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Abstract: The present study examined parents’ and teachers’ perceptions of student learning in
Spanish–English Dual Language Education (DLE) programs during the COVID-19 pandemic. The
participants included 72 parents of students from kindergarten to second grade and eight teachers
in two schools in the southeastern U.S. Parents retrospectively reported their perceptions of their
children’s instruction and learning experiences in English and Spanish during the 2020–2021 school
year. Teachers reported if their students had opportunities to practice oral bilingual skills and their
perception of students’ improvement in English and Spanish skills. Parents reported that there were
more opportunities to practice English than there were to practice Spanish. Teachers reported that
remote instruction offered fewer opportunities than hybrid instruction did to practice oral language
skills. Overall, the teachers agreed that students’ language skills in English and Spanish improved.
Similarly, the parents agreed that students’ language skills improved; however, they reported that
their English skills improved more than their Spanish skills did. Student and family background
factors, such as language fluency and parental education, were negatively associated with barriers to
remote access. Implications for future research and suggestions for supporting students attending
DLE programs during remote instruction are offered.

Keywords: dual language education; COVID-19; remote instruction; bilingual education; elementary
school; two-way immersion (TWI)

1. Introduction

The National Center for Education Statistics [1] reported that the number of
students classified as English learners (ELs) in US schools increased between fall 2010
(4.5 million students; 9.2%) and fall 2019 (5.1 million students; 10.4%). The National Edu-
cation Association [2] reported that ELs are the fastest-growing population in the United
States, and continued growth is expected, with 25% of school-aged children projected to be
ELs by 2025. ELs speak a wide variety of languages, including Spanish, Arabic, Chinese,
Vietnamese, and Hmong, among other languages. However, most ELs come from Latine
Spanish-speaking homes (3.9 million students; 75.7%) [3]. (We use the term “Latine” as a
gender-inclusive term to refer to people of Latin American descent in the United States.)
As the number of ELs continues to rise, so does the need to serve this diverse group of
students representing various languages, cultures, ethnicities, and nationalities. ELs are
disproportionately more likely to be children of color and grow up in low-income house-
holds [4]. Evidence from research in the last two decades has established that the use
of bilingual children’s home language in instruction is associated with more significant
improvements in language, literacy and overall achievement outcomes when compared to
ELs experiencing English-only instruction without support for their home language [5–8].
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2. Literature Review
2.1. Dual Language Education Instruction

There is consensus in the field that Dual Language Education (DLE) programming
benefits EL students. In 2021, it was estimated that 3000 K-12 dual language immersion pro-
grams exist across the United States, serving approximately 5 million ELs [9]. Accordingly,
Dual Language Education (DLE) has gained attention in the last decade. DLE programs
utilize a dual immersion approach that provides instructions in both English and a part-
ner language. There are two types of DLE programs: one-way dual language programs
and two-way dual language programs [7]. One-way programs primarily serve students
from one home language group (e.g., students learning English and their home language).
On the other hand, two-way programs serve EL students and those already proficient
in English as their first language. Two-way DLE programs follow either a 50/50 model
(50% instruction in the partner language and 50% instruction in English) or a 90/10 model
(90% instruction in the partner language and 10% instruction in English, transitioning to a
50/50 allocation as students progress through the grades). Depending on the DLE model,
some students will have two teachers, one for English instruction and one for instruction
in the partner language. In contrast, other models will have one bilingual teacher who
splits the language allocation throughout the day or alternates the instructional language
by day. Ultimately, which model to implement depends on students’ needs, the language
proficiency of available teachers and staff, parent and community preferences, and the avail-
ability of instructional materials in the partner language [10]. DLE programs are considered
to be additive and enriching as they provide opportunities for ELs to acquire English while
continuing to develop the partner language [11]. For example, a random assignment study
in Portland has shown that ELs assigned to kindergarten immersion classrooms outperform
their peers assigned to English-only classrooms on state accountability tests in reading by
the fifth grade [12].

2.2. DLE Programs and the COVID-19 Pandemic

Due to the unprecedented COVID-19 pandemic in the spring of 2020, seven out of ten
schools in the United States closed their doors to in-person learning [1]. During this period,
77% of schools reported moving their instruction to an online platform, while the schools
that remained open moved to a hybrid or blended learning model where students received
some instruction remotely and some instruction in-person [1]. The pandemic abruptly
disrupted children’s family dynamics and learning experiences at school for all children
and exacerbated opportunity gap among families from low-income households [13,14].
As schools physically closed and K-12 education became virtual during the pandemic,
homeschooling and having limited access to devices and the internet intensified ELs’ chal-
lenges [15,16]. Moreover, according to a U.S. national survey of elementary and secondary
public-school teachers in 2021, teachers doing remote instruction with a higher number
of ELs in their classrooms reported significantly more obstacles, including inconsistent
attendance, difficulties in understanding lessons and completing class work, and difficulties
in receiving support at home or their place of study compared to teachers with fewer ELs in
their classrooms [17]. Although most school districts moved quickly to provide continuity
in education by moving instruction to a remote platform, DLE programs faced additional
challenges as they needed infrastructure for online bilingual education and online materials
in the partner language in addition to English [18]. During the pandemic, parents were the
principal facilitators of their children’s remote experiences, which can be overwhelming,
especially when parents are not fluent in the partner language and when there are cultural
differences between home and school [19].
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3. The Current Study

In this study, we examined three aspects of DLE teacher and student experiences
during the 2020–2021 school year: (1) DLE teaching and learning opportunities and experi-
ences, (2) perceived improvements in students’ bilingual skills, and (3) factors related to
students’ learning experiences and skill improvement. The current study addressed three
research questions:

• RQ1: To what extent did teachers and parents perceive that student instructional
opportunities varied during remote vs. hybrid instruction? We expected that teach-
ers would report more use of both languages in hybrid instruction than in remote
instruction. For the parents, we expected most to agree that their child had more
opportunities to speak in English than Spanish during remote instruction.

• RQ2: To what extent did parents and teachers believe that the students’ English and
Spanish skills improved? For this question, we expected both parents and teachers to
perceive more improvement in the students’ English versus Spanish skills. Also, we
expected that teachers would report more improvement in their students’ English and
Spanish skills compared to parents.

• RQ3: To what extent were student learning experiences and skill improvement associ-
ated with technology barriers and student and family background factors? While we
expected that, overall, most would agree that their child fully participated in remote
instruction, we expected greater technology barriers to accessing remote instruction
to be reported by the parents of Latine students given prior research showing that
Latine students have less access to and less frequent use of computers and technology
compared to parents of White students [20]. We expected that factors disproportion-
ately experienced by Latine immigrant families (e.g., Spanish home language, lower
parental English and Spanish language fluency, and lower parent education) would be
negatively associated with students’ learning experiences and skill improvement [14].

4. Method
4.1. Participants

The data for this study came from two schools that participated in a larger project
examining early elementary students’ experiences in Spanish–English two-way immersion
DLE programs in the southeastern U.S. Both schools used a 50/50 model for their DLE
programming, where two teachers each provided English or Spanish instruction to the
students, and the students switched languages/teachers mid-day each day. During the
2020–2021 school year, School 1 provided remote instruction in the first quarter, hybrid
instruction in the second and third quarters, and in-person instruction in the fourth quarter.
School 2 provided remote instruction in quarters 1–3 and in-person instruction in the fourth
quarter.

In the fall of 2021, 72 parents (School 1, 53%) completed surveys about their children’s
learning experiences during the 2020–2021 school year. Most parents had a child in G2
(67%), followed by G1 (29%), and K (4%). In the United States, typically, children’s ages
range from 5–6 years old for kindergarten; 6–7 years old for first grade; and 7–8 years old
for second grade. Additional family and child demographic characteristics are presented
in Table 1.

Also, in fall 2021, 8 teachers (School 1, 50%) completed surveys on their perceptions of
students’ learning during the 2020–2021 school year. Half of the teachers taught G2, with
the remaining equally split between G1 and K. Most teachers were female (88%). Teachers
were 50% Latine (born in countries other than the US) and 50% White and reported on their
language fluency (English fluency (88%) and Spanish fluency (63%)). Half of the teachers
had a bachelor’s degree, while the other 50% had a master’s degree.
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Table 1. Child and family demographics.

Characteristics n %

Gender
Male 30 42
Female 42 58

Ethnicity/Race
Black or African American 2 3
White 38 53
Multi-Ethnic 7 10
Hispanic/Latine 25 35

Parent Education
Less than a high school degree 14 19
High school graduate 4 6
Some college 3 4
Associate’s degree 2 3
Bachelor’s degree 13 18
Graduate/professional degree 36 50

Parent Language Fluency
Speaks English like a native speaker 45 63
Speaks Spanish as a native speaker 21 29

Note. Percentages might not add up to 100% due to multiple responses.

4.2. Measures
4.2.1. Family Demographic Survey

The parents completed a survey developed by the researchers requesting information
about student and family demographics and languages spoken at home. The key demo-
graphics included the students’ age, gender, ethnicity, parents’ highest educational degree,
years of education, and whether the parent was educated in the United States.

4.2.2. Teacher Demographic Survey

The teachers completed a background questionnaire developed by the researchers to
provide demographics (e.g., age, gender, and race/ethnicity) and information about the
highest educational degree.

4.2.3. Learning Experiences during the COVID-19 Pandemic—Parent Survey

As part of a family demographic survey developed by the researchers, parents re-
sponded to six questions about their child’s instructional and learning experiences during
the 2020–2021 school year. Two questions concerned target language use opportunities dur-
ing remote instruction: (1) during remote instruction, my child had plenty of opportunities
to speak English, and (2) during remote instruction, my child had plenty of opportunities
to speak Spanish. In addition, two items concerned students’ access to learning oppor-
tunities during remote instruction: (3) my child had difficulty accessing remote learning
opportunities due to technology, and (4) my child fully participated in remote instruction
activities. The final two items asked about the parents’ perception of their child’s improved
skills in English and Spanish: (5) my child improved their skills in English, and (6) my child
improved their skills in Spanish. Parents responded using a Likert scale with the following
response choices: 1 = Strongly disagree; 2 = Disagree; 3 = Agree; and 4 = Strongly Agree.

4.2.4. Learning Experiences during the COVID-19 Pandemic—Teacher Survey

As part of a demographic survey developed by the researchers, teachers responded to
six questions about students’ learning experiences during the 2020–2021 school year. Two
questions asked about the teachers’ target language use during different instruction formats:
(1) I was able to use the expected language of instruction (English, Spanish, or both) during
remote instruction, and (2) I was able to use the expected language of instruction (English,
Spanish, or both) during hybrid instruction. In addition, two items concerned the teachers’
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perceptions of students’ opportunities to practice oral bilingual language skills: (3) during
remote instruction, students had ample opportunities to practice oral bilingual language
skills, and (4) during hybrid instruction, students had ample opportunities to practice
oral bilingual language skills. The final two items concerned the teachers’ perception
of their students’ improved skills in English and Spanish: (5) students improved their
English language skills, and (6) students improved their Spanish language skills. Teachers
responded using a Likert scale with the following response choices: 1 = Strongly disagree;
2 = Disagree; 3 = Agree; and 4 = Strongly Agree.

4.3. Procedures

Schools 1 and 2 were participants in a larger study about DLE. At the beginning of
the school year, the researchers invited kindergarten, first-, and second-grade teachers to
participate in the study, and the research team collected completed paper–pencil consent
forms and demographic forms from the teachers. Teachers who agreed to participate
worked with the research team to distribute envelopes to all students in their classrooms,
which contained paper–pencil consent forms and demographic surveys available in English
and Spanish. All families who returned the consent form indicating agreement for their
child to participate, and the completed demographic survey, were included in this study.

Parents and teachers completed paper–pencil demographic surveys in the fall of
2021. The surveys included questions about their experiences during the 2020–2021 school
year when schools employed remote, hybrid, and in-person instruction in response to the
COVID-19 pandemic. Teachers reported on their perceptions of students they had in the
2020–2021 school year, whereas parents reported on their own child’s experiences during
that school year. It is worth noting that the parents and teachers did not report on the same
children. Parents had the opportunity to complete the surveys in English (72%) or Spanish
(28%). All families who returned the consent form were given a USD $10 gift card as a
token of appreciation. The university’s Institutional Review Board and the school districts
approved all study procedures for the ethical treatment of human participants.

4.4. Data Analysis

We computed frequencies to describe the extent of agreement with the statements
on DLE teaching experiences and learning (RQ1), improvements in students’ bilingual
language skills (RQ2), and engagement in remote learning activities (RQ3). For RQ3, we
also conducted a series of analyses of variance (ANOVA) to examine differences by home
language (English only or any Spanish), child gender (i.e., male or female), parents’ lan-
guage fluency in Spanish and English (good/excellent/is a native speaker, poor/fair/okay),
and parents’ education (i.e., less than college or some college education or higher) for the
following parent-reported data: barriers to accessing remote instruction due to technology,
opportunities to speak in the target language, and improvement in English and Spanish
skills. We did not conduct ANOVAs for the teacher-report data given our small sample
size.

5. Results

• RQ 1: DLE teaching experiences and learning opportunities

Frequency analysis revealed that most teachers agreed or strongly agreed that they
were able to use the expected language during remote (88%) and hybrid instruction (78%).
Contrary to our hypothesis, teachers reported using the target language more during
remote instruction than during hybrid instruction. Most teachers agreed or strongly agreed
that students had ample opportunities to practice oral bilingual language skills during
remote (63%) and hybrid instruction (88%); however, the teachers reported that remote
instruction offered fewer opportunities for students to practice oral bilingual language
skills.
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Parents reported only on their perceptions of their child’s opportunities to speak in the
target language during remote instruction. Many parents agreed or strongly agreed that
their child had plenty of opportunities to speak English (81%) and Spanish (61%) during
remote instruction, but as seen in the percentages above, fewer parents reported there being
plenty of opportunities in Spanish. Most parents agreed or strongly agreed that their child
fully participated in remote learning activities.

• RQ 2: Improvements in Students’ Bilingual Skills

The teachers and parents were asked to report their perceptions regarding children’s
improvements in their English and Spanish skills. As expected, both the teachers and
parents perceived more improvement in students’ English than Spanish skills, and teachers
reported more improvement in both students’ English and Spanish skills compared to
that reported by parents. Specifically, all teachers agreed or strongly agreed that students
improved their skills in English, compared to 75% who agreed or strongly agreed that
students improved their Spanish skills. For parents, 75% agreed or strongly agreed that
their child improved their English skills, yet only 57% agreed or strongly agreed that their
child’s Spanish skills improved.

• RQ 3: Factors Affecting Students’ Learning Experiences and Skill Improvement

As expected, most parents (73%) agreed or strongly agreed that their child participated
fully in remote instruction. Yet, 21% of the parents agreed or strongly agreed that their
child had difficulty accessing remote learning opportunities due to technology barriers.
ANOVAs showed that the parents who spoke Spanish at home more often agreed that
their child experienced technology barriers in accessing remote instruction compared with
the parents who spoke English at home (F[1,71] = 5.99, p = 0.017, d = 0.59). Parents with
stronger English fluency (F[1,71] = 7.41, p = 0.008, d = 0.70) and higher education levels
(F[1,71] = 10.65, p = 0.002, d = 0.89) reported that their child had fewer difficulties accessing
remote learning opportunities due to technology compared to parents with weaker English
fluency skills and lower education levels.

For opportunities to speak in the target language, parents who spoke English at
home (F[1,71] = 7.81, p = 0.007, d = 0.67), who had greater English fluency (F[1,71] = 13.38,
p ≤ 0.001, d = 0.93), and who had higher levels of education (F[1,71] = 18.25, p ≤ 0.001,
d = 1.16) more often agreed that their child had plenty of opportunities to speak English.
There were no differences between parents who spoke English at home compared to
Spanish in perceptions of whether their child had plenty of opportunities to speak Spanish
during remote instruction.

The only group difference observed for perceptions of improved bilingual skills was
that parents who spoke Spanish at home were more likely to agree that their child’s Spanish
skills improved (F[1,71] = 5.31, p = 0.024, d = 0.60), compared to parents who spoke English
at home.

No other differences emerged by home language, parents’ English fluency, Spanish
fluency, or parent education. There were no student gender differences in remote instruction
access, opportunities to speak in the target language, or improvement in bilingual language
skills.

6. Discussion

Dual Language Education Programs are beneficial for English Language Learners [12].
Due to the COVID-19 pandemic, schools in the United States abruptly closed their doors
to in-person learning. The present study examined three aspects of DLE teacher and
student experiences during the 2020–2021 school year. First, regarding DLE teaching and
learning opportunities and experiences, our data show that most teachers agreed that
they were able to use the expected language during remote and hybrid instruction and
that students had ample opportunities to practice their oral bilingual language skills. Yet,
teachers reported that remote instruction did not offer as many opportunities for students
to practice oral language skills compared to those available during hybrid instruction.



Educ. Sci. 2023, 13, 946 7 of 11

Perhaps this finding is due to reduced instructional time given during remote instruction.
Although not specific to DLE programs, the American Institute for Research (AIR) found
in their survey of schools that students in early grades received an average of 2–3 h a day
of remote instruction [21]. This time allocation falls short of the required five to six hours
according to state regulations [22]. Similarly, parents reported that their children had plenty
of opportunities to speak both English and Spanish and that they fully participated in
remote learning activities; however, parents reported fewer opportunities in Spanish than
there were for English. Given the reduced time during general instruction and the nature of
dual language programs (i.e., instructional time is split into two languages of instruction),
we can presume that there was more time allocated to English instruction than Spanish
instruction. In addition to the reduced instructional time, the limited resources for Spanish
remote instruction could have played a role in the number of learning opportunities in
Spanish experienced by the children.

Second, we asked parents and teachers to report their perceptions regarding children’s
improvements in their English and Spanish skills. As was foreseen, the teachers and parents
perceived more improvements in students’ English versus Spanish skills; however, teachers
reported more improvements in both language skills than did parents. There do not appear
to be any national data or published studies to date examining the impact of the COVID-19
pandemic on children’s Spanish language skills while attending DLE programs, perhaps
due to the lack of national state assessments. As a result, we do not have achievement data
on Spanish skills. However, given the limited instructional time that the children received,
the lack of Spanish resources for online learning, and other potential barriers faced by
children of color, we can presume that the parents’ perception that their children improved
their English skills more than their Spanish skills might be correct [18]. Contrary to parents’
and teachers’ perceptions that students improved their English language skills, the National
Assessment of Education Progress [23] assessments show significant and unprecedented
declines in reading achievement scores between 2019 and 2022. While all students showed
declines, these declines were higher for children of color. Unfortunately, we do not have
achievement data for our sample before their return to school in the 2021–2022 school year;
hence, we cannot confirm that this was the case for the children who participated in this
study.

Third, we asked parents and teachers to report on factors related to students’ learning
experiences and skill improvement (i.e., gender, home language, language proficiency, and
parental education). The data showed no differences by students’ gender, but did show
differences among the other three factors. As mentioned above, most parents reported
that their child fully participated in remote instruction; although, many parents reported
technology barriers. Our data show that parents reported their children having difficulty
accessing remote learning. Parents who spoke Spanish at home more often experienced
technology barriers, and parents who were more fluent in English and had higher education
levels reported fewer difficulties accessing remote learning opportunities. These findings
are consistent with other studies that report that the limited access to remote devices and
the internet exacerbated challenges for ELs [15,16].

Moreover, our data show that parents who spoke English at home, particularly those
who were more fluent in English and had higher levels of education, more often agreed
that their child had opportunities to speak English during remote instruction compared
to Spanish. This finding is consistent with studies that found that during the pandemic,
parents became the facilitators when children were participating in remote instruction [19].
Not surprisingly, parents who spoke Spanish at home reported that their child’s Spanish
skills improved more than children whose parents spoke English at home. For families
who spoke English at home, this might be the result of the parents not being fluent in
the partner language. It is unclear if the families who spoke Spanish at home reported
improvements in their children’s Spanish skills as a result of the learning opportunities
provided by the school or as a result of being at home with their families and exposed to
their home language the majority of the time.
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DLE programs are seen as opportunities to create better alignment or cultural match
with the home environment of English learners (ELs) compared to that created by non-
DLE programs [24,25]. DLE programs aim to support heritage languages and promote
bilingualism, biliteracy, and biculturalism, which, in turn, enhance the social capital of ELs,
improve academic performance, and reduce the achievement gap [26]. Thus, effective DLE
programs can serve as anti-racist policies and practices [4]. However, some researchers
have raised concerns that DLE programs may confer more benefits to White, native English
speakers compared to the students whose heritage language and culture are supposed to
be elevated in DLE programs [4]. This is particularly worrisome given our data, which
suggests that the benefits for native English speakers may have been exacerbated during the
pandemic due to factors such as a lack of access to technology and less-educated families
struggling to support their children during remote instruction.

6.1. Implications for Practice

The findings of this study are meaningful because they shed light on needs related
to high-quality DLE instruction and learning opportunities, as well as disparities in home
environments that can negatively affect learning opportunities for Els in DLE programs.
While this study focused on student and teacher experiences during the pandemic, there is
strong consensus that the pandemic further exacerbated already existing disparities that
negatively affect students and families from marginalized communities, such as ELs [13,27].
Even though we hope the future will not bring another pandemic or similar historical
event with such societally altering consequences, we argue that the lessons learned from
the pandemic still hold relevant implications for DLE instruction and students’ learning
experiences. Namely, the pandemic significantly improved schools’ infrastructure and
capacity for utilizing remote instruction. While in-person instruction remains the preferred
setting for optimizing student learning [28], schools are now better positioned to leverage
remote learning options in time-limited circumstances (e.g., weather closures). Thus, it
remains important to utilize the knowledge gained during the pandemic to ensure that
future use of remote instruction for students in DLE programs does indeed adhere to
the principles and practices associated with high-quality DLE instruction and employs
strategies to minimize barriers to students’ access to remote learning.

Specifically, our data clearly indicate the need for more intentional planning and
delivery of strategies to support both English and Spanish languages so that DLE programs
remain aligned with the expectations of high-quality programming. School administrators
now have a better understanding of the challenges involved in remote instruction and can
work toward enhancing infrastructures to implement effective remote learning in DLE
programs, when needed. For example, although teachers are largely trained to provide in-
person instruction, it would be worthwhile to ensure that at least a small portion of ongoing
professional development includes regular opportunities to support teachers on how to
change in-person lessons into remote ones. These planning sessions should cover how to
maximize students’ opportunities to speak in each target language, and which strategies the
teachers will use to ensure they are providing the expected amount of instruction in each
language, consistent with their DLE model. Discussions among teachers and administrators
can explore how to leverage features in existing platforms, such as creating Zoom breakout
chat rooms, to facilitate meaningful discussions in English and the partner language, and
what is possible with students in different grade levels. The importance of ensuring that
students can practice each language and interact with peers is crucial given that language
learning is a social experience, and such practice opportunities are especially needed for
students who are not fully bilingual or do not come from bilingual households. In addition,
paying attention to remote instruction in professional development can help administrators
determine teachers’ comfort and capacity with remote instruction and digital instructional
models and identify which teachers might need more support.
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To minimize barriers to accessing remote learning, schools should routinely assess
the needs and capacity of all enrolled families to engage in remote learning, particularly
before assuming that all families can equitably participate. In anticipation of potentially
using remote learning, schools should consider collecting information from families on
their current technology capacity and literacy, including information about the devices in
the home (e.g., type and number), access to reliable internet, and comfort or experience
with technology among the children and adults in the house. If possible, schools should
explore avenues for supporting families with needs in these areas. In addition, schools
should routinely provide online resources and communications in both languages to engage
families via technology (e.g., school website, social media, ClassDojo). Another possibility
is to create within-grade parent support networks that can provide “technical assistance,”
which is a type of support for families with questions or needs related to helping their
child access and fully participate in remote instruction in situations that call for it. By
incorporating the lessons learned from this study, we can enhance DLE programming and
ensure that children have the necessary resources to succeed.

6.2. Limitations

This study has several limitations that should be considered when interpreting the
results. First, the sample size was small, which may limit the generalizability of the findings
to other populations. Additionally, the study’s sample may not be representative, which
may affect the external validity of the results. For example, the sample only included
eight teachers from two schools. In addition, during the fall of 2021, families may have
been continuing to experience pandemic-related stressors, which may have affected their
willingness to participate in the study. Secondly, the retrospective nature of the data
collection method relied on the accuracy of the parents’ and teachers’ recall, which may
have introduced biases and errors in the data.

7. Conclusions

Taken all together, this study highlights the impact of the pandemic on the experiences
of English learners (ELs) in Dual Language Education (DLE) programs. It emphasizes the
urgent need for high-quality DLE instruction and equitable learning opportunities for ELs,
especially those from marginalized communities. While the pandemic further exacerbated
existing disparities, it also provided an opportunity for schools to enhance their capacity
for remote instruction. Although in-person instruction remains preferable, the knowledge
gained during the pandemic can be leveraged to effectively utilize remote learning options
in time-limited circumstances. However, it is essential to ensure that remote instruction in
DLE programs adheres to the principles of high-quality DLE instruction and minimizes
barriers to access. This includes intentional planning and delivery of strategies to support
both English and Spanish languages, as well as ongoing professional development for
teachers. Schools should also assess the needs and capacities of families to engage in remote
learning, providing necessary support and resources. By applying the knowledge and
insights gained from this study, we have the opportunity to improve DLE programming and
ensure that every child has access to the essential resources they need to thrive academically.
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