 
from East Asia & Pacific had 
training on working with parents 
to support remote learning. There 
is, again, a significant gap to 
the second highest region (of 14 
percentage points to teachers in 
the Middle East & North Africa, 
19%). When compared with the 
region with the lowest share for 
this item (North America, 9%), the 
gap increased to 24 percentage 
points. Proportions here clustered, 
with only three percentage points 
separating the bottom three 
regions (North America (9%), 
Europe & Central Asia (10%), and 
Latin America & Caribbean (11%). 
Excluding teachers from East Asia & 
Pacific, shares for this category are 
the lowest, with all other regions 
having shares of either 19% or less. 
This is despite the fact that we 
know the importance of engaging 
parents in learning, which is the 
only educational intervention 
defined as a “great buy”. (Global 
Education Evidence Advisory Panel, 
2020 24) 

Who paid for  
teachers’ training?
 
5.3.1  Almost a quarter of teachers 
(24%) said they or their families 
paid for the cost of their teacher 
professional development 

24  “https://documents1.worldbank.org/curated/en/719211603835247448/pdf/Cost-Effective-Approaches-
to-Improve-Global-Learning-What-Does-Recent-Evidence-Tell-Us-Are-Smart-Buys-for-Improving-
Learning-in-Low-and-Middle-Income-Countries.pdf” 

themselves during the pandemic. 
Another, smaller, group (6%) said 
they contributed towards their 
training, with their school also 
sharing these costs. It is troubling 
that such a sizable proportion of 
teachers had to cover their own 
PD costs, or to contribute towards 
these. This has the potential 
to negatively impact teachers’ 
engagement with their professional 
development, particularly in LMICs. 
These statistics also have particular 
implications for marginalised 
groups of children, their families 
and teachers, where inequitable 
training opportunities can naturally 
exclude these groups.
 
5.3.2  We have seen from answers 
to other survey questions that 42% 
of teachers need to bring their own 
digital devices to school. Looking 
at both of these questions, there is 
a potential trend around teachers 
or their families needing to cover 
work-related expenses. Such 
teachers should be 
commended for 
their commitment to 
their profession and 
to their students. 
This is, however, 
not a sustainable or 
equitable position 
and not a scalable 
way to improve 

24%
said they or their 

families paid for the 
cost of their teacher 

professional 
development 

...there is a potential trend around teachers or their families 
needing to cover work-related expenses. Such teachers 
should be commended for their commitment to their 
profession and to their students. This is, however, not a 
sustainable or equitable position and not a scalable way to 
improve educational standards.

https://documents1.worldbank.org/curated/en/719211603835247448/pdf/Cost-Effective-Approaches-to-Improve-Global-Learning-What-Does-Recent-Evidence-Tell-Us-Are-Smart-Buys-for-Improving-Learning-in-Low-and-Middle-Income-Countries.pdf
https://documents1.worldbank.org/curated/en/719211603835247448/pdf/Cost-Effective-Approaches-to-Improve-Global-Learning-What-Does-Recent-Evidence-Tell-Us-Are-Smart-Buys-for-Improving-Learning-in-Low-and-Middle-Income-Countries.pdf
https://documents1.worldbank.org/curated/en/719211603835247448/pdf/Cost-Effective-Approaches-to-Improve-Global-Learning-What-Does-Recent-Evidence-Tell-Us-Are-Smart-Buys-for-Improving-Learning-in-Low-and-Middle-Income-Countries.pdf


55T4 Education

How teachers responded to the Covid-19 pandemic

You told us that you took part in teacher development or training in the past 
12 months. Who paid for the cost of it? Shown as a %

Other

My family paid the cost

My school and I shared the cost

My school paid the cost

I or my family paid the cost

There was no cost. It was free

2 21 1 21

4 23 3

16 17 16 15 13 11

19 19 23 26 27 22

54 52 51 51 51 56

33

5 57 6 55

Less than 
2 years

3 to 5 
years

6 to 10 
years

11 to 20 
years

21 years to 
30 years

More than 
30 years
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educational standards. We must 
ask why many education systems, 
or many private or NGO/charity 
schools themselves, appear not to 
have taken greater responsibility 
for their teachers’ training and 
development. This was during a 
critical period when school systems 
across the world were placed under 
great strain by the switch to online 
learning during the pandemic. 
Just 15% of teachers said that 
their schools met the cost of their 
training. Education authorities and 
governments have an important 
role here, too. However, 52% of 
teachers said their training was 
free. This demonstrates that 
governments and schools in 
certain contexts have supported 
teachers with training opportunities 
throughout the pandemic. We 
must remember, though, that many 
non-profit bodies and commercial 
organisations, including technology 
companies, offer sophisticated 
suites of free resources and 
training for educators, and that 
public authorities are not the only 
providers.
 
5.3.3  Teachers with greater 
experience were more likely to say 
that they paid for their training 
and development themselves 
during the pandemic. This matches 
previous findings in the survey that 
more experienced teachers made 
greater use of digital resources 
for teaching and learning during 
the year spanning the height of 
global Covid-19 restrictions. Among 
participants who said they or 
their families paid the cost of their 
training and development during 
the previous year, 22% had more 
than 30 years’ teaching experience, 
27% had taught for between 21 and 

30 years and 26% for 11 to 20 years. 
For respondents with between 6 
and 10 years’ teaching experience 
the share was 23%, while for those 
who had taught for 5 years or less 
the proportion dropped to 19%. 

It is reasonable to assume that most 
teachers with substantial classroom 
experience are more likely to 
be better paid than colleagues 
who joined the profession more 
recently, although this will vary 
across contexts and may not apply 
to teachers in remote settings 
who have fewer development 
opportunities. More experienced 
teachers should therefore, in 
general, be better able to afford 
to pay training fees, although 
they may have greater financial 
responsibilities too. It should be 
emphasised, moreover, that the 
question asked whether teachers 
or their families paid for their own 
training costs.
 
5.3.4  Who paid for teachers’ PD 
during the pandemic varied 
considerably according to their 
school type. More than half of 
teachers at low-cost private (57%) 
and government (54%) schools did 
not incur any costs when engaging 
with training. In contrast, 30% of 
religious school teachers had to pay 
themselves. Charity or NGO school 
teachers also incurred low costs: 
47% said their PD was free, 26% said 
their schools covered the cost (the 
most of any school type), and only 
14% reported that they had to cover 
the cost themselves (the least of 
any school type). It is notable, and 
perhaps surprising, that charity and 
NGO schools were more likely to 
pay for the costs of their teachers’ 
PD than private schools (23%).
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5.3.5  Teachers from East Asia & 
Pacific had the highest share of 
respondents who said that their 
PD over the previous year was 
free (58%). We know from other 
survey questions that teachers 
from this region engaged in the 
lowest quantity of training and 
development. Thus we might 
assume that, given training is 
mostly reported as free in this 
region, its teachers are provided 
with free opportunities to engage 
in training but that the amount is 
limited; as such, beyond these free 
opportunities, there may not be 
a culture of teachers finding their 
own PD to engage in within the 
East Asia & Pacific region unless 
they pay for it out of their own 
pockets. The greatest proportion 
of teachers who had to cover their 
own training costs was found in 
Latin America and Caribbean (36%), 
a 19 percentage point difference in 
comparison with East Asia & Pacific 
(17%).
 
Technology used in training
 
5.4.1  Video conferencing tools 
were the most common focus of 
PD for teachers throughout the 
pandemic, with 44% of teachers 
engaging in training on how to 
teach using platforms such as 
Microsoft Teams, Zoom and Skype. 
This reflects the switch to virtual or 
hybrid learning forced upon many 
teachers as many governments 
ordered closures of schools to stop 
the spread of the coronavirus. Most 
other types of training priorities 
were also focused on teaching and 
learning: video resources (32%), 
quiz tools (25%), how to use a virtual 
learning environment (24%), audio 
resources (19%), web resources (17%) 

and school or community learning 
platforms (15%). The prevalence 
of training in how to use video 
tools for teaching and learning 
presents a barrier to equity: video 
conferencing tools are a high-
tech modality, requiring good-
quality bandwidth speeds. These 
are, therefore, less likely to be an 
option for teachers in schools where 
connectivity rates are low.

5.4.2  Messaging and social media 
training were relatively high areas 
of focus for teachers (32%). Training 
in broadcast media was, in contrast, 
the lowest ranked type (14%). The 
lack of training for teachers on 
using broadcast media is a cause 
for concern considering the extent 
to which broadcast media has been 
used over the twelve months of the 
peak of the pandemic globally. It 
may be that the need for training 
here was perceived to be less, if 
broadcast media are being used 
in transmission mode, but there 
are innovative, more interactive 
programmes now available (for 
example Rising on Air).

5.4.3  Teachers of mathematics 
reported lower levels of training 
of all types in comparison with 
teachers of other curriculum 
subjects. (This is consistent 
with their lower rates of using 
technology, as reported earlier.) 
There was, for example, a 5 
percentage point gap when 
looking at video conferencing tools. 
Among maths teachers the average 
subject-specific training rate was 
44%. For teachers of reading, 
writing and literacy, language 
studies, and science the figure was 
49%. Likewise, for training to use 
quiz tools mathematics teachers 

https://www.risingacademies.com/onair
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 MEET THE TEACHER

Abhilasha Singh, Private School, UAE
 

It was the youngest children in her school who Abhilasha 
Singh worried about most when her school switched to 
online-only learning. And yet, it was among the teenage 

pupils that the impact was greatest. Their formal education was delivered well 
virtually, she says, but it was elements of growing up that they missed out on.

“As a principal, I can say we feel very accomplished and didn’t allow any learning 
loss and we took care of our children,” she says, “but I know for a fact that even 
though the subjects and topics were covered, other parts of the learning took a 
back seat.”

Ms Singh, 48, is principal of Shining Star International School in Abu Dhabi in the 
United Arab Emirates, a private school that teaches the Indian curriculum. Many 
of its pupils are the children of Indian expatriates, and some are from Africa and 
elsewhere in the Middle East.

In some ways, she was fortunate. Several teachers at her school had volunteered 
for a virtual programme to teach children at a UNHCR refugee camp in north 
west Kenya with Project Kakuma initiated by Koen Timmers, a finalist for the 
Global Teacher Prize in 2017 and 2018. They thus had experience of preparing pre-
recorded lessons.

“That experience was quite handy so we transitioned very smoothly into the ‘new 
normal’ when the remote instruction happened,” she says.

Before the pandemic she also co-hosted a monthly TweetMeet, a Twitter 
conversation for teachers facilitated by Microsoft Education, where she learned 
about online learning tools. Ms Singh required all her 67 teachers to complete 

reported a figure of 25%, reading, 
writing and literacy teachers 28% 
languages and science teachers 
30%.

5.4.4  The largest variation by 
curriculum subject in types of 
training was for audio resources, 
for which 24% of reading, writing 
and literacy teachers received 
training, 23% of languages teachers, 
19% of science teachers and 17% 
of mathematics teachers. High 

training rates for reading, writing 
and literacy teachers is consistent 
with previous studies focusing on 
audio resources when considering 
the subject content; in these areas, 
much of the curriculum content 
can be translated to an audio 
resource. This is particularly so 
given the importance of developing 
speaking and listening skills for 
those learning languages. An 
EdTech Hub rapid evidence review 
on radio provided similar evidence, 
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training in two of the company’s education programmes.

When schools in Abu Dhabi were instructed in March 2020 to cease face-to-
face teaching and move to online learning, she was asked by the Abu Dhabi 
Education and Knowledge Council how many of her pupils did not have a digital 
device or internet access.

A survey of parents found that, of her 1,100 pupils, 34 could not access online 
learning; the government provided them with Chromebooks, routers and sim 
cards.

“I was mostly worried about the kindergarten children especially when students 
were coming to the school life for the first time: how would they manage online 
learning?”, Ms Singh says.

“The senior students would not switch on their cameras and that was really 
challenging because the non-verbal communication, facial expressions, lighting 
of the eyes, some of these things are the ways that the teacher understands 
whether the child has understood, and how it is going with the class,” she says.

“But when the camera is off, you just don’t know whether the child is there or not 
and how the student is sitting in front of the screen. That kind of learning loss 
has happened, definitely.”
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and it found that subjects which 
can contain more abstract concepts 
(e.g., mathematics and science) are 
more of a challenge to deliver via 
audio-based learning modalities 
such as radio (Damani & Mitchell, 
2020)25. It should further be noted 
that teaching of languages is not a 
core subject and so may not have 
been prioritised for transmission.

6. Technology:  
what teachers want
 
Priorities to address  
learning loss
 
6.1.1  When asked what 
governments should do to address 
any learning loss experienced 
by school children during the 
pandemic, more training was the 
most commonly chosen option. 
Three of the top-five ranked choices 
related to technology-related items. 
There was not, however, a clear 
consensus among teachers on what 
action should be taken. None of the 
12 options were supported by more 
than half of participating teachers 
and support for several of them was 
relatively low.

6.1.2  Supporting teachers’ 
development or training was the 
top priority for government action, 
mentioned by 45% of teachers, 
while 43% said governments should 
support teachers’ wellbeing. Even 

25  https://edtechhub.org/rapid-evidence-review-radio/”

so, one might have expected these 
to be ranked higher by many 
teachers. The most commonly cited 
technology-related priorities were 
to provide training to teachers to 
better integrate technology into 
education (39%), providing more 
materials for marginalised learners 
(38%) and make available internet 
access and digital devices for 
marginalised learners (37%). These 
ranked above more institutional 
or system-level actions such as 
teacher recruitment and revision 
of the curriculum, assessment 
practices and learning outcome 
data. It is interesting that teachers 
ranked technology-related 
items higher than areas such as 
curriculum revision or addressing 
teacher recruitment. There is a 
potential self-selection bias here, 
particularly in relation to the option 
to provide support and training 
for teachers to better integrate 
technology, as teachers with an 
interest in technology may have 
been more likely to participate in 
the survey.

6.1.3  One notably lower score was 
on support for more government 
action to collect learning outcomes 
data to monitor children’s progress 
over the long term, which was 
selected by 24% of teachers. It 
is possible that many teachers 
believe that data on learning 
outcomes is already captured 
effectively. However, there is a 

The most commonly cited technology-related priorities 
were to provide training to teachers to better integrate 
technology into education (39%), providing more materials 
for marginalised learners (38%) and make available internet 
access and digital devices for marginalised learners (37%).
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correlation with answers to other 
elements of the survey that 
showed relatively low proportions 
of teachers used technology to 
assess students’ learning. This at 
first seems puzzling, given the 
scope for technology to be used for 
a variety of forms of assessment, 
including low-stakes multiple-
choice questions. This is especially 
the case for curriculum subjects 
such as mathematics and science, 

for which there are more clear 
right and wrong answers and less 
scope for subjective judgement in 
assessments. The potential value 
of computer-aided assessment 
may not be realised by teachers 
and schools, however. The findings 
may also reflect limits on schools’ 
budgets to pay for such teaching 
and assessment models and the 
infrastructure to support them, 
which requires data handling 

Support teacher 
development/teacher training 45

Support teachers' wellbeing 43

Provide training to teachers 
to better integrate 
technology into education

39

Provide more materials for 
digital teaching and learning 
to schools

38

Provide digital access and 
devices for marginalised 
learners 

37

Promote the teaching 
profession to increase the 
number of teachers

35

Provide more technology for 
individual learning by those 
who need more support

35

Provide support for 
socio-emotional learning 30

Revise curriculum 27

Focus on teacher recruitment 
and retention 24

Collect learning outcomes 
data to monitor progress 24

Cancel exams and replace 
them with regular assessment 
and monitoring

18

What should governments do post COVID-19 to address any loss of learning 
experienced?  Shown as a %
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systems to capture assessment 
responses and report on them. 
Digital assessment systems are 
far more interactive than online 
instruction provision, which 
tends to be unidirectional, and 
as a result are more reliant on 
bespoke technology solutions 
and infrastructure. The findings 
may well also indicate teachers’ 
reluctance for more data to be 
captured that may be used for 
assessing their own performance 
and hence threaten job security. 
Teachers’ unions have often 
objected to such performance 
management measures.

6.1.4  It is encouraging that a 
relatively high proportion of 
teachers (37%) said governments 
should provide digital access 
and devices for marginalised 
students, such as children from 
low-income households, children 
with special educational needs, 
girls (in some countries and 
communities) and children who 
speak minority languages at home. 
This demonstrates understanding 
and demand among a substantial 
proportion of teachers to address 
marginalised learners’ needs. It 
would be interesting to consider 
whether technology could be a 
means of increasing this figure 
further, for instance through greater 
dissemination of information on 
marginalised learners and their 
needs.

6.1.5  The proportion of respondents 
who wanted governments to 
focus on teacher recruitment 
and retention (24%) seems low 
considering the extent of shortages 
of qualified teachers globally. 
The lowest-ranked option was 

cancelling exams and replacing 
them with regular assessment 
and monitoring, which 18% of 
teachers wanted. This is notable 
given prior literature on the value 
of formative assessment. Of course, 
in many countries exams and other 
summative tests were cancelled 
during the pandemic, requiring 
teachers in many instances to 
generate indicative grades and 
supporting evidence for students 
who would otherwise have sat high-
stakes assessments including those 
giving access to selective secondary 
schools and to universities. It 
may be that many teachers are 
averse to replacing exams with 
regular assessments due to the 
potentially higher workload and 
training required. Equally, support 
for high-stakes exams as the fairest 
method of assessing what children 
can do in equal conditions may 
be greater among teachers than 
is often assumed. It should be 
noted, however, that some school 
systems have only high-stakes 
exams and are not really engaging 
in formative assessment as they 
lack the capacity or pedagogical 
approaches to support this. In a 
number of systems teachers are 
also far more involved in exam 
marking and are more involved in 
discussions around the grading of 
individual students, which typically 
is not the case in, for instance, the 
United Kingdom, United States 
and to some degree France with its 
baccalauréat.

6.1.6  Views of what governments 
should do to address learning 
loss among children during 
the pandemic were particularly 
strongly held among teachers 
in schools in towns or suburban 
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areas. For example, when asked if 
governments should do more to 
support teachers’ development, the 
share of participants who agreed 
was teachers in towns (49%), in 
cities (45%) and in rural schools 
(44%). On support for teachers’ 
wellbeing, the share of support 
was suburban teachers (47%), 
metropolitan teachers (44%) and 
urban teachers (41%). When asked if 
governments should train teachers 
to better integrate technology 
into education, 43% of town-based 
teachers agreed compared with 
38% of teachers in both cities and 
rural schools. These findings are 
interesting as the survey typically 
found large differences between 
rural and urban schools on almost 
all other questions, with semi-
dense/town teachers’ responses 
sitting in the middle. Although the 
differences in percentage points 
were not large, the pattern was 
consistent across items in this 
section. It is clear, therefore, that 
teachers at semi-dense and town 
schools have a greater desire for 
government action, particularly 
to support their training and 
wellbeing, to improve technology 
and digital access for marginalised 
learners and to promote the 
teaching profession. 

6.1.7  More experienced teachers 
showed greater demand for 
governments to take certain actions 
in comparison to more recently 
qualified teachers. These included 
revising the school curriculum, 
providing schools with more 
materials for teaching and learning, 
training and support for teachers 
to better integrate technology 
into education and collecting data 
on children’s learning outcomes. 

This correlation demonstrates that 
more teacher experience resulted 
in somewhat more demand on 
governments to address learning 
loss through these types of actions. 
This could be due to a greater 
understanding of the linkages 
between government policy and 
teaching and learning practices, 
and also due to more experienced 
teachers being better able to 
identify where issues exist and their 
impact. 

6.1.8  Another trend was that 
teachers with less than two years’ 
experience reported lower support 
for all options for potential action by 
governments to address learning 
loss experienced by children 
during the pandemic. This group 
consistently recorded outlier 
responses, even in comparison 
with teachers with between 3 and 
5 years’ experience. This indicates 
that there could be a significant 
change in relation to attitudes 
towards government action that 
occurs between these two early 
phases of teachers’ careers. 

6.1.9  There was wide variation in 
responses to teachers in different 
global regions, which broadly 
aligned with respondents’ answers 
on learning loss. This pattern was 
evident across the Sub-Saharan 
Africa, North America, Latin 
America & Caribbean, and East 
Asia & Pacific regions. It would be 
interesting to explore further into 
what it is that prompts teachers 
from these regions to demand 
more action from governments; 
high responses from teachers in 
both Sub-Saharan Africa and North 
America suggest that it may not be 
purely due to resource provision. 
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Factors that could contribute to this 
include a reflection of the actual 
extent of challenges they face, a 
sense of collective responsibility 
to stimulate change, belief that 
governments can enact change 
and other awareness of policy or 
training on certain issues, such as 
the importance of socio-emotional 
learning.

6.1.10  A substantially larger 
proportion of teachers from 
North America chose as their 
priority for action to cancel exams 
and replace them with regular 
assessment and monitoring (42%, 
next ranked region = 20%). It would 
be interesting to understand 
why this is. For instance, to what 
extent are regular assessments 
occurring throughout the different 
regions, and what are teachers’ 
perspectives on them? In responses 
to other survey questions, figures 
for teachers requesting training 
on assessment and monitoring of 
learners was relatively low (23%).

6.1.11  When asked what schools 
themselves should do to help 
children catch up with lost learning, 
teachers’ priorities reflected the 
more self-directed studying 
techniques required of many 
children during the pandemic. Two 
thirds (67%) said schools should 
help students understand how 
they can learn better and develop 
independent learning strategies. 
This was more than twice the 
proportion who wanted a cut in 

class sizes (31%). Half (51%) said they 
should give children more time to 
practice and reflect, rather than 
rely solely on direct instruction. 
Significantly, 46% said schools 
should engage with childrens’ 
families more often, perhaps having 
seen the important role parents 
play in enforcing students’ learning 
when many schools closed their 
premises. Nonetheless, less than 
half of teachers selected this as an 
action point for schools. It would be 
important to understand further 
the reasons behind why more 
teachers didn’t select this option 
(e.g. they believe parent/caregiver 
interaction is sufficient/effective, 
they don’t believe it is an important 
factor to improve, etc.). 

6.1.12  In response to a further 
question on what could support 
teachers’ practice in the coming 
year, the first and second most 
common answers related to 
digital technology. Support in 
developing skills and confidence 
in using digital technologies in 
teaching was top (54%) followed 
by help in teaching remotely (41%). 
Next ranked caring for teachers’ 
mental health and wellbeing 
(39%) and support in developing 
pedagogy and teaching methods 
(38%). All of the above were much 
greater priorities than support in 
developing teachers’ curriculum 
subject knowledge (32%). 

When asked what schools themselves should do to help 
children catch up with lost learning, teachers’ priorities 
reflected the more self-directed studying techniques 
required of many children during the pandemic.
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7. Teachers and the 
pandemic: a reflection
 
7.1.1 So how do teachers look 
back upon their own responses 
to the once-in-a-generation 
challenge of a global pandemic? 
More importantly, how did their 
experiences impact on their 
vocation as teachers? Here, the 
findings are clear and heartening. 
Teachers were asked what the 
impact had been on the quality 
of their teaching: 86% said the 
experience made them a better 
teacher; just 4% said it made them 
worse and 10% thought it had no 
impact. This is remarkable given the 
multiple challenges of transferring 
at short notice to what for most 
were entirely new modes of 
instruction and given the difficulties 
faced by children in many 
schools of achieving high-quality 
online connectivity and access 
to digital devices. It is, however, 
consistent with teachers’ reports 
of their high rates of engagement 
with professional development 
during this period. It would be 
interesting to delve further into 
this and understand what aspects 
of teaching respondents feel 
have improved and why; e.g., do 
teachers feel that their use of 
technology improved? Their lesson 
planning and assessment? The 
quality of their engagement with 
parents? Furthermore, it would be 

interesting to understand what the 
response to this question would 
be in normal times. This would test 
whether teachers always feel they 
have improved after another year in 
the job.

7.1.2 This came at a cost to teachers 
themselves. Asked to describe what 
happened to their own physical, 
mental and emotional wellbeing 
since the pandemic started, 39% 
said that their wellbeing had 
suffered. A further 36% reported 
that their wellbeing was about 
the same and only 25% said it had 
improved. The fact that almost four 
in 10 teachers said their wellbeing 
has suffered over the past year is 
worrying and calls for more support 
for teachers in this area, as they 
themselves have called for. It would 
be very interesting to understand 
the contributing factors behind 
why teachers’ wellbeing improved, 
particularly around how technology 
played a role. It is equally important 
to understand the factors behind 
why teachers’ wellbeing suffered, to 
what extent, and how they can be 
better supported. Approaching this 
with the view that the pandemic 
generally has been detrimental to 
people’s wellbeing and physical/
mental health, the results could 
be viewed positively, in that 61% 
of teachers reported either an 
improvement or no negative 
impact. This could imply that 
schools, districts, governments or 

Here, the findings are clear and heartening. Teachers were 
asked what the impact had been on the quality of their 
teaching: 86% said the experience made them a better 
teacher; just 4% said it made them worse and 10% thought 
it had no impact. 
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their colleagues were quite effective 
in their support to teachers. 
 
7.1.3 Another key question was one 
that asked participants about their 
attitudes to teaching since the 
pandemic started. This found that 
half (50%) were more enthusiastic 
about their vocation and fewer than 
a quarter (22%) less enthusiastic. 
Slightly more than a quarter said 
they felt about the same. That 
half of the respondents felt more 
enthusiastic about teaching is 
another positive response from 
teachers as school systems move on 
from the pandemic. The response 
was broadly similar among teachers 
with different levels of classroom 
experience, with only slightly 
higher rates of enthusiasm among 
those who had been teaching for 
between 6 and 20 years (52%). It is 
important to note that enthusiasm 
was also high among the least 
experienced teachers: among those 
who had taught for between 3 and 
5 years the figure was 49% and for 
those with less than 2 years it was 
48%. Again this is encouraging, 
given that newer teachers with less 
skill and confidence in the craft of 
teaching clearly encouraged more 
challenges in the pivot to digital 
learning.  

7.1.4  Understanding the reasons 
behind the increased enthusiasm 
would be a fruitful exercise, and 
could help to address broader 
issues of motivation among 
teachers. Similarly, understanding 
the factors behind why almost a 
quarter responded that they were 
less enthusiastic, and working 
to address these, is important. 
We should note that there may 
be a potential bias here in that 
a volunteer sample could imply 
participant teachers are more 
engaged in their profession in the 
first place, and therefore introduce 
possible sampling bias. Even so, 
it chimes with the overarching 
theme of the survey: that during 
the pandemic as schools shut down 
and switched to remote learning, 
the teaching profession across the 
world stepped up to the challenge, 
led by the most experienced 
teachers. They turned to technology 
and engaged with new digital tools 
and pedagogies. They enhanced 
their skills with high amounts of 
professional development. They 
reached out to their students and 
parents in new and imaginative 
ways. Most teachers felt they 
developed as professionals over 
the year. And many are even more 
committed to teaching as a result.

...the teaching profession across the world stepped up to 
the challenge, led by the most experienced teachers. They 
turned to technology and engaged with new digital tools 
and pedagogies. They enhanced their skills with high 
amounts of professional development. They reached out to 
their students and parents in new and imaginative ways. 
Most teachers felt they developed as professionals over the 
year. And many are even more committed to teaching as a 
result.
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Country 
Reports

India Nigeria Philippines United Arab 
Emirates
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India was notable for the severity 
of Covid-19 pandemic in the 
country, with the second highest 
number of confirmed cases in 
the world after the United States. 
India experienced a second wave 
of infections in March 2021 with 
shortages of vaccines, hospital 
beds, oxygen and medicines in 
many parts of the country. This 
was shortly before the survey took 
place. However, almost two thirds 
of Indian teachers (64%) reported 
that all students had continued 
to progress in their learning in the 
previous year, significantly higher 
than the global average (50%).

More than one in five (22%) 
teachers in India said that girls had 
experienced more learning loss 
than boys during the previous year, 
which was 14 percentage points 
higher than the global average 
reported by all teachers (12%).  An 
even higher proportion (25%) said 
that parents had prioritised boys’ 
learning over that of girls during the 
pandemic, much higher than the 
average elsewhere (14%).

These figures are concerning 
and should prompt debate and 
reflection in India about why girls’ 
education was perceived to be 
given lower priority than that of 
boys by almost one third of families. 
Learning loss among other groups 
of children observed by their 
teachers were generally lower than 
or in line with global averages, such 

as among students whose parents 
were unable to support them in 
their lessons outside school (32%), 
children with low prior levels of 
attainment (18%) from an unstable 
home background (22%). Nor 
did children from the financially 
poorest households experience 
disproportionate learning loss (45%). 
India stands out, therefore, on the 
issue of girls’ education, which is a 
fundamental issue of equity and, 
indeed, of human rights.

Asked what their school should do 
to help children catch up with lost 
learning post Covid-19, almost one 
in five (19%) said more hours should 
be added to the school day or other 
ways found to increase teaching 
time. This is higher than the 
average responses from teachers 
worldwide who supported this 
option (15%) and reflects well on the 
commitment of teachers in India, 
given that this would lengthen their 
own school day, too.

The large number of teachers in 
India who participated in the survey 
(n=3,067) adds particular value and 
interest to these findings. 

India

Nor did children from the 
financially poorest households 
experience disproportionate 
learning loss (45%).
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Three in five (60%) of teachers in 
Nigeria reported that their school 
does not have internet access. This 
is deeply concerning, given that 
the average for all respondents to 
the survey was slightly above one 
in five (22%). A much greater share 
of Nigerian teachers said they had 
internet access at their own home 
(62%), but this balance is not the 
basis for a stable or successful 
school system. When asked what 
factors limited their school’s 
capacity to provide a high-quality 
education during the pandemic, 
50% said insufficient internet access 
impacted a lot, 13% quite a bit and 
22% to some extent.

In a similar vein, more than a 
quarter (26%) said their school 
does not have any digital devices 
and almost as many (23%) said 
just one computer, laptop or 
tablet was available for their 
entire school. Another troubling 
statistic was that 8% of Nigerian 
teachers said that their school 
has digital devices available but 
none of them are working. This 
illustrates that governments and 
regional education authorities, and 
indeed non-profit organisations, 
that offer to supply or monitor the 
availability of technology hardware 
in schools must take account of the 
quality of schools’ existing stock of 
devices and plan for their regular 
replacement.

One third of Nigerian teachers (33%) 
said that they or their families paid 
for their training or professional 
development during the pandemic, 
which was significantly higher 
than for most teachers globally 
(21%) Nigerian teachers were much 
less likely than teachers globally 
to use digital resources in the 
year spanning the peak of the 
pandemic: half as many used digital 
resources most days to assign 
learning tasks to children (24% v. 
42%), fewer explored new teaching 
methods online (37% v. 44%) and 
far fewer used technology to design 
teaching and learning tasks.

When asked what factors hindered 
their school’s capacity to provide 
high-quality education, a shortage 
of qualified teachers was a 
commonly-held concern: 19% of 
teachers in Nigeria said this held 
their school back a lot, 18% quite a 
bit and 43% to some extent. A total 
of 549 Nigerian teachers took part 
in the survey.
 

Nigeria

...half as many used digital 
resources most days to assign 
learning tasks to children...
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The Philippines is unusual in that 
more respondents to the survey 
said their school has internet 
access (76%) than the proportion 
of teachers who can access 
the internet at home (65%). For 
most teachers elsewhere, this 
pattern was reversed. Even so, a 
very high share of teachers said 
that insufficient internet access 
hindered their school’s capacity 
to provide high quality learning a 
lot (45%) or quite a bit (29%). This 
suggests that, even when schools 
have connectivity, it is often of poor 
quality.

More than two thirds of teachers 
(67%) said they had to bring 
their own device with them to 
school, much higher than the 
global average (42%). There was a 
higher degree of concern among 
teachers in the country than the 
global average about shortages 
or inadequacies of technology for 
instruction available to them  
(38% v. 29%).

Teachers in the Philippines were 
much more likely to use technology 
for basic educational applications: 
22% taught classes online (almost 
half the global average), while 87% 
made printed copies of digital 
resources to share with children. In 
general Filipino teachers reported 
lower scores than the global 
average for engaging most days 
with digital resources, for example 
to create lesson plans (37% v, 47%), 

find instructional materials  
(44% v. 53%), to explore new 
teaching methods (37% v. 44%) 
and, in particular, to assign learning 
tasks (29% v. 42%).

They were significantly more likely 
to contact their students through 
messaging services: 70% said 
they did so during the pandemic, 
7 percentage points above the 
average for teachers worldwide. 
However, it is important to note that 
teachers in the Philippines reported 
lower levels of concern over 
learning loss among their students 
than respondents generally, 
suggesting that their response 
to the pandemic appeared to be 
effective.  

The number of responses to 
the survey from teachers in the 
Philippines (n=7,289) was the 
greatest of any country, giving 
a high level of confidence to 
these findings. These also offer 
educational researchers further 
opportunity to use the data for 
additional and more specific 
country-level exploration into the 
items covered.

Philippines

This suggests that,  
even when schools have 
connectivity, it is often of 
poor quality.
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Access to the internet is near-
universal in schools in the United 
Arab Emirates: 99% of teachers 
reported that their school has 
connectivity. A caveat, however, 
is that almost one third of 
teachers (32%) and an even higher 
proportion of school children (37%) 
had to bring their own device to 
school. This latter figure is twice 
the global average (16%) and raises 
fundamental questions about 
equality.

Nonetheless, teachers in UAE were 
able to use the more sophisticated 
platforms and tools to teach during 
school lockdowns. A very high 
proportion (83%) taught classes 
online during the pandemic, which 
was among the more interactive 
and potentially engaging forms of 
remote teaching, and almost two 
thirds (64%) taught hybrid lessons 
online and face-to-face at the same 
time.

Almost three quarters (74%) used 
a school learning platform to share 
lessons and allocate learning tasks, 
while almost half (49%) recorded 
instructional videos and four in ten 
(43%) made audio recordings to 
share with children in their classes. 
UAE teachers were far more likely 
to say they used technology for 
teaching and learning daily or most 
days: 83% used digital resources 
to create lesson plans every day or 
most days, 84% to find instructional 
materials, 79% to assign learning 

tasks, 76% to provide feedback to 
students, 69% used online tools or 
computer-based testing to assess 
students’ learning. 

Almost half (47%) said they shared 
lessons and tasks with children via 
email and just 15% of UAE teachers 
said they printed out copies of 
digital resources to share with their 
students, compared with around 
half of teachers worldwide.

It is noticeable, too, that the 
United Arab Emirates had a high 
share of teachers who took part 
in professional development or 
training (91%) in the year spanning 
the peak of the pandemic. Fewer 
said they or their families paid the 
cost (16%) and more said the cost of 
their professional development was 
met by their school (28%). However, 
almost two in five (38%) said 
teachers should be allowed greater 
freedom in lessons, compared with 
a global average of 30%.

Asked whether all students 
continued to progress their learning 
during the pandemic, more 
than three quarters (77%) of UAE 
teachers agreed. There were 1,035 
participants from UAE. 

United Arab 
Emirates

However, almost two in five  
(38%) said teachers should be 
allowed greater freedom in 
lessons, compared with a global 
average of 30%.
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9.1.1  The findings of this large 
survey of teachers from across the 
world present practitioners and 
policy-makers in education with 
a paradox. While most children 
continued to learn during the 
pandemic, their experiences varied 
to an unacceptable degree. The 
pattern and degree of learning 
loss experienced among millions 
of children from when schools 
closed or their education was 
disrupted is real and urgent. And 
yet, the upskilling of the teaching 
profession worldwide offers an 
immense opportunity, as does 
the rekindling of commitment 
and enthusiasm for their craft 
that so many teachers described. 
Teachers, particularly those with 
the longest experience in the 
classroom, learned new digital 
skills, adapted their pedagogies and 
invested hugely in their professional 
development by engaging in 
significantly above-trend amounts 
of training during the year 2020-21, 
spanning the pandemic. Almost a 
quarter paid from their own salaries 
or drew on their families’ resources 
to do so.

9.1.2  The answer to this paradox 
is equally apparent. Nothing can 
replace the synergy, the spark, 
the special relationships forged 
by face-to-face teaching in the 
classroom. And yet, technology 

holds the potential to be a great 
leveller in education when 
systemic considerations around 
equity, access and inclusion are 
forefronted. Technology can 
supplement and enhance in-
person teaching with interactive 
lessons, personalised learning 
and assessment for children with 
specific needs, from the most 
disadvantaged to the most able. It 
offers fast and efficient sharing of 
classroom craft among teachers 
worldwide. And it can connect 
teachers and children in remote 
or marginalised locations and 
communities. Children who are 
absent from school need not miss 
their lessons. It is just as likely, 
perhaps much more so, that 
the digital divide that has been 
exacerbated during the experience 
of remote learning during the 
Covid-19 global emergency, and 
is chronicled by this survey, could 
widen educational inequality still 
further. More than one third (37%) 
of teachers want governments 
to provide digital access and 
devices to children from low 
socio-economic status groups, 
children with special educational 
needs and other groups with 
higher needs; their call should be 
heeded. Rapid action is needed, 
by the international community, 
governments, education authorities 
and schools, to narrow and if 

Teachers, particularly those with the longest experience 
in the classroom, learned new digital skills, adapted their 
pedagogies and invested hugely in their professional 
development by engaging in significantly above-trend 
amounts of training during the year 2020-21, spanning the 
pandemic. Almost a quarter paid from their own salaries or 
drew on their families’ resources to do so.
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possible close this digital divide 
and harness the goodwill and new-
found skills of teachers.

9.1.3  The importance to children’s 
learning of equitable access to 
the internet and to digital devices 
must be taken far more seriously 
by the international community. 
Connectivity is not a silver bullet. 
Nor is technology hardware. 
Ensuring that educational content 
is accessible online or offline is 
crucial. Blended modes of learning 
are key, given the huge amount 
of investment in infrastructure 
required to enhance internet 
connectivity, particularly in LMICs 
and rural and remote areas within 
these. This means developing 
educational resources that can 
be accessed through multiple 
modalities, channels and means 
(online or offline, through low-tech 
and high-tech options). That said, 
equitable access to the internet is 
a key building block in narrowing 
educational inequalities. The United 
Nations Sustainable Development 
Goals make only passing reference 
to this: SDG 4.1 (to ensure that 
all girls and boys complete free, 
equitable and quality primary and 
secondary education leading to 
relevant and effective learning 
outcomes by 2030) defines basic 
school infrastructure as access 
to drinking water, handwashing 
facilities and electricity. Its most 

recent progress report to the 
Secretary General (July 2021) made 
a single reference to ‘availability 
of internet and computers for 
pedagogical purposes in schools’ 
being low. This issue must be given 
higher priority. 

9.1.4  It is very clear that teachers 
and their students need better 
access to technology. That 
means both internet access of 
high enough quality to facilitate 
the streaming of live online 
lessons when required and more 
digital devices: laptops, tablets, 
even smartphones. It is simply 
unsustainable for 42% of teachers 
across the world to bring their 
own devices to school to support 
their students’ learning because 
so few children would otherwise 
not be able to watch educational 
videos, access learning resources 
or develop technology skills that 
will be ever-more important in the 
economy of the future. While the 
circumstances of the pandemic 
were an extreme event, technology 
in schools is no longer a ‘nice to 
have’ element but is integral to a 
high-standard, rounded education. 
This means substantial new 
investment in technology at all 
levels: in connectivity, in devices and 
in software. It is time to investigate 
bold ideas such as free internet 
access for schools and a credible 
plan to connect tens of thousands 

While the circumstances of the pandemic were an  
extreme event, technology in schools is no longer a ‘nice to 
have’ element but is integral to a high-standard, rounded 
education. This means substantial new investment in 
technology at all levels: in connectivity, in devices and in 
software.
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more schools to the internet every 
year. Technology companies and 
telephone and mobile network 
providers should step up here, 
alongside international bodies and 
governments. 

9.1.5  Reversing the digital divide 
also means changes to the way 
in which schools and teachers 
operate. There are, for instance, 
questions to ask about why 
computer-based assessments 
were not routinely used more 
widely by teachers during the 
pandemic. Regular assessment is 
integral to effective learning and 
digital resources can facilitate this 
well. Training, supervision and 
support for newly qualified and less 
experienced teachers should be 
examined to find out why teachers 
with less classroom experience 
were significantly less likely to teach 
lessons online especially using 
video conferencing tools, school 
virtual learning environments, or 
to engage in technology-related 
training. Teachers of mathematics, 
and the mathematics community 
at large, should be asking why 
their subject appears to be out of 
step with other curriculum areas 
in engaging with online learning, 
digital education tools and training 
in technology. 

9.1.6 Schools and education 
authorities should urgently 
be reviewing and enhancing 
safeguarding rules and online 
safety training for ways in which 
teachers use technology to 
communicate with children using 
direct messaging channels such 
as SMS and WhatsApp, given the 
clear risks of their misuse or of 
false allegations.  The wide use 

of such communication tools 
may have been a byproduct of 
a lack of basic IT infrastructure 
that allows for teacher to student/
parent communication in a more 
controlled environment (i.e. 
email within a productivity suite 
such as Office 365/GSuite or a 
messaging via a dedicated learning 
platform).  The specific nature of 
the pandemic probably resulted in 
teachers seeking to communicate 
with students by whatever means 
was available, but school leaders 
and education authorities should 
be reviewing all factors to ensure 
a more suitable communications 
infrastructure is in place moving 
forward.  

9.1.7  Schools and education 
systems should also invest in their 
teachers. From survey responses, 
we know that there is variety 
in the usage of and training for 
technology across teachers with 
different levels of experience. 
Schools need to work with teachers 
to understand how they can 
effectively support and better 
design training to help them 
engage with digital resources for 
teaching and learning. Most of all, 
however, school systems should 
value teaching experience. The 
survey evidence of how teachers 
who were more advanced in their 
careers dealt best with the pivot to 
online learning reinforces the fact 
that there really is no substitute 
for a workforce of experienced, 
confident, committed teachers. This 
is a core asset to any school system 
and approaches to professional 
development, career advancement, 
pay and retention should reflect 
this.
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9.1.8  Among the most troublesome 
data to emerge from the survey 
relates to the poor availability 
and use of technology in low-
cost private schools. The evidence 
base for impact of these schools 
is inconclusive.  Some previous 
studies have suggested that low-
cost private schools perform at 
least as well as government-funded 
schools in some LMICs  while 
operating on significantly smaller 
budgets. Several such reports, 
however, relied on self-reporting. 
Other analyses have suggested 
the opposite, although again the 
data is inconclusive. More research 
is therefore needed to understand 
the dynamics of low-cost private 
schools and how they can be 
supported to enhance teaching and 
learning for all. 

9.1.9 If we accept that technology 
has an integral role to play in 
enhancing children’s education 
and, when used well, in broadening 
their opportunities, we must 
consider how schools, and 
education systems more broadly, 
will meet certain unavoidable 
baseline costs associated with its 
infrastructure. In this survey low-
cost private schools repeatedly 
ranked lowest on most items in 
relation to access, deployment, 
training and safeguarding children 
and teachers. This is a worrying 
picture and raises the question 
of what added value, if any, such 
schools offer in comparison to 

government schools. A high 
number must improve the modes 
of instruction they offer and have 
often neglected the contexts in 
which they work. The survey shows 
that a high proportion of charity/
NGO schools are addressing the 
challenges they face much more 
effectively. There is a case for an 
independent evaluation of the 
quality of education offered by 
low-cost private schools in low 
and middle-income countries, 
with a focus on how they use 
technology for learning. This should 
be conducted by a credible, non-
partisan organisation. Such an 
exercise should consider whether 
the trade-off between these 
schools’ model of driving down 
costs to achieve ultra-low fees is, 
or is not, producing an acceptable 
standard of education. 

9.1.10  If the pandemic has taught 
us one thing about education, it is 
the immense opportunity offered 
by technology to guarantee and 
enhance the uninterrupted learning 
of school children across the world, 
even during a prolonged period 
of global crisis. This opportunity to 
supplement and enrich education 
will only grow as more sophisticated 
digital tools for learning are 
developed and teachers become 
more confident and skilled at 
using them. This opportunity 
must be seized. The pandemic has 
also taught us that access to and 
use of technology for education 

If the pandemic has taught us one thing about education, 
it is the immense opportunity offered by technology to 
guarantee and enhance the uninterrupted learning of 
school children across the world, even during a prolonged 
period of global crisis. 



77T4 Education

How teachers responded to the Covid-19 pandemic

has the potential to widen social 
divides and further marginalise 
disadvantaged groups of children. 
It is fundamental that any decision-
making process around technology 
in education is rooted in enhancing 
equitable outcomes. The potential 
that technology offers must be 
spread as widely and equitably as 
possible among children and young 
people, whoever they are and 
wherever they are.
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1. Digital access

The international community should give higher priority 
to seeking more equitable access to the internet to 
support children’s education. Education actors, including 

governments, must work with technology and telecommunications 
providers to consider bold ideas such as free connectivity for schools. 
We recognise, however, that in countries where electricity supply is a 
challenge, its provision should take priority. 

We need the systematic and regular collection of data on schools’ access 
to the internet in each country, with a simple grading system for the 
quality of their bandwidth or mobile network coverage, using a globally 
accepted method. This should be overseen by an international body.

It is shocking that 42% of teachers bring their own digital device to school 
for work purposes. Providing access to technology devices and resources 
for teachers and children in disadvantaged groups must be a priority, 
accompanied by a better understanding of how technology can be most 
effectively deployed to reduce the digital divide. 

2. Valuing teachers’ experience

The leadership role played by experienced classroom 
teachers illustrates their critical importance to school 

systems. Governments and education authorities should re-evaluate 
strategies to retain and support experienced teachers, including 
enhanced salary scales and other forms of increasing motivation.

3. Technology and assessment

The use of technology for regular formative assessment by 
teachers as well as for periodic formative testing is under-
utilised and its development should be a priority for the 

education community and technology companies, including bespoke 
models for school systems with large class sizes and that use whole-class 
teaching.

Summary of 
recommendations
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4. Mathematics teaching  
and technology

A representative body for teachers of mathematics should 
investigate engagement with digital teaching tools among 

maths teachers including their access to and take-up of subject-specific 
teacher professional development and identify potential barriers to 
technology use for the benefit of children’s education worldwide. 

5. Teachers’ professional development

More focus on using digital resources should be given in 
teachers’ professional development with an emphasis on how 
these can support the context in which teachers are working, 

including in using digital learning platforms where appropriate.

Schools, regional authorities or governments should investigate ways 
to use technology to bring teachers together for more interactive 
and reflective professional development including semi-structured 
interactions in communities of practice.

6. Safeguarding

Schools should have robust safeguarding arrangements 
whenever digital communications are used by teachers 
to contact students, especially direct messaging services. 

Regular training and support in staying safe online must be offered. 
Authorities must support schools and ensure these are in place, to protect 
children and teachers. 

7. Low-cost private schools

A credible, non-partisan organisation should conduct an 
independent evaluation of how technology is used for 

learning in low-cost private schools in low and middle-income countries. 
This should compare outcomes for children with those of government-
funded schools in similar settings and contexts.
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Appendix
 
Survey questions 

About you.

During the last 12 months, did you work as a school teacher?

What best describes your gender? Select one answer. 

Select where you teach. 

Do you have any long-standing illness, disability or infirmity? (Long-
standing means anything that has troubled you over a period of time or 
that is likely to affect you over a period of time)? 

How many years of school teaching experience do you have? 

What is the highest qualification for teaching you have received? 

About your school. 

What type of area is your school located in? Select one answer. 

What type of school do you teach at? 

Select your school’s main curriculum 

Describe the infrastructure usually available in your school 

Which of the following best describes the digital devices usually available 
in your school? Select all answers that apply to you 

About your learners. 

What age are the learners you are teaching this year? Select all answers 
that apply to you. 

If you are teaching at a secondary school or tertiary college/university, 
what subject(s) do you teach? Select all answers that apply to you. 

Overall, how would you describe the socio-economic status of the learners 
at your school? Select all answers that apply to your school. 
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Teaching during the COVID-19 pandemic. 

What happened to your school during the COVID-19 pandemic? 

You said that your school was closed during lockdowns. Were teachers 
able to undertake remote learning in those times? Select one answer. 

Did you do any of the following in the COVID-19 pandemic? 

During the last 12 months, how often did you do the following activities? 

Did your school encourage you to use any digital resources for lesson 
planning and teaching? Yes No

Which digital resources did your school encourage you to use? 

Overall, how useful was the Virtual Learning Environment/LMS to your 
teaching? 

•	 Overall, how useful was the School or community interactive platform 
to your teaching? 

•	 Overall, how useful was the video conferencing tool to your teaching? 
•	 Overall, how useful were the digital textbooks to your teaching? 
•	 Overall, how useful were the quiz tools to your teaching? 
•	 Overall, how useful were the video resources to your teaching? 
•	 Overall, how useful were the audio resources to your teaching? 
•	 Overall, how useful were the web resources to your teaching? 
•	 Overall, how useful was messaging and social media to your teaching? 
•	 Overall, how useful was broadcast radio to your teaching? 
•	 Overall, how useful was broadcast TV to your teaching? 
•	 Overall, how useful were the other digital resources used to your 

teaching? 

Current teaching challenges. 

To what extent is this school’s capacity to provide quality instruction 
currently hindered by any of the following issues? Select one answer per 
row. 
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Learning loss and teaching post COVID-19. 

What are your experiences with learners in your class(es)? 
a.  You told us that some or none of your students have progressed their 
learning (or you didn’t know). Have any of these things been affected? 
b.  Have you noticed anything else has been affected as a result of your 
students not being able to progress their learning during this time? 

If your school reopened following closures for the COVID-19 pandemic, 
which of the following has taken place? Select all answers that apply to 
you. 

Have any of these groups of learners experienced more learning loss than 
other students? 

In your experience over the past 12 months, are any of these true? 

Have you noticed any other groups of learners who have had a poorer 
quality or reduced learning experience compared to others? 

What should your school do post COVID-19 in teaching, pedagogies or 
structurally to help learners to catch up? Select all answers that apply. 

What should governments do post-COVID-19 to address any loss of 
learning experienced? 

Your professional learning. 

During the past 12 months did you take part in any form of teacher 
professional development or training (organised or self-initiated)?     

a.  You told us that you took part in teacher development or training in the 
past 12 months. Who paid for the cost of it? 

b.  You told us that you took part in teacher development or training in the 
past 12 months. What did it focus on? 

c.  You told us that the focus of your professional development or training 
was the use of technology tools and resources for online teaching. What 
kind of tools or resources did you learn about? 

Think back across the (organised or self-initiated) professional 
development or training you experienced over the last 12 months (on any 
topic). Overall to what extent did your practice change as a result? 

How much time in total was spent on your professional development or 
training over the last 12 months? Add up the actual time you spent and 
answer in whole days. 
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An extensive global platform might be developed over the coming year 
where teachers can share classroom practices with others outside their 
regions. Would you consider using this to share teaching resources and 
lesson plans that you have created yourself?” 

Which is NOT the type of school you teach at?

Your needs as a teacher. 

Which of the following areas could support your teaching in the next 12 
months? Select up to five (5) answers maximum. 

What further support could help you in the next 12 months? 

Do you need more access to software or other (non-hardware) digital 
resources for the following tasks? Select one answer per row. 
The COVID-19 pandemic and the teaching profession. 

Which of these statements best describes the quality of your teaching 
during the COVID-19 pandemic? Select one answer. 

How do you feel about teaching since the pandemic started? 

a.  You told us you were more enthusiastic about teaching now. Why? 

b.  You told us you were less enthusiastic about teaching now.  Why? 

How would you describe the level of respect/esteem that parents/
caregivers have for teachers since the pandemic started? Select one 
answer. 

How would you describe what has happened to your physical, mental and 
emotional wellbeing since the pandemic started? Select one answer. 

Which of these statements best describes your current plans in the 
teaching profession? 

How likely are you to recommend teaching to friends, family or others? 
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About T4 Education
T4 is a global organization committed to providing 
engaging tools, initiatives and events for teachers to 
improve education.  We believe in community strength 
and the network effects that come from bringing 
teachers and schools together. We want to shine a 
spotlight on the great work we see happening in 
classrooms worldwide. 

About EdTech Hub
EdTech Hub is a global non-profit research partnership. 
Its goal is to empower people by giving them the 
evidence they need to make decisions about technology 
in education
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