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TEACHERS’ MOTIVATIONAL STRATEGY AND ITS RELATION
TO ACADEMIC ACHIEVEMENT OF STUDENTS-AT-RISK

May Ann V. Villapana
Teacher 111
Ganao National High School
Nueva Vizcaya State University
Bambang, Nueva Vizcaya, Philippines

ABSTRACT

This research aimed to investigate the correlation between teachers’ motivational strategies and
the academic achievement of students-at-risk at Bambang National High School, Bambang I
District. The study utilized adapted questionnaires that underwent expert validation and relia-
bility analysis. A quantitative research design, specifically the descriptive-correlational method,
was employed. The sample comprised 30 Grade 10 students-at-risk and 24 school personnel.
The findings revealed that teachers employed satisfactory motivational learning strategies, indi-
cating room for improvement. Teachers are encouraged to explore additional strategies to bet-
ter motivate students-at-risk and enhance their academic performance. Furthermore, the stu-
dents-at-risk demonstrated fairly satisfactory academic achievement, although a considerable
number failed to meet academic expectations. The study also found no significant relationship
between teachers’ motivational strategies and students-at-risk academic achievement. There-
fore, the academic performance of students-at-risk may be further enhanced through the inte-
gration of instructional technology.

Keywords: academic achievement, instructional technology, motivational strategies, students-at-risk

INTRODUCTION

Educational institutions focus their whole teaching and learning process on helping students at risk
succeed in both their academic and extracurricular endeavors. Academic success must be of higher im-
portance, and students, instructors, and parents must all work to make it a reality (Verma, 2016). The act
of completing anything that has been successfully started, notably via skill, practice, or preference, is
known as achievement.

According to Hornstra et al. (2015), some students are at risk of dropping out due to low academic
achievement. To address this, teachers play a critical role in shaping the learning environment. One of
their key responsibilities is to inspire students, particularly those at risk, to engage with their studies.
Teachers’ efforts to motivate these students can vary, as each educator has their own set of strategies. A
teacher need only establish objectives that prioritize task mastery over task performance.

For students at risk, the focus should be on learning how to learn, rather than on outperforming their
peers. This shift from a performance-oriented goal to a mastery-oriented goal is essential. Teachers must
set objectives that aim to help at-risk students develop their skills, rather than merely measuring their
current abilities. In order for these students to succeed academically, the motivational strategies em-
ployed by teachers in the classroom are important.

The majority of teachers recognize that inspiring their learners especially the students at risk is a
component of their profession. Learners may, or may be expected to, arrive in particular pedagogical
situations with such high levels of initial motivation that the teacher's attention is solely on maximizing
the efficiency of the learning processes. On the other hand, in some pedagogical contexts, students are
required to attend and the teacher's primary responsibility is to persuade them to participate in learning
activities (Lamb, et al., 2019).



It cannot be denied that the students' motivation, particularly the students at risk to learn is influ-
enced by teachers' level of enthusiasm in what they are teaching. The attitudes and importance that
teachers assign to their teaching style are typically positive and passionate (Schiefele & Schaffner, 2015;
Zhang, 2014).

The teachers’ motivational strategy in encouraging the students’ at-risk include instructional technol-
ogy like using computer or laptop in class, using power point presentation in everyday discussion, dis-
tributing activity sheets, prototype, integrating games in class, presenting videos or movies related to
lessons, and other motivating activities related to instructional technology.

At Bambang National High School, the researcher observed various sentiments expressed by stu-
dents. Therefore, this study aimed to examine the motivational strategies employed by teachers and their
impact on the academic performance of at-risk students. The findings were used to develop technology-
based materials intended to enhance students' academic achievement and address the motivational chal-
lenges they face.

STATEMENT OF THE PROBLEMS

This study aimed to determine the extent to which teachers at Bambang National High School imple-
ment motivational strategies in teaching students at risk, as assessed by department heads, the teachers
themselves, and the students. It also sought to explore the relationship between these strategies and the
academic achievement of at-risk students.

Specifically, the study addressed the following research questions:

1. What is the assessment of the three groups of respondents on the teachers’ motivational strategies in
terms of creating classroom environment, increasing learners goal orientation, making the learning
task stimulating, promoting collaboration, and promoting learner autonomy?

2. How are the students-at-risk categorized according to their academic achievement level?

3. Is there a significant relationship between the teachers’ motivational strategies and students-at-risk’s
academic achievement?

RESEARCH METHODOLOGY

The study employed a quantitative research design to describe the teachers' motivational strategies
and the academic achievement of at-risk Grade 10 students at Bambang National High School, Bam-
bang, Nueva Vizcaya, for the academic year 2023-2024.

The study utilized a descriptive-correlational technique, wherein the researcher collected data with-
out altering the subject of examination. The key characteristic of studies employing the descriptive-
correlational method is that they refrain from making any direct changes to the study's environment. De-
scriptive-correlational was used to unveil if teachers' motivational strategies and the academic achieve-
ment of at-risk Grade 10 students are correlated with each other.

Additionally, descriptive-correlational research can be conducted in various formats, each imple-
menting the method in a slightly different way. Descriptive research typically relies on surveys and other
data collection methods that use pre-existing data (Writer, 2020).

The study was conducted at Bambang National High School (BNHS), located in Bambang, Nueva
Vizcaya. This school is one of the public secondary schools in the Schools Division of Nueva Vizcaya.

There were two (2) groups of respondents involved in this study-the first study group consisted of
thirty (30) students-at-risk from Bambang National High School. These students were selected from
twelve Grade 10 sections. Students-at-risk were defined as those who had incurred consecutive absences,
were frequently tardy, and were at risk of dropping out. The selection criteria for these respondents in-
cluded: (1) current enrollment at the school for SY 2022-2023; (2) being a bona fide Grade 10 student;
(3) official enrollment in Grade 10; and (4) willingness to participate in the study. The respondents were
composed of 30 males and females, aged 14-17. Informed consent was obtained from all respondents
before the actual data gathering.

The second group consisted of twenty-four (24) individuals, including eight (8) department heads
and sixteen (16) Grade 10 teachers. All respondents were selected using purposive sampling.
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The researcher utilized a survey questionnaire as a primary tool for gathering data.

Questionnaire on Teachers’ Motivational Strategies. This measured the motivational strategy used by
the teachers in teaching their students. This was adapted from He (2009). The motivational strategies
include creating a conducive classroom environment, increasing learners’ goal-orientation, making the
learning tasks stimulating, promoting collaboration, and promoting learner autonomy.

The respondents were offered four (4) options from which to choose to indicate the frequency in the
use of motivational strategies using the scale that follows:

Scale Qualitative Description Range Qualitative Description
4 Always 3.50-4.00 Very Satisfactory
3 Often 2.50-3.49 Satisfactory
2 Sometimes 1.50-2.49 Fair
1 Never 1.00-1.49 Poor

Academic Achievement. This was used to determine the academic performance of the respondents
based on their grades for the first quarter as reflected in the School Form 9 of the Department of Educa-
tion.

Grading Scale Descriptive Interpretation
90-100 Outstanding
85-89 Very Satisfactory
80-84 Satisfactory
75-79 Fairly Satisfactory
Below 75 Did Not Meet Expectations

The study made used the following statistical tools n order to arrive at the most appropriate interpre-
tations and analyses of the data.

Frequency and Percentage. These were used to categorize/classify students-at-risk in terms of their
academic achievement.

Mean. This statistical tool was utilized to assess the teachers’ motivational strategies and academic
achievement of the students-at-risk.

Pearson Product-Moment Correlation Coefficient. This was employed to establish the relationship
existing between the teachers’ motivational strategy and the academic achievement of the respondents.

All inferences were based using the five percent (5%) level of significance.

FINDINGS

This section serves as the culmination of meticulous data collection, analysis, and interpretation.
This presents the results and discussion of the findings to the questions posted.

Problem 1. What is the assessment of the three groups of respondents on the teachers’ motivation-
al strategies in terms of creating classroom environment, increasing learners goal ori-
entation, making the learning task stimulating, promoting collaboration, and promot-
ing learner autonomy?

To answer this question, the responses from three groups of respondents—school heads, department
heads, and teachers—were analyzed. Each group's responses to the indicators under the five (5) motiva-
tional strategies of teachers were used to calculate the weighted mean.

The weighted means determined the sub-mean for each motivational strategy, which served as the
basis for calculating the overall mean for each of the three groups of respondents. Subsequently, the
grand mean of the motivational strategies was computed.
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Table 1. Grade 10 Teachers’ Motivational Strategy as Perceived by Department Heads, Teachers, and Students

Components Mean and Qualitative Description Overall Mean
Department Heads Teachers Students QD
Creating classroom environment .2'80 .3'33 .3‘03 .3'05
Satisfactory Satisfactory Satisfactory Satisfactory
Increasing learners goal orienta- 3.00 3.45 3.13 3.19
tion Satisfactory Satisfactory Satisfactory Satisfactory
Making the learning task stimu- 2.73 3.18 2.94 2.95
lating Satisfactory Satisfactory Satisfactory Satisfactory
Promoting collaboration .2'93 .3 48 .3 .11 .3'17
Satisfactory Satisfactory Satisfactory Satisfactory
Promoting learner autonomy .3 13 .3 33 .3 .16 .3 21
Satisfactory Satisfactory Satisfactory Satisfactory
Overall Mean .2.92 .3.35 ‘3.07 .3.1 1
Satisfactory Satisfactory Satisfactory Satisfactory

Creating Classroom Environment. It can be gleaned from table 1 that the teachers gave the highest
assessment on creating classroom environment with a mean of 3.33, followed by the students with 3.03,
and department heads with 2.80. This means differ numerically, the means differ but are all qualitatively
described as “satisfactory.”

To go into the details, the teachers themselves claim that they always make sure that their classes
have conducive learning environment described qualitatively as “very satisfactory” and “satisfactory”
since they often bring and encourage humor in class using technology, create a supportive classroom
management so students take risks in using technology. They often use short and interesting opening
activities, like games to start each class using technology and set the mood of the students before pro-
ceeding to the lesson proper. The teachers claim that they often practice the aforementioned indicators.

On the other hand, the students evaluated teachers’ making sure that the classes have conducive
learning environment as “very satisfactory”; “fair” along teachers bringing and encouraging humor in
class using technology and setting the mood of the students before starting the lesson proper; and
“satisfactory” in terms of teachers creating a supportive classroom management so students will take
risks using technology.

Overall, the respondents’ assessment of teachers’ motivational strategies is “satisfactory” as marked
by the overall mean of 3.05. This means they always in make sure that the classes have conducive learn-
ing environment and “satisfactory” along bringing and encouraging humor; creating supportive class-
room environment; using short and interesting opening activities; and setting the mood of students at the
start of the lesson proper. The overall mean of 3.05 indicates “satisfactory” assessment of teachers’ con-
ducive classroom environment.

Across the various indicators, department heads consistently assign the lowest mean score of 2.80;
but still qualitatively described as satisfactory. This indicates that the department heads concur with the
students and teachers that they latter satisfactorily create a wholesome and warm classroom environment,
although at a lower level.

The results further indicate the varying perceptions among the three sets of respondents regarding the
motivational strategies of Grade 10 teachers. Overall teachers consistently view their efforts more posi-
tively compared to the students and department heads’ perceptions albeit the fact that their perception
levels are all qualitatively described as satisfactory. For instance, they may perceive a need for further
enhancement in creating a stimulating learning task environment, despite an overall positive outlook.
This suggests that there might be discrepancies in the implementation or effectiveness of motivational
strategies across classrooms, highlighting the need for consistency and targeted professional develop-
ment initiatives. While teachers generally aim to make learning tasks engaging, there may be room for
improvement in ensuring consistent implementation across classrooms. This indicates a level of self-
awareness regarding areas for potential growth in their motivational practices. Overall, these findings
underscore the importance of aligning perceptions among educational stakeholders and highlight areas
for targeted professional development initiatives aimed at enhancing motivational strategies within the
Grade 10 educational context.

Relative to this finding, Parsons (2017) posited that the physical layout of the classroom has an es-
sential part in learner enhancement. However, their learning environment is not confined to the layout
and facilities of the classroom. It also encompasses teachers’ relationships with their students. Literature
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suggests that students are more engaged in a supportive learning environment wherein teachers show
them respect and appreciation for whatever they accomplish.

Increasing Learners’ Goal Orientation. Table 1 also reflects that the motivational strategy along
increasing learners’ goal orientation was assessed as “satisfactory.” This is indicated by the means of
3.00, 3.45, and 3.13 of the department heads, the teachers themselves, and the students respectively with
the teachers’ assessment being the highest and that of the department heads, being the lowest. Neverthe-
less, the means given by the three (3) groups of respondents are all qualitatively described as
“satisfactory.”

Taking the groups individually, the department heads perceive that the teachers are encouraged to set
personal learning goals in classes, thus assessing them as “very satisfactory” but “satisfactory” in teach-
ers helping them to develop realistic goals about learning using technology; teachers finding students’
needs and building them into meaningful course using technology; and teachers helping them to realize
the importance of technology. However, the department heads evaluated their teachers “fair” in teachers
presenting videos to motivate their students to attain higher dreams in life.

Additionally, the students rated the teachers very satisfactory along giving encouragement in settling
learning goals; finding out students’ needs and building them up; and helping in realizing the importance
of technology in education. Meanwhile, they rated the teachers “satisfactory” along teachers helping
them to develop realistic goals about learning with the use of technology and presenting encouraging
videos to motivate them towards achievement of their dreams in life.

The teachers rated themselves, very satisfactory along being of help in realizing the importance of
technology in education. The rest of the indicators were assessed as “‘satisfactory *; that is they help in
developing realistic goals about learning using technology; in encouraging the setting of personal goals;
finding student needs and building upon them; and presenting encouraging videos to motivate students
and themselves to attain their dreams in life.

In a nutshell, teachers motivational strategy in terms of learners’ goal orientation was assessed as
“satisfactory” as evidenced by overall mean of 3.19.

It could be inferred that while the teachers’ assessment of their motivational strategies is satisfactory
there is still very much to be done, specifically in learners’ goal orientation. Students’ motivation to learn
and achieve in his academic journey starts with setting his goals and this they can do if their teacher di-
rects them to desirable, realistic and achievable goals. Orienting students to their goals is even more im-
portant today, as the educational landscape has dramatically changed with the advent of advanced tech-
nology.

On this note, Studyo (2021) expounded that most human behavior is guided by attaining goals and
fulfilling needs. Goals can range from personal to professional, from short-term to long-term and so on.
They may also be objective and physical, or subjective and psychological. These goals maybe driven by
various factors based on every person, such as the desire to learn or to perform better, or a combination
of the two. But the factor that affects student learning most is motivation. Goal orientation impacts moti-
vation, which in itself impacts learning. Teachers and the way they deliver lessons can also affect student
motivation in ways that either facilitate or hinder learning.

Making The Learning Task Stimulating. Table 1 also displays the assessment of teachers’ motiva-
tional strategy, along is making learning tasks stimulating, by the three groups of respondents.

The department heads assessed this motivational strategy of teachers as “satisfactory” as indicated by
the mean of 2.73. This could be interpreted to mean that they often observe that the teachers introduce
meaningful and interesting topics using technology, such as videos; break the routine by varying presen-
tation format with the use of technology like power point presentation and short videos; make tasks chal-
lenging by using power point presentation; make the learning tasks stimulating by using games and other
interesting activities; but sometimes give interesting and motivating activities like power point presenta-
tion and games such as 4-pics- one word, with the qualitative description of “fair.”

Similarly, the teachers themselves evaluated this motivational strategy along making the learning
task stimulating with a mean of 3.18, qualitatively described as “ satisfactory.” This finding implies that
the teachers introduce meaningful and interesting topics making use of technology; break the routine by
presenting their lessons in different ways; make tasks more challenging through the use of power point
presentation; give interesting and motivating activities using various technology platforms; and make
the learning tasks stimulating by using guessing games.
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In like manner the students rated the teachers with a mean of 2.94 described qualitatively as
“satisfactory.” They concurred that their teachers practice the aforementioned indicators although their
mean assessment utilizing technology; making variations in presenting lesson to break the routine; giv-
ing challenging tasks; and interesting motivating activities; and making learning tasks stimulating.

It can be construed from these finding that the respondents are cognizant of the fact that effective
learning among students’ spring from the teachers’ ability to create an invigorating and inspiring class-
room environment. They are fully aware that beyond the physical set-up of the classroom and the visuals
they see around them, teachers have to model enthusiasm and eagerness to learn. Teachers should have
the ingenuity to design learning tasks and activities that eliminate boredom among the students; rather
arouse or stir their interests and curiosity. In doing so, students will always look forward to attending
their classes and participating actively in classroom activities.

Yet the satisfactory rating of the teachers in this particular motivational strategy implies that the
teachers and their department heads and students should not settle for this performance. There is much
room for improvement along this aspect because it is a teacher function that is expected to be delivered
every day in their classes.

Relevant to these statements, Wiesner-Groff (2023) posted that a stimulating classroom environment
has benefits in terms of engaging students in the instructional process and upgrading their educational
experiences. A stimulated classroom environment is a combination of the way the classroom is set up,
the way students interact with their work and one another, and the way the teacher delivers his day-to-
day lessons. Simply put stimulation in learning pertains to the manner in which the students’ minds are
stirred while they are in the classroom.

Promoting Collaboration. Another motivational strategy of teachers is promoting collaboration.
This was assessed by the three sets of respondents as “satisfactory” as testified by the overall mean of the
three groups of respondents of 3.17. For the specifics, the department heads rated the teachers with a
mean of 2.93 qualitatively described “satisfactory”. They perceived that the teachers encourage students
to suggest attainable class rules; often ask students to work toward the same developmental goals; en-
courage students to share personal experiences and thoughts in their technology subject; motivate the
students to collaborate with others in the class; and often give activities that improve unity among the
students.

Contrastingly, the teachers noted that they always encourage students to suggest attainable class
rules; always motivate students to promote collaboration in class; and always give students activities that
enhance unity, all qualitatively described as “very satisfactory” with a mean of 3.48. Notwithstanding,
the teachers perceived that they often encouraged students towards common development goals and to
share personal experiences in technology, with “satisfactory” as the qualitative description. The teachers
rated this motivational strategy, taken as one as “satisfactory” as attested by the overall mean of 3.17.

On the flipside, the students rated their teachers with an overall mean of 3.11, described qualitatively
as “satisfactory.” They claimed that their teachers often encourage students to suggest attainable rules in
class; to work toward the attainment of common goals; to share personal experiences and ideas related to
technology; to promote collaboration; and provide learning tasks that promote unity among the students.

Taking the assessment of the three groups of respondents as one, the overall mean was pegged at
3.17 with the qualitative description of “satisfactory.” This implies that respondents are one in their per-
ceptions that the teachers manifest “satisfactory” level in the assessment of promoting collaboration as a
motivational strategy.

It can be inferred that the three sets of respondents are in the agreement that promoting collaboration
in the classroom is a strategy that motivates students learning. They are aware that the learning is interac-
tive, that is, students learn better and easier if they interact or cooperate with the teacher and their class-
mates. When students work together to reach a common goal, they also learn social skills and values.
They learn to listen to the ideas and respect the opinions of others.

The “satisfactory” assessment of this teacher’s motivational strategy along promoting collaboration
gives the impression that the teachers are on the right track towards promoting collaboration among the
students. Nonetheless they should not “rest on their laurels,” so to speak; rather they should exert more
effort in instilling in the students the spirit of collaboration and cooperation in learning.

Webb (2019) defined collaborative or cooperative learning as an approach that involves students
working together on activities or learning tasks in a group that is small enough so that everyone can par-
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ticipate. Students in the group may work on separate tasks which contribute to a common overall result,
or work together on a shared task.

Webb (2019) further discussed that the impact of collaborative approaches on learning is consistently
positive as evidenced by additional five (5) months progress, on the average, in an academic year. But
the size of impact differs so it is necessary to get the right details. She cautioned, however that collabora-
tive learning can have numerous varied approaches, but effective collaborative learning necessitates
much more than just letting students sit together and instructing them to work in pairs or group; struc-
tured approaches combined with well- designed or planned activities results in greater learning gains.

Promoting Learner Autonomy. The last motivational strategy of teachers considered in this study is
promoting learner autonomy. Table 2 reflects that the department heads assessed teachers’ motivational
strategy along promoting learning autonomy as “satisfactory” as indicated by the overall mean of 3.13.
This could be interpreted to mean that the department heads always observe the teachers clearly explain-
ing to the students how and when they will be graded using power point presentations, qualitatively de-
scribed as “very satisfactory.” They rated the teachers “satisfactory” in encouraging learning in small
groups; encouraging students to realize or recognize and minimize their own mistakes; giving activities
that promote self-independence in class; and developing independence among learners, especially in the
use of television, computer, or laptop.

In a similar way the teachers rated themselves in this strategy “satisfactory,” as marked by the mean
of 3.33. This suggests that the teachers gave themselves higher in all indicators in the assessment on pro-
moting learner autonomy than the ratings given by the parents and students. However, despite the higher
mean score, the teachers’ assessment of this motivational strategy is still qualitatively described as
“satisfactory.”

In a similar way, the students rated their teachers in this strategy “satisfactory,” as marked by the
mean of 3.16. This suggests that the students’ rating although higher than the department heads and low-
er than teachers still have the same perception level of the motivating strategy along promoting learner
autonomy. They believe that their teachers give them activities that encourage or challenge them to do
their tasks as independently as possible.

Putting the assessment of the three sets of respondents together, promoting learner autonomy as a
motivational strategy obtained an overall mean of 3.21. This could be interpreted to mean that teachers
have “satisfactory” rating in promoting self-independence among the learners.

It can be construed that the teachers use this strategy to inculcate among the learners the importance
of being independent in the accomplishment of their school tasks; why they should take control and re-
sponsibility for their own learning-what they learn and how they learn it. Students cannot become inde-
pendent if the teachers fail to teach them how to become. The satisfactory rating of the teachers in this
aspect reflects their efforts in producing learners who can learn independently, but at the same time, it
connotes that they must strive harder, to take more struggles in establishing and sustaining students’ au-
tonomy in learning.

In this connection, Hardy-Gould (2014) contended that learner autonomy takes as its starting point
the idea that students are capable to develop an independent, proactive approach to their studies. In high-
er education, autonomy is specifically essential. Students may have limited classroom contact time for
learning but they may need to quickly upgrade their knowledge and skills. It is therefore critical for them
to become self-reliant learners who can continue learning efficiently within the four walls of the class-
room.

Succinctly, the five (5) motivational strategies assessed in the study were evaluated as satisfactory
with a grand mean of 3.11 — 2.92 from the department heads; 3.35 from the teachers and 3.07 from the
students. This “satisfactory” assessment is a big stride in their quest for effective motivational strategies
for learning. Having started right with the application of these five motivational strategies, teachers with
the support of their department heads as well as the students may continue harnessing or strengthening
these strategies, until they reach the optimum level of implementation, or better yet explore other moti-
vational strategies to achieve their goal of developing students holistically and becoming productive con-
tributors to nation building.

The bottom line is that every student has unique potentials to achieve academic and life successes, all
he needs is the motivation, inspiration, and encouragement to pursue his goals and do so the best way
possible.
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Problem 2. How are the students-at-risk categorized according to their academic achievement lev-
el?

To answer this question, the grades for the first quarter of the students-at-risk were accessed from the
School Form 9 of the DepEd. Results are presented in table 2.

Table 2. Frequency and Percentage of Students-at-Risk Based on Their Academic Achievement Test

Qualitative Description Grade Frequency Percentage

Outstanding 90— 100 0 0

Very Satisfactory 85— 89 3 10.00

Satisfactory 80— 84 7 23.33

Fairly Satisfactory 75— 79 8 26.67

Did Not Meet Expectations 0- 74 12 40.00
Overall Mean 76.77
Qualitative Description Fairly Satisfactory

As reflected in table 2, the overall mean of the students-at-risk’s academic achievement is pegged at
76.77, qualitatively described as fairly satisfactory. This was obtained by eight (8) or 26.67% students-at
-risk whose grades fall within 75-79 range. It is sad to note, however, that a greater number of students-
at-risk comprised of 12 or 40% of the 30 cases, failed to meet the expectations of DepEd since they be-
long to the 0-74 grade range.

The findings show that there are fewer students-at-risk who achieved higher grades, with 7 or 23.33
% individuals falling within the range of 80 to 84, categorized as "satisfactory," and only 3 or 10% indi-
viduals achieving grades within the range of 85 to 89, categorized as "very satisfactory." These findings
suggest that while some students-at-risk demonstrate improvement in their academic performance, there
is still a notable gap between their achievement levels and those of their peers.

To recall, a student-at-risk is a student who is at risk of not meeting academic or social expectations,
or one who is at risk of not graduating from high school. Some students who may be regarded at risk are
those with academic difficulties or who are performing poorly in school and those who have experienced
trauma or who have unstable home environments (Addis et al., 2020); those from low income families or
are facing financial challenges (Horton, 2015); those with learning and physical disabilities (Gil, 2021);
those who are struggling with social or emotional issues (Horton, 2015); students who are English lan-
guage learners or who come from non-English speaking households (Barrington, 2022).

It is important to note that students-at-risk come from diverse backgrounds, so they have a wide
range of needs, distinct from one another that may require extra support and resources to be academical-
ly successful. This is where teachers come into the picture.

Overall, the data highlight the importance of addressing the academic needs of students-at-risk and
implementing targeted interventions to support their learning and improve their academic outcomes. By
identifying areas of weakness and providing tailored support, educators can help students-at-risk over-
come academic challenges and achieve greater success in their educational endeavors.

The findings imply several important considerations regarding students-at-risk and their academic
achievement. Firstly, the data accentuate the prevalence of academic struggles among students-at-risk, as
evidenced by the majority falling within the lowest grade category of "Did Not Meet Expectations." This
suggests that there is a significant population of students facing challenges in meeting academic stand-
ards and may require additional support to improve their performance.

Furthermore, the distribution of grades across different categories indicates varying levels of
achievement among students-at-risk. While some show modest progress, with grades categorized as
"fairly satisfactory” or "satisfactory," there remains a notable gap between their achievement levels and
those of their peers. This underscores the ongoing need for targeted interventions to address the specific
needs of students-at-risk and help them achieve academic success.

Moreover, the absence of students-at-risk achieving the highest-grade category of "outstanding" sug-
gests that there may be systemic barriers or challenges hindering their ability to excel academically. This
amplifies the importance of identifying and addressing factors contributing to academic underperfor-
mance among students-at-risk, such as socioeconomic disparities, learning disabilities, or lack of access
to resources and support services.
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In summary, the findings stress the critical importance of providing comprehensive support and in-
tervention strategies to help students-at-risk overcome academic challenges and reach their full potential.
By addressing the unique needs of these students and implementing targeted interventions, educators can
promote equity and inclusivity within the educational system and ensure that all students have the oppor-
tunity to succeed academically.

The quality of education in universities is often evaluated based on students' academic performance,
which serves as a key indicator (Lawrence, 2013, as cited in Jafari et al., 2019). Despite efforts to ad-
dress the needs of at-risk students at the school level, interventions remain overly broad and frequently
ineffective, given the broad scope of the term "at risk" (Cooper, 2015). To effectively support at-risk stu-
dents and enhance their academic achievement, educators must develop a deeper understanding of this
demographic, including specific risk factors and the interconnectedness among them. For instance, re-
search indicates that sibling influence plays a role in the educational outcomes of at-risk students, as ac-
tions and risk factors affecting one sibling can impact others within the same household (McDevitt et al.,
2013).

Problem 3. Is there a significant relationship between teachers’ motivational strategies and stu-
dents-at-risk’s academic achievement?

To come up with the answer to this problem, the Pearson-r (Pearson Product Moment Correlation
Coefficient) was run, the result of which is presented in table 3.

Table 3. Analysis of Relationship between Teachers’ Motivational Skills and Students’ Academic Achievement

q Qualitative 30
Variables Correlated r-value p-value Description Decision
Teachers’ Motivational Strategies . Accept Null
and Academic Achievement of Students-at-Risk 0.15 0.42 Not Significant Hypothesis

It appears in table 3 that teachers’ motivational strategies have no significant relationship with the
academic achievement of students-at-risk. This is evidenced by the computed r-value of 0.15 with the p-
value of 0.42, which is much higher than the significance level of 0.05. This led to the acceptance of the
null hypothesis that there is no significant relationship between the teachers’ motivational strategies and
the students-at-risk’s academic achievement.

The findings suggest that there is no statistically significant correlational relationship between the
teachers' motivational strategies and the academic achievement of students-at-risk. The r-value of 0.15
indicates a weak positive correlation, implying that as the teachers' motivational strategies gets higher,
there can be a slight increase in the academic achievement among students-at-risk, but this relationship
lacks statistical significance. Furthermore, with a p-value of 0.42 exceeding the conventional threshold
of 0.05 for statistical significance, the observed correlation is deemed not statistically meaningful. There-
fore, the null hypothesis is accepted, indicating that there is no notable relationship between the evalua-
tion of the three sets of respondents, their teachers' motivational strategies and the academic achievement
of students-at-risk. This suggests that there are factors beyond teachers' motivational strategies that play
a more significant role in determining academic outcomes among students-at-risk.

The findings imply that the evaluation of the teachers' motivational strategies is directly correlated
with the academic achievement of students-at-risk. Despite a weak positive correlation observed, the
lack of statistical significance suggests that other factors may have a more substantial influence on the
academic performance of students-at-risk such as socio-economic status, mental and emotional attrib-
utes, family relationships, peer interaction, and teacher related factors. It can be construed that while
teachers' motivational strategies are important for fostering a positive learning environment, they are not
be the sole determinants of academic success for students-at-risk. Therefore, educators and policymakers
should consider a holistic approach to supporting these students, addressing various factors such as socio
-economic background, individual learning needs, and access to resources, alongside motivational strate-
gies, to effectively enhance their academic achievement.

Further, the findings suggest that while teachers' motivational skills are important, they are not the
primary determinant of academic achievement among students at risk. It underscores the complexity of
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factors influencing educational outcomes in this population and highlights the need for further research
to better understand the multifaceted nature of student success in challenging academic contexts. Moreo-
ver, the implications suggest that interventions aimed at improving academic achievement among stu-
dents at risk should consider a holistic approach that addresses various factors beyond teachers' motiva-
tional skills.

The lack of significant correlation between teachers' motivational strategies and the academic
achievement of students-at-risk, warrants a multifaceted approach. Firstly, educational institutions
should diversify support systems tailored to the specific needs of students-at-risk. This could involve
implementing additional academic support mechanisms such as tutoring programs, mentoring initiatives,
and counseling services aimed at addressing individual learning challenges and promoting academic
growth. By offering comprehensive support beyond motivational strategies, schools can better address
the diverse needs of students-at-risk and enhance their overall academic success.

Secondly, ongoing professional development opportunities should be provided for teachers to en-
hance their understanding and implementation of effective instructional strategies tailored to support stu-
dents-at-risk. This may include training in differentiated instruction, culturally responsive teaching prac-
tices, and trauma-informed pedagogy. By equipping educators with the necessary skills and resources to
effectively support students-at-risk, schools can create a more inclusive and supportive learning environ-
ment conducive to academic achievement.

Additionally, collaborative support networks should be fostered among teachers, counselors, admin-
istrators, and community stakeholders to develop holistic support plans for students-at-risk. By working
together to share best practices, resources, and strategies, educational stakeholders can better address the
diverse needs of students-at-risk and create a comprehensive support system that promotes academic
success. Furthermore, the integration of instructional technology tools and resources designed to cater to
diverse learning styles and provide personalized learning experiences can further enhance engagement
and support academic growth among students-at-risk. Through these concerted efforts, educational insti-
tutions can address the findings and effectively support the academic achievement of students-at-risk.

Relative to these discussions, Pak (2015) conducted a study for the purpose of exploring and describ-
ing the school factors experienced by students at an alternate high school with an independent study pro-
gram and a 90%. CASHEE passage rate and identifying those factors that students perceived as contrib-
uting to their improved academic performance. The school factors included: the nature and quality of the
school learning environment, learning experiences, program interventions, and independent study pro-
gram. The research study examined 17 high-performing at-risk students’ perception of academic
achievement and success within a charter school environment that used an independent study format.
The findings of the study led to the conclusion that successful alternative high school students perceived
teachers as the most important school factor influencing their academic performance.

Specifically, teachers influenced student academic performance through caring supportive relation-
ships. A physically and emotionally safe learning environment was found essential to feel comfortable
and able to concentrate on their academics. Extracurricular activities such as sports and student council
help build student retention and motivation in school, and providing students with the guidance, oppor-
tunity, and support necessary to allow them to take charge of their own education and learning that help
them to be more responsible and successful.

CONCLUSIONS

Premised on the significant findings of this study, the following conclusions were drawn:

1. The teachers exhibit satisfactory motivational learning strategies, which implies that they should not
settle for this level. Instead, they should continue to improve upon the motivational strategies dis-
cussed in this study and explore additional strategies to better motivate students-at-risk to perform
academically.

2. The students-at-risk demonstrate fairly satisfactory academic achievement, with a significant number
failing to meet expectations.

3. Teachers' motivational strategies do not show a significant relationship with the academic achieve-
ment of students-at-risk.
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RECOMMENDATIONS

Taking into consideration the aforementioned significant findings and conclusions of this study, the
researcher offers the following recommendations:

1. Teachers, in general, and teachers of at-risk students, in particular, may consider pursuing higher lev-
els of education and attending relevant training on pedagogy to better understand and update their
knowledge of motivation, which may help prevent the occurrence of students dropping out of school.

2. Teachers and school officials may explore ways to help students at risk develop the competencies
prescribed in their subjects or grade levels.

3. Teachers may seek to understand what factors, in addition to motivational strategies, may influence
students' learning, such as those related to the school, family, or factors originating from the students
themselves.

4. This research may be replicated, with other variables not included in this study, such as demographic
profile, emotional quotient, social skills, and other psychological factors, potentially being consid-
ered.
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IMPROVING LEAST MASTERED COMPETENCY IN
MATHEMATICS USING INDIGENIZED LEARNING
ACTIVITY SHEETS FOR GRADE 6 PUPILS
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ABSTRACT

The study aimed to improve the least mastered competency in solving routine and non-routine
problems involving finding the percentage, rate and base using appropriate strategies and tools
in Mathematics using indigenized learning activity sheets for Grade 6 pupils at Tactac Elemen-
tary School for the School Year 2024-2025. Quantitative research design was used in the study.
Total enumeration was utilized in selecting the 20 Grade 6 pupils who had poor mastery level in
Mathematics particularly in solving routine and non-routine problems involving finding the
percentage, rate and base using appropriate strategies and tools. Results showed that the mas-
tery level of the respondents in solving routine and non-routine problems involving finding the
percentage, rate, and base using appropriate strategies and tools before the intervention was
average prior to using the indigenized learning activity sheets. After using the indigenized
learning activity sheets, mastery level of the respondents was high and indicated that the use of
culturally relevant and context-based learning materials effectively enhanced students’ problem
-solving skills and overall mathematical competence. The indigenized learning activity sheets
had successfully facilitated deeper understanding and application of mathematical concepts,
contributing to improved learner performance. The results revealed a statistically significant
difference in the mastery levels of the respondents before and after the use of indigenized learn-
ing activity sheets. Therefore, it can be concluded that incorporating culturally relevant and
context-based learning materials positively impacts pupils’ mastery of mathematical concepts.

Keywords: Indigenized learning activity sheets, least mastered competency in Mathematics

INTRODUCTION

Mathematics is one of the subjects in the elementary that can be applied in the daily lives of the pu-
pils. Pupils who study mathematics get critical problem-solving abilities that they can use in everyday
situations and beyond. It teaches pupils to think critically, uncover pertinent information, and use reason-
ing to solve problems. These abilities are crucial for both academic achievement and overcoming obsta-
cles in the real world like planning, budgeting, and making decisions.

According to the Matatag Curriculum, mathematics is a general education subject taught in primary
and higher education. Pupils are expected to gain an appreciation of and understanding of its principles
as an applied subject by using appropriate technology in problem-solving, critical thinking, communi-
cating, reasoning, making connections, representations, and decisions in real life. Basic mathematical
ideas are taught in this order in education in the Philippine context.

However, low performance in this area is still noticeable, though. People live in a mathematical envi-
ronment where using a spreadsheet, selecting an insurance or health plan, or making purchasing deci-
sions all depend on mathematical knowledge. There has been a significant increase in the level of mathe-
matical reasoning and problem solving required in the job. Those who possess an understanding of math-
ematical theory will have an advantage over others in this kind of world when it comes to doing mathe-
matics. Proficiency in mathematics creates pathways to prosperous futures, whereas insufficient mathe-
matical proficiency blocks those pathways. Even though every pupil is unique in their needs, interests,
and talents, they all need to be able to use mathematics in their personal and professional lives as well as
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in their future academic endeavors. Every learner should have the chance to appreciate the beauty and
power of mathematics. In order to tackle problems creatively and resourcefully and to compute fluently,
students must acquire a new set of fundamental mathematics skills (Acosta, 2023).

International recognition of mathematics' importance is widespread for the sake of a country's econo-
my as well as the requirement that its citizens be literate in mathematics and science. No topic in the cur-
riculum has attracted more attention than mathematics today, according to Tabago (2011), cited in Hizon
(2019). However, it is disheartening to see that the current condition of mathematics education, as evalu-
ated by eminent scientists in both local and international circles, is "discouragingly inadequate.

It took a while to realize how important mathematics is to daily lives. And as a result of these find-
ings, there are more technology or Industrial Era, during this time technological devices are used in
many ways. These days, the use of mathematics aids in the development and invention of such technolo-
gy-based tools. These applications make life easier for us. The findings indicate the nation's education
system's decline in quality.

Additionally, Martinez (2025) cited that the Philippines did poorly in the 2022 Program for Interna-
tional Student Assessment (PISA) where the Philippines ranked 77th out of 81 countries with scores sig-
nificantly below the OECD average: 355 in mathematics, 347 in reading, and 373 in science (compared
to OECD averages of 472, 476, and 485, respectively). It is depressing to observe that many students
have tendency to grow afraid of mathematics and become more worried to learn, which results in bad
performance in the subject, given the significance of mathematical knowledge and abilities to be suc-
cessful in any human effort (Mazana et al., 2018). Students even view the subject's requirements as a
nightmare, which obscures the subject's significance as the primary means of fostering higher-order cog-
nitive abilities and logical thinking in them (Visitacion, 2020).

Actually, a number of evaluations may show how poorly students are doing in mathematics. Accord-
ing to the most recent results of the Organization for Economic Co-operation and Development's
(OECD) Programme for International Student Performance (PISA), Filipino students came in last out of
79 participating nations and in close second place in science and mathematics. Briones claims that the
2022 PISA results highlight the importance of addressing basic education quality even more. According
to the Trends in International Mathematics and Science Study (TIMSS) 2019 results released by the In-
ternational Association for the Evaluation of Educational Achievement (IEA), students in the Philippines
are not doing well in the subject of mathematics. They scored 297 in the subject, which is much lower
than students in any other participating country and places them last out of 58 countries (Bernardo,
2020). Furthermore, the low performance of Filipino students was highlighted in the results of both local
and international assessments on student performance in 2019, which brought the quality of education in
the nation under scrutiny. According to Education Secretary Leonor Briones, Filipino students' results on
the National Achievement Test (NAT), a large-scale examination, tend to indicate low proficiency lev-
els, particularly in Science, Math, and English.

Courses in Mathematics are always thought to be among the hardest to both instruct and educate.
Based on the part on Schools Division Office Monitoring and Evaluation results of the Periodic Test,
only a small number of institutions were able to achieve each grade period the quality education criteria
of 75% proficiency level. To address this, numerous interventions have been presented and put into prac-
tice when teaching mathematics, but even so, it has not been possible to meet the 75% competence level
criteria for high-quality education.

With this, research indicates that pupils struggle with mathematics due to its abstract nature particu-
larly on mathematical problem solving. Teachers' failure to indigenized the issue prevents pupils from
understanding Math concepts and ideas to the fullest extent. If pupils are able to independently experi-
ence the competencies that they need to learn, Math will be better comprehended.

Indigenization is seen as a potential solution to these problems to address and to fix the issues with
instructional material shortcomings and to make learning and teaching in this field relevant and respon-
sive. The use of locally produced teaching and learning materials is encouraged, as per the Implementing
Rules and Regulations (IRR) of RA 10533, provided that it is approved by the division or regional edu-
cation unit and complies with national policies and standards (DO No.43, s. 2013).

In summary, indigenized learning activity sheets in Mathematics are contextualized, culturally rele-
vant educational tools that integrate indigenous knowledge and practices into math instruction to en-
hance understanding, engagement, and performance.
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The gaps of this study present that most of the studies cited focus on contextualization with less stud-
ies on indigenization. Indigenization is similar to contextualization. The practice of connecting the cur-
riculum to a place, circumstance, or field of application in order to make the competences applicable,
significant, and helpful to all students is known as contextualization. When education and curricula are
more inclusive, all students can gain from the chance to experience and unlearn the dual histories of In-
digenous and non-Indigenous peoples. This has the potential to extend pupils' horizons and improve their
understanding of this nation. In accordance with DepEd Order N. 32 S. In 2015, the term
"indigenization" refers to the processes of improving the curriculum, competences, educational materi-
als, and methods of instruction in light of the historical, sociocultural, and biogeographical context of the
learner's community.

Therefore, the purpose of this study is to improve the least mastered competency in mathematics us-
ing indigenized learning activity sheets for Grade 6 pupils.

Comparably, according to the assessment based from the examination given, majority of grade VI
students at Tactac Elementary School had the least amount of mastery in mathematics. Consequently,
this motivates the proponent to carry out research, specifically focusing on enhancing the least proficient
competencies in Mathematics 6 particularly in solving routine and non-routine problems involving find-
ing the percentage, rate and base using appropriate strategies and tools.

The least mastered competency is similar with the 2016 study by Bostic et al. (2016) demonstrated
that sixth-grade students exposed to TTPS showed significant improvements in problem-solving perfor-
mance compared to peers receiving traditional instruction. While the intervention group solved more
complex problems, they underperformed on standardized unit tests, suggesting a need for balanced in-
structional methods. A 2023 Frontiers in Education study found that students’ problem-solving under-
standing directly influences mathematics learning outcomes.

The study is anchored on the Department of Education (DepEd) Philippines' emphasis on contextual-
ized, indigenized and culturally responsive teaching materials. DepEd promotes the use of indigenized
curricula and learning resources that integrate indigenous knowledge and local contexts to make learning
more relevant and effective for learners, especially those from indigenous and culturally diverse commu-
nities. This aligns with DepEd’s Indigenous Peoples Education (IPEd) program and its policies on cur-
riculum indigenization, which aim to enhance learners' understanding by connecting academic content
with their cultural backgrounds (Deped Order No. 15, s. 2015.)

Also, the study is anchored on the research agenda of NVSU-CTE particularly on instruction and
curriculum and development on assessment and evaluation of learning.

In Tactac Elementary School, the researcher who is a Grade 6 Mathematics teacher observed that
most of the Grade 6 pupils experienced difficulties in mastering the competencies in Mathematics 6.
“Mahirap iyong lesson sa Math;” “Hindi ko naman naiintindihan iyong lessons natin sa Math; and
“Nakakabagot namang magsolve ng routine and non-routine problems.” These are just few of the senti-
ments heard by the researcher from the Grade 6 pupils.

Thus, the researcher was motivated to conduct this study.

Statement of the Problem

The study aimed to improve the least mastered competency in Mathematics using indigenized learn-

ing activity sheets for Grade 6 pupils at Tactac Elementary School for the School Year 2024-2025.

Specifically, the study found answers to the following research questions:

1.What is the mastery level of the respondents in solving routine and non-routine problems involving
finding the percentage, rate and base using appropriate strategies and tools before using the in-
digenized learning activity sheet?

2. What is the mastery level of the respondents in solving routine and non-routine problems involving
finding the percentage, rate and base using appropriate strategies and tools after using the indigenized
learning activity sheets?

3.Is there a significant difference on the mastery level of the respondents before and after using the in-
digenized learning activity sheets?
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HYPOTHESIS

There is no significant difference on the mastery level of the respondents before and after using the
indigenized activity sheets.

METHODOLOGY

This study used the quantitative design of research to collect data regarding the indigenous learning
activity sheets in Mathematics.

Quantitative research is a systematic method of collecting and analyzing numerical data to describe
characteristics, test hypotheses, identify patterns, and establish cause-and-effect relationships. In educa-
tion, it provides measurable evidence that can confirm or disprove theories and is often used to evaluate
the effectiveness of instructional interventions through statistical analysis (Scribbr, 2023; Research-
er.life, 2023).

In relation to the study on improving the least mastered competency in Mathematics using in-
digenized learning activity sheets, quantitative research is appropriate because it allows the researcher to
measure students’ performance before and after the intervention numerically. This approach helps deter-
mine whether the use of culturally relevant, indigenized materials significantly improves learners’ mas-
tery of specific math competencies. By quantifying learning outcomes, educators can objectively assess
the effectiveness of these tailored learning tools and generalize findings to similar learner populations
(SOE Online, n.d.; Scribbr, 2023).

This study also used quasi-experimental. A pre-test and post-test were administered before and after
using the indigenized learning activity sheets. The purpose of this study was to evaluate the pupils' pre-
and post-test results after using the Indigenized Learning Activity Sheets.

The study used total enumeration method in choosing the respondents of the study. Instead of choos-
ing a sample or subgroup from the population, the researcher looks at the complete population that satis-
fies specific criteria. In order to ensure thorough coverage and lessen sample bias, it entails gathering
data from each individual in the population or group.

This study was conducted Tactac Elementary School. This is one of the public elementary schools in
the municipality of Sta. Fe, Nueva Vizcaya. The school has 186 pupils, 8 teaching and 1 non-teaching
staff. The school is headed by head teacher.

The respondents of the study were the sixth-grade pupils of Tactac Elementary School. All of the
grade 6 students who were selected by total enumeration were included in the study since based from the
assessment particularly the examination it came out that most of the pupils did not master the competen-
cy in solving routine and non-routine problems involving finding the percentage, rate and base using ap-
propriate strategies and tools. The study included 20 respondents (100.00%) out of whom 11 male and 9
female.

The main tool for acquiring the data for the study was the teacher-made pre-test/post-test. This meas-
ured the improvement of the least mastered competencies in Mathematics 6 using the indigenized learn-
ing activity sheets. The Teacher-Made Test. Was the assessment tool designed to gauge the least-
mastered competency of the Grade 6 pupils in Mathematics measured the least-mastered competencies
from the certain quarter.

The competency that was measured was included in the Table of Specification. The pre-test and post
-test materials and learning activity sheets were written and anchored on the least mastered competency
that was addressed. The pre-test had content validation by expert. The scores in the pre-test and post-test
were used as the basis for mastery level. The mastery scale used in the DepEd to identify the mastery
level of the respondents in the competency being tested was used.

In data gathering procedure, the proponent used the least-mastered competencies in Mathematics 6 to
make of the teacher-made multiple-choice questions. The panel members validated the questions once
the proponent has developed them. The recommendations were integrated and made available for distri-
bution to the respondents following validation.

The sixth-grade students at Tactac Elementary School received the research tool. Before the admin-
istration, protocol was closely adhered to by working with the principal of the school and obtaining con-
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sent from the respondents' parents through a parental waiver. Absolute secrecy and honesty shall also be
adhered to religiously.

The validity of the instruments was established by the validators. In the validation process, the test
questions, key to correction and the rubric for scoring were included.

Ethical considerations like asking permission from authorities and providing parents’ waivers were
strictly followed.

The study used the following statistical tools: Mean, Frequency and Percentage. The level of compe-
tence of the respondents in the mathematics 6 competencies was described using these statistical tools.

Paired t-test. This was utilized to ascertain whether there is a significant difference between the par-
ticipants' mastery levels before and after using the indigenous learning activity sheets.

For statistical interpretation, the five percent (5%) level of significance was applied.

FINDINGS

The findings of the study are presented here. The collected data were used in order to address the
issues mentioned in Chapter 1.

Table 1. Mastery Level of the Respondents in Solving Routine and Non-Routine Problems Involving Finding the Per-
centage, Rate and Base using Appropriate Strategies and Tools Before Using the Indigenized Learning Activity Sheet

Level Score Range Frequency Percentage
High 19-24 10 50
Average 13-18 10 50

Mean 18.45
Level Average

The data in table 1 show that mastery level of the respondents in solving routine and non-routine
problems involving finding the percentage, rate and base using appropriate strategies and tools before
using the indigenized learning activity sheet is described as average. This is indicated by the computed
mean of 18.45.

This average mastery level comprises 10 or 50% has average mastery level with a score range of 13-
18 while 10 or 50% has high mastery level with the score range 19-24.

The data presented in Table 1 means that before the implementation of the indigenized Learning Ac-
tivity Sheet (LAS), the majority of the Grade 6 respondents shown an average mastery level in solving
both routine and non-routine mathematical problems involving percentages, rates, and bases.

With 50% of students scoring in the "average" range (13—18) and 50% in the "high" range (19-24),
the pre-intervention data reveals an average mastery level (mean = 18.45), highlighting notable variation
in students' fundamental abilities to solve percentage, rate, and base problems. This discrepancy raises
the possibility that standard teaching approaches may not sufficiently meet the varied learning demands
of pupils, especially those in the average mastery category. Recent research is examined below to put
these findings in context and show how indigenized interventions can close this gap.

Generally, the pre-intervention mastery levels highlight how traditional pedagogies can't meet the
needs of a wide range of learners. According to recent research, indigenized interventions regularly im-
prove both average and high achievers by including local contexts, cooperative activities, and culturally
relevant models. In addition to raising test scores, these methods help students better apply mathematical
ideas to situations that are pertinent to their cultural identities.

It is probable that 50% of students in the average range had difficulty using abstract frameworks for
problem-solving that were unrelated to their real-world experiences. According to Lo (2023), native Tai-
wanese students first displayed comparable difficulties but saw a 70% increase in performance with the
use of remedial modules that were infused with their culture. These courses allowed students to relate
mathematical ideas to existing knowledge by substituting culturally relevant situations for generic exam-
ples (such as using traditional weaving patterns to teach ratios).

Further, the disparity between high and average competence levels could be the result of uneven ap-
plication of conventional techniques. According to Kadonsi (2024), 82% of participants moved into the
"high mastery" category after the intervention, demonstrating more consistent advances among Zambian
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pupils exposed to group activities based on indigenous knowledge (such as cooperative beadwork de-
signs to teach fractions). By encouraging peer learning, these cooperative, culturally-based tasks can re-
duce variability.

In like manner, Pabillaran (2024) found that after completing locally developed practical activities,
Higaonon students in the Philippines who performed well on baseline tests subsequently enhanced their
capacity to apply percentages and ratios to practical situations (such as figuring out harvest yields). This
supports the notion that localized resources enable exceptional students to use their knowledge in situa-
tions that are culturally appropriate.

Table 2. Mastery Level of the Respondents in Solving Routine and Non-Routine Problems Involving Finding the Per-
centage, Rate and Base using Appropriate Strategies and Tools After Using the Indigenized Learning Activity Sheet

Level Score Range Frequency Percentage
Very High 25-30 5 25
High 19-24 15 75

Mean 23.60
Level High

Mastery level of the respondents in solving routine and non-routine problems involving after using
the indigenized learning activity sheet is described as high. This is indicated by the mean 23.60.

The mean comprises 15 or 75% have high mastery level with the score range 19-24 and 5 or 25%
have very high mastery level with the score range 25-30.

The finding that the mastery level of respondents in solving routine and non-routine problems after
using the indigenized Learning Activity Sheet (LAS) is described as high, with a mean score of 23.60,
indicates substantial improvement in their problem-solving skills. Specifically, 75% of the pupils
achieved a high mastery level (scores 19-24), and 25% attained a very high mastery level (scores 25-30).

This suggests that the indigenized learning activity sheet effectively supports learners in mastering
mathematical problem-solving competencies by contextualizing content in culturally relevant ways.
Though the description of the pre-test and post are both high, the result show improvement after using
the indigenized learning activity sheet.

The finding is consistent with previous research showing that problem-solving skills and idea
knowledge are positively correlated. Riong et al. (2022), for instance, discovered a reciprocal association
between students' problem-solving abilities and their grasp of mathematical concepts, especially when
higher-order thinking skills (HOTS) like analyzing, evaluating, and inventing are the focus. Their re-
search supported the efficacy of contextualized and mastery-based instructional approaches by demon-
strating that improved concept mastery results in improved problem-solving performance and vice versa.

Similar to this, Capuyan (2021) showed that using contextualized Learning Activity Sheets greatly
enhanced students' academic achievement and scientific problem-solving abilities, suggesting that learn-
ing resources based on learners' contexts promote greater conceptual understanding and application.

Moreover, mastery-style teaching approaches in mathematics, which emphasize deep understanding
and sustained attainment through scaffolded problem-solving practice, have been shown to lead to higher
mastery levels and improved problem-solving competencies (Westley et al., 2024). This supports the
notion that indigenized learning activity sheet, by embedding cultural relevance and mastery learning
principles, can elevate learners’ mathematical problem-solving skills.

Hizon (2019) demonstrated that contextualized learner materials, including manipulatives and cultur-
ally relevant examples, significantly improve mathematical problem-solving skills, supporting the ra-
tionale for using indigenized LAS despite high initial mastery levels.

Table 3. Summary of t-test Computation on the Difference in the Mastery Levels of the Respondents
Before and After Using the Indigenized Learning Activity Sheets

Tests Mean Computed p-value Remarks
t-test
Pretest 18.45
10.92 <0.001 Significant
Post test 23.60
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The summary of t-test computation on the difference in the mastery levels of the respondents before
and after using the indigenized learning activity sheets has computed t-test of 10.92 with p-value <0.001
which is lesser than 0.05. Hence, there is a significant difference on the mastery level of the respondents
before and after using the indigenized learning activity sheets. Therefore, the null hypothesis is rejected.

The computed t-test value of 10.92 (p = <0.001)** indicates a statistically significant improvement
in mathematics mastery levels after using indigenized learning activity sheets (LAS). This result strongly
supports the effectiveness of culturally contextualized materials in enhancing mathematical competen-
cies among learners.

The significant difference in mastery levels (pre-test vs. post-test) suggests that indigenized LAS
successfully bridged learning gaps by aligning mathematical concepts with learners’ cultural contexts.
The high t-value with the corresponding p-value reflects a large effect size, meaning the intervention had
a substantial practical impact. This aligns with research showing that culturally relevant materials im-
prove engagement, retention, and problem-solving skills in mathematics.

The finding of this study is supported by Zarate et al. (2022) who found that tailored worksheets en-
hance mastery, similar to indigenized LAS.

When compared to conventional approaches, Hizon (2019) discovered that contextualized or in-
digenized learning resources considerably increased math achievement scores. Indigenized learning ac-
tivity sheets serve as contextualized resources that relate abstract mathematics to situations from every-
day culture.

Moreover, East (2023) cited that integrating indigenous knowledge into curricula fosters deeper en-
gagement and cognitive connections, improving academic outcomes. Indigenized learning activity sheets
operationalize this theory by embedding local cultural contexts into math problems.

To support this, Sasanti et al. (2025) found that collaborative problem-solving models (e.g., group
work with culturally relevant tasks) significantly improved critical thinking and math scores. In the pre-
sent study, Indigenized LAS likely promoted similar collaborative, context-based learning.

Damopolii et al. (2023) also found that pupils’ problem-solving understanding directly correlates
with math achievement, particularly when tasks are contextualized. Indigenized LAS enhance problem-
solving by grounding math in familiar cultural contexts.

Indigenization encourages students to comprehend and honor cultural legacy (Bringas, 2014). In or-
der to create learning equity that is suitable for all types of learners to relate their understandings in the
real context of their lives, indigenized learning refers to adopting the current environment, setting, and
situation adjustment. Teachers should think about this as they move on with the teaching-learning pro-
cess. To effectively teach a subject and give pupils a sense of belonging in the classroom, teachers can
start the lecture by including the background of the pupils' life. Engagement will come if the emotional
component comes first.

For instance, learners benefit from indigenization of information since it makes the content more
familiar and pleasurable to study (Mahabadi, 2012), referenced in Suguitan and Natividad (2022). Learn-
ing that pupils do and remember is what they will always remember. As a result, utilizing indigenized
materials is equivalent to respecting and honoring the pupils' social and cultural identities. By connecting
and presenting the lesson in the context of the dominant local environment, culture, and resources, it also
aids in teachers' and pupils' conceptual understanding. Lessons will therefore become more applicable to
real-world situations, tailored and suitable.

CONCLUSION
Based from the findings of the study, it is hereby concluded that:

1. The mastery level of the respondents in solving routine and non-routine problems involving finding
the percentage, rate, and base using appropriate strategies and tools before the intervention was aver-
age.

2. The mastery level of the respondents in solving both routine and non-routine mathematical problems
after using the indigenized learning activity sheets is high.

3. The results of the t-test analysis reveal a statistically significant difference in the mastery levels of the
respondents before and after the use of indigenized learning activity sheets.
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RECOMMENDATIONS

In light of the conclusions of the study, it is hereby recommended that:

1. Teachers may explore other means of intervention aside from the indigenized learning activity sheets
to deepen learners’ problem-solving skills and enhance their ability to apply percentage, rate, and
base concepts in more complex, real-life situations. Integrating culturally relevant contexts will sus-
tain engagement and promote higher-order thinking beyond foundational mastery.

2. It is recommended that teachers continue to develop and integrate indigenized learning activity sheets
into mathematics instruction to leverage culturally relevant and context-based materials. This ap-
proach should be expanded across grade levels to further enhance students’ problem-solving skills
and overall mathematical competence. Additionally, ongoing training for educators on developing and
using indigenized resources will help sustain and maximize these positive learning outcomes.

3. Teachers and curriculum developers incorporate indigenized learning activity sheets regularly in
mathematics instruction to enhance pupils’ understanding and mastery of mathematical concepts. Ad-
ditionally, schools should support the development and use of culturally relevant, context-based learn-
ing materials to make mathematics more engaging and meaningful for learners. The indigenized
learning activity sheet can be disseminated to other teachers and schools to improve the least mastered
competency of the pupils in Mathematics.

4. Other researchers are recommended to further explore the use of indigenized Learning Activity Sheets
(LAS) by expanding the study to different grade levels and subject areas to validate and generalize the
positive effects on mastery levels. It is also suggested to investigate the role of teacher competence in
cultural knowledge and assessment skills in the effective construction and implementation of in-
digenized LAS. Additionally, conducting longitudinal studies could provide insights into the sus-
tained impact of these materials on learners’ academic performance. Finally, integrating collaborative
and technology-enhanced approaches with indigenized LAS may further enhance learner engagement
and mastery.
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READINESS OF SCIENCE LABORATORY FACILITIES: ITS
EFFECT ON TEACHERS’ COOPERATIVE LEARNING AND
LEARNERS’ PROCESS SKILLS ACQUISITION
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ABSTRACT

This study examined the effect of science laboratory facility readiness on teachers' cooperative
learning and students' process skills acquisition in Guindulman during the 2024-2025 school
year. Surveys of 184 teachers and 230 students revealed insufficient science equipment despite
overall facility readiness. Teachers exhibited strong cooperative learning, enhancing students'
skills (e.g., observing, measuring). Student age and grade level influenced skills, while facility
readiness and cooperative learning predicted performance. Improving labs and collaboration is
crucial for boosting scientific competencies.

Keywords: science laboratory readiness, cooperative learning, process skills acquisition, science edu-
cation, student performance predictors

INTRODUCTION

Science education is crucial for developing problem-solving skills, yet Filipino students rank among
the lowest in global Science assessments (PISA 2018, 2022). Systemic issues—particularly inadequate
lab facilities and teaching materials—hinder effective instruction and widen regional disparities
(EDCOM 2024; Nuevo, 2024; Anto et al., 2023). While cooperative learning improves engagement and
process skills (Solomon, 2024; Gillies, 2020), resource shortages limit its implementation (Barrett et al.,
2019). Inquiry-based strategies are vital for skill development (Kumar, 2023), but facility gaps persist.
This study examines how lab readiness affects teachers’ cooperative learning and students’ process skills
in Guindulman District (2024-2025), addressing a critical local research gap.

STATEMENT OF THE PROBLEM

The main thrust of this study was to determine the impact of the readiness of science laboratory facil-
ities on teachers’ cooperative learning and process skills acquisition of learners in the District of Guin-
dulman during the third quarter for the school year 2024-2025.

Specifically, it sought to answer the following questions:
1. What is the perception of the respondents on the readiness of Science facilities in public schools in
terms of:
1.1 student cohesiveness;
1.2 open-endedness;
1.3 involvement;
1.4 rule clarity; and
1.5 material environment?
2. What is the perception of the respondents on the level of cooperative learning implemented by teach-
ers in Science classrooms in terms of:
2.1 social skills
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2.2 group processing;
2.3 positive interdependency;
2.4 stimulating interaction; and
2.5 individual responsibility?
3. What is the perception of the respondents on the level of process skills acquisition of the learners in
terms of:
3.1 observing;
3.2 measuring;
3.3 classifying;
3.4 inferencing;
3.5 communicating; and
3.6 hypothesizing?
4. Is there a significant relationship between the learners’ level of process skills acquisition and their pro-
file?
5. Which of the following factors significantly predict learners’ process skills acquisition as to:
5.1. readiness of science facilities; and
5.2. teachers’ cooperative learning?
6. Is there a significant relationship between the teachers’ cooperative learning and the readiness of sci-
ence facilities?
7. What intervention measures can be proposed based on the findings of the study?

RESEARCH METHODOLOGY

To assess the impact of Science laboratory readiness on teachers’ cooperative learning and students’
process skills in Guindulman for SY 2024-2025, the researchers used a quantitative descriptive-
correlational design. Data were collected using adapted, validated survey questionnaires covering de-
mographics, lab readiness, equipment availability, cooperative learning, and process skills. A purposive
sample of 184 teachers and 230 students (totaling 414) from selected elementary and secondary schools
participated. Data were tallied and analyzed using descriptive and inferential statistics, including percent-
age, weighted mean, Chi-square, simple linear regression, and Pearson correlation.

RESULTS AND DISCUSSION

This part of the research study presents, analyzes, and interprets the data on facility readiness, teach-
ers’ cooperative learning, and students’ process skills acquisition.

Table 1.1. Perception on the Readiness of Science Facilities in Public Schools in terms of Student Cohesiveness

) Statements __Teachers Sludents Qverall
The Science laboratory faciibes WM Vi [wm [ i AWM [ Vi
1. enable students lo gel along | | |

well with each other in this @ 3.18 R 310 R 34 R

_ laboratory class, |

2. provide ample opportunities for
sludents 1o gel to know olher  2.55 R 2.56 R 2.56 R
sludents in this laboralory class.

3. akow members of  this

laboralory class o assist each | 3.07 R 313 R 310 R

____other when needed, |

4. students to get to know each
olher well in this laboralory 312 R 3.09 R an R

class |
5. enable students (o rely on each

other for help dunng laboratory = 2.96 R 293 R 295 R Legend:

clagsps Interval Verbal Interpretation (V1)
: x ! ! | 1 1 { ] 3.25-4.00 Very Ready (VR)
6. help students learn the names 2.50-324 Ready (R)

of all their classmates in this = 2.51 R 244 u 248 u 1.75-2.49 Unready {U)

1.00-1.74 Very Unready (VU
laboratory class. Ty y (VU)

Avarage Welghted Mean 7290 Ready | 287 | Ready 289 | Ready
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Table 1.1 shows the perception of the respondents on the readiness of science laboratory facilities in
public schools in terms of student cohesiveness.

Overall, the highest-rated statement was statement 1 "The science laboratory facilities enable stu-
dents to get along well with each other in this laboratory class," with a combined average weighted mean
of 3.14, indicating that both teachers and students perceive the laboratory as facilitating student collabo-
ration. The lowest-rated statement overall was statement 6 "The science laboratory facilities help stu-
dents learn the names of all their classmates in this laboratory class," with an average weighted mean of
2.48, showing that both teachers and students perceive challenges in fostering full student engagement
due to limitations in the facilities. The overall average weighted mean was 2.89, indicating that while the
science laboratory facilities are generally seen as "Ready" for promoting student cohesiveness, there are
still areas that need improvement.

These findings are supported by Sykora (2022), who emphasized that the readiness of science labora-
tory facilities extends beyond merely having the necessary equipment; it also involves creating an envi-
ronment that promotes collaboration, teamwork, and meaningful social interaction among students. Simi-
larly, Mncube et al. (2023) highlighted that a well-organized and conducive laboratory environment
plays a vital role in strengthening student cohesiveness.

Table 1.2 shows the perception of the respondents on the readiness of science laboratory facilities in
public schools in terms of open-endedness.

Table 1.2 Perception on the Readiness of Science Facilities in Public Schools in terms of Open-endedness

Statements | Teachers | Students | Owarall
The Science laboratory facilities WM | VI WM VI AWM | VI
1. require students to design
thelr own experiments 1o | 2.89 R 2.79 R 2.84 R
solve a given problem
2. encourage studenis to go
boyond  the  regular | , o4 | o | age| R 280 | R
laboratory exercises and
experiment on their own
3. allow students lo determine |
the best approach o . .. .
procoed  with  |laboratory 0 R %09 R .08 R
axperiments |
4. encourage sludents lo
explore new ideas and
approaches during
laboratory experiments |
5. provide students with the
freadom e ol P P
laboratory  procedures IE 2.90 R 2.96 R 2.93 R
test different hypoltheses

2.96 R 327 VR 312 R

6. offer students the
opportunity to design and
conduct experiments that go | 2.85 R 2.78 R 2.82 R
beyond he regular
currculum.

Average Welghted Mean 283 | Ready | 296 Ready | 295 | Ready
Lagend:

Interval Verbal Interpretation (V1)
3.254.00 Very Ready (VR)
2.50-3.24 Ready (R)
1.75-2.49 LUnready (L)
1.00-1.74 Viery Unready (VIU)

Overall, the highest-rated statement was statement 3 "The science laboratory facilities encourage
students to explore new ideas and approaches during laboratory experiments," with a weighted mean of
3.12, described as "Ready." This reflects that both teachers and students generally feel the facilities en-
courage creative and exploratory thinking during laboratory experiments. The lowest-rated statement
overall was statement 6 "The science laboratory facilities offer students the opportunity to design and
conduct experiments that go beyond the regular curriculum," with a weighted mean of 2.82, indicating
that while the laboratories provide some room for exploration, there are still constraints in offering more
advanced or independent scientific inquiry. The overall average weighted mean was 2.95, showing that
both teachers and students perceive the laboratory facilities as "Ready" in promoting open-endedness,

Similarly, Anto et al. (2023) highlighted that insufficient materials and equipment often force teach-
ers and students to adhere strictly to guided experiments, limiting students’ ability to engage in deeper,
self-directed scientific inquiry, which aligns with the areas for improvement identified in this study.
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Table 1.3. Perception on the Readiness of Science Facilities in Public Schools in terms of Involvement

Statements Teachers Students Overall
The Science laboratory facities. .. | WM vi | WM vi | AWM Vi
1. provide opportunities for
students to pursue their
own science interests in
this laboratory class. 1
2. enable students to collect
different data tham other
groups do for the same | 3.02 R 28 R 292 R
problem during laboratory
SESSI0NS. |
3. allow students to apply
theory from regular
science classes during
laboratory activities
4. help sludents belter |
understand the theory
coverad in regular science | 3.00 R 325 VR 313 R
classes through laboratory
SESSIONS.
5. encourage students to

3.00 R 3.03 R 3.02 R

3.08 R 347 R 313 R

collaborate  with others | , ., R 326 VR 322 R

during laboratory

SESSIoNS.

Average Welghted Mean 305 | Ready | 310 | Ready 3.08 | Ready

Legend:

Interval Verbal Intarpretation (V1)

3.25-4.00 Very Ready (VIR)

2.50-3.24 Ready (R)

1.75-2.49 Unready (U)

1.00-1.74 Very Unready (VL)

Table 1.3 shows the perception of the respondents on the readiness of science laboratory facilities in
public schools in terms of involvement. Overall, the highest-rated statement was statement 5 "The sci-
ence laboratory facilities encourage students to collaborate with others during laboratory sessions," with
a weighted mean of 3.22, described as "Ready." This reflects a general perception that both teachers and
students feel the laboratory facilities facilitate collaboration. The lowest-rated statement overall was
statement 2 "The science laboratory facilities enable students to collect different data than other groups
do for the same problem during laboratory sessions," with a weighted mean of 2.92, indicating that while
there is a sense of involvement, the opportunities for variation in data collection could be further expand-
ed. The overall average weighted mean was 3.08, described as "Ready," indicating that both teachers and
students perceive the laboratory facilities as sufficiently involving.

As noted by Gillies (2020) and Foster (2020), collaborative learning experiences provide significant
educational benefits, such as improved critical thinking, problem-solving, and communication skills.
This is also consistent with the literature by Prieto-Saborit et al. (2022), which emphasizes the value of
individualized contributions within group learning contexts to enhance student engagement and responsi-
bility.

Table 1.4 Perception on the Readiness of Science Facilities in Public Schools in terms of Rule Clarity

Statements | Teachers Students | Ovwerall
The Science laboratory faciities... | WM [ VI (WM | VI [ AWM | VI |
1. have clear rules thal guide
students” activities in the | 3.31 VR 330 VR N VR
laboratory. |

2. are formal, with clear rules
imposed on sludents |

3. require students to follow
specific rules in  the | 316 R 320 R 3.18 R
laboratory, |

4. have a clear prolocol lor
students to follow in order

to ensure safety during
laboratory experiments. |

5. provide students with the

251 R 2.50 R 2.5 R

3.16 R 333 VR 3.25 VR

teacher’s guidance on how

to conduct experiments | 3.07 R 38 R 312 R

during laboratony

5@55i0N5, |
6. have clearer rules

compared to students’ | 2.85 R 283 R 290 R

___ olherclasses. — I I S—
Average Weighted Mean 3.03 | Ready | 3.06 | Ready 3.05 | Ready
Legend:

Interval Verbal Interpretation (V1)

3.25-4.00 Very Ready (VR)

2.50-3.24 Ready (R)
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Table 1.4 presents the perception of the respondents on the readiness of science laboratory facilities
in public schools in terms of rule clarity. Overall, the highest-rated statement was statement 1 "The sci-
ence laboratory facilities have clear rules that guide students' activities in the laboratory," with a
weighted mean of 3.31, indicating that both teachers and students believe the rules in the laboratory are
well-established and help guide students' activities. The lowest-rated statement overall was statement 2
"The science laboratory facilities are formal, with clear rules imposed on students," with a weighted
mean of 2.51, suggesting that while rules are present, there is a sense that they may not always be strictly
enforced or are not as formal as they could be. The overall average weighted mean was 3.05, described
as "Ready," reflecting that the laboratory facilities generally provide a clear structure in terms of rules.

This aligns with the concerns raised by Gillies (2020), who notes that the lack of consistent rule en-
forcement can negatively impact collaborative learning by creating ambiguity about student responsibili-
ties and expectations in the laboratory setting.

Table 1.5 Perception on the Readiness of Science Facilities in Public Schools in terms of Material Environment

Statements | Teachers | Students | Owvarall

The Science laboratory facilities... WM VI (WM Vi AWM | W

1. are spacious enough for
students when  conducting | 243 U 262 R 2.53 R
experiments,

4. have the equipment and
materials needed for laboratory | 2.26 U 277 R 2.52 R
activities readily available. [

3. provide students with |aboratory
equipment that s in good 289 R 254 R 2.72 R
working condition,

4, mainlain a comforiable
temperature and air quality 244 u 258 R 2.5 R
during laboratory sessions. [

5. offer an inviting and conducive
environment for students 1o work | 2.80 R 288 R 2.T4 R
in,

6. have sufficent space for
individual or group work.

272 R 294 R 2.83 R

Average Welghted Mean | 256 | Ready | 272 Ready 2.64 | Ready |
Legend:
Interval Verbal Interpretation (V)
3.25-4.00 Very Ready (VR)
2.50-3.24 Ready (R)
1.75-249 Unready (U}
1.00-1.74 Very Unready (VIU)

Table 1.5 shows the perception of the respondents on the readiness of science facilities in public
schools in terms of the material environment. Overall, the highest-rated statement was statement 6 "The
science laboratory facilities have sufficient space for individual or group work," with a weighted mean of
2.83, showing that both teachers and students generally agree on the adequacy of space in the laboratory.
The lowest-rated statement overall was statement 4 "The science laboratory facilities maintain a comfort-
able temperature and air quality during laboratory sessions," with a weighted mean of 2.51, indicating
that across all respondents, there is a consensus that the temperature and air quality in the laboratory is
somehow not optimal. The overall average weighted mean was 2.64, described as "Ready," suggesting
that while the material environment in the laboratories is generally adequate, improvements are needed
in terms of equipment availability, sufficient space for experiments and laboratory’s temperature and air
quality.

A study by Balgopal et al. (2024) highlights that readily available equipment is essential for hands-
on learning and scientific inquiry. However, both teachers and students expressed concerns about the
availability of necessary materials and equipment, with teachers particularly noting a lack of immediate
access.
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Table 2.1. Perception on the Level of Teachers’ Cooperative Learning in Science Classroom in terms of Social Skills

Statements . _Teachers | Students Owerall
_The teacher. .. wMm| Vi wm| W AWM | VI
1. focus on developing students' |
dialogue, listening skills, and | 326 | VH | 320 H 323 H
debate techniques | | | | |
2. encourage students 10 reflect | 55 | Way | 347 VH 3.38 WH
. individually and as a group. | | | | |
3. guide students in making decisions
collectively within their groups. | 353 | vH | 328 vH 341 | VH |
4. ensure that each member of the
group contributes to the group 347 | VH | 333 | WH 340 WH
_ aclivities |
5. foster a collaborative environment
where sludenls help each olher | 342 | VH | 340 VH 34 VH
with their lasks, |
6. ensure that the members of the
group have complementary skills | 3.51 | VH | 334 VH 343 VH
and abilities. | | | | 1
Ve Ve
Average Weighted Mean 3.43 ng’; 3.32 ngn 3.38 Very High
Legend:
Interval Verbal Interpretation (V1)
3.25-4.00 Wery High (VH)
2.50-3.24 High (H)
1.75-2.49 Low (L)
1.00-1.74 Wery Low (VL)

Table 2.1 shows the perception on the level of teachers’ cooperative learning in the science class-
room in terms of social skills. Overall, the highest-rated statement was statement 6 "The teacher ensures
that the members of the group have complementary skills and abilities," with a weighted mean of 3.43,
described as "Very High," showing that both teachers and students agree that teachers place significant
importance on ensuring balanced group dynamics. The lowest-rated statement overall was statement 1
"The teacher focuses on developing students' dialogue, listening skills, and debate techniques," with a
weighted mean of 3.23, described as "High." This indicates that while this aspect of cooperative learning
is important, it is perceived as less emphasized compared to other areas. The overall average weighted
mean was 3.38, indicating a "Very High" level of perceived cooperative learning in terms of social skills
in the science classroom.

This aligns with the emphasis placed on positive interdependence in cooperative learning models
(Prieto-Saborit et al., 2022), where students rely on one another’s strengths to achieve common goals.

Table 2.2. Perception on the Level of Teachers’ Cooperative Learning in
Science Classroom in terms of Group Processing

Statements Teachers Students Overall
The teacher WM WVl WM bl AvM | Wi
1. recognize thal the diversity of
group members enhances the | 333 | VH 3.30 VH 3.32 VH
queality of the work l |
2 foster an environment where the
differances babwean group
members contribule to the group’s A W |30 H .27 ¥H
EUCCESS.
3. enswe that different robes within
the group compiement each other | 3.31 VH 324 H 3.28 VH
for efective collaboration
4. encourage a varety of opinions
within thé group 1o enrnch the | 343 WH 332 VH 3.38 VH
discussion. |
5 promote the idea that the
differances bebwean group | 344 WVH @ 334 VH 3.39 VH
members lead 1o betler cubcomes
6. enswe thal the group functions
oplimally by ulilizing diverse | 340 0 VH | 311 H 3.28 VH
perspectives. | | | 1 |
Vi Wi
Average Welghted Mean 3 m; 125 HI;,‘:'. 332 | Very High
Legend:
Interval Verbal Interpretation (V1)
3.25.4.00 Very High (VH)
2.50-324 High (H})
1.75-2.49 Low (L)
1.00-1.74 Wery Low (VL)
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Table 2.2 shows the perception on the level of teachers’ cooperative learning in the science class-
room in terms of group processing. Overall, the highest-rated statement was statement 5 "The teacher
promotes the idea that the differences between group members lead to better outcomes," with a weighted
mean of 3.39, described as "Very High," indicating that both teachers and students agree on the im-
portance of diversity for better group results. The lowest-rated statement was statement 6 "The teacher
ensures that the group functions optimally by utilizing diverse perspectives,” with a weighted mean of
3.26, described as "Very High." This suggests that while the value of diverse perspectives is recognized,
there may be areas for further improvement in making sure that diverse perspectives are fully integrated
to optimize group function. The overall average weighted mean was 3.32, indicating a "Very High" level
of perceived group processing in cooperative learning in the science classroom.

Similarly, Prieto-Saborit et al. (2022) highlighted that groups composed of individuals with varying
perspectives tend to make better decisions and achieve higher learning outcomes, reinforcing the idea
that the diversity within groups contributes to better collective results.

Table 2.3. Perception on the Level of Teachers’ Cooperative Learning in
Science Classroom in terms of Positive Interdependency

Statements | Teachers | Students | Overall
Thi toacher [wm vi wMm| v | oawm | v |
1. encourage students to discuss
their work as a group to assess, | 351 | VH | 33 VH 3 VH
correct, and improve it. |
2. omphasize thal each  group
mamb's contribution is crucialfor | 351 | VH | 335 | VH 343 | VH
thi group's SUCCESS |
3. make sure the success of the
group depends on the participation | 3.52 | VH | 337 VH 345 VH
and contributions of all members. |
4. encourage students to collaborate
and support each other when | 353 VH | 339 VH 346 VH
golving problems. |
5. ensufe that the progress of each
group member is linked lo the [ 351 | VH | 322 H 3.37 VH
averall prograss of the group. |
6. hold all members accouniable for

the group's outcome, ensuring | 347 | VH | 330 H 1M VH
thiey work lowards a shared goal, | | [ [ | [ [
Very Very
Average Welghted Mean 15 High N High 341 Very High
Legend:

Intarval Verbal Interpretation (V1)
3.25-4.00 Very High (VH)
250-3.24 High (H)
1.75-2.49 Low (L)
1.00-1.74 Very Low (VL)

Table 2.3 presents the perception on the level of teachers' cooperative learning in the science class-
room in terms of positive interdependency. Overall, the highest-rated statement was statement 4 "The
teacher encourages students to collaborate and support each other when solving problems," with a
weighted mean of 3.46, described as "Very High," highlighting the strong emphasis on collaboration
across both teachers and students. The lowest-rated statement was statement 6 "The teacher holds all
members accountable for the group's outcome, ensuring they work towards a shared goal," with a
weighted mean of 3.34, described as "Very High," suggesting that while positive interdependency is em-
phasized, there may be room for improvement in ensuring full accountability within the group. The over-
all average weighted mean was 3.41, described as "Very High," indicating a very high level of positive
interdependency in the science classroom.

The high emphasis on collaboration and mutual support in problem-solving activities is supported by
Gillies (2020), who emphasized that cooperative learning thrives when students actively engage with one
another, sharing responsibility and working together to solve problems. This approach fosters a deeper
understanding of the material, as students learn not only from the teacher but also from their peers, align-
ing with your finding that both teachers and students highly value collaboration in the learning process.
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Table 2.4. Perception on the Level of Teachers’ Cooperative Learning in
Science Classroom in terms of Stimulating Interaction

Statements |_Teachers Students Overall
The teacher... WM VI WM i AWM Vi
1. creale opportunities for students to
engage directly with one another in | 342 VH 332 VH 337 VH

collaborative work 1
2. encourage students to share their
ldeas, knowledge, and | 357 WH 335 VH 346 VH
perspactives with @ach othar,
3. provide students with chances fo
collaborate and leam from one 360 WYH 334 VH 347 VH

another's experiences. 1
4. prompl students 1o ask questions
and challenge each other's ideas 357 VH 322 H 3.40 VH
to stimulate critical thinking.
5. facilitate group activilies that
require students to exchange 358 WVH 333 VH 346 VH
__ knowledge and insights. |
6. promote open communication and

constructive feedback among 358 WVH 339 VH 345 VH
students during group activities.
Average Weighted Mean .55 :fu': m :T;{‘ 344 Very High
Legend:
Imterval Verbal Interpretation (V1)
3.25-4.00 Vry High (VH)
250-3.24 High (H)
1.75-2.49 Low (L)
1.00-1.74 Very Low (VL)

Table 2.4 presents the perception on the level of teachers' cooperative learning in the science class-
room in terms of stimulating interaction. Overall, the highest-rated statement was statement 6 "The
teacher promotes open communication and constructive feedback among students during group activi-
ties," with a weighted mean of 3.49, described as "Very High." This suggests that promoting communi-
cation and feedback is the most emphasized aspect of stimulating interaction across all respondents. The
lowest-rated statement was statement 1 "The teacher create opportunities for students to engage directly
with one another in collaborative work," with a weighted mean of 3.37, described as "Very High," This
reflects the importance teachers place on student interaction and teamwork in the laboratory setting,
though it suggests that there may be slightly fewer structured opportunities for direct peer-to-peer collab-
oration compared to other aspects of group work. The overall average weighted mean was 3.44, de-
scribed as "Very High," highlighting the strong focus on stimulating interaction in the science classroom,
particularly through communication, feedback, and collaboration.

Additionally, Barrett et al. (2019) highlight how inadequate resources can hinder effective coopera-
tive learning, which correlates with the slightly lower ratings for opportunities to engage directly with
one another in group activities, suggesting that resource limitations might impact the full realization of
collaborative potential in some classrooms.

Table 2.5. Perception on the Level of Teachers’ Cooperative Learning in
Science Classroom in terms of Individual Responsibility

5 Teachers Students Overall
The teacher... WM VI WM Vi AWM VI
1. ensure thal students interact with
each other to complele group 383 WVH | 328 VH 346 VH
activities.
2. encourage each member of the
group io take responsibility for their | 354 | WH | 340 WVH 347 VH

part in the work.

3. motivale every group member o
participate, even if they find the 354 | WVH 3y VH 3.41 VH
task difficult or unenjoyable.

4. provide feedback on  each
student's individual contributions to | 351 | WH | 332 WH 342 VH
group work. |

5. emphasize thal each siudent s
responsible for both their own
learning and the overall success of

348 VH | 349 VH 345 VH

the group
B. encourage students to evaluale
their own performance as well as = 348 | VH 33 H 3.36 VH
that of their group members.
Average Welghtsd Mean 353 ::';,‘:'. 132 :‘;ﬁ 343 | Very High
Legend:
Interval Verbal Interpretation (Vi)
3.25-4.00 ‘Wery High (VH)
2650324 High (H)
1.75-2.49 Low (L}
1.00-1.74 Wery Low (VL)
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Table 2.5 presents the perception on the level of teachers' cooperative learning in the science class-
room in terms of individual responsibility. Overall, the highest-rated statement was statement 2 "The
teacher encourage each member of the group to take responsibility for their part in the work," with a
weighted mean of 3.47, described as "Very High." This reflects a general agreement that teachers facili-
tate a collaborative environment where individual accountability is emphasized within group activities.
The lowest-rated statement was statement 6 "The teacher encourages students to evaluate their own per-
formance as well as that of their group members," with a weighted mean of 3.36, described as "Very
High," indicating that while evaluation is an important aspect of individual responsibility, it could be
given more emphasis. The overall average weighted mean was 3.43, described as "Very High," reflecting
a strong perception of the importance of individual responsibility within cooperative learning in science
classrooms.

This is consistent with Prieto-Saborit et al. (2022), who stressed that cooperative learning involves
not only interaction but also individual accountability, which is reinforced through self and peer evalua-
tions.

Table 3.1. Perception on the Level of Process Skills Acquisition of Learners In Terms of Observing

— —

Statements Teachers Students Overall
The teamer. WM VI WM vl AWM Vi
1. can ask questions that require data 327 | VH 314 H 3.21 H

coflection
2. are able to collect and record data
7
accurately. 26 H 308

H
3. _can describe the data they gather. | 2.69 H 291 H | 280 H
4. are able lo observe data both 277 H 302 H 2.90 H

238 H

__ quantitatively and gualitatively.
EX provide detailed observations

based on the gathered data. 10| H Jan H 291 H

Average Weighted Mean 282 High | 3.05 | High 294 High
Legend:
Interval Verbal Interpretation (V1)
3.25-4.00 Very High (VH)
2.50-3.24 High (H)
1.75-2.49 Low (L)
1.00-1.74 Very Law (VL)

Table 3.1 presents the perception on the level of process skills acquisition of learners in terms of ob-
serving. Overall, the highest-rated statement was statement 1 "The learner can ask questions that require
data collection," with a weighted mean of 3.21, described as "High." This indicates that the ability to ask
questions that lead to data collection is valued highly across both teachers and students. The lowest-rated
statement was statement 3 "The learner can describe the data they gather." with a weighted mean of 2.80,
described as "High," suggesting that while students can observe data in various ways, there may be room
for improvement in the students capability in describing their gathered data. The overall average
weighted mean was 2.94, described as "High," indicating that both teachers and students perceive learn-
ers to have a solid level of process skills in observing.

This aligns with literature on process skills acquisition in science, where both teachers and students
highly value the ability to ask questions driving data collection (Kumar, 2023; Solomon, 2024). Howev-
er, the lower ratings for "collecting and recording data accurately” reflect challenges in consistent appli-
cation, as noted by Sadera et al. (2020) and Padilla (2020).

Table 3.2. Perception on the Level of Process Skills Acquisition of Learners In Terms of Measuring

Statements | Teachers Students Overall
_The learner.. (WM VI (WM Vi AWM VI
1. can perform fhe necessary
computations for scientific | 2.64 H 2,85 H 275 H
Investigations. |
2. have the basic knowledge needed
for measurements in schentific 278 H 3.05 H 292 H

investigations, wsing appropriate

tools o equipment,

3. are_ able to compare an object
using a standard unit of measure 21| H |28 H 290 H
4, can.c,ompare an object using a 201 H 270 H 281 H
nonstandard measure.
5 are  able 1o describe the
dimensions of an object or event | 2.96 H 2.84 H 290 H
being studied | |
Average Weighted Mean 282 | High | 283 | High 238 High
Legend:
Interval Verbal Interpretation (V1)
3.25-4.00 Very High (VH)
2.50-3.24 High (H)
1.75-2.49 Low (L}
1.00-1.74 Very Low (VL)
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Table 3.2 presents the perception on the level of process skills acquisition of learners in terms of
measuring. Overall, the highest-rated statement was statement 2 "The learner have the basic knowledge
needed for measurements in scientific investigations, using appropriate tools or equipment," with a
weighted mean of 2.92, described as "High The overall average weighted mean was 2.86, described as
"High," suggesting that both teachers and students perceive learners to have a good level of skills in
measuring, though there is room for further improvement.

Padilla (2020) emphasizes that basic knowledge in measurements, such as using appropriate tools or
equipment, is essential for developing science process skills. This is reflected in the high rating given by
both teachers and students regarding students' ability to use the necessary tools and equipment for meas-
urements.

Table 3.3. Perception on the Level of Process Skills Acquisition of Learners In Terms of Classifying

Statements _ Teachers | Students | Overall
The learner. WMLV WM VT AWM VI
1. can calegorize subjects based on
similarities and differences. | 07 | H | 310 I H | 3.09 | H
2. are able 1o classily lerms in relation
H
to each other. 286 | H | 305 | am . H
3. can rank objects based on specific -
properties. -29|. H ISO.z_ H - 298 - H
4, are able to classity information by
identifying whether objects have or | 2.3 H 289 H 291 H
lack a particular property, |
5. can group or order objects or
events into categories based on | 308 | M 3.05 H 07 H
specific criteria, | | | | | |
Average Weighted Mean 299 High | 303 High 3.01 High
Legend:
Interval Verbal Interpretation (VI)
3.25-4.00 Very High (VH)
2.50-3.24 High (H)
1.75-2.49 Low (L)
1.00-1.74 Very Low (VL)

Table 3.3 presents the perception on the level of process skills acquisition of learners in terms of
classifying. Overall, the highest-rated statement was statement 1 "The learner can categorize subjects
based on similarities and differences," with a weighted mean of 3.09, described as "High." This suggests
that both teachers and students agree that categorization based on similarities and differences is a key
strength. The overall average weighted mean was 3.01, described as "High," reflecting that both teachers
and students generally perceive learners to be proficient in classifying and categorizing information.

Padilla (2020) identifies classifying as a critical science process skill, involving the ability to organ-
ize objects or events based on shared properties. However, the lower rating regarding students' ability to
classify information by identifying specific properties is consistent with the observations made by Asio
and Mondejar (2022), who noted that students may struggle with certain aspects of classification, such as
identifying and applying specific properties.

Table 3.4. Perception on the Level of Process Skills Acquisition of Learners In Terms of Inferencing

Statements Teachers Students Overall
The leamer. . WM VI WM VI AWM W
1. can analyze a sclentific problem
using mllil:l.ed data. 240 H e H s H
2. are able to explain the results of &
scientific investigation based on | 2.71 H 295 H 283 H
the collected data.
3. can make an "educated guess®
about an object or event using

previously gathered data or 85| H | 288 H . H
information ! ]
4, use Infer.enm based on the same | , . [ 68 H 2.84 H
obhservations.
5. are able to refine inferences as
more data is collected, | 2.81 H 2497 H 2.89 H
strengthening the study.
Average Weighted Mean 273 | High | 293  High 2.83 High
Legend:
Interval Verbal Interpretation [V}
3.25-4.00 Very High (VH)
2.50-3.24 High {H)
1.75-2.49 Low (L)
1.00-1.74 Very Low (VL)
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Table 3.4 presents the perception on the level of process skills acquisition of learners in terms of in-
ferencing. Overall, the highest-rated statement was statement 5 "The learner are able to refine inferences
as more data is collected, strengthening the study," with a weighted mean of 2.89, described as "High."
This suggests that both teachers and students agree that refining inferences as more data is collected is a
key strength. The lowest-rated statement was statement 3 "The learner can make an 'educated guess'
about an object or event using previously gathered data or information," with a weighted mean of 2.77,
described as "High," indicating that while students are capable of making educated guesses, further de-
velopment may be needed in this area. The overall average weighted mean was 2.83, described as
"High," reflecting that both teachers and students generally perceive learners to be proficient in making
inferences, though there is still potential for improvement in certain aspects of this skill.

This corresponds with the emphasis on inquiry-based learning in the studies by Fajardo (2023) and
Nunaki et al. (2020), who argue that refining inferences and adapting to new data are integral to the sci-
entific method.

Table 3.5. Perception on the Level of Process Skills Acquisition of Learners In Terms of Communicating

Statements Teachers Students Overall
The learner... (WM VI WM VI AWM I
1. can  communicate  scientific

procedures to others. 03 H i H 3.04 H
2. are able to create a presentation lo
share observations and data with | 2.83 H 289 H 291 H
others. |
3. use information in a way that can
easily relate to their personal | 2.97 H 304 H 3.01 H
BXPErENCeS.
4, can use descriptive language that
ia easily understood by both peers | 3.02 H 3.14 H 3.08 H

and themselves.

5. communicate effectively  with
others by providing clear and | 3.02 H 3.26 VH 114 H
understandable information,

Average Weighted Mean 'z.sa'Hiah' 3.00 | High | 3.04 | High

Legend:
Interval Verbal Interpretation (V)
3.25-4.00 Very High (VH)
2.50-3.24 High (H)
1.75.2.49 Low (L)
1.00-1.74 Very Low (VL)

Table 3.5 presents the perception on the level of process skills acquisition of learners in terms of
communicating. Overall, the highest-rated statement was statement 5 "The learner communicates effec-
tively with others by providing clear and understandable information," with a weighted mean of 3.14,
described as "High." This suggests that both teachers and students agree that effective communication is
a key strength. The lowest-rated statement was statement 2 "The learner are able to create a presentation
to share observations and data with others," with a weighted mean of 2.91, described as "High," indicat-
ing that further development may be needed in creating and delivering presentations. The overall average
weighted mean was 3.04, described as "High," reflecting that both teachers and students generally per-
ceive learners to be proficient in communication, though there is still potential for growth in certain as-
pects of this skill.

As noted by Fajardo (2023) and Norona (2021), the ability to effectively present data and observa-
tions is vital, and the development of this skill can be supported through more practice with presentation
tools and techniques. Furthermore, the overall perception of communication skills being "High" supports
the findings of Gizaw and Sorsa (2023), who highlight that student-centered teaching methods, such as
collaborative learning and inquiry-based activities, can foster stronger communication abilities by en-
couraging students to articulate their thoughts and share findings with peers.
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Table 3.6. Perception on the Level of Process Skills Acquisition of Learners In Terms of Hypothesizing

Statements . Teachers | Students | Overall
The leamer... WMV WM M AWM VI
1. can create models o explain
sclentific results .2'?1. H .2.ﬂﬁl H [ 2.79 | H
2. use the results of a scientific study
to answer gquestions related to a | 2.79 H 307 H 293 H
given problem, |
3. are able to form hypotheses based
on accurate observations and | 268 H | 280 H 2.80 H
inferences about events. |
4. can construct, modify, and even
reject hypotheses based on new | 269 | H | 287 H 2.78 H
ohservations. |
5. hypothesize based on constructed,
modified. and ewven rejected

hypotheses based on  fresh 283 H | 288 H 2.84 H
observations. | | | |
Average Weighted Mean 2.74 | High  2.91 High 2.83 High
Legend:

Interval Verbal Interpretation (V1)

3.25-4.00 Vary High (VH)

2.50-3.24 High {H}

1.75-2.49 Low (L)

1.00-1.74 Vary Low (VL)

Table 3.6 presents the perception on the level of process skills acquisition of learners in terms of hy-
pothesizing. Overall, the highest-rated statement was statement 2 "The learner uses the results of a scien-
tific study to answer questions related to a given problem," with a weighted mean of 2.93, described as
"High." This suggests that both teachers and students agree that applying results to problem-solving is a
notable strength among learners. The lowest-rated statement was statement 4 "The learner can construct,
modify, and even reject hypotheses based on new observations," with a weighted mean of 2.78, de-
scribed as "High," highlighting a potential area for growth. The overall average weighted mean was 2.83,
described as "High," reflecting that both teachers and students generally perceive learners to be profi-
cient in hypothesizing.

This is consistent with the findings of Fajardo (2023) and Asio & Mondejar (2022), which empha-
size the importance of providing students with opportunities to refine their hypotheses through inquiry-
based learning. By integrating more hands-on experiments and fostering an environment where students
can actively revise their hypotheses, both teachers and students can strengthen this process skill.

Table 4. Test of Association Between the Learners’ Process Skills Acquisition and Their Profile

2 P-
Variables X df ' value | Interpretation
Frocess Age 3260 4 | <001 |  Significant
Skills Sex 0083 2 | 0959 | Not Significant
Acquistion of Grade Level 7320 10 | <001 Significant

Learners
*Correlation s sigmificant af 0,05 level | 2-falled)

Table 4 presents the test of association between the learners’ process skills acquisition and their pro-
file. The results revealed that there is a significant association between the learners’ process skills and
their profile in terms of age, X*(4, N=230)=32.60, p<.001, and grade level, X*(10, N=230)=73.20,
p<.001. This suggests that as students mature and progress through the curriculum, their scientific think-
ing and skills improve. However, there is no significant association between the learners’ process skills
acquisition and their sex profile, X*(2, N=230)=0.083, p=0.959. This shows that there is no substantial
difference between males and females in how they develop science process skills.

This aligns with Padilla (2020) and Fajardo (2023), who highlighted that higher grade levels lead to
improved mastery of process skills. However, no significant association was found between process
skills acquisition and sex, indicating that both male and female students develop these skills at similar
rates. This supports findings by Nunaki et al. (2020), which showed no gender-based differences in sci-
ence skills development.
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Table 5. Linear Regression Analysis Results to Determine Significant
Predictors of Learners’ Process Skills Acquisition

Predictors B Beta t p Interpretation
Readiness of 0.489 0.428 780 <001 Significant
Science Facilities
Teachers' 0.309 0.407 743 <001 Significant
Cooperative
Learning
Constant 0.520 340 <001

Nobes: F(2, 2271=141.00, p<.001; R-square=0.554, Adusted R-square=0.550

Table 5 shows a summary of the linear regression analysis. The results revealed that the readiness of
science facilities (B=0.489, p<.001) and the cooperative learning of teachers (B=0.309, p<.001) emerged
as the significant predictors of learners’ science process skills acquisition, F(2, 227) = 141.00, p < .001,
accounting for 55.40% of the variance in learners’ science process skills acquisition (R* = 0.554, Adjust-
ed R? = 0.550). This indicates that better-equipped and well-maintained science labs enhance students'
ability to perform scientific processes like observing, measuring, and hypothesizing.

Barrett et al. (2019) emphasize that well-equipped science facilities are crucial for effective learning,
as inadequate resources hinder student engagement and skill development. Similarly, Gillies (2020) and
Prieto-Saborit et al. (2022) highlight the positive impact of cooperative learning on critical thinking,
problem-solving, and collaboration, key skills necessary for scientific inquiry. The emphasis on social
skills and group processing, as noted by Sander and Watkins (2022) and Balgopal et al. (2024), further
reinforces the importance of collaborative teaching approaches in fostering the acquisition of science
process skills.

Table 6. Test of Relationship Between the Teachers’ Cooperative
Learning and the Readiness of Science Facilities

Varlables roodf B Interpretation Decision
Cooperative | Readiness of Reject
Learning of | Science 0588 228 <001 | Significant Hs
Teachers Facilities N

*Comelation is significant at 0.05 fevel {2-tailed)

Table 6 discloses the results of the test of relationship between teachers’ cooperative learning and the
readiness of science facilities. The findings revealed that there is sufficient evidence to conclude that
there was a significant relationship between the readiness of science facilities and the teachers’ coopera-
tive learning, r(228)=0.588, p<.001, leading to the rejection of the null hypothesis. The significant rela-
tionship between lab readiness and cooperative learning means that a supportive, well-equipped environ-
ment allows teachers to more effectively implement collaborative instructional strategies. Inadequate
facilities may discourage the use of group activities due to space, material, or logistical constraints.

According to Gillies (2020), cooperative learning enhances teaching by fostering collaboration and
active engagement among teachers, which is facilitated by a well-equipped learning environment. Prieto-
Saborit et al. (2022) also emphasize that positive interdependence and group processing in cooperative
learning thrive in supportive settings with adequate resources. This aligns with the findings of Barrett et
al. (2019), who noted that improved school facilities lead to better collaborative teaching practices.

CONCLUSION

This study finds that while public school science laboratories in Guindulman are generally "Ready"
in fostering student cohesiveness, involvement, and rule clarity, they face deficiencies in equipment,
space, and air quality. These limitations hinder optimal learning conditions, yet lab readiness still signifi-
cantly enhances teachers’ cooperative learning strategies and students’ acquisition of key science process
skills—particularly observing, measuring, and communicating. Additionally, students’ age and grade
level play a crucial role in skill development, underscoring the need for age-appropriate lab experiences.
To maximize scientific competency, targeted upgrades in lab facilities, coupled with strengthened teach-
er collaboration, are essential. Strategic investments in infrastructure and training will directly improve
science education outcomes in Guindulman.
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ACADEMIC PROCRASTINATION EFFECT ON STUDENTS' SELF-
REGULATION, SOCIAL SUPPORT, AND ACHIEVEMENT

Reina Mae V. Sarol, Leandro C. Torreon and Wilfreda O. Flor
Bohol Island State University-Candijay, Bohol, Philippines

ABSTRACT

The core purpose of this study was to evaluate the effects of academic procrastination of stu-
dents on self-regulation, social support, and achievement of MAED-EM students in Bohol Is-
land State University, Candijay Campus, academic year 2024-2025. The descriptive survey
method of research, particularly descriptive correlational survey design, was employed with an
enhanced questionnaire distributed to fifty-eight respondents. This study employed simple ran-
dom sampling in this study to deliberately select respondents in the Master of Arts in Education
major in Educational Management (MAED-EM) students at Bohol Island State University. This
technique was utilized for each student in the population had an equal and independent chance
of being selected, ensuring that the sample was representative and free from selection bias with
this specific academic group. It was found that there is no significant association between the
students’ academic procrastination and the profile of the respondents in terms of civil status,
sex, age, year level, designation position, and number of years in teaching. This concludes that
procrastination is likely caused by other factors not related to their basic personal background.
However, it was found that there is a significant negative relationship between students’ aca-
demic procrastination and self-regulation. This concludes that students who have higher self-
regulation tend to procrastinate less. Moreover, the procrastination can negatively affect how
well students do in their academic tasks. Additionally, students with higher self-regulation tend
to perform better academically and were not much affected by procrastination or showed that
they were suffering from it, as they still track their progress towards meaningful success; how-
ever, there was still a need for interventions to address and aid the other, seemingly minimal
deficiencies.

Keywords: Academic Achievement, Academic Procrastination, Self-regulation, and Social Support

INTRODUCTION

Learners around the globe are undeniably suffering from academic procrastination in certain ways.
Procrastination is a psychological phenomenon that impacts individuals across all levels of intelligence,
motivation, and intention. This is a common behavior of students but in alarming and disruptive bad
deeds; in fact, 2024 procrastination rates have risen to troubling levels worldwide, underscoring the ur-
gency to address and combat this destructive habit. Students must break free from the cycle of procrasti-
nation to unlock their full academic potential. Shabiha (2022) defined procrastination as a widespread
phenomenon generally among college students, driven more by personality traits and the temptation to
prioritize leisure over hard work, rather than a fear of failure. When students repeatedly delay tasks in
school or work, it can become a habitual behavior, making it difficult for them to meet their personal
goals or stay on track with responsibilities

According to Procrastination Statistics and Facts 2024: Shocking Truths, the study indicates that be-
tween 80% and 95% of college students procrastinate to some degree. Additionally, 60-75% of first-year
college students report studying less than 10 hours per week, with only 5% studying more than 20 hours.
Among high school students, 50% acknowledge procrastination as their bad habit, and 86% admit to de-
laying assignments. This suggests that procrastination has a higher rate among college and university
students than among high school students (Della Ventura, 2024).

According to Mecmack Nartea et al. (2020), their study in the National Capital Region (NCR) found
that respondents exhibited a moderately high level of academic procrastination. The findings also indi-
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cated that the authoritative parenting style was the most prevalent among the respondents. Furthermore,
the study revealed a significant correlation between academic procrastination and students' academic
performance across various state universities and colleges in the NCR. In St. Louise de Marillac College
of Sorsogon City, in the Philippines, according to a researcher, Abiera (2024) that academic procrastina-
tion has been an alarming problem lately in Matnog National High School since students had a severe
procrastination level revealed in their studies.

The researcher conducted this study to explore the extent of habitual academic procrastination
among students being tied up despite its negative impact on academic performance, focusing on under-
standing the factors that influence procrastination, specifically self-regulation, social support, and aca-
demic achievement, among master’s (MAEd-EM) students in Bohol Island State University.

Academic procrastination is characterized by students purposely delaying or postponing their aca-
demic responsibilities or assigned tasks, according to the study of (Arifiana et al., 2021; Dahl et al. 2020;
Hooda & Saini, 2016).

Also, according to Macias et al. (2018), academic procrastination is a significant variable within the
educational system that influences student retention and their persistence in academic institutions. More-
over, it harms students' psychological well-being and academic performance.

In addition, according to another related study, academic procrastination is a widespread issue in col-
leges and universities, where students often face challenges in meeting academic requirements. These
include tasks such as studying for exams, writing term papers, and completing assignments and readings,
all of which must be finished within a specific time frame (Malkoc & Mutlu, 2018; Laili & Patria, 2021).
Studies in Latin America found that about 61% of people experience some form of procrastination, with
20% doing so regularly. This behavior is common and affects various areas of life, including work,
health, and education (Castillo et al., 2023).

On the other hand, Gracia et al. (2020) and Ojo (2019) stated that academic procrastination brings
significant problems to students and affects them. Students may experience elevated stress, bad sleep,
limited time to do assignments, uncertainty, blaming oneself, stunted self-esteem, unease, and sadness
due to academic procrastination (Gracia et al., 2020), which would result in disruptive academic out-
comes such as poor academic achievement and work quality; lack of knowledge; time; academic pres-
sure; suspension or dropout; and longer course of study (Blankenship & Jones, 2021; Craig et al., 2019).

This leads to disruptive academic outcomes, including poor academic performance, subpar work
quality, insufficient knowledge, time mismanagement, heightened academic pressure, increased rates of
suspension or dropout, and extended time to complete a course of study (Blankenship & Jones, 2021;
Craig et al., 2019). However, according to Haider et al. (2022), because of this destructive problem, stu-
dents face serious self-esteem and health issues.

According to Bhat and Jan (2023), in their previous studies conducted on a sample of Vietnamese
university students, because of doing the task under time pressure, the learners experience stress, frustra-
tion, and anger that leads to a decrease in levels of academic satisfaction. Baars et.al (2019) studies re-
vealed that self-regulated learning has a big impact on assisting learning to attain academic achievement.

Furthermore, according to Haider et al. (2020), students who have high self-efficacy are students
who frequently do not procrastinate than those with low self-efficacy, and academic procrastination neg-
atively affects learners’ self-esteem. Learners who are have disciplined on their self-regulation are all
aware of their academic responsibilities such as giving importance to their activities, showing personal
involvement in the learning process and outcomes, managing and adjusting to any assigned task, they
defined self-regulation as a practice of being independent and self-directed learners according to the
studies of Robson et. al (2020).

On the other hand, Batbaatar (2021) cited that students procrastinate due to distractions, social media
addiction, poor internet connections, and mental health problems are blamed for poor academic achieve-
ment.

Study to Dr. Thangavel (2024), he stated that students with low and high levels of academic procras-
tination have found significantly different academic achievements; males experienced procrastination
rather than females in their academic work. He added that academic procrastination is the mediating
factor between academic stress and academic success.

Borekei and Uyangor (2018); Korkmaz et al., (2018); Asri et al., (2017) in their studies make similar
claims that academic procrastination is harmful to students’ school performance and it lowers academic
achievement. Nevertheless, according to Najam et al. (2022) that academic achievement has two pre-
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dictors, which are academic self-efficacy and self-motivation, where academic achievement has a rela-
tionship to academic procrastination.

Yared Fentaw et al., (2022) in their studies on the effects of academic procrastination on focus group
participants reported that academic procrastination tends to decrease their academic achievement and self
-confidence, cause stress, cheating, boredom, and despair. Learners who postpone academic activity
face several problems that lower their academic scores, including active examination anxiety and the
development of anxiety.

The Attribution Theory, developed by Heider (1958), is the hypothesis that examines the individu-
al’s motivations through analysis of their success and failures. This hypothesis is relevant for a research
study on academic procrastination, which impacts the motivation levels because it demonstrates the high
and low performers' place on the task. for instance, High Achievers will push through tasks that will im-
prove their skills to succeed rather than avoiding the task.

The theory of Temporal Motivation Theory (2007), founded by Steel & Konig, also known as “The
Procrastination Equation,” highlights the significance of time as it is considered a critical and motiva-
tional factor, and it considered the individual’s self-efficacy, deadline, time, capacity for planning and
motivation.

The TMT proposed a formula to analyze procrastination as a quantitative product: Motivation =
(Expectancy x Value) / {1 + (Impulsiveness xDelay)}. The equation explains how the expectations and
values that decrease due to delay affect the motivation to accomplish a task. This applies not just to aca-
demic procrastination but also to procrastination in general.

If a person can manage time effectively, it has a great impact to individuals, which reduces cognitive
overload, lowers anxiety and pressure, and improves productivity and results according to Ahmad
(2020).

CHED Memorandum Order No. 59, s. 1996 or other known as “Policies and Guidelines for the Es-
tablishment of Academic Support Centers” states that this center should support students’ learning needs,
including tutoring, mentoring, and counseling services, address to all higher education institutions. The
memorandum encourages the establishment center to assist learners, especially in overcoming academic
procrastination through academic assistance and psychological support.

STATEMENT OF THE PROBLEM

This study aimed to evaluate the effects of academic procrastination on self-regulation, social sup-
port, and academic performance among MAED-EM students at Bohol Island State University — Candijay
Campus during the academic year 2024—2025.

Specifically, it sought to answer the following research questions:
1. What is the profile of the respondents in terms of the following variables?
1.1 civil status;
1.2 sex;
1.3 age;
1.4 year level,
1.5 designation or position; and
1.6 number of years in teaching?
. What is the respondents’ perception of the academic procrastination of MAED-EM students?
. What is the respondents’ perception of the self-regulation of MAED-EM students?
. What is the respondents’ perception of the social support received by MAED-EM students?
. Is there a significant association between academic procrastination and the profile of MAED-EM stu-
dents?
. Does academic procrastination significantly predict the self-regulation of MAED-EM students?
. Does academic procrastination significantly predict the social support of MAED-EM students?
. Does academic procrastination significantly predict the academic performance of MAED-EM stu-
dents?
9. What recommendations or actions can be proposed based on the findings of this study?

[V NS I O]

[e BN e
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RESEARCH METHODOLOGY

This study was a quantitative descriptive survey method of research, particularly a correlational sur-
vey design, to determine the effect of academic procrastination of students on self-regulation, social sup-
port, and achievement during the academic year 2024-2025.

It was conducted in the Bohol Island State University, Candijay, Campus. This location is situated in
Cogtong, Candijay, Bohol.

The study primarily focused on the effect of academic procrastination of students on self-regulation,
social support, and achievement, targeting all MAED-EM students as participants; however, there were
only 58 student-respondents who responded in BISU-Candijay, Bohol.

RESULTS AND DISCUSSION

The treated data revealed the following findings:

Table 1 shows the demographic profile of masteral students in terms of civil status, sex, age, year
level, position, and number of years in teaching.

The table depicts the civil status of the master’s students in BISU Candijay, Campus. The infor-
mation exhibited that twenty-four (32) or 55.2% were married, nineteen (25) or 43.1% were singles, one
(1) or 1.7 % were solo parents, and zero (0) or 0% were widowed. It can be indicated that the teacher-
respondents pursuing a master’s degree are predominantly composed of married individuals.

As to sex, of the master’s students in the BISU Candijay Campus. The information exhibited that
forty-two (54) or 93.1% were females, and the males, on the other hand, were two (4) or 6.9 %. It can be
implied that there was a notable gender disparity in the teaching profession, with it being perceived as a
more appealing career option for females than males.

Table 1. Profile of the MAED-EM Respondents

1.1 Civil Status f % Rank
Single 25 43.1 2
Married 32 55.2 1
Widowed 0 0
Solo Parent 1 1.7 3

Total 58 100 %

1.2 Sex
Male 4 6.9 2
Female 54 93.1 1

Total 58 100%

1.3 Age
18-22 0 0
23-27 21 36.2 2
28 —32 16 25.9 3
33 years old and above 26 37.9 1

Total 58 100%

1.4 Year Level
1™ year 15 25.9 2.5
2" year 15 259 2.5
3" year 5 8.6 4
4" year 23 39.7 1

Total 58 100 %

1.5 Position
Teacher I 22 37.9 1
Teacher II 0 0
Teacher IIT 9 15.5 4
Teacher IV 0 0
Private School Teacher 13 22.4 2
ESL Teacher 4 6.9 5
Others 10 17.2 3

Total 58 100%

1.5 Number of years in teaching
1-5 years 37 63.2 1
6-10 years 13 22.8 2
11-15 years 4 7 3.5
16 years and above 4 7 3.5

Total 58 100%
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As it was shown in the table, 39.7 % or twenty-three (23) of the MAEd-EM students of the total re-
spondents were fourth year, 25.9% or fifteen (15) were second year and first year, and approximately
8.6% or five (5) were third year. It can be implied that there is a significant portion of students who are
nearing the end of their academic journey. This could indicate that most students are progressing well
through the master’s program and may have accumulated substantial knowledge and experience.

The table presents the positions or designations of the master’s students’ respondents. The most
common position is T1 (Teacher one), with twenty-two (22) representing 37.9% of the respondents and
ranking first. Followed by, Private School Teacher with thirteen (13) or 22.4%, Others with ten (10) or
17.2%, T3 (Teachers three) with nine (9) or 15.5, ESL Teacher with four (4) or 6.9% and the least com-
mon position were Teacher II and IV, both with zero (0) or % holding these positions. This indicated
that the majority of the respondents are in early stages of their teaching careers, pursuing master’s de-
grees in education may be seeking to improve their qualifications and skills to advance in their profes-
sional roles.

About the respondents' number of years in teaching, the most common experience among the re-
spondents was 1-5 years in teaching, representing 63.2% or thirty-seven (37) of the total, and ranking
first. Second was 6-10 years in teaching, with 22.8% or thirteen (13) respondents. Followed by, the least
represented was 11-15 years and 16 years and above in teaching, with 7% or four (4) respondents. This
implies that the high percentage of early-career teachers may also suggest a strong interest in profession-
al development and a desire to improve teaching skills at the outset of their careers.

Table 2 presents the respondents' perceptions on academic procrastination of master’s students of
Bohol Island State University, Candijay Campus. The weighted mean of all statements regarding aca-
demic procrastination for respondents falls on the descriptive interpretation “High,” which means the
level of academic procrastination mentioned was Highly Observed.

Table 2. Respondents’ Perception on Academic Procrastination

MAEd-EM
Statements Students
WM DI Rank
1 tend to overcome procrastination when....

Tests are meant to be studied for the night before 245 D 5
I feel well prepared in advance for more tests 3.12 A 3.5
“Cramming” and last-minute studying are the 1.93 D 10
best ways that I study for a big test '
I allocate time so I don’t have to “cram” at the 350 SA 1
end of the semester '
. I put off important projects until the last minute 2.1 D 9.5
I don’t spend much time studying school material 21 D

until the end of the semester ’ 9.5
I read the textbook and look over notes before
coming to class and listening to a lecture or 3.12 A 3.5
teacher
I know I should work on school work or projects, 299 D 7
but I just don’t do it ’
I find myself waiting until the day before to start 234 D
a big project ' 6
I usually allocate time to review and proofread 36 A

my work to be well-prepared for the big exams ' 2

Average Weighted Mean 2.62 Agree

Legend:

Rating Scale Description Interpretation

3.25-4.00 Strongly Agree (SA) -Very High (VH)

2.50-3.24 Agree (A) -High (H)

1.75-2.49 Disagree (D) -Fair (F)

1.00-1.74 Strongly Disagree (SD)-Poor (P)

Based on the respondents’ perceptions on academic procrastination, with an overall weighted mean
of 2.62 interpreted as Agree. The statement “I allocated time so I don’t have to “cram' at the end of the
semester” were getting 3.52 the highest weighted mean. On the other hand, the least weighted mean of
1.93 was the statement “cramming and the last-minute studying is the best way that I study for a big
test”. This indicates that most respondents do not prefer or believe in cramming as an effective study
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method which as the majority of participants tend to value and practice time management over procrasti-
nation.

Table 3 depicts the perceptions of respondents on self-regulation. Several items fell under
“Disagree,” which meant fairly observed. Nevertheless, all average weighted means fell under “High,”
which meant Highly Observed behaviors of Master of Arts in Education major in Educational Manage-
ment students in BISU-Candijay, Campus.

Table 3 Respondents’ Perception on Self-Regulation

MAEd-EM
Statements Students
WM DI Rank
1 tend to overcome procrastination when....
1. T usually keep track of my progress toward my goals 3.34 SA
2. I get easily distracted from my plans 2.52 A 6
13a:t£ don't notice the effects of my actions until it's too 229 D ]
4. It's hard for me to see anything helpful about chang- 239 D 7
ing my ways '
5. T have so many plans that it's hard for me to focus on
any one of them. 2.55 D 5
6. It's hard for me to notice when I've “had
enough” (alcohol, food, sweets). 2.09 D 9
7. Most of the time I don't pay attention to what I'm 2.07 D 10
doing.
8. I am able to resist temptation. 2.84 A 3
9. I can stick to a plan that's working well. 3.22 A
10. I can come up with lots of ways to change, but it's
hard for me to decide which one to use. 2.71 A
Average Weighted Mean  2.60 Agree
Legend:
Rating Scale Description Interpretation
3.25-4.00 Strongly Agree (SA) -Very High (VH)
2.50-3.24 Agree (A) -High (H)
1.75-2.49 Disagree (D) -Fair (F)
1.00 - 1.74 Strongly Disagree (SD)-Poor (P)

The master’s students observed the statement “I usually keep track of my progress toward my goals”
with the highest weighted mean of 3.34. While “Most of the time I don’t pay attention to what I am do-
ing” got the least weighted mean of 2.07, it fell under “Disagree” or Fairly Observe.” The overall
weighted mean on the respondent’s perceptions of Academic Procrastination on Self-Regulation is 2.60,
which is interpreted as “Agree”. Therefore, the findings revealed that they have a positive mindset to-
wards personal growth and attentiveness in their academic endeavors.

According to Jaidumrong et.al. (2023), their studies revealed that the development of a mindset and
academic success significantly correlate; they showed the value of helping students to develop a growth
mindset that offers educational regulations to create a supportive learning environment. They added that
the cultivation of a growth mindset results ultimately for academic improvement.

Table 4 shows the respondents perception on Social Support. All weighted means fell on descriptive
interpretation “High,” which meant the competencies were highly observed by the respondents.

According to the responses, the highest weighted mean was 3.57 on the statement “I think about fi-
nancial status.” These findings suggest that financial considerations play a significant role in their deci-
sion-making. On the other hand, the lowest weighted mean was 2.19, it states that “I give in to peer pres-
sure easily like on weekends, I plans to do homework and projects, but I get distracted and hang-out with
friends” indicates that the respondents so not frequently give in to peer pressure or distractions. Overall
weighted mean on the levels of academic procrastination on Social Support is 2.79, which is interpreted
as “Agree”; the findings suggest that respondents prioritize their financial awareness and are generally
able to resist distractions, particularly those related to social pressures.
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Table 4 Respondents’ Perception on Social Support

MAEd-EM
Statements Students
WM DI Rank
1 tend to overcome procrastination when....
1.My parents are always supporting me in my 350
studies emotionally and physically ’
2. I think about financial status 3.57
3. My parents remind me about my delayed task 3.0
4. My parents give reward of my accomplishments 2.97
5. Talways have time to bond with my peer instead 231
answering my tasks )
6. I wait for my classmate’s presentation to learn 2.47
how to prepare my work ’
prep y
7.1 give in to peer pressure easily like on week-
ends, I plans to do homework and projects, but I 2.19
get distracted and hang-out with friends
8. I find it hard to concentrating in my studies
when I get hooked in social media community 2.69 A 6
platform
9.1 am not distracted from my studies when I 231
found myself watching bloggers '
10.1 usually take care of entire task I have to do
before I open my social media account to do stuffs 293 A 5
like chatting with friends and etc.
Average Weighted Mean  2.79 Agree

> oL g
AW = N

o
=

Legend:

Rating Scale Description Interpretation
3.25-4.00 Strongly Agree (SA) -Very High (VH)
2.50-3.24 Agree (A) -High (H)

1.75-2.49 Disagree (D) -Fair (F)

1.00-1.74 Strongly Disagree (SD)-Poor (P)

According to Moneva et.al., (2020), their findings revealed that students feel satisfied when their
parents/guardians have enough financial support for their studies and persist that they can pass on time or
ahead of time, make a presentable works, and produce excellent output if they have the enough financial
aid support. On the other hand, it showed that the financial support aspect can also impact students why
they tendency to procrastinate.

Table 5 Respondents’ Academic Achievement

Rating Description Frequency Percentage

1.2-1.0 Excellent 11 18.97

1.5-13 Very Satisfactory 47 81.03
Total 58 100%

Mean = 1.34; SD = 0.10

Table 5 presents the academic achievement of students enrolled in the Master of Arts in Education
major in Educational Management (MAED-EM). The data indicate that the majority of students (n = 47,
81.03%) obtained a general weighted average within the range of 1.5 to 1.3, which corresponds to the
description "Very Satisfactory." In contrast, 11 students (18.97%) achieved ratings within the 1.2 to 1.0
range, categorized as "Excellent." Notably, no student received ratings classified as "Satisfactory,"
"Fair," "Good," or "Failed." These results suggest that all students performed at a high academic level,
with no one falling below the "Very Satisfactory” classification. The mean grade of 1.34 and a standard
deviation of 0.10 further support the notion that student performance is consistently high in terms of their
academic achievement.

Table 6 presents the test of association between the academic procrastination of MAED-EM students
and their demographic profile. The results revealed no significant association between the students’ pro-
crastination and profile in terms of civil status, X?(2, N=58)=0.948, p=0.622, sex, X*(2, N=58)=1.31,
p=0.518, age, X*(4, N=58)=6.06, p=0.195, and year level, X?(6, N=58)=12.00, p=0.062, implying that
the tendency to procrastinate academically is not affected by whether a student is male or female, young
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or old, single or married, or in a particular year level. This means that procrastination is likely caused by
other factors not related to their basic personal background.

Table 6 Test of Association Between the Students’ Academic Procrastination and Demographic Profile

Variables X2 df p-value Remarks
Civil Status 0.948 2 0.622 Not Significant
Academic Sex 1.31 2 0.518 Not Significant
Procrastination = Age 6.06 4 0.195 Not Significant
Year Level 12.00 6 0.062 Not Significant

*Correlation is significant at 0.05 level

Bhat and Jan (2023) examined specifically the influence of gender, and it was found that gender dif-
ferences exhibit varying levels of procrastination. The findings suggest the need for gender-sensitive in-
terventions and support mechanisms to address the challenges that students face. Another study found
that academic procrastination negatively impacts the academic performance of which showed that mostly
men were observed performing academic procrastination than women (Journal of Educators Online).

The findings indicate that it has differences in the results, where it showed that it depends on the edu-
cational setting.

Table 7 presents the summary of the regression analysis conducted to examine whether academic
procrastination significantly predicts students’ self-regulation. The results revealed that academic pro-
crastination is a statistically significant predictor, F (1, 56) = 11.50, p = .001, accounting for 17% of the
variance in students’ self-regulation (R? = .170; adjusted R? = .155). The negative regression coefficient
(B =-0.453, p =.001) indicates that higher levels of academic procrastination are associated with lower
levels of self-regulation. This finding implies that students who tend to procrastinate more academically
are less likely to effectively regulate their own learning behaviors, such as setting goals, managing time,
and maintaining focus. The inverse relationship highlights the detrimental impact of procrastination on
students’ capacity to take control of their academic responsibilities.

Table 7 Regression Analysis Summary for Academic Procrastination as Predictor of Students’ Self-Regulation

Predictor B Beta t p Interpretation
Academic Procrastination -0.453 -0.413 3.39 0.001 Significant
Constant 1.415 4.01 <.001

Notes: F (1, 56) =11.50, p=0.001; R-square=0.170; Adjusted R-square=0.155

According to Lourenco and Paiva (2024), their research findings revealed that students who manage
their time well and stay motivated tend to be better at self-regulating their learning, while those who pro-
crastinate struggle more with staying on track. They conclude that a student who genuinely values their
school work, takes accountability for their learning, and manages their time thoughtfully they’re natural-
ly setting themselves up for academic excellence.

Table 8 Regression Analysis Summary for Academic Procrastination as a Predictor of Students’ Social Support

Predictor B Beta t P Interpretation
Academic Procrastination -0.720 -0.498 429 <.001 Significant
Constant 0.906 2.05 0.045

Notes: F(1, 56)=18.40, p<.001; R-square=0.248; Adjusted R-square=0.234

Table 8 shows the summary of the regression analysis conducted to examine whether academic pro-
crastination significantly predicts students’ social support. The results revealed that academic procrasti-
nation is a statistically significant predictor, F(1, 56) = 18.40, p < .001, accounting for 24.8% of the vari-
ance in students’ perceived social support (R? = .248; adjusted R? = .234). The negative regression coef-
ficient (B =-0.720, p < .001) indicates that higher levels of academic procrastination are associated with
lower levels of perceived social support. This finding suggests that students who frequently engage in
academic procrastination may also experience diminished levels of emotional, instrumental, or informa-
tional support from peers, family, or academic mentors.
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Tanuja Bhatt (2023) found out that putting off schoolwork doesn't just hurt students' grades—it also
takes a toll on their well-being. She explained that students who procrastinate often end up stuck in a
stressful cycle of anxiety and low performance, which can hold them back both academically and per-
sonally.

Additionally, according to Kim and Seo (2015) in their published article, a meta-analysis showed
that procrastination is linked to lower academic performance. In other words, students who often delay
their work tend to get poorer results. This makes sense if someone puts off writing an assignment and
ends up submitting it late or rushed, lower grades are often the natural outcome that impacts their aca-
demic achievement.

Table 9 presents the summary of the regression analysis conducted to examine whether academic
procrastination significantly predicts students’ academic achievement. The results revealed that academ-
ic procrastination is a statistically significant predictor, F (1, 56) = 8.96, p = .004, accounting for 13.8%
of the variance in students’ academic achievement (R*> = .138; adjusted R? = .123). The negative regres-
sion coefficient (B =-0.126, p = .004) indicates that higher levels of academic procrastination are associ-
ated with lower academic achievement. This finding supports the notion that procrastination undermines
students’ ability to perform well academically, likely due to delays in study preparation, rushed task
completion, and increased stress. As students procrastinate, they may compromise the quality of their
work and limit opportunities for feedback and reflection, which are essential to academic success. The
moderate yet significant effect highlights the importance of addressing procrastination not only as a time
-management issue but also as a factor that directly influences learning outcomes.

Table 9 Regression Analysis Summary for Academic Procrastination as
Predictor of Students’ Academic Achievement

Predictor B Beta t P Interpretation
Academic Procrastination -0.126 -0.371 2.99 0.004 Significant
Constant 1.67 15.02 <.001

Notes: F(1, 56)=8.96, p=0.004; R-square=0.138; Adjusted R-square=0.123

According to Sahranavard et. al., (2018) on their written article stated that findings showed that they
came up with the same findings that there is a significant correlation between self-regulation and educa-
tional performance among students of Payame Noor University.

Santika et al. (2025) emphasize that self-regulated learning (SRL) is a key skill that helps students
take charge of their education by setting goals, tracking their progress, and reflecting on their learning.
Their research also shows how technology can support SRL by offering tools for better feedback, per-
sonalized learning, and progress tracking. To truly encourage student independence, they suggest giving
students proper training, supporting teachers with professional development, and updating the curricu-
lum to overcome cultural and system-wide challenges. Overall, their goal is to create more inclusive and
student-centered learning environments in higher education.

CONCLUSIONS

Based on the findings, the researcher concluded that academic procrastination has a strong negative
effect on students’ self-regulation, social support, and academic achievement. Students who procrastinat-
ed less showed better skills in setting goals, managing time, and staying focused. They also reported re-
ceiving more support from others. In contrast, those who procrastinated more were likely to feel socially
withdrawn and less willing to ask for help. Academic procrastination was also linked to lower academic
performance. These results show that procrastination is not just a personal habit but a serious academic
issue that affects how students manage their tasks, connect with others, and succeed in school.
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ABSTRACT

This study investigates the present practices on the Child Protection Policy (CPP) implementa-
tion in a public secondary school in the Division of Santiago City. Utilizing a structured survey
questionnaire, data were gathered from students, teachers, and parents to assess their percep-
tions of the policy's execution and effectiveness. Findings revealed that students generally per-
ceived their schools as implementing the CPP to a "Great Extent," with teachers effectively ad-
dressing bullying and sexual violence. However, gaps exist in handling physical and psychologi-
cal violence, with some students reporting excessive workloads, threats, and instances of dis-
crimination. Variations in perceptions emerged based on age, sex, and grade level, with older
students expressing higher confidence in CPP implementation. Teachers perceived themselves
as highly committed to CPP enforcement, ensuring student protection, discipline, and support.
However, differences in perceptions were noted based on age, gender, teaching experience, and
educational attainment, particularly in areas such as discrimination and disciplinary actions.
Parental perceptions indicate that while teachers promote respect and protect students, incon-
sistencies exist in inclusivity, particularly concerning students with disabilities. Parents also
highlight variations in perceptions based on educational attainment, occupation, and income,
particularly regarding teacher practices in discipline, emotional support, and bullying respons-
es.

Keywords.: Implementation, bullying, Child-Protection Policy, discipline

INTRODUCTION

Ensuring a safe and supportive learning environment is fundamental to a child’s holistic develop-
ment. Schools play a crucial role in safeguarding students from various forms of violence, including
physical, psychological, and emotional harm. In response to this need, child protection policies have
been established to promote a culture of respect, discipline, and well-being within educational institu-
tions. According to the United Nations Children’s Fund (UNICEF, 2021), effective child protection poli-
cies in schools help reduce instances of bullying, corporal punishment, and neglect, ensuring that stu-
dents learn in a secure environment conducive to their growth. However, the success of these policies
depends largely on their proper implementation and the awareness of key stakeholders—students, teach-
ers, and parents.

Several studies have emphasized the importance of child protection measures in educational institu-
tions. A study by Smith et al. (2019) found that schools with well-implemented child protection policies
reported lower rates of bullying and student misconduct. Similarly, a report by the Department of Educa-
tion (DepEd, 2020) in the Philippines highlighted that teacher training and parental involvement play
critical roles in ensuring that these policies are effectively enforced. Despite these efforts, inconsistencies
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in policy implementation still exist, with some stakeholders perceiving a lack of strict enforcement or
insufficient awareness regarding their rights and responsibilities (Garcia & Santos, 2021).

The position of children in the Philippines is equally distinctive. The Philippines is believed to be a
child-oriented society. Children are a vital portion of the fabric of the Filipino culture. Filipinos have
many children, they guard them carefully, love to talk about them in many senses. The Philippine society
earns great pride in its children. Who would not take pride in their children in a country of over 102 mil-
lion in which practically 35 percent of its population is children? (United Nations Department of Eco-
nomic and Social Affairs: Population Division, 2016).

However, one global problem with severe life-long consequences is child abuse. Violence against
children involving physical, sexual and emotional abuse, exploitation and neglect has been revealed to be
widely predominant in all societies (WHO, 2002; UN, 2006). In life-threatening cases, child abuse and
neglect can lead to death. In 2013, around 1,484 children died as a result of maltreatment or neglect
(National Center for Injury Prevention and Control, 2012).

With these challenges in education, the Department of Education has not stopped from strengthening
orders for the schools. As cited in Cervancia et al. (2019), the DepEd order No. 40, s. 2012, also known
as the “Policy and Guidelines on Protecting Children in School from Abuse, Violence, Exploitation, Dis-
crimination, Bullying and Other Forms of Abuse,” shall ensure that all schools become enabling environ-
ment that are conducive to education. As such, the best interest of the children for security and participa-
tion, should be given paramount consideration in all decisions and actions involving them.

Thus, this study attempts to explore the present practices of Child Protection Policy (CPP) and its
extent of implementation in the public secondary schools. Moreover, it aims to investigate the relation-
ship between the present practices of the respondents in the school and the extent of implementing the
CPP the expected actions of the school based on the Child Protection Policy.

Generally, this study aimed to identify the experiences on the Child Protection Policy in the Santiago
City National High School. Specifically, this study sought to answer the following questions:

Statement of the Problem
Generally, this study aimed to evaluate the experiences related to the Child Protection Policy in a
public school in Santiago City.
Specifically, it sought to answer the following research questions:
1. What are experiences related to the Child Protection Policy as experienced by the teachers, students
and parents in the following:
1.1 discrimination;
1.2 bullying;
1.3 corporal punishment;
1.4 psychological violence; and
1.5 sexual violence?
2. What is the difference on the perceived experiences related to Child Protection Policy among the three
(3) groups of respondents?

Hypothesis
1.There is no significant difference on the perceived experiences related to child Protection Policy
among the three (3) groups of respondents.

METHODOLOGY

This study utilized a descriptive-correlational-comparative research design to describe characteristics
of the population, examine relationships between variables without manipulation, and compare groups to
identify differences or similarities, particularly in situations where the researcher has no control over in-
dependent variables (Lappe, 2000). The respondents included 357 Junior High School students, 357 par-
ents, and 95 teachers from Santiago City National High School, selected through probability sampling to
ensure equal representation, with Slovin’s formula employed to determine the sample size at a 95% con-
fidence level (Singh, 2018). Data collection was done through a 54-item questionnaire anchored on De-
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pEd Order No. 40, s. 2012. Prior to data gathering, permission was obtained from the Schools Division
Superintendent and school principals, after which schedules for the distribution and retrieval of question-
naires were arranged. Statistical tools included frequency and percentage to describe respondents’ evalu-
ation on the experiences of CPP, the Chi-Square Test to determine significant differences in perceptions
between students, teachers, and parents, and between present practices.

RESULTS AND DISCUSSION

Table 1. Respondents' Perception on the Experiences related to
Child Protection Policy in terms of Discrimination Dimension

Discrimination Students Teachers Parents
iseriminatio Mean VI Mean VI Mean VI
Students. Wlth. disability are ?X?l.uded in performances, 2.04 Sometimes 1.77 Sometimes 2.29 Sometimes
especially in contested activities.
Teachers give more criticism to boys, since they are 1.97 Sometimes 147 Never 1.99 Sometimes
not so sensitive compared to girls.
Teachers strictly follow the curriculum guide and
mnstruct students_to comply W 1t}.1 fequirements _and 2.11 Sometimes 2.28 Sometimes 2.44 Sometimes
performances without considering their religious
stand.
Students VY}.IO are older than the others lead the group 1.56 Sometimes 2.14 Sometimes 2.10 Sometimes
1n activities.
When students get pregnant, they are given modules to
work at home to finish their study. 2.86 Often 3.78 Always 2.81 Often
Teachers encourage the students to respect others or
their classmates and should not laugh when words 3.71 Always 3.98 Always 3.66 Always
are mispronounced.
Category Mean 2.38 Sometimes 2.57 Often 2.55 Often

Legend: VI-Verbal Interpretation

Table 1 present the respondents' perception on the experiences related to Child Protection Policy in
terms of discrimination dimensions. The findings from the table highlight various aspects of discrimina-
tion as perceived by students, teachers, and parents.

It can be seen on the table that overall, the category mean scores indicate that students perceive dis-
crimination as occurring “sometimes” with a mean rating of 2.38, while teachers with a mean of 2.57 and
parents with a mean of 2.55 perceive it as happening “Often.” These variations in perception highlight
the need for ongoing awareness and intervention strategies. Schools should prioritize inclusivity by
providing teacher training on unconscious biases, ensuring equal opportunities for all students, and
strengthening support for marginalized groups.

As to the students’ perception, indicator “Teachers encourage the students to respect others or their
classmates and should not laugh when words are mispronounced” was experienced “always” as it gained
the highest weighted mean of 3.71, followed by indicator “When students get pregnant, they are given
modules to work at home to finish their study” with a weighted mean of 2.86 with a qualitative descrip-
tion of “often”. While indicators, “Teachers strictly follow the curriculum guide and instruct students to
comply with requirements and performances without considering their religious stand”, “Students with
disability are excluded in performances, especially in contested activities”, “Teachers give more criti-
cism to boys, since they are not so sensitive compared to girls” and “Students who are older than the oth-
ers lead the group in activities” were experienced “sometimes” in the school as indicated with the
weighted mean of 2.11, 2.04, 1.97 and 1.57 respectively.

In terms of teachers’ perception, it can be seen that indicator “Teachers encourage the students to
respect others or their classmates and should not laugh when words are mispronounced” was practice
“always” as indicated with a mean of 3.98 followed by indicator “When students get pregnant, they are
given modules to work at home to finish their study” with a mean rating of 3.78. Moreover, indicator
“Students who are older than the others lead the group in activities”, “Teachers strictly follow the curric-
ulum guide and instruct students to comply with requirements and performances without considering
their religious stand” and “Students with disability are excluded in performances, especially in contested
activities” were experienced “sometimes” in the school premises as indicated by the weighted mean of
2.28, 2.14 and 1.77 respectively. However, indicator “Teachers give more criticism to boys, since they
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are not so sensitive compared to girls” gained the lowest weighted mean and was “never” experienced in
the school premises as indicated by its weighted mean of 1.47.

As regards to the parents’ assessment, it can be seen on the table that indicator “Teachers encourage
the students to respect others or their classmates and should not laugh when words are mispronounced”
gained the highest weighted mean of 3.66 and was practiced “always”. Indicator “When students get
pregnant, they are given modules to work at home to finish their study” was practiced “often” with a
weighted mean of 2.81 while, other indicators were practiced “sometimes” in the school premises. The
following indicators were: “Students with disability are excluded in performances, especially in contest-
ed activities”, “Teachers give more criticism to boys, since they are not so sensitive compared to girls”,
“Teachers strictly follow the curriculum guide and instruct students to comply with requirements and
performances without considering their religious stand” and “Students who are older than the others lead
the group in activities” with a weighted mean of 2.29, 1.99, 2.44 and 2.10 respectively.

Table 2. Respondents' Perception on the experiences related to
Child Protection Policy in terms of Bullying Dimension

Bullvin Students Teachers Parents
ullying Mean VI Mean VI Mean VI
When a student threatens another student, the advis-
ers are informed to address the problem. 3.50 Always 385 Always 342 Often
t ridicules his cl te, teach 1 . . .
Wlll;:g?l fi?glegthgfsl?u ©s s classmate, teachers also 1.65 Sometimes 1.67 Sometimes 1.95 Sometimes
Teachers confront students who intentionally take
their classmate’s property (cellphone, bag, etc.). 332 Often 375 Always 3.51 Always
Teachers immediately approach students who are
speaking ill with one another. 3.20 Often 3.89 Always 3.35 Often
The teachers demand the students to change or pur-
chase whatever is damaged owned by the victim. 2.57 Often 2.60 Often 2.80 Often
Teachers immediately respond to students who are
having disagreement or misunderstanding in the 3.53 Always 378 Always 345 Often
classroom.
Category Mean 2.96 Often 3.26 Often 3.08 Often

Legend.: VI-Verbal Interpretation

Table 2 presents respondents' perceptions regarding experiences related to the Child Protection Poli-
cy in terms of the bullying dimension. It examines the perspectives of students, teachers, and parents on
various bullying-related scenarios in schools.

Based on the students’ assessment, indicators ‘“Teachers immediately respond to students who are
having disagreement or misunderstanding in the classroom” and “When a student threatens another stu-
dent, the advisers are informed to address the problem” were experienced “always” as indicated by the
mean ratings of 3.53 and 3.50 respectively. Indicators “Teachers confront students who intentionally take
their classmate’s property (cellphone, bag, etc.)” with a weighted mean of 3.32, “Teachers immediately
approach students who are speaking ill with one another” with a weighted mean of 3.20, and “Teachers
immediately approach students who are speaking ill with one another” with a mean rating of 2.57 were
experienced “often” as perceived by the students. While indicator “When a student ridicules his class-
mate, teachers also laugh with others” gained the lowest mean rating of 1.65 with a qualitative descrip-
tion of “sometimes”.

As to the teachers’ perception, indicator “Teachers immediately approach students who are speaking
ill with one another.” gained the highest mean rating of 3.89 followed by indicator “When a student
threatens another student, the advisers are informed to address the problem” with mean rating of 3.85
both with a qualitative description of “always”. Moreover, indicators “Teachers immediately respond to
students who are having disagreement or misunderstanding in the classroom” and “Teachers confront
students who intentionally take their classmate’s property (cellphone, bag, etc.).” were also “always”
experienced in the school as it gained a high mean rating of 3.78 and 3.75 respectively. Indicator “The
teachers demand the students to change or purchase whatever is damaged owned by the victim” was ex-
perienced “often” as indicated by its mean rating of 2.60, while indicator “When a student ridicules his
classmate, teachers also laugh with others” gained lowest mean rating of 1.67 with a qualitative descrip-
tion of “sometimes”.
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As to the parents’ assessment, indicator “Teachers confront students who intentionally take their
classmate’s property (cellphone, bag, etc.)” was experienced “always” as indicated by its high mean rat-
ing of 3.51. While indicators “When a student threatens another student, the advisers are informed to
address the problem”, “Teachers immediately approach students who are speaking ill with one another”,
“The teachers demand the students to change or purchase whatever is damaged owned by the victim”
and “Teachers immediately respond to students who are having disagreement or misunderstanding in the
classroom” were “often” experienced in the school premises as indicated by the gained weighted mean
of 3.42, 3.35, 2.80 and 3.45 respectively. Lastly, indicator “When a student ridicules his classmate,
teachers also laugh with others.” Was experienced “sometimes” with its weighted mean of 1.95 as per-
ceived by the respondents.

The overall, the category means of students (2.96), teachers (3.26), and parents (3.08) suggest that
interventions related to bullying are "Often" implemented. Strengthening teacher awareness and respon-
siveness in all forms of bullying, particularly in non-physical aspects, could further enhance the effec-
tiveness of the Child Protection Policy in schools.

Table 3. Respondents' Perception on the experiences related to Child
Protection Policy in terms of Physical Violence Dimension

Physical Violence Students Teachers Parents
Yy Mean VI Mean VI Mean VI
Teach the students t light fi f
ers:ir;“i’;p;iztegeyf udents fo sunfight as a form © 1.17 Never 1.08 Never 1.34 Never
Teachers thi halk to students wh
ez:l:is(;)r:havri(r)l‘g‘ chafic or eraser fo students who are 1.19 Never 1.12 Never 1.54 Sometimes
Teachers strike the student’s head when he does not 110 Never 108 Never 128 Never

listen and is really annoying in the classroom.

Teachers do not allow the students to take a break, go
out for CR even if they become necessity, unless 1.53 Sometimes 1.20 Never 1.79 Sometimes
they finish their activities or requirements.

Teachers confiscate personal property of students

which poses a danger to them or to others. 2.60 Often 3.04 Often 2.76 Often
Teachers choose to observe space from students
especially when angry to avoid physical violence. 2.83 Often 3.38 Often 2.81 Often
Category Mean 1.74 Sometimes 1.82 Sometimes 1.92 Sometimes

Legend: VI-Verbal Interpretation

Table 3 presents respondents' perceptions regarding experiences related to the Child Protection Poli-
cy in terms of the physical violence dimension. It examines the perspectives of students, teachers, and
parents on various physical violence scenarios in schools.

The results indicate that physical violence as a disciplinary strategy is generally not practiced by
teachers, as perceived by students, teachers, and parents. Indicators such as exposing students to sun-
light, throwing objects, and striking students' heads were rated as "Never" or "Sometimes," suggesting
that these harsh disciplinary measures are largely avoided. However, restricting restroom breaks until
students complete their tasks was occasionally experienced, with students rating it as "Sometimes,"
while teachers reported it as "Never," indicating a possible discrepancy in perception. The most frequent-
ly observed practices were confiscating students' personal property if it posed a danger and teachers dis-
tancing themselves when angry to prevent physical violence.

These findings suggest that while outright physical punishment is not common, certain disciplinary
actions, such as withholding restroom access and confiscating items, are still practiced. The consistent
response of teachers distancing themselves when angry implies an awareness of preventing escalation,
which is a positive approach. However, the discrepancies in perception between students and teachers
regarding certain disciplinary measures highlight the need for clearer communication and reinforcement
of child protection policies. Schools should continue promoting positive discipline strategies, ensuring
that any restrictive measures are justified, well-explained, and do not compromise students' well-being.
Moreover, awareness campaigns should be conducted to align students', teachers', and parents' percep-
tions regarding discipline and classroom management.
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Table 4. Respondents' Perception on the experiences related to Child
Protection Policy in terms of Psychological Violence Dimension

Psvchological Violence Students Teachers Parents

¥ 8 Mean VI Mean VI Mean VI

Teachers set a high standar'd which the students 2.29 Sometimes 1.66 Sometimes 2.10 Sometimes
should meet and make no adjustment.

Teachers shout at students in front of the crowd. 1.80 Sometimes 1.43 Never 1.87 Sometimes

Teachers throw and destroy phones or any materials
which make them busy instead of doing what is 1.16 Never 1.08 Never 1.29 Never
instructed to them.

Teachers insult the students in the classroom for them 152 Sometimes 111 Never 153 Sometimes

to focus in listening during discussions.

Teachers give many activities which can be done in 1
week but is required to be done for only 2 days for 2.73 Often 1.15 Never 2.36 Sometimes
them to go beyond their potential.

Teachers threaten students to receive failing grades
when they do not follow exactly what are told to 2.03 Sometimes 1.49 Never 2.13 Sometimes
them.

Category Mean 1.92 Sometimes 1.32 Never 1.88 Sometimes
Legend: VI-Verbal Interpretation

Table 4 reveals the respondents' perceptions regarding experiences related to the Child Protection
Policy in terms of psychological violence. It examines how students, teachers, and parents perceive vari-
ous disciplinary actions and their alignment with child protection policies.

The overall category mean shows that students (1.92) and parents (1.88) perceive psychological vio-
lence as occurring "sometimes," while teachers (1.32) largely perceive it as "never" occurring. This dis-
parity in perception highlights a potential gap in awareness between educators and their students regard-
ing classroom experiences.

Among the specific indicators, students reported the highest mean of 2.73, with a qualitative descrip-
tion of "often" on the indicator stating that “Teachers give many activities which can be done in 1 week
but is required to be done for only 2 days for them to go beyond their potential”. This indicates that stu-
dents feel pressured by excessive workload expectations. In contrast, teachers reported a much lower
mean of 1.15 with a qualitative description of "never", indicating they do not perceive their assignment
of activities as excessive. Parents, however, rated this aspect at 2.36 with a qualitative description of
"sometimes" implying moderate concern.

The second-highest mean among students was mean 2.29 with a qualitative description of
"sometimes" was on the perception that “Teachers set a high standard which the students should meet
and make no adjustment”. Parents similarly rated this at 2.10 with a qualitative description of
"sometimes", while teachers rated it at 1.66 with a qualitative description of "sometimes", suggesting
that while teachers acknowledge setting high expectations, they may not fully recognize students’ strug-
gles in meeting them.

Indicator “Teachers shout at students in front of the crowd” was rated at 1.80 with a qualitative de-
scription of "sometimes" by students, 1.87 mean rating with a qualitative description of "sometimes" by
parents, and mean rating of 1.43 or "never" by teachers. This indicates that this psychological violence
was never experienced in the school as perceived by the respondents. A similar trend is seen in the indi-
cator stating that “Teachers insult the students in the classroom for them to focus in listening during dis-
cussions”, with students rating it 1.52 or "sometimes" as its qualitative equivalent and teachers at 1.11 or
"never".

Additionally, indicator “Teachers threaten students to receive failing grades when they do not follow
exactly what are told to them”, was perceived by students and parents as happening "sometimes" as it
gained a weighted mean of 2.03 and 2.13 respectively, whereas teachers largely denied this practice
"never" gaining a weighted mean of 1.49. The least prevalent form of psychological violence was indi-
cator “Teachers throw and destroy phones or any materials which make them busy instead of doing what
is instructed to them” with students, teachers, and parents all rating it as "never" occurring as this was
gained a mean rating of 1.16, 1.08 and 1.29 respectively.

While students and parents acknowledge the presence of psychological violence to some extent,
teachers largely deny engaging in such actions. Open communication between teachers, students, and
parents should be encouraged to bridge these gaps in perception and create a more supportive learning
environment.
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Table 5. Respondents' Perception on the Experiences related to Child
Protection Policy in terms of Sexual Violence Dimension

Sexual Violence Students Teachers Parents
Mean VI Mean VI Mean VI
The s_tufients are encouraged to immediately report 342 Often 374 Always 3.9 Often
malicious actions of teachers toward them.
The student-victim is advised not to be afraid in filing 350 Always 379 Always 3.42 Often

a case against the teacher.

When a teacher overhears how his co-teacher causes
the students to engage in sexual activity, he should 3.58 Always 3.45 Often 323 Often
report immediately to the Principal.

When a teacher threatens a student of giving failing
grades unless satisfied sexually, a complaint is filed 3.40 Often 3.62 Always 3.02 Often
against him and the parents are informed.

When a teacher witnesses how a student is sexually
abused by a teacher, he should take pictures as 3.19 Often 3.48 Often 322 Often
evidences.

A male .teacher should not e_mbrace his female student 356 Always 388 Always 342 Often
and vice versa, especially in closed doors.

Category Mean 3.44 Often 3.26 Often 3.27 Often
Legend.: VI-Verbal Interpretation

Table 5 presents respondents’ perceptions regarding experiences related to the Child Protection Poli-
cy in terms of sexual violence.

The findings on sexual violence awareness and reporting indicate that students, teachers, and parents
generally agree on the importance of taking action against inappropriate behavior. The overall category
mean shows that students, teachers, and parents all perceive these concerns as occurring "often" with its
gained mean of 3.44, 3.26 and 3.27 respectively. This suggests a shared awareness of the need for vigi-
lance and proactive measures in addressing cases of sexual violence within the school setting.

Among the specific indicators, students (3.58, "always") and teachers (3.45, "often") strongly agreed
to the indicator “When a teacher overhears how his co-teacher causes the students to engage in sexual
activity, he should report immediately to the principal” while parents rated this slightly lower (3.23,
"often"), indicating a similar stance but with slightly less urgency.

Indicator “A male teacher should not embrace his female student and vice versa, especially in closed
doors” teachers-respondents gave a high mean rating of 3.88 with a qualitative description "always",
suggesting that educators strongly recognize the need for professional boundaries. A mean rating from
the student of 3.56, or "always" and parents gave a mean rating of 3.42 or "often" also agreed, reinforc-
ing the importance of maintaining appropriate teacher-student interactions.

Indicator, “The students are encouraged to immediately report malicious actions of teachers toward
them” was rated "often" by students with a mean rating of 3.42 and parents with mean rating of 3.29,
while teachers rated it "always" with a mean rating of 3.74. This suggests that teachers strongly support
reporting mechanisms, possibly as a deterrent against misconduct. Similarly, indicator “The student-
victim is advised not to be afraid in filing a case against the teacher” received high ratings from students
with 3.50, or "always" as its descriptive equivalent, teachers with a mean rating of 3.79, or "always" as
its descriptive equivalent, and parents with 3.42 as its mean rating, or "often", showing strong advocacy
for justice and protection of students' rights.

A key concern is the indicator “When a teacher threatens a student of giving failing grades unless
satisfied sexually, a complaint is filed against him and the parents are informed”. Teachers rated this as
"always" with a mean rating of 3.62, while students gained a mean rating of 3.40 and parents with 3.02
as mean rating or "often" as its descriptive equivalent. This suggests that while teachers strongly believe
in the importance of immediate action, students and parents may feel less confident about how effective-
ly such cases are addressed.

Lastly, indicator “When a teacher witnesses how a student is sexually abused by a teacher, he should
take pictures as evidences”, students rated the lowest mean rating of 3.19, or "often" as its descriptive
equivalent and teacher with a mean rating of 3.48, or "often" as its descriptive equivalent, with parents
slightly lower at 3.22 or "often".

Overall, the results highlight a general consensus on the importance of reporting sexual violence and
ensuring preventive measures. However, while teachers express stronger support for taking action, stu-
dents and parents may still have hesitations about the effectiveness of existing mechanisms.
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Table 6. Test of Differences on the Experiences Anchored on the Child Protection

Policy when grouped according to Profile of Teacher-Respondents

Indicators

A. DISCRIMINATION

1. Students with disability are excluded in performances, especially in
contested activities.

2. Teachers give more criticism to boys, since they are not so sensitive
compared to girls.

3. Teachers strictly follow the curriculum guide and instruct students to
comply with requirements and performances without considering their
religious stand.

4. Students who are older than the others lead the group in activities.

5. When students get pregnant, they are given modules to work at
home to finish their study.

6. Teachers encourage the students to respect others or their classmates
and should not laugh when words are mispronounced.

B. BULLYING

7. When a student threatens another student, the advisers are in-
formed to address the problem.

8. When a student ridicules his classmate, teachers also laugh with
others.

9. Teachers confront students who intentionally take their class-
mate’s property (cellphone, bag, etc.).

10. Teachers immediately approach students who are speaking ill
with one another.

11. The teachers demand the students to change or purchase what-
ever is damaged owned by the victim.

12. Teachers immediately respond to students who are having disa-
greement or misunderstanding in the classroom.

C. PHYSICAL VIOLENCE

13. Teachers expose the students to sunlight as a form of discipline
strategy.

14. Teachers throw chalk or eraser to students who are misbehaving.
15. Teachers strike the student’s head when he does not listen and is
really annoying in the classroom.

16. Teachers do not allow the students to take a break, go out for
CR even if they become necessity, unless they finish their activities
or requirements.

17. Teachers confiscate personal property of students which poses a
danger to them or to others.

18. Teachers choose to observe space from students especially when
angry to avoid physical violence.

D. PSYCHOLOGICAL VIOLENCE

19. Teachers set a high standard which the students should meet and
make no adjustment.

20. Teachers shout at students in front of the crowd.

21. Teachers throw and destroy phones or any materials which
make them busy instead of doing what is instructed to them.

22. Teachers insult the students in the classroom for them to focus
in listening during discussions.

23. Teachers give many activities which can be done in 1 week but
is required to be done for only 2 days for them to go beyond their
potential.

24. Teachers threaten students to receive failing grades when they
do not follow exactly what are told to them.

E. SEXUAL VIOLENCE

25.The students are encouraged to immediately report malicious
actions of teachers toward them.

26. The student-victim is advised not to be afraid in filing a case
against the teacher.

27. When a teacher overhears how his co-teacher causes the stu-
dents to engage in sexual activity, he should report immediately to
the Principal.

28. When a teacher threatens a student of giving failing grades
unless satisfied sexually, a complaint is filed against him and the
parents are informed.

29. When a teacher witnesses how a student is sexually abused by a
teacher, he should take pictures as evidences.

30. A male teacher should not embrace his female student and vice
versa, especially in closed doors.

ns- not significant ~ *-significant

AGE

t-value p-value t-value p-value

4.08*

121®

0.48™

4.28*
0.04™

0.39™

0.55™
4.02*
1.62™
2.96™
5.70*

0.60™

0.46™
0.13™
041™

0.74™

0.96™

0.90™

0.88™
2.56™
0.16™

021"

0.46™

0.69™

4.02%

1.83™

2.59™

3.39%

3.19%

0.73™

0.02

0.30

0.62

0.02
0.96

0.68

0.02

0.20

0.06

0.01

0.63
0.88
0.67

0.48

0.41

0.42
0.08
0.86

0.08

0.04

0.04

0.49

SEX

0.52"™

0.37™

0.86™

1.83™
0.06™

0.99™

0.78™
1.83™
0.06™
1.78™
091™

441*

142"
1.24™
1.34™

0.86™

0.63™

3.18*

2.21%*
0.89™
035™

1.70™

0.25™

2.37*

2.79*

021"

1.38™

0.81™

2.04™

0.24™

0.61

0.72

0.40

0.07
0.95

0.16
0.22
0.19

0.03
0.38
0.73

# OF YEARS IN
THE SERVICE

t-value p-value
6.07 0.00
234" 0.09
3.94° 0.01
3.92% 0.01
1.16™ 0.33
0.61™ 0.61
0.70™ 0.56
2.14™ 0.10
0.93" 043
1.97™ 0.13
3.29% 0.02
4.81* 0.00
1.10™ 0.35
0.63™ 0.60
1.35™ 0.26
2.33™ 0.08
0.73™ 0.54
425% 0.01
1.63™ 0.19
3.99% 0.01
0.72" 0.55
0.40™ 0.76
1.23™ 0.30
1.32m 027
261 0.06
0.72" 0.54
1.24™ 0.30
0.44" 0.73
4.69* 0.00
0.85™ 0.47

EDUCATIONAL
ATTAINMENT
t-value  p-value
5.67" 0.01
1.92™ 0.15
3.30" 0.04
2.55™ 0.08
0.02™ 0.98
1.61™ 0.21
3.03™ 0.05
0.45™ 0.64
1.09™ 0.34
297™ 0.06
022™ 0.80
1.58™ 0.21
1.31™ 0.27
220™ 0.12
1.68™ 0.19
0.13™ 0.88
0.60™ 0.55
3.38% 0.04
1.91™ 0.15
1.26™ 0.29
1.34™ 0.27
045" 0.64
0.87™ 0.42
10.81%* 0.00
2.44™ 0.09
0.78"™ 0.46
2.55™ 0.08
1.95™ 0.15
0.02" 0.98
1.83™ 0.17
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The results from Table 6 indicate significant differences in the present practices anchored on the
Child Protection Policy when grouped according to teachers’ profiles, specifically in terms of age, sex,
years in service, and educational attainment. In the area of discrimination, age and years in service
showed significant influence on certain practices, such as excluding students with disabilities from per-
formances and allowing older students to take leadership roles in group activities. Teachers with more
years in service were also found to adhere strictly to the curriculum without considering students’ reli-
gious stand.

Regarding bullying, there were significant variations based on age and years of service, particularly
in instances where teachers demand students to replace damaged property. Additionally, teachers' sex
and years in service were found to influence how they immediately respond to student disagreements,
suggesting a variance in intervention strategies.

For physical violence, the findings highlight that teachers' sex, years in service, and educational at-
tainment significantly impact how they handle disciplinary actions, such as choosing to avoid physical
violence by maintaining distance from students when angry.

Psychological violence also showed significant variations, with sex and years in service affecting
practices such as setting high standards for students and threatening them with failing grades. Interest-
ingly, educational attainment played a role in the likelihood of teachers using grades as a form of coer-
cion, suggesting that higher educational qualifications may influence adherence to more ethical teaching
practices.

Lastly, in the category of sexual violence, age and sex significantly influenced teachers’ encourage-
ment for students to report malicious actions. Years in service also played a role in whether teachers take
active measures, such as documenting evidence of abuse. The findings indicate that experience and gen-
der play crucial roles in how teachers enforce child protection measures.

Overall, the results suggest that while most practices align with the Child Protection Policy, there are
still variations in implementation based on demographic factors, highlighting the need for consistent
training and reinforcement of child protection guidelines across all teacher demographic.

CONCLUSIONS

On the basis of the results and in view of the objectives and hypothesis of the study, the following
conclusions were clinched:

1. Teachers with 1-5 years in the teaching service represent the largest group, while Bachelor's Degree
gained the majority in terms of educational attainment.

2. The study highlights varying assessments on the experiences anchored in the Child Protection Policy
among students, teachers, and parents. While discrimination and psychological violence are
acknowledged differently across groups, physical violence is minimal, and all respondents recognize
the seriousness of sexual violence. These findings underscore the need for greater awareness, strong-
er interventions, and better alignment in understanding child protection issues.

3. The study affirms that the Child Protection Policy is implemented effectively in schools, with stu-
dents, teachers, and parents acknowledging its significant presence. Teachers demonstrated the high-
est confidence in the policy's execution, while students' views fell in between. The findings reveal a
critical need to enhance parental involvement, especially in training programs, to ensure a more
comprehensive and collaborative approach to child protection.
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4. Statistical analysis confirmed notable variations across different child protection practices, leading to
the rejection of the null hypothesis. These differences suggest that personal backgrounds, roles, and
levels of exposure shape stakeholders’ understanding and engagement with child protection
measures.

RECOMMENDATIONS

Based on the foregoing discussions the following recommendations are put forwards for considera-
tion.

1. Teachers may receive more trainings on CPP implementation particularly in handling psychological
violence (e.g., threats, excessive workloads, and shouting), as students report that these practices are
inconsistently addressed.

2. The Santiago City National High School may conduct information drive regarding the school’s ef-
forts in implementing the CPP, especially on issues like record-keeping of bullying incidents and
coordination with social welfare agencies.

3. The Schools Division of Santiago City may standardize and monitor disciplinary practices through
application of apply non-violent disciplinary practices uniformly across all student groups, avoiding
physical punishments and psychologically harmful practices.

4. Establish clearer and more accessible reporting channels for students to report bullying and sexual
misconduct. Schools should ensure that students feel confident in using these mechanisms without
fear of punishment.

5. Improve stakeholders' engagement, especially the parents to raise awareness of the CPP and their
role in supporting child protection efforts. Schools may reinforce the importance of emotional sup-
port and mental well-being in parent-teacher communication;

6. Given the significant differences in perceptions regarding psychological violence based on occupa-
tion and income, the school management should work closely with parents to align expectations and
improve practices related to stress management and emotional well-being;

7. The School Head conduct regular audits and monitoring of the implementation of the CPP, with a
focus on areas where significant negative correlations (e.g., physical violence) have been identified.
This will help in understanding how capacity-building efforts and disciplinary proceedings may im-
pact student safety.
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ABSTRACT

This study sought information about the level of teachers’ ICT integration along: classroom and
research management, effectiveness in learning and administrative support in Bambang Nation-
al High School and its relationship to the academic achievement of Junior High School students.
A survey questionnaire was distributed to 22 TLE teachers, 8 school heads and 60 students. The
level of the students’ academic achievement was determined based on their grades as reflected
by DepEd School Form 9. Data gathered were treated statistically with the use of frequency
count, percentage, and mean, enhancing student learning outcomes in this critical area of edu-
cation. Result of the study revealed that the teachers’ ICT integration to the TLE instruction
was perceived to be highly effective. The students’ academic performance was very satisfactory.
Additionally, the respondents differed in their perceptions of teachers’ technology integration to
TLE in terms of administrative support and as a whole. ICT integration to TLE failed to consti-
tute significant relationship with the academic achievement in TLE of the junior high school
students. Bambang National High School should continue and expand ICT integration in TLE
instruction, providing ongoing professional development for teachers and fostering a supportive
environment. Differentiated teaching strategies, informed by student grades, can help meet in-
dividual learning needs, while ICT training should be tailored to each teacher's specialization.
Further research on the impact of ICT on student achievement and ongoing evaluation of inte-
gration efforts is recommended to improve learning outcomes.

Keywords: academic achievement, administrative support, classroom resource management, effective-
ness in learning, ICT integration

INTRODUCTION

Academic achievement is commonly described as the progress students make toward the goal of
gaining educational knowledge, skills, and materials across various disciplines. It specifically refers to
achievement in academic content and is often viewed without a definite endpoint. Instead, it is under-
stood as a spectrum, where a student can develop certain skills and knowledge, with the possibility of
further refining those skills and deepening their knowledge. Hence, it can be said that academic achieve-
ment plays a vital role in students’ academic success, career decisions, and everyday lives.

Statistics in education reports reveal significant learning crises. For instance, nine out of fifteen stu-
dents were unable to read simple texts, highlighting a lack of equitable access to quality education. In
2019, 82.4 percent of Filipinos aged 25 and above were reported to have completed primary education.
However, the completion rate for secondary education dropped dramatically to 30.5%, and the comple-
tion rate for a bachelor's degree or its equivalent decreased further to 24.4%. Moreover, while 49% of
individuals from the wealthiest decile attended higher education, only 17% from the poorest decile did
so. On average, Filipino students spent more time in school but were less productive than their counter-
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parts in other countries. Additionally, while the enrollment rate in Philippine higher education aligns
with the average of middle-income countries, this is rapidly declining as neighboring countries continue
to increase their enrollment rates, while the Philippines' rate has stagnated according to Philippine Busi-
ness for Education (PBED, 2023).

To address these challenges related to academic achievement, Republic Act No. 10533, also known
as the "Enhanced Basic Education Act" or the K—12 Program, was established in 2013. This law aimed
to improve the Philippine Basic Education System by extending the duration of the basic education pro-
gram and strengthening its curriculum. The K—12 Basic Education Program seeks to enable individuals
to enhance their quality of life, provide students with enough time to grasp concepts, foster lifelong
learning, and prepare graduates for higher education, skills development, employment, and entrepreneur-
ship, while also preventing child exploitation and other related issues. The updated curriculum allows
students to work while they study. Upon graduation, students are expected to possess skills in media,
technology, information, life and career, learning and innovation, as well as effective communication.

The term "technology" is a significant consideration in many disciplines, including education, in the
twenty-first century. In most countries, technology has replaced traditional methods of knowledge shar-
ing. As technological innovations transform society, people's ways of thinking, working, and living have
changed fundamentally (Grabe, 2007), as noted in Ghavifekr & Rosdy (2015). Educational institutions
that aim to prepare students for life in a "knowledge society" consider incorporating ICT (Information
and Communication Technology) into their curricula (Ghavifekr et al., 2015).

Information and Communication Technology integration in education refers to the use of technology
-based teaching and learning processes, which are closely related to the use of educational tools in the
classroom. Given that students are accustomed to technology and often learn more effectively in a tech-
nology-driven environment, integrating ICT into education is essential for successful learning (Jamieson-
Procter et al., 2015). ICT also contributes significantly to the pedagogical aspects of education, helping
students in nearly all subject areas, including mathematics, physics, languages, the arts, and other disci-
plines. Moreover, ICT provides valuable support for both teachers and students engaged in the learning
process.

Teachers play an important role in preparing students for the digital age, as ICT offers a dynamic and
proactive learning environment (Ghavifekr et al., 2015). To achieve better academic outcomes, ICT inte-
gration, along with the availability of well-equipped labs or workshops, can enhance the quality and
productivity of students' work. In the field of Technology and Livelihood Education (TLE), however,
studies have shown that ICT integration may adversely affect students' academic achievement (Limon,
2016).

The dynamic nature of technology makes its integration into teaching a challenging task. Therefore,
planning for ICT use in education is considered a crucial part of educational advancement. Previous
studies have shown that ICT integration is a complex process that requires strategic planning by policy-
makers, given the challenges involved in utilizing learning technologies, particularly in developing coun-
tries like Malaysia (Ghavifekr & Sufean, 2010, cited in Ghavifekr et al., 2015).

In the Philippines, ICT integration in education has become a significant initiative. Recognizing the
benefits of ICT, the Department of Education has made considerable efforts to integrate ICT into class-
rooms across all subjects and grade levels through infrastructure development and teacher training. How-
ever, challenges in its implementation persist.

At Bambang National High School, it has been observed that Junior High School students, particu-
larly, do not invest as much time and effort in what they consider "minor" subjects like TLE, compared
to subjects like English, Math, or Science. They tend to view TLE as a "practical" subject that requires
less effort, assuming they can pass the subject without fully engaging in lessons or completing their
tasks.

For this reason, the researcher, who currently teaches TLE, decided to explore whether the integra-
tion of ICT into TLE would have a positive impact on students' academic achievement.
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STATEMENT OF THE PROBLEM

This study assessed the level of ICT integration in teaching Technology and Livelihood Education
and its relationship to the academic achievement of the students for the school year 2023-2024.
Specifically, this sought to answer the following research questions:
1.What is the level of the ICT integration in TLE instruction at Bambang National High School in terms
of classroom and resource management, effectiveness in student learning, and administrative support?
2. What is the respondents’ level of academic performance?
3. Is there a significant difference in ICT integration of TLE teachers when grouped according to their
specialization?
4. Is there a significant relationship between ICT integration in TLE and level of achievement of the stu-
dents?

RESEARCH METHODOLOGY

The study employed a quantitative research design and descriptive correlational method to examine
the relationship between ICT integration in teaching Technology and Livelihood Education (TLE) by
teachers and the academic achievement of students at Bambang National High School. Quantitative re-
search involves gathering and interpreting numerical data, which can be used to identify trends, formu-
late hypotheses, examine causality, and extrapolate findings to larger populations.

In this study, the descriptive correlational method was applied. This method involves gathering data
without manipulating the variables being studied. Studies using this approach avoid making direct
changes to the study's environment, focusing instead on observing and analyzing existing conditions.
Descriptive correlational research often uses surveys or other data collection techniques based on pre-
existing information (Writer, 2020).

The descriptive-correlational method was particularly suitable for this study because it allowed for
the analysis of numerical data to assess the level of ICT integration by teachers and its potential impact
on students' academic achievement. By using this method, the study aimed to determine how ICT inte-
gration in teaching influenced students' performance.

The study was conducted at Bambang National High School (BNHS) in Bambang, Nueva Vizcaya.

This study included 60 junior high school TLE students from various majors or specializations, 22
teachers handling TLE subjects, and 8 school/department heads at Bambang National High School for
the School Year 2023-2024. The students were selected using a stratified random sampling method,
which involves dividing a population into smaller subgroups, known as strata. In stratified sampling, the
strata are formed based on shared attributes or characteristics, which, in this study, were the TLE stu-
dents grouped according to their specialization. Stratified random sampling is also referred to as popula-
tion sampling or quota random sampling. On the other hand, the school heads and TLE teachers were
identified using purposive sampling, also known as judgmental or selective sampling. In purposive sam-
pling, the researcher deliberately selects individuals based on specific characteristics or attributes rele-
vant to the study.

Research Instrument

The following tools were utilized to gather the necessary data for this study:

The Questionnaire on ICT Integration in Teaching TLE. This was used to assess the effectiveness of
ICT integration in TLE. The questionnaire utilizes a 5-point Likert scale, offering five response options.
Respondents selected one of these options to indicate their level of agreement or disagreement with the
items in the questionnaire. This instrument was adapted from Ghavifekr and Rosdy (2015).

Scale Qualitative Description Range Qualitative Description
5 Strongly Agree 4.50-5.00 Very High
4 Agree 3.50-4.49 High
3 Somewhat Agree 2.50-3.49 Moderate
2 Disagree 1.50-2.49 Low
1 Strongly Disagree 1.00-1.49 Very Low
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Academic Achievement. This was used in order to measure the academic achievement of the respond-
ents. This was represented by the grade of the students in TLE during the first quarter. The School Form
9 of the Department of Education was the basis.

Range Interpretative Description

90- 100 Outstanding

85- 89 Very Satisfactory

80- 84 Satisfactory

75-79 Fairly Satisfactory
Below 75 Did Not Meet Expectation

The study made used the following statistical tools n order to arrive at the most appropriate interpretations and
analyses of the data.

Frequency and Percentage. This was used to group the TLE students according to academic achievement.

Mean. This statistical tool was used to determine the level of ICT integration in teaching Technology and Live-
lihood Education, and the academic achievement of the students.

F-test. This was utilized to determine the significant difference in assessment of the three groups of respond-
ents in the teachers’ level of integration of TLE teachers.

Pearson Product-Moment Correlation Coefficient (Pearson-r). This was run to establish the relationship exist-
ing between the level of ICT integration in teaching TLE of teachers and the academic achievement of the student
respondents.

All inferences were based on the five percent (5%) level of significance.

FINDINGS

This section serves as the culmination of meticulous data collection, analysis, and interpretation. This presents
the results and discussion of the findings to the questions posted in chapter 1.

Problem 1. What is the level of ICT integration in TLE instruction at Bambang National High School in
terms of classroom and resource management, effectiveness in student learning and administra-
tive support?

To get answers to this problem, the mean of the responses of TLE teachers, school heads and students, which
serve as basis for determining the overall mean of each component of TLE instruction. The results are reflected in
table 1.

Table 1. Respondents’ Level of ICT Integration in TLE Instruction

TLE Teachers School Heads Students Overall
4.63 4.60 3.75 433
Classroom and Resource Management Very High Very High High High
: ) - 4.65 4.64 3.86 438
Effectiveness on Students’ Learning Very High Very High High High
e 4.57 4.46 3.93 432
Administrative Support Very High High High High
Grand Mean 4.62 4.57 3.85 4.34
Very High Very High High High

As displayed in table 1, the TLE teachers, school heads, and students all together assessed the ICT integration
into TLE instruction as “high” with the grand mean of 4.34.

Classroom and Resource Management. Going into the details, the TLE teachers, school heads, and students
assessed ICT integration into TLE instruction along classroom and resource management as “high” with an overall
mean of 4.33- 4.63 from TLE teachers and 4.60 from school heads, qualitatively described as very high, and 3.75
from the students, described qualitatively as "high." Overall the teachers rated themselves along classroom manage-
ment “very high” as indicated by the mean of 4.63.

This could mean that the teachers are confident that they are capable of integrating ICT in their teaching and
acknowledge the fact that because the integration of ICT attracts the students, or appeal to them, they have better
concentration in their subject matter, and because they are enjoying or having fun, it is more likely the behavioral
issues are reduced or even eradicated. In the process, students become more productive and can learn better. In oth-
er words, the use of ICT integration becomes successful because the teachers can create and maintain a learning
environment that stimulates successful instruction which is within the parameters of classroom management. The
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other way round, effective classroom management makes ICT integration into TLE instruction effectively.

Meanwhile, the school heads assessed teachers' classroom and resource management as very high with an over-
all mean of 4.60. Although their mean assessment is 4.60 slightly lower than the assessment of their own ICT inte-
gration, it still falls within the “very high” range. Taking the assessments of the three (3) sets of respondents, the
teachers’ classroom and resource management is "high" as testified by the overall mean of 4.33. They all agree
with the indicators of good classroom management, as a component of ICT integration.

This finding leaves the impression that the teachers highly value ICT integration into the teaching of TLE by
effectively managing their classroom and resources well. This could mean that because they see that ICT use bene-
ficial or advantageous to teaching, they set a classroom environment in such a way that they can efficiently use
ICT for productive teaching that would result in better student learning. They can design the layout of the room so
that all the students have the chance to use or manipulate ICT equipment/ facilities and to set rules, together with
the students in the proper use of such. Part of this management is about managing resources, since ICT materials
entail reasonable cause. Teachers have to plan, schedule and allocate resources to pursue the integration of ICT into
TLE teaching.

In relation to these statements, Foster (2022) defines classroom management as the actions that teachers do to
create and maintain a learning environment that stimulates successful instruction. These actions consist of decisions
about structure, organization, and course activities, that support students by managing their expectations and behav-
iors. Effective classroom management can create a positive learning environment that: promotes an environment
that is supportive of academic, social, and emotional learning; facilitates a structured and organized environment
where students can concentrate in learning; establishes trust and healthy instructor- student and peer-to-peer rela-
tionships among students; maintains attention and fosters motivation and engagement; and minimizes disruption
and interference in learning.

This finding implies that even if the teachers emerged to have high level of classroom management, they
should not be complacent, rather they should improve more and sustain this competence since it is evidently a sig-
nificant factor in ICT integration and in the teaching-learning process.

Effectiveness of Student Learning. 1t also appears in table 1 that ICT integration to TLE along effectiveness in
student learning, obtained an overall assessment of 4.38, qualitatively described as “high” from the three groups of
respondents.

To get into the details, the TLE teachers obtained a mean of 4.65 qualitatively described as very high which
strongly agree that ICT allows students to be more creative and imaginative; ICT helps students find related
knowledge and information for learning; ICT encourages students to communicate more with their classmates; the
use of ICT increases students' confidence to participate actively in class; students learn more effectively with the
use of ICT; the use of ICT helps improve students’ reading and writing abilities; students are more behaved and
under control when ICT is used in teaching; ICT enables students to express their ideas and thoughts better; and the
use of ICT promotes active and engaging lessons for students best learning experiences. All are qualitatively de-
scribed as “very high" except one indicator on students' knowledge. paradigm being broadened by the use of ICT,
which was assessed as “high”.

The “very high” rating of teachers in ICT integration in terms of effectiveness on learning is a manifestation
that they acknowledge the usefulness of ICT in teaching. They must have had enough experience in the use of ICT
and found it to be of great benefit in their teaching. But, the “high" assessment of the students implies that do not
fully recognize or appreciate the advantages of using ICT in their learning maybe because they clamor for more
hands-on activities in class- that they be given the chance to manipulate ICT gadgets to find out for themselves how
to use it in their lessons and feel the joy and sense of fulfillment in what they do.

The school and department heads assessed their teachers in a similar way as the teacher themselves as very
high in ICT integration along effectiveness in student learning as testified by the mean of 4.64.

This coincides with the assessment of the teachers themselves on the effectiveness of student learnings point to
the teacher’s ability and competence in facilitating learning. By using ICT integration in the learning process, the
students are inclined to be active in the class activities and more engaged in their lesson. These activities broaden
their knowledge, information and skills.

In contrast, the students’ assessment of their teachers’ level of ICT integration is at “high” level as marked by
the mean of 3.93. This could mean that there are some indicators in the student learning component that they do not
observe or experience. Maybe, they know that they do not have sufficient learning opportunities, or maybe do not
feel that ICT integration makes them better learners.

The implication of this finding is that teachers and school/ department heads should collaborate to strengthen
the capabilities of the teachers so that they could effectively transmit knowledge and information, as well as skills
and values that students are expected to learn. This way, students can say they have learned well and would appre-
ciate the efforts of their teachers in making every learning experience meaningful.

Getting the average assessment of the three (3) groups of respondents, effectiveness on learning through ICT is
"high" as attested by the overall mean of 4.32. It can be said that the three groups of respondents arrived at a con-
sensus that the teachers’ level of ICT integration to TLE is high, but should continuously improved and sustained
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for effective student learning.

Previous research has proven that ICT use in teaching enhances the learning ng process and maximizes the
students’ abilities in active learning, ICT helps teachers attain the global requirements in place of traditional teach-
ing methods through technology-based teaching and learning tools and facilities. In Malaysia, ICT is considered as
one of the major elements in the transformation of the country to future development. The Ministry of Education,
through the latest Education Blueprint (2013-2025) articulated the importance of technology - based teaching and
learning into the national curriculum of schools.

Administrative Support. Appearing in table 1 is the respondents’ assessment of ICT integration in terms of
administrative support. It is reflected in the table that the teachers were rated “high” in this dimension as attested by
the overall mean of 4.34.

Specifically, the TLE teachers themselves evaluated ICT integration as "very high" as testified by their overall
mean of 4.57. They strongly agree that teachers are given technical support when faced with difficulties; little ac-
cess to ICT prevents them from using it when teaching; much support from school top management encourages
them to use ICT; teaching time is enough for them to ICT for teaching-learning purposes; adequate training and
professional development along ICT use in teaching are provided; teachers are given more time to learn, and be
comfortable with the use of ICT in teaching; a computer lab in which students can be brought to watch educational
videos is available in their school; and teachers are given the freedom to design / plan their own teaching with the
help of ICT tools. They also agree that the ICT facilities in their school are well-functioning and usable and that all
ICT tools do not go to waste and much used by teachers is a demonstration of their gratitude and appreciation for
the support given to them by the administration and administrative support staff. The technical support they receive
like trainings, provision of ICT facilities, and access to these are adequately provided. They also enjoy moral sup-
port in terms of the encouragement, motivation and inspiration as well as the freedom to design or plan how ICT
can be integrated in their lessons.

On the contrary, the school and department heads rated administrative support for ICT integration as “high” as
attested by the mean of 4.46. Nevertheless, they gave very high rating for teachers to use ICT for instruction; on
sufficient training and professional development provided to teachers; on teachers being given time to learn and be
confident with ICT use; the availability and access to the computer laboratory; and being given the freedom to plan
their lessons, utilizing ICT. The school heads rated the functionality and usability of ICT facilities in their school,
provision of technical support. to teachers; limited access to ICT when teaching; and encouragement of school top
management to teachers in ICT integration.

It could be inferred that the school/ department heads claim to have extended administrative support to the
teachers, specifically on sufficient training and professional development; giving teachers time to learn and be con-
fident in using ICT; availability and access to the computer laboratory; and giving them freedom to plan their
teaching, but a little bit lower than the rest of the indicators. Thus, they should exert more efforts to maintain those
that were rated very high and upgrade those rated only high.

The students assessed this aspect as "high" with of 3.93. It can be construed that the students agree on the pres-
ence of well-functioning and usability of ICT facilities; the technical support for teachers; on little access to ICT as
hindrance in the use of ICT in teaching; on school top management encouragement to teachers; having ample time
to use ICT in the class; on sufficient teacher training and professional development; wise and proper use of ICT
tools; providing more time for teachers to learn and be competent in the use of ICT for instruction; access of stu-
dents to the computer laboratory and on teachers freedom to design their own lesson.

The lower the mean given by the students could mean that because they do not really work closely with the
school/ department heads. They are directly dealing with their teachers, so if they sense that the teachers do not
take advantage of the support of the administration, the students might not acknowledge the support the administra-
tion gives. These findings suggest that teachers should make students be highly aware of their school administrative
support so that they will know who and where to go in case this is needed.

Overall, the three sets of respondents assessed administrative support to ICT integration as high with the ex-
ception of the assessment of TLE teachers who rated it very high. All the indicators were given high ratings ranging
from 4.11 to 4.45.

It can be inferred from this finding that the school administration is supportive of ICT integration into TLE, as
demonstrated by the existence of ICT facilities, technical support, teacher training and professional development
especially in ICT, availability of a computer laboratory and granting teachers the discretion on how they teach and
what they teach. This finding could suggest that school administrators are concerned with their teachers’ personal
and professional growth and development that would pave the way for successful TLE instruction.

It could be inferred further that the effectiveness of ICT integration on student learning is perceived as high,
indicating that technology-enabled teaching strategies are positively impacting student outcomes. Teachers are like-
ly employing ICT tools and digital resources to engage students effectively and facilitate deeper learning experi-
ences in TLE subjects. Additionally, the high rating for administrative support suggests strong backing from the
school administration for ICT integration in TLE instruction. This support may manifest through access to ICT
resources, professional development opportunities, and policies facilitating the effective use of technology in teach-
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ing and learning. Overall, the findings reflect a positive environment for ICT integration in TLE instruction at
Bambang National High School, with commendable levels of classroom management, student learning effective-
ness, and administrative support. Nonetheless, while a rating of "high" signifies positive progress in ICT integra-
tion, it also signals the need for ongoing reflection, refinement, and strategic planning to further enhance the effec-
tiveness of ICT integration.

Problem 2. What is the respondents’ level of academic performance?

To come up with an answer to this problem, the mean achievement grade for the first quarter was determined,
the results of which appear in table 3.

Table 2. Respondents’ Level of Academic Performance

Description Grading Scale Frequency Percentage
Outstanding 90— 100 12 20.00
Very Satisfactory 85— 89 21 35.00
Satisfactory 80— 84 18 30.00
Fairly Satisfactory 75— 79 5 8.33
Did Not Meet Expectations 0- 74 4 6.67
Overall Mean 85.16
Standard Deviation 5.74

Qualitative Description Very Satisfactory

As depicted in table 3, the overall mean of the respondents in TLE is 85.16 with a standard deviation of 5.74.
Based on School Form 9 of the respondents; 21 or 35 percent of them fall under the 85-89 grade range with the
qualitative description of "very satisfactory"; 12 or 20 percent garnered “outstanding” performance level of aca-
demic performance as indicated by the means ranging from 90-100 grade range; 18 or 30 percent obtained grades
ranging from 80-84; 5 or 8.33 percent were assessed as “fairly satisfactory” with grades belonging to the 75-79;
and 4 or 6.67 percent did not meet expectations as marked by the grades within the grade bracket of 0-74

The standard deviation of 5.74 shows how dispersed the data in relation to the mean since the SD (5.74) is
large, this indicates data points are spread further away from the mean.

It is worthy to note that the majority of the respondents - 21 and 12- have “very satisfactory” and outstanding
achievement, respectively, while 18 and 5 obtained “satisfactory” and "fairly satisfactory,” respectively and only 4
not meeting expectations in TLE achievements. It could be deduced that the students are at the threshold of acquir-
ing the TLE competencies embodied in the MLC in pursuit of the school’s vision and mission to develop critical
thinking, self-reliance, independence, culture sensitivity and entrepreneurship in the students by enhancing their
skills in the different uses of technology and application of those life skills.

Moreover, the students recognize the practically of the knowledge and skills in their daily lives, especially in
their academic pursuits. In other words, students manifest outstanding or very satisfactory achievement in TLE
because the activities are tailored to the competencies set in the TLE curriculum, which are meaningful, realistic,
and practical at the present time wherein technology-based equipment and facilities engulf the whole academic
systems. The respondents might have found the learning experiences with ICT more fun and enjoyable as they
themselves engage in hands on activities.

According to Sanico (2022) the importance of TLE for most people is that through this learning area, they learn
many basic skills in their daily life and as soon as they developed these skills, they can earn money, TLE helps eve-
ryone to learn simple things which are a part of necessities in everyday living.

TLE helps provide and develop their skills that will change their lives and become productive. Learning TLE
reinforces the work skill training and value orientation of students throughout the grade levels and exposes them to
an array of experiences that are meaningful and relevant to their development.

Aligned to these idea is the study of Alsong and Alsong (2019) which determined the extent of facilitating and
learning practices of TLE teachers and the level of academic performances of students in TLE subject under the K-
12 curriculum. It also delved into the presence or absence of significant difference among the ratings of TLE
teachers on their practices in facilitating learning, performance of facilitating learning and the academic perfor-
mance of students, and tested the existence of significant relationships between the ratings of TLE teachers in facil-
itating their practices in facilitating learning to students in terms of technical skills assessing learning classroom
management, stakeholder linkages, recording and interpreting learning outcomes of students.

Meanwhile, the students were not fully satisfied with their said practices. The students were not also perform-
ing well in written works and quarterly examinations, but they performed better in practical works.

The practices of TLE teachers in facilitating learning to the students were balanced in all aspects, but what the
students learned significantly differed. Further, the extent to which teachers practice their skills in facilitating learn-
ing is related to the students' performance.
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Problem 3. Is there a significant difference in ICT integration of TLE teachers when grouped according to
specialization?

To arrive at the answers to this problem the F-test was run. Table 4 reflects the results of the test.
It appears in table 4 that when the respondents are grouped according to specialization, there was a significant
difference in the respondents' perceptions of ICT integration to TLE, along administrative support.

Table 4. Differences in the Respondents’ Perception of ICT Integration of
TLE Teachers when Grouped according to Specialization

Component/ Variable Computed F-value p-value Remarks
ICT Integration of TLE Teachers along Classroom and 1.61 0.147 Not Significant
Resource Management
ICT Integration of TLE Teachers along Effectiveness 2.10 0.054 Not Significant
on students’ learning
ICT Integration to TLE Teachers along Administrative 2.80 0.012 Significant
Support
ICT Integration of TLE Teachers 4.64 0.000 Significant

The students specializing in ICT perceived ICT integration along administrative support with a mean of 4.70;
cookery had 4.52; drafting with 4.17; electrical installation with 4.50; dressmaking with 4.70; shielded metal arc
welding with, 4.63; agriculture with 4.75; automotive with, 4.60. When the mean differences were tested for signif-
icance using F-test, the computed F-test yielded a value of 2.80, with p-value of 0.012, which is lower than the sig-
nificance value of 0.05, leading to the rejection of the null hypothesis. There is a significance difference in the re-
spondents’ ICT integration along administrative support, when grouped according to specialization.

As displayed in table 4, the respondents’ perceptions on the level of ICT integration of teachers in TLE along
classroom and resource management and effectiveness on students’ learning did not vary, when considering spe-
cialization as testified by the computed F-value of 1.61 and p-value of 0.147 and 2.10 and p-value of 0.054, both
higher than 0.05 level of significance, which led to the acceptance of null hypotheses.

Nonetheless, when taken as a whole, the respondents’ perceptions of the level of TLE teachers’ ICT integra-
tion, vary significantly, according to specialization. This is signified by the computed F-value of 4.64 and p-value
0f 0.000, which is lower than 0.05 significant level.

The significant difference in perception suggests that TLE teachers' views on ICT integration vary depending
on their specific areas of specialization within the field. This finding underscores the importance of considering the
diverse perspectives and needs of TLE teachers when implementing ICT integration initiatives in educational set-
tings. It also highlights the potential implications for designing targeted professional development programs and
support systems tailored to address the unique challenges and opportunities faced by teachers in different TLE spe-
cializations.

Overall, the rejection of the null hypothesis indicates that there are indeed meaningful differences in perception
among TLE teachers regarding ICT integration, based on their areas of specialization. Further research could delve
deeper into understanding the specific factors contributing to these differences and exploring strategies to effective-
ly address them to enhance the overall integration of ICT in TLE instruction.

The notable discrepancy in perception among TLE teachers when categorized by specialization may stem from
various factors. Firstly, the diverse array of subjects within TLE, ranging from electronics to agriculture and entre-
preneurship, implies varying levels of expertise and familiarity with integrating ICT tools. Consequently, teachers'
perceptions of ICT integration likely differ based on their comfort levels and experiences with technology within
their specific subject domains. Additionally, the relevance and applicability of ICT resources may vary across dif-
ferent TLE specializations, influencing how teachers perceive their effectiveness in enhancing instruction. While
some educators may view ICT as indispensable for practical demonstrations, others in more traditional vocational
fields may see it as less essential.

Moreover, differences in access to ICT resources and infrastructure among TLE teachers, contingent on their
specialization, could further contribute to divergent perceptions. Teachers in specialized areas with robust techno-
logical resources and training opportunities may exhibit more positive attitudes towards ICT integration, con-
trasting with counterparts in less resourced fields. Additionally, the instructional approaches prevalent in various
TLE specializations may shape teachers' perceptions of ICT integration, with those emphasizing hands-on, experi-
ential learning likely to view ICT as a complementary tool, while others in theory-based subjects may perceive it as
less integral. Consequently, addressing these discrepancies through tailored support, resources, and professional
development can foster more equitable and effective ICT integration across all TLE specializations.

To address the significant variation in perception among TLE teachers based on specialization, targeted inter-
ventions are recommended. Firstly, customizing professional development opportunities is essential. Offering spe-
cialized training sessions and workshops tailored to the unique needs and challenges of TLE teachers in various
specializations can enhance their capacity to integrate ICT effectively. These initiatives should provide subject-
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specific guidance and resources, empowering teachers to leverage technology in materials. This indicates that
teachers are proficient in organizing and utilizing digital resources, technology-based activities and ICT tools to
enhance the learning environment and optimize resource utilization.

On this note, the study of Broncano and Cuenca (2021) sought to find out the relationship between the field of
specialization preferences and students’ performance in TLE 9 among 120 students of Bondoc Peninsula, Agricul-
tural High School. Results reveal that 60 or 50 % of the respondents are 15 years old; 95 Or 70 are female, majority
of them prefer food, food processing as their first choice while 28 or 23% respondents’ choice, cookery as their
second preference. The respondents’ perceptions towards their interest and attitudes were agreeable and they are
aware of the needs of its community; teachers’ competence in teaching and classroom management were very satis-
factory; and students’ academic performance was very good.

Consistent to this study is Segundo’s study which dealt on the performance of Grade 9 students in TLE in the
public secondary school of Urdaneta City, Pangasinan. The study made use of the descriptive method, utilizing as
survey questionnaire which was adopted and content validated. The study identified the profile of the students, the
written and hands-on performance in the given field of specialization, the problem faced by teachers who teach
TLE, particularly home economics, cookery, and information and communication and significant relationship be-
tween the profile variables, and the written and hands-on performance were analyzed. Data indicated that the of
parents and family income directly relate with their hands-on performance. Segundo(2022)

Problem 4. Is there a significant relationship between ICT integration in TLE and level of achievement of
the students?

To establish the relationship between ICT integration into TLE and the TLE students’ academic the Pearson-r
was run, the results of which are illustrated in table 5.

Table 5. Relationship between ICT Integration in TLE and the Level of Academic Performance of Students

Variables r-value p-value Qualitative Description Decision
Integration of ICT in o Accept Null
TLE Academic Performance 0.0958 0.467 Not Significant Hypothesis

As displayed in table 5, integration of ICT failed to constitute significant relationship with the TLE students’
academic achievement as testified by the computed r-value of 0.0958 and p-value of 0.467, which is very much
higher than the 0.05 level of significance. This has led to the acceptance of the null hypothesis.

This could be interpreted to mean that ICT integration in TLE has no significant bearing with the TLE academ-
ic achievement. This implies that even without the utilization of ICT, the students can still attain very satisfactory
achievement or other way round, students may receive unsatisfactory performance even if teachers use ICT in
teaching.

Several factors could have influenced these results. It is possible that the level of ICT integration in TLE was
not sufficiently high to impact students' performance significantly. Additionally, other variables not considered in
the study may have influenced student achievement in TLE subjects.

Overall, while the study provides valuable insights into the relationship between ICT integration and student
performance in TLE, further research is needed to explore additional factors and potentially uncover more nuanced
relationships. Additionally, efforts to enhance ICT integration in TLE should be continued and evaluated to deter-
mine their impact on student learning outcomes.

The absence of a significant relationship between the integration of ICT in TLE and student achievement could
stem from several underlying factors. One potential reason is that ICT integration may have been insufficient or
inadequately implemented within the curriculum. If the incorporation of ICT tools lacked depth or consistency, its
impact on student performance may have been limited. Furthermore, the effectiveness of ICT integration depends
heavily on the quality of instruction and pedagogical approach employed by teachers. Without proper training or
support, educators may struggle to leverage ICT tools effectively to enhance student learning.

Disparities in access to technology among students could have influenced the relationship between ICT inte-
gration and student achievement. Unequal access to ICT resources outside of the classroom may have resulted in
differential opportunities for students to benefit from technology-integrated instruction. Moreover, student achieve-
ment is influenced by a myriad of factors beyond ICT integration, including individual characteristics, socio-
economic status, and home environment. The lack of a significant relationship in the study may reflect the complex
interplay of these various factors, highlighting the need for comprehensive approaches to address student learning
outcomes in TLE.
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Likewise, Cruz-Jesus et al. (2016) asserted that the existing evidence on the influence of ICT adoption on stu-

dents' academic performance is limited and unreliable. Nevertheless, none of these studies have managed to present
conclusive evidence supporting the notion that the utilization of ICT enhances students' scholastic achievement.
Similarly, Lin et al. (2014) concluded that there is no substantive evidence to suggest that integrating ICT into edu-
cation yields significant benefits. Venkatesh et al. (2014) also revealed negligible effects of ICT in education, at-
tributing this to the influence of students' socioeconomic backgrounds and inherent school characteristics.

Given the conflicting findings of prior investigations, it is evident that there is a paucity of robust theoretical

research supporting the benefits of ICT adoption, alongside insufficient empirical evidence regarding its impact on
educational outcomes.

—

N

CONCLUSIONS

Based on the foregoing summary of findings, the following conclusions were drawn:

The level of ICT integration among TLE teachers at Bambang National High School, across the three compo-
nents (classroom and resource management, effectiveness in learning, and administrative support), is high.
These findings highlight the successful integration of ICT as a valuable tool for enhancing TLE instruction at
the school.

The academic achievement of the Junior High School students, as reflected in School Form 9, is very satisfac-
tory.

There are significant differences in the respondents' assessment of ICT integration, particularly in the areas of
administrative support and overall ICT integration, when grouped according to specialization.

ICT integration in TLE does not exhibit a significant relationship with the academic achievement of Junior
High School students.

RECOMMENDATIONS

Based on the significant findings and conclusions, the following suggestions are offered:

. Given the high effectiveness of ICT integration in TLE instruction at Bambang National High School, it is rec-

ommended that the school continue and expand initiatives that support technology integration in teaching prac-
tices. This may involve providing ongoing professional development opportunities to help educators further
enhance their skills in utilizing ICT tools effectively. Fostering a supportive environment and ensuring strong
administrative backing may be essential to sustain and scale up successful ICT integration efforts.

. Teachers may leverage students’ grades to inform instructional interventions to meet individual needs. Imple-

menting differentiated teaching strategies and providing additional support where necessary may help ensure
that all learners have the opportunity to succeed academically.

. To address the significant differences in perceptions of ICT integration among TLE teachers based on their area

of specialization, it is recommended that professional development programs be anchored to the specific needs
of each specialization. Workshops, seminars, and training sessions may be designed to address the unique chal-
lenges and opportunities faced by teachers in different TLE fields. Collaboration with subject matter experts and
educational technology specialists may provide valuable insights and resources to support effective ICT integra-
tion.

. Despite the lack of a significant correlation between ICT integration in TLE and students' academic achieve-

ment, further research may be needed to better understand the factors influencing student achievement in TLE
and the efficacy of ICT integration in improving learning outcomes. Conducting longitudinal studies and ex-
ploring additional variables that may impact student performance may offer valuable insights into best practices
for integrating ICT into TLE instruction. Furthermore, ongoing evaluation and feedback mechanisms may be
essential to monitor the impact of ICT integration efforts and inform continuous improvements.
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ABSTRACT

This study aimed to determine the common errors committed by Grade 7 students in solving
algebra problems and to assess the effectiveness of traditional versus metacognitive assessment
approaches in enhancing learner’s level of proficiency. Conducted at Holy Infant Academy
School of Anda, Inc. during the school year 2024-2025, the research focused on third quarter
topics in Mathematics 7, particularly on algebra. A quasi-experimental design was employed
involving 76 students randomly assigned to a control group (traditional assessment) and an ex-
perimental group (metacognitive assessment). Data were collected using a researcher-made
questionnaire and analyzed through frequency counts, percentages, and t-tests. Findings re-
vealed that transformation errors were the most common type of algebraic error, followed by
comprehension, procedural, reading, and encoding errors. Students under the traditional as-
sessment approach showed only slight improvements in algebra proficiency. In contrast, those
exposed to the metacognitive assessment strategy demonstrated substantial gains across all skill
areas—reading, comprehension, transformation, procedural, and encoding. A significant differ-
ence was observed in the posttest scores and mean gain of the experimental group compared to
the control group, underscoring the effectiveness of the metacognitive approach. This study
concludes that metacognitive assessment strategies significantly enhance students’ understand-
ing and performance in algebra by promoting self-reflection and critical thinking. It recom-
mends that education program supervisors, school heads, and teachers adopt metacognitive
strategies as part of classroom instruction. Students are also encouraged to engage actively in
metacognitive learning to improve academic outcomes. Further research is recommended to
explore the long-term effects and applicability of this strategy in other disciplines.

Keywords: Effect, Metacognitive Assessment Strategies, Common Errors in Algebra, Learners’ Aca-
demic Performance

INTRODUCTION

Many students regard algebra as one of the most challenging areas in mathematics, particularly
struggling with algebraic expressions. This highlights the importance for mathematics teachers to
strengthen their instruction on these topics. To address these challenges, educators should develop target-
ed learning exercises that enhance students' strategies and assessments will help students improve their
skills and confidence in algebra (Oppong et al., 2024).

In South Sulawesi Indonesia a study of Delastri and Lolang (2023) entitled “Students’ conceptual
error and procedural error in solving algebraic problems”, states that errors and pseudospheres made by
students when solving algebraic problems can be grouped into conceptual errors and procedural errors.
The results of the study show that conceptual errors in algebra are caused by misconceptions about cer-
tain concepts, making equivalence between several concepts without regard to conditions, and ambiguity
in interpreting mathematical symbols. Meanwhile, procedural errors are more errors at the completion
stage due to the generalization of the rules.

Compayan and Dollete (2019), analyzed how students in Leyte National High School Division of
Tacloban City, and found difficulties in Algebra. The findings indicate that the respondents' performance
in algebraic expressions, particularly in basic knowledge and simplification, fell short of expectations.
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Similarly, their achievement in equations, including basic knowledge and manipulation, did not meet the
desired standards.

It has been observed that many students in Anda District, where the researcher is assigned as a math-
ematics teacher handling Algebra, struggle and encounter difficulties in the subject. It is not specific
what particular errors are committed by the students. In response, the researcher proposed a study focus-
ing on metacognitive assessment strategies It addresses these common errors and their impact on learn-
ers' academic performance.

Additionally, Algebra plays a crucial foundational role in the development of other mathematical
fields (Cetin, 2021). Students who struggle to master algebra often face challenges across other areas of
mathematics as well. This underscores the importance of algebra in math education and highlights the
need for educators and training institutions to ensure algebra is well integrated into teaching frameworks.
Mastery of algebra not only equips instructors to address real-life problems through mathematical mod-
eling but also prepares them to predict and respond to future applications in a structured way. Under-
standing the appropriate number sets to express real-life variables mathematically is essential for practi-
cal problem-solving.

This knowledge allows educators to determine whether solutions exist for specific problems, and if
so, guides them through the solution steps. Therefore, studies focused on algebra instruction can serve as
valuable resources for teacher-training institutions, shaping the future of math education and supporting
teachers in applying algebraic concepts effectively in everyday contexts.

According to Sugiarti and Retnawati (2019) that some students may have difficulty learning algebra.
The study was conducted with the aim of obtaining information about the difficulties experienced by
students of Salam 1 junior high school in solving algebra problems. The problems that arise related to
learning algebra is that students have difficulty in learning algebra, so students make mistakes when
solving algebra problems. Student difficulties associated with the concept of algebra is the difficulty of
students in determining variables and constants.

Students who struggle with algebraic expressions at the basic education level may face challenges as
they advance to more complex topics in higher education. This study's focus on identifying common er-
rors and providing strategies for improvement aligns with the goal of ensuring that students are better
prepared for their academic journey, enhancing their opportunities for success in higher education.
Therefore, the findings from this research could contribute to the broader goals of Republic Act No.
9484 by supporting educational initiatives that aim to improve student outcomes and equip learners with
essential skills for their future academic and career paths.

A study entitled “Students' errors in algebraic form operations based on Newman's criteria” by Sapu-
tra & Cesaria (2023) used descriptive qualitative by collecting data through algebraic operation tests and
observations on grade 11 high school students. The research results showed that students often made
mistakes in the basic steps of algebraic operations such as distributive, associative, and commutative.
These errors arise due to a lack of understanding of basic algebra concepts. Apart from that, some stu-
dents also tend to be confused in applying Newman's criteria, which refers to understanding concepts in
solving problems. Another factor that influences student errors is the lack of practice in working on alge-
braic operations problems. Students need more practice to deepen understanding of concepts and im-
prove skills in solving algebra problems. Also, the teachers must provide more interactive learning and
motivating students to actively ask questions and discuss to help reduce student errors. The implication
of this research is the need to develop more effective learning methods and increase the frequency of
practice to help students understand algebra concepts better.

Moru et al. (2022) conducted a study to analyze errors and misconceptions made by Grade 8 learners
in Lesotho when simplifying mathematical algebraic expressions. The researchers collected data form 95
Grade 8§ learners in one high school in Lesotho, using a constructivist perspective. Thematic analysis was
employed to identify common errors and misconceptions when simplifying algebraic expressions. These
errors often resulted from the leaners, overgeneralizing rules from their prior knowledge to new contexts.
They struggled with identifying the correct factors and applying appropriate factoring techniques. The
study emphasizes the importance of addressing these errors and application of assessment and strategies
to enhance learners’ understanding of simplifying algebraic expressions.

Similarly, A’yun and Lukito (2018) reported that a radical sign error was committed in the second-
degree radical addition. These studies show that learners only consider the signs in between the expres-
sions, without considering the sign.
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One of the principal objectives which education must cover is helping students become autonomous
and effective. Students’ ability to use strategies which help them direct their motivation toward action in
the direction of the meta-proposal is a central aspect to keep at the front of our minds when considering
education. This is where metacognition comes into play—knowledge about knowledge itself, a compo-
nent which is in charge of directing, monitoring, regulating, organizing, and planning our skills in a help-
ful way, once these have come into operation.

The metacognition helps autonomous students, increase consciousness about their own cognitive
processes and their self-regulation so that they can regulate their own learning and transfer it to any area
of their lives. It is a conscious activity of high-level thinking which allows to look into and reflect upon
how we learn and to control our own strategies and learning processes. We must therefore approach a
problem which is increasing in our time, that of learning and knowledge from the perspective of active
participation by students. To achieve these objectives of “learning to learn” we must use adequate cogni-
tive learning strategies, among which we can highlight those oriented toward self-learning, developing
metacognitive strategies, and critical thinking.

Researchers recommend specific metacognitive strategies such as self-explanation, collaborative
problem-solving, peer teaching, and active listening. These strategies encourage students to articulate
their thought processes, work together to solve problems, and reflect on connections between mathemati-
cal concepts and real-life applications. Additionally, teachers are advised to use formative assessment
methods like reflective questioning and think-aloud to monitor student progress and tailor instruction
effectively.

The Newman Error Analysis (NEA) model is a basic approach for measuring student errors
(Prakitipong & Nakamura, 2006); Zakaria & Maat, (2010) and that is what this study implemented.
Newman’s model is well organized and its proper implementation will serve as a standard measure of
students’ error, thus desired and implemented in our research on students’ errors.

The five types of errors proposed by Newman (1977) that students commit in problem-solving.
Reading Errors: Reading error is concerned with the student’s inability to read keywords or symbols
written in the mathematical problem. Comprehension Errors: Comprehension error occurs as a result of a
student’s inability to understand the overall meaning of the words used in the mathematical problem and
then as a result, the appropriate paths for problem-solving are not taken further. Transformation Errors:
This type of error occurs as a result of students’ inability to transform the given question in a mathemati-
cally acceptable form and solve it or students’ inability to diagrammatically represent the information
given in the mathematics problem. Process Skill Errors: Students commit this blunder because they are
unfamiliar with or do not know the steps required to complete the operation to get the correct and accu-
rate answer. Process skills error also refers to the mistake of computing mathematical tasks to obtain the
proper result and identify the operation. Encoding Errors: These are the errors made by students in ex-
plaining the conclusion or their final answer. Students are able to answer problems correctly, but they are
unable to communicate their solutions using appropriate notation that can be taken as a conclusion. The
above explanation of the Newman Error Hierarchical Model suggests that a student’s inability to pass a
level will hinder his/her ability to reach the final level (Encoding).

Addressing errors promptly is crucial, as both Thomas and Mahmud (2021) and Sumule et al. (2018)
stress that neglecting errors in early stages can significantly affect students' future math learning, empha-
sizing the importance of immediate attention and analysis to identify and correct these errors to prevent
their impact on succeeding problem-solving.

According to Saleh et al. (2017) the Newman Error Hierarchical Model has proven to be suitable for
error identification and analysis based on students’ problem-solving capabilities. Newman (1977) has
been used for analyzing mathematics topics like, Series and Sequence, solving linear and quadratic equa-
tions, algebra problems and others (Agustiani and Pedai et al., 2021); (Saputri & Kamsurya, 2021).

Errors in writing formulas/equations occurred when students wrote equations that couldn't solve the
problems. According to Bayos (2020), most of the students grasped what the problem was asking them
to find but could not be able to determine the correct operations or sequence of steps needed, preventing
them from solving the problem and resulting in transformation error. Angco (2021), incorrect illustra-
tions are the most common transformation errors since they could not identify the relationship between
the figure and could not accurately put the label or measure on it.

Similarly, Bayos (2020) also revealed that transformation error is the most common errors encoun-
tered by the students. An error which occurs when learners are unable to select a method or technique for
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creating illustrations or sketches that will aid in solving the problem (Hafid, Kartono, & Suhito 2016;
Suyitno, 2018 as cited in Muttagqi et al., 2021). Verzosa-Quinto and Mabansag (2023) state that transfor-
mation errors happen when there is a mistake in transforming information from a problem into a mathe-
matical equation or solution, using incorrect formulas, or mixing incorrect procedures due to a lack of
understanding of mathematical concepts, or confusion about the strategy to be used. According to Swari
et al. (2020), the student should already know the mathematical sentences and plan from the transfor-
mation stage because it will affect the process skill if they cannot understand and write the solution plan.

Process errors happen when students identify the correct operation or sequence but lack the precision
to execute them accurately, despite knowing the appropriate formula. On the other hand, errors in writing
the solution occur due to an incorrect plan based on previous steps and incorrect execution and computa-
tion of the created equation. Errors also occur in this stage when the students perform wrong calculations
(Putri & Hastari, 2022).

Lastly, the students encountered errors in writing the solutions due to incorrect calculations and an-
swers from the previous steps as well as due to incorrect units or no units at all. Verzosa-Quinto and
Mabansag (2023) also claim that encoding errors refer to inaccuracies in recording the results and apply-
ing the correct units. These errors also occur when the students are unable to get the right answer to the
problem (Hafid, Kartono, & Suhito 2016; Suyitno, 2018 as cited in Muttaqi et al., 2021).

According to Verzosa-Quinto and Mabansag (2023), encoding errors refer to inaccuracies in record-
ing the results and applying the correct units. Also, Angco (2021) said that the student solved the prob-
lem but struggled to present the solution in an acceptable written format. Encoding errors were followed
by errors in drawing problem illustrations, errors in writing formulas/equations, and errors in writing
solutions.

STATEMENT OF THE PROBLEM

The main purpose of this study was to identify and assess the common errors in Algebra and the
strategies used by the Grade 7 Mathematics teachers of Holy Infant Academy School of Anda Incorpo-
rated, and to evaluate their effects on students' academic performance during the School Year 2024-
2025.

Specifically, this study sought to answer the following questions:
1. What is the profile of Mathematics teachers in terms of:
1.1 Age;
1.2 Sex;
1.3 Educational Attainment;
1.4 Position;
1.5 Number of Years as a Grade 7 Mathematics Teacher
1.6 Trainings/Seminars/Workshops attended relative to Junior High School Mathematics Teaching
2. What are the common types of errors observed by the mathematics teacher in terms of:
2.1 Reading Error;
2.2 Comprehension Error;
2.3 Transformation Error;
2.4 Procedural or Basic Facts Error and;
2.5 Encoding Error?
3. What is the level of proficiency in solving algebraic expressions using traditional approach?
. What is the level of proficiency in solving algebraic expressions using metacognitive strategy.
. What is the pretest score of the control and experimental group?
. What is the post test score of the control and experimental group?
. Is there a significant difference between the pretest scores of the control and experimental group?
. Is there a significant difference between the pretest and posttest scores of the control and experimental
groups?
9. Is there a significant difference between the pretest and posttest mean gain of the control and experi-
mental groups?
10. Based on the findings, what action plan may be proposed based from the result of the study?
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RESEARCH METHODOLOGY

A quasi-experimental design was employed in this study. Pretests were conducted and results were
analyzed. The common errors were analyzed using Newman Error Analysis to identify the most frequent
errors such as reading, comprehension, transformation, procedural, and encoding errors. Traditional Ap-
proach and Metacognitive Assessment are utilized and applied by teacher, after 3 weeks of exposure,
posttest was provided to determine the significant difference from their pretest to posttest scores. Also, to
evaluate the effectiveness of the interventions.

The study utilized adopted items from the Content Analysis Pretest and Posttest Questionnaire devel-
oped by Harold Lasswell (1942), which were administered to learners to determine their level of perfor-
mance before and after the implementation of strategies. The Content Analysis Questionnaire focused
60% on Knowledge, 30% on Comprehension, and 10% on Higher-Order Thinking Skills (HOTS).

The teacher-responder demographic profile component determined their Age, Sex, Educational At-
tainment, Position, Number of Years as Grade 7 Msathematics Teacher, and Trainings/Seminars/
Workshops attended relative to Junior High School Mathematics. A guideline for scoring students’ abil-
ity in problem solving was adapted from Rohmah and Sutiarso (2017).

It has a detailed guide on how to score the students output in problem solving and is aligned with
Newman Error Analysis. On the teacher-made assessment test. The researcher designed assessment test
served as both the pretest and posttest for the study. This test was developed based on the concepts relat-
ed to algebra. Its preparation and validation were carried out following these outlined procedures.

RESULTS AND DISCUSSION

The treated data revealed the following findings:

Table 1 presents the teacher-respondent that is 31-35 years old, female, and holds a Bachelor’s de-
gree with Master’s units. They are a contractual teacher with 1 to 3 years of experience as a Grade 7
Mathematics teacher. The respondent has attended a trainings/seminars/workshops attended to Junior
High School Mathematics Teaching, in Training Workshop in Teaching Mathematics in Junior High
School Classes.

Table 2 shows a total of 406 errors in the solution sheets of the 76 participants. It presents the results
of an analysis using Newman's Error Analysis, which identifies various types of errors in a set of items.

Table 2 Common and Types of Error Identified via the Newman’s Error Analysis

Type of Error Frequency (f) Percentage (%)
Transformation 107 26.35%
Comprehension 98 24.14%
Procedural 88 21.67%
Reading 60 14.78%
Encoding 53 13.05%
Total 406 100%

Transformation Errors (26.35%) are the most frequent. This result agrees with the study of Wijaya et
al. (2014) that identified transformation as one of the most common errors committed by students while
Encoding error is the lowest so far in terms of the errors committed by the students with a percentage of
13.05%

Table 3 Level of Proficiency in Solving Algebraic Expressions Using Traditional Approach

Reading Skills
Pretests Posttest
Percentage Scores f % f % Proficiency Level
80 -100 0 0 2 5.41 High
60-79 7 18.92 10 27.03 Moderate
0-59 30 81.08 25 67.57 Low
TOTAL 37 100% 37 100%
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Comprehension Skill

Percentage Scores f % f % Proficiency Level
80 -100 3 8.11 3 8.11 High
60 - 79 9 24.32 11 29.73 Moderate
0-59 25 67.57 23 62.16 Low
TOTAL 37 100% 37 100%
Transformation Skills
Percentage Scores f % f % Proficiency Level
80 -100 0 0 1 2.70 High
60 - 79 15 40.54 18 48.65 Moderate
0-59 22 59.46 18 48.65 Low
TOTAL 3 100% 3 100%
Procedural Skills
Percentage Scores f % f % Proficiency Level
80 -100 0 0 5 13.51 High
60 - 79 0 0 2 5.41 Moderate
0-59 37 100 30 81.08 Low
TOTAL 37 100% 37 100%
Encoding Skills
Percentage Scores f % f % Proficiency Level
80 -100 5 13.51 8 21.62 High
60 -79 5 13.51 10 27.03 Moderate
0-59 27 72.97 19 51.35 Low
TOTAL 37 100% 37 100%

Table 3 shows the level of effectiveness in addressing common errors in algebra using the traditional
approach of the control group. The skill area that showed the most significant improvement is Procedural
Skills. Initially, all students (100%) were performing at the low ability level.

On the other hand, the skill area that showed the least improvement is Comprehension Skill. The per-
centage of students in the moderate level only increased slightly by 5.41%, and the low-level category
decreased by the same margin. Overall, these minimal changes suggest that comprehension skills im-
proved the least among all the assessed areas.

Table 4 Level of Proficiency In Solving Algebraic Expressions Using Metacognitive Assessment Strategy

Reading Skills
Pretests Posttest
Percentage Scores f % f % Proficiency Level
80 -100 0 0 12 30.77 High
60-79 2 5.13 27 69.23 Moderate
0-59 37 94.87 0 0 Low
TOTAL 39 100% 39 100%
Comprehension Skill
Percentage Scores f % f % Proficiency Level
80 -100 2 5.13 18 46.15 High
60 -79 11 28.21 15 38.46 Moderate
0-59 26 66.67 6 15.38 Low
TOTAL 39 100% 39 100%
Transformation Skills
Percentage Scores f % f % Proficiency Level
80 -100 0 0 13 3333 High
60- 79 10 25.64 17 43.59 Moderate
0-59 29 74.36 9 23.08 Low
TOTAL 39 100% 39 100%
Procedural Skills
Percentage Scores f % f % Proficiency Level
80 -100 0 0 18 46.15 High
60-79 0 0 13 33.33 Moderate
0-59 39 100 8 20.51 Low
TOTAL 39 100% 39 100%
Encoding Skills
Percentage Scores f % f % Proficiency Level
80 -100 5 12.82 20 51.28 High
60 - 79 10 25.64 19 48.72 Moderate
0-59 24 61.54 0 0 Low
TOTAL 39 100% 39 100%
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Table 4 shows level of effectiveness in addressing common errors in algebra using excel of the ex-
perimental group. The skill area that showed the greatest improvement is Reading Skills. In the pretest, a
significant 94.87% of students were in the low ability level, with no students in the high category.

On the other hand, the skill area that showed the least improvement is Comprehension Skill. Alt-
hough there was progress, the change was less striking compared to other skills. While this still reflects a
positive development, the rate of change is not as significant as in other areas such as Procedural or
Reading Skills. Therefore, relative to the overall improvements observed, Comprehension Skills showed
the least progress. The results demonstrate the effectiveness of the metacognitive assessment strategy in
improving algebraic problem-solving skills across multiple skills.

Table 5 Student's Pretest Scores in Algebra of the Control and Experimental Group

Pretest
Control Group, N; =37 Experimental Group, N, =37
f % f %
33-40 (O) 1 2.70 1 2.56
25-32 (VS) 5 13.51 5 12.82
17-24 (S) 15 40.54 15 38.46
9-16 (FS) 10 27.03 9 23.08
1-8 (P) 6 16.22 7 23.08
Total 37 100% 37 100%
Mean x=7.26 X16.40
Legend:
Range Descriptive Interpretation (DI)
33-40 Outstanding (O)
25-32 Very Satisfactory (VS)
17-24 Satisfactory (S)
9-16 Fairly Satisfactory (FS)
1-8 Poor

The pretest scores of students in both the control and experimental groups, as shown in the table,
reveal distinct patterns of performance in algebra. Both groups had similar distributions, with the majori-
ty of students falling in the "Satisfactory" (S) and "Fairly Satisfactory" (FS) ranges. In the control group,
40.54% of students scored in the "Satisfactory" range, and 27.03% in the "Fairly Satisfactory" range.
Similarly, the experimental group had 38.46% of students in the "Satisfactory" range and 23.08% in the
"Fairly Satisfactory" range.

The overall mean scores indicate that the control group performed slightly better on average (mean =
17.26) compared to the experimental group (mean = 16.40). This data suggests that while both groups
demonstrated similar abilities, particularly in the middle performance ranges, the experimental group had
a higher proportion of students scoring in the lower performance categories. The finding is supported by
the study of Pilos et al. (2020) revealed satisfactory pretest mean scores for both groups. This means that
before the conduct of the study, the participants from both groups had a satisfactory performance in com-
prehending the text of given problems.

Table 6 Student's Posttest Scores in Algebra of the Control and Experimental Group

Posttest
Range Control Group, N; =37  Experimental Group, N, =37
f % f %
33-40 (O) 15 40.54 25 24.66
25-32(VS) 13 35.14 12 9.24
17-24 (S) 9 24.32 0 2.56
9-16 (FS) 0 0 0 0
1-8 (P) 0 0 0 0
Total 37 100% 37 100%
Mean x=29.80 x=33.9
Legend:
Range Descriptive Interpretation (DI)
33-40 Outstanding (O)
25-32 Very Satisfactory (VS)
17-24 Satisfactory (S)
9-16 Fairly Satisfactory (FS)
1-8 Poor
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Table 6 presents the posttest scores in algebra for both the control and experimental groups, with a
total of 74 students (37 in the control group and 37 in the experimental group). The scores are catego-
rized into five ranges, with corresponding frequencies and percentages for each group. The mean score
for the control group was 29.80 fall into Very Satisfactory, while the mean score for the experimental
group was higher at 33.01 fall into Outstanding, suggesting that the experimental group performed better
overall. These results indicate that the experimental intervention likely contributed to better outcomes for
the experimental group compared to the control group.

This is supported by the study of P.K. and Karjanto (2023), which explores the effect of active learn-
ing on students' academic performance in mathematics. In the research, the control group participated in
traditional lectures, while the experimental group engaged in active problem-solving through case stud-
ies based on real-world events. The findings revealed that the experimental group outperformed the con-
trol group, suggesting that active learning strategies contribute to better academic outcomes.

Table 7 Significant Difference between the Pretest Scores of
the Control and Experimental Group of Students
Mean Scores
Control Pretest Experimental Pretest
17.26 16.40 0.05 0.077 Insignificant Do Not Reject H,,

p-value Interpretation Decision

Table 7 presents the insignificant difference between the pretest of the control and experimental
groups of the student's performances as indicated in their test scores in Algebra. The student’s scores
before the study got a mean score of 17.2.5 and 16.40 for the control and the experimental group respec-
tively. The computed p-value of 0.077 is greater than the 0.05 level of significance. The results warrant
the acceptance of the null hypothesis. It implies that there is no significant difference in the pretest of
both groups of students. It means that students have almost equal achievement at the start of the study.

The study of Pillos et al. (2020) revealed that there is no significance in pretest of both groups as ma-
jority of the participants from both groups have fair performance in the pretest. This means that most of
the participants find difficulty in creating and solving a numerical equation in Algebra both the control
and experimental group.

Table 8 Significant Difference between the Pretest and
Post Test of the Control and Experimental Group of Pupils

Mean Scores

Control Experimental x p-value Interpretation Decision
Posttest Posttest
29.80 33.9 0.05 0.045 Significant Reject H,

Table 8 presents the significant difference between the pretest and posttest scores of the control and
experimental groups based on students’ performance in Algebra. The computed p-value of 0.045 is less
than the 0.05 level of significance; therefore, the null hypothesis is rejected.

Table 9 Significant Difference between the Pretest and Post Test
Mean Gain of the Control and Experimental Group of Pupils

Mean Scores Mean

Group Protest Postiest Gain x p-value  Interpretation Decision
Control 17.25 29.80 12.55 0.05 0.0421 significant Reject H,
Experimental 16.40 33.9 17.46 0.05 0.0148 significant Reject H,

Table 9 shows the significant difference between the Pretest and Post Test mean gain of the control
and experimental Groups of Pupils. A difference of 12.55 and 17.46 in the computed mean in the pretest
and posttest of the experimental and control group was significant, with the calculated p-value of 0.0421
and 0.0148, are lesser than the critical value of 0.05.

The result signifies that using metacognitive as a teaching strategy in teaching Algebra made a dif-
ference against their pre-test scores. This implies that both the experimental and control group performs
better after the conduct of the study. It can be noted that there is also a difference in the mean gain in the
control group, in which the experimental group had a greater mean gain compared to the control group.
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CONCLUSIONS

The application of a metacognitive assessment strategy in the experimental group notably improved
their performance, as shown by the posttest scores. The findings indicate that this strategy contributed to
a substantial shift in students' performance levels, with many moving from a satisfactory to an outstand-
ing level, particularly in reading, comprehension, transformation, procedural and encoding skills. Fur-
thermore, the experimental group demonstrated a higher mean score on the posttest compared to the con-
trol group, highlighting the positive impact of metacognitive strategies on students’ academic achieve-
ment. The observed improvements in performance, alongside the increased mean scores, emphasize the
effectiveness of metacognitive assessment in fostering a deeper understanding of algebraic concepts and
enhancing student engagement.
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ABSTRACT

This descriptive-correlational study investigated the knowledge level on gender issues and sensi-
tivity, and extent of practice of four gender-sensitive pedagogies namely delivery of the subject
matter, organization of learning experience, design of didactic strategies, and selection of learn-
ing evaluation of the Social Science teachers in the Legislative District 3 of Isabela, Philippines.
Specifically, it examined the teachers’ understanding of gender issues and sensitivity, the rela-
tionship between their knowledge and classroom practices, and proposed improvements to a
gender sensitivity framework. Using a descriptive-correlational research design, the study gath-
ered data from randomly selected Social Science teachers across five municipalities: Alicia, An-
gadanan, Cabatuan, Ramon, and San Mateo. Survey questionnaires, validated by experts and
pilot-tested, assessed teachers’ knowledge and their practices in areas such as subject delivery,
learning organization, teaching strategies, and assessment methods. Data were analyzed using
SPSS, employing frequency, percentage, mean, and Pearson correlation. Findings revealed that
teachers demonstrate commendable knowledge of gender issues and apply gender-sensitive
practices in the classroom. A significant positive correlation was observed between teachers’
gender knowledge and their pedagogical practices, underscoring the importance of continuous
training. However, some gaps remain, particularly in understanding gender-related laws and
applying sensitivity in daily routines. To address these gaps, the study recommends the KAP-
WA Gender Sensitivity Framework, which offers a culturally relevant approach to enhance
gender-responsive teaching.

Keywords: Gender Sensitivity, Pedagogical Practices, Social Science teachers, Gender Issues,
Education

INTRODUCTION

The terrain of gender disparities in education has undergone significant transformations in recent
years. In the 21st century, cultivating a population that is not only literate but also deeply attuned to gen-
der sensitivity has become increasingly essential. This imperative arises from the growing concerns of
marginalization, subjugation, the perpetuation of role stereotypes, as well as instances of personal and
structural violence, all of which can exert a lasting and pervasive influence on our daily existence. It is
within this framework that educators must recognize the vital role they play in equipping Filipino stu-
dents with the requisite knowledge and insights pertaining to gender-related issues.

The government laws have assured the upliftment of gender equality and anti-discrimination ef-
forts, to counteract instances of stereotyping of roles, marginalization, and personal and structural vio-
lence. The Global Education 2030 Framework for Action for the implementation of Sustainable Devel-
opment Goal (SDG) 4, which supports inclusive and fair quality education and lifelong learning for all,
highlights that gender equality in education cannot be reached without taking strong action. This in-
cludes creating gender-sensitive policies, improving learning environments, including gender topics in
teacher training and curricula, and addressing gender-based discrimination and violence in schools.
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With regards to gender bias and discrimination in education, research has shown that they reinforce
stereotypes and contribute to negative attitudes and behavior towards women and girls More than 20% of
women were illiterate in 44 countries, while on average, 65% of girls and 66% of boys enrolled in sec-
ondary education worldwide, with only 39% of women and 34% of men enrolling in college or universi-
ty (World Economic Forum, 2018). Ablaza (2021) accounted verbal reports by some students that they
experienced teachers using harsh words, double meaning words, and “green jokes,” inside the classroom
and reports that some teachers inject jokes in class having double meaning, and some students felt terri-
ble and uncomfortable about it because of the jokes labeled as “green jokes”. In the Philippines, a series
of critical gender issues in education demand attention. These include the underperformance of boys in
comparison to girls in key educational indicators, disparities in enrollment and experiences of discrimi-
nation among indigenous people (IP), gender segregation in higher education degrees, the persistence of
gender biases and stereotypes in curricula, teaching methods, materials, and media, and women's and
girls' ongoing vulnerability to sexual harassment and violence within educational institutions due to a
lack of safe and gender-responsive learning environments (Pimentel, 2014). This has been supported by
the 2015 Education for All (EFA) Global Monitoring Report which highlighted the persistence of gender
bias in textbooks and curricula in many countries, including the Philippines.

To address this issue, the national government distributes funds to develop policies and programs
that promote gender equality, women's empowerment, anti-discrimination campaigns, and equal oppor-
tunities for men and women, all of which are linked to the concept of human rights.

To guarantee gender-sensitive teaching and learning, the Department of Education (DepEd) creates
laws and standards that all basic schools in the country must accept and follow. Department of Education
Order 32, s. 2007, the Gender-Responsive Basic Education Policy pledges to include gender equality,
gender equity, gender sensitivity, non-discrimination, and human rights principles into basic education
provision and governance (DepEd, 2018).Certainly, educational institutions at all levels have a tremen-
dous responsibility to educate the kids from a gendered viewpoint. As a result, a suitable learning envi-
ronment that incorporates gender and gender-sensitive pedagogy is necessary to help students acquire a
positive attitude towards gender.

Pedagogy refers to what is taught, how it is taught, and how pupils learn. In terms of gender in the
classroom, it focuses on teaching and learning approaches that consider the different learning require-
ments of both boys and girls. Gender-responsive pedagogy necessitates a complete gender-sensitive
strategy in lesson preparation, teaching methods, classroom management, and performance evaluation
(Plama et al., 2019). Furthermore, gender-sensitive pedagogy involves using teaching strategies tailored
to achieve gender and equity goals that may differ for boys and girls as distinct groups. To promote true
equality and break free from gender constraints, it's necessary to employ varied approaches for both boys
and girls as groups. This approach aims to ensure that equal treatment in education helps students devel-
op into equal citizens with the same rights and opportunities (Lualhati, 2019).

Social Science subjects serves as a vital vehicle for promoting gender equality among students by
offering a comprehensive understanding of the complexities of gender dynamics and societal structures.
Through these subjects, such as sociology, anthropology, and gender studies, students gain fundamental
knowledge about gender, its roles, and the pervasive issue of gender-based discrimination. These sub-
jects not only raise awareness but also encourage students to critically examine and challenge gender
stereotypes and biases deeply ingrained in society. They foster critical thinking skills, enabling students
to analyze social structures, institutions, and cultural norms through a gender lens, and they learn to as-
sess how gender shapes power dynamics and influences opportunities. Hence, social science subjects
equip students with competencies needed to challenge gender inequality and contribute to building a
more inclusive and equitable society.

Gender-sensitivity as part of the MATATAG (Make the curriculum relevant to produce job-ready,
Active and responsible citizens; Take steps to accelerate the delivery of basic education services and pro-
vision facilities; Take good care of learners by promoting learner well-being, inclusiveness learning, and
positive learning environment; and Give support for teachers to teach better) Curriculum is already part
of the Departments’ Order. At Alicia Vocational High School, the integration of gender mainstreaming
into teachers’ daily instructional practices has become a fundamental commitment. It has been ensured
that all educational activities and instructions are thoughtfully designed to be gender-sensitive, a commit-
ment evident in the daily lesson logs and the formulation of assessment tests.
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Biases or gender inequalities are frequently encountered in the classroom and have an impact on both
the teacher and the students. It could be challenging for a female social science teacher to gain the same
authority and respect from her students as her male counterparts. Additionally, there is evident gender
bias among teachers to their pupils, as evidenced by their preference for one gender over another when it
comes to opportunities, praise, and discipline. Bullying based on gender is also visible among students;
examples include making fun of them for defying gender stereotypes. Name calling among the LGBTQ
students is oftentimes observe as well.

Teachers are an important starting point for improving gender equity at school because their gender
stereotyped ideas and instructional practices have been demonstrated to significantly influence gender
inequalities in students (Heyder et al., 2020). As a result of this scenario, the researcher was challenged
to create a study exploring the knowledge of the teacher-respondents on gender issues and Gender sensi-
tivity and further discover the relationship between the knowledge of the teacher respondents on gender
issues and gender sensitivity and their pedagogical practices in gender sensitivity. It also envisions to
analyze improvements of the Gender Sensitivity framework that incorporates integration from the result
of the study. The researcher was driven to improve gender mainstreaming in pedagogy by identifying
instructors' gender-sensitive pedagogical practices and developing ways to further promote gender equal-

1ty.

STATEMENT OF THE OBJECTIVES

This research aimed to explore the knowledge on gender issues and sensitivity, and the gender-
sensitive pedagogical practices of the Social Science teachers in the Legislative District 3 of the Province
of Isabela. Specifically, this sought to answer the following questions:
1.What is the knowledge of the teacher-respondents on the following:

1.1. Gender-issues

1.2. Gender sensitivity
2. What are the practices of the teacher-respondents on gender issues and gender sensitivity?

3. What is the relationship between the knowledge of the teacher respondents on gender issues and gen-
der sensitivity and their pedagogical practices in gender sensitivity?

4. What improvement on the gender sensitivity framework may be proposed based on the findings of the
study.

METHODOLOGY

This study employed a descriptive-correlational research design to examine the gender-sensitive ped-
agogical practices of Social Science teachers in Legislative District 3 of the Province of Isabela, Region
II, Philippines. It described the respondents’ profiles in terms of age, sex, teaching position, years of
teaching experience, and number of gender-related seminars attended. It also assessed their level of
knowledge on gender issues and gender sensitivity, as well as their pedagogical practices in four areas:
delivery of subject matter, organization of the learning experience, design of didactic strategies, and se-
lection of learning evaluation methods. The design was also correlational as it explored the relationship
between the respondents’ knowledge of gender issues and their implementation of gender-sensitive peda-
gogical practices. Respondents included randomly selected Social Science teachers from six municipali-
ties: Alicia (4 teachers), Angadanan (3 teachers), Cabatuan (4 teachers), Ramon (3 teachers), and San
Mateo (3 teachers), selected at a 95% confidence level.

Survey questionnaires were used to gather information needed in this study. It consisted of the level
of knowledge on gender issues and sensitivity based on the study of Enoc and Gagani (2020), and the
gender-sensitive pedagogical practices including the delivery of the subject matter, organization of the
learning experience, design of didactics strategies, and selection of the learning evaluation from Banga-
yan-Manera, Vecaldo & Saquing (2020). These criteria are also based on the evaluation of a gender-
sensitive teaching tool developed by Dehler et al. (2009). The instrument was validated by seven experts
in the fields of education, gender sensitivity, English, and research, and pilot-tested among non-Social
Science teachers at Alicia Vocational School to ensure reliability and construct validity. Prior to data
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collection, formal requests for approval were submitted to the Dean of the Graduate School and the
Schools Division Superintendent. The survey was administered through printed questionnaires, follow-
ing a quantitative research methodology.

Data is being analyzed using the Statistical Package for Social Sciences (SPSS). Frequency and the
percentage were used to describe the respondents’ profiles, while mean scores determined their level of
knowledge and pedagogical practices. Pearson product-moment correlation was used to determine the
relationship between knowledge on gender issues and the respondents’ gender-sensitive teaching practic-
es.

RESULTS
Table 1. Knowledge of Respondent on Gender Issues
Variables Mean Qualitative Description

1. Familiarity with the challenges faced by transgender individuals in society. 3.38 Knowledgeable
2. Information about gender-based wage gaps in the country or industry. 3.09 Knowledgeable
3. Understanding the influence of gender roles on career choices 3.55 Very Knowledgeable
4. Familiarity about the term "domestic violence" and its potential gender specificity 3.53 Very Knowledgeable
5. Grasping the role of education in preventing gender-based violence 349 Knowledgeable
6.Well-versed in the representation of diverse gender identities and expressions in 3.12 Knowledgeable

the media
7. Knowing the potential contribution of media in breaking gender stereotypes 3.26 Knowledgeable
8. Familiarity are you with existing laws or policies related to gender equality in 3.00 Knowledgeable

your country
9. Comprehending the potential impact of legal and policy measures on promoting 3.14 Knowledgeable

gender equality
10. Overall understanding of the concept of "gender equality” 3.37 Knowledgeable

The respondents’ level of knowledge on gender issues. Results show that respondents are very
knowledgeable about the influence of gender roles on career choices and the gender-specific nature of
domestic violence, with mean scores of 3.55 and 3.53, respectively. They are also knowledgeable in are-
as such as transgender challenges, gender wage gaps, the role of education in preventing gender-based
violence, media representation, existing gender equality laws, and the concept of gender equality, with
mean scores ranging from 3.00 to 3.49.

These findings suggest a solid foundational understanding of gender issues among teachers. Howev-
er, they contrast with Madriaga (2023), who noted gaps in teachers’ understanding of complex gender
dynamics such as stereotypes, intersectionality, and appropriate classroom responses highlighting the
continued need for professional development to deepen educators’ competencies in addressing gender-
related concerns effectively.

Table 2. Knowledge of Respondent on Gender Sensitivity

Variables Mean  Qualitative Description
1. Using of language and expressions that are gender sensitive. 4.51 Outstanding
2. Showing genuine respect for the gender preferences of the students. 4.68 Outstanding
3. Actively encouraging students to engage in activities that promote gender equality and sensitivity. ~ 4.65 Outstanding
4. Emphasizing student attitudes and values that foster respect and tolerance for everyone. 4.62 Outstanding
5. Ensuring that the content of the subject matter includes values and attitudes that promote gender 4.54 o .
. Pt . utstanding
equality and sensitivity.
6. Integrating some principles of gender equality and sensitivity in class discussion. 4.56 Outstanding
7. Utilizing neutral language and representation as a criterion for learning evaluation. 4.49 Very Satisfactory
8. Demonstrating values and attitudes that promote gender equality and sensitivity. 4.69 Outstanding
9. Gives enough time for students to think before calling on them to answer or speak. 4.63 Outstanding
10. Designing a classroom seating arrangement that enables equal student participation. 4.49 Very Satisfactory
11. Employing cooperative learning activities and other teaching strategies that promote equal and 458 o .
. S . utstanding
active participation among students regardless of gender
12. Uses objective criteria in the evaluation of student performance. 4.62 Outstanding
13. Manifesting ability to prevent and deal with gender inequality in class. 4.67 Outstanding
14. Accepting and treating all students in class without biases, especially in terms of gender. 4.67 Outstanding
150 %;Zﬁ(iir;% a classroom environment that supports equal opportunities for all students regardless 471 Outstanding
16. Providing students with equal opportunities for class participation regardless of their gender. 4.67 Outstanding
17. Holding equal academic and behavioral expectations of all students regardless of gender. 4.71 Outstanding
18.0 llzléc;\lfql(tilelrrl.g equal praise, punishment, and ither disciplinary measures to all students regardless 4.67 Outstanding
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It has been shown that there is a very satisfactory level of knowledge by the respondents on design-
ing a classroom seating arrangement that enables equal student participation, and on utilizing neutral lan-
guage and representation as a criterion for learning evaluation, as shown by the common mean of 4.49.

On the other hand, they have been outstanding as to using language and expressions that are gender-
sensitive, showing genuine respect for the gender preferences of the students, actively encouraging stu-
dents in activities that promote gender equality and sensitivity, emphasizing student attitudes and values
that foster respect and tolerance for everyone, and ensuring that content of the subject matter includes
values and attitudes that promote gender equality and sensitivity. These has been shown by the means
ranging from 4.51 to 4.68.

The teacher-respondents in LD 3 are outstanding in terms of integrating some principle of gender
equality and sensitivity in the class discussion, demonstrating values and attitudes that promote gender
equality and sensitivity, giving enough time for students to think before calling on them to answer or
speak, and even employing cooperative learning activities and other teaching strategies that promote
equal and active participation among students regardless of gender as emphasized by the mean ranging
from 4.56 to 4.69.

Lastly, it has been shown that they are outstanding in terms of using objective criteria in the evalua-
tion of student performance , manifesting ability to prevent and deal with gender inequality in class, ac-
cepting and treating all students in class without biases, especially in terms of gender, creating a class-
room environment that supports equal opportunities for all students regardless of gender, providing stu-
dents with equal opportunities for class participation regardless of their gender, holding equal academic
and behavioral expectations of all students, and providing equal praise, punishment, and other discipli-
nary measures to all students regardless of gender. These have been given by the mean ranging from
4.62to 4.71.

Table 3. Pedagogical Practices of Social Science Teachers on Gender-Sensitivity as to
Delivery of Subject Matter and Organization of Learning Experiences

GENDER-SENSITIVE PEDAGOGICAL PRACTICES Mean  Qualitative Description
Delivery of the Subject Matter
As an educator, I...
1. carefully select content that will help the learners attain maximum self-sufficiency in learning. 3.68 Very Much Practiced
2. present th; squect matter whiph can be easily learned through optimal replacement, appropri- 364 Very Much Practiced
ate organization, and sequencing of contents.
3. regularly check and verify the content to determine if it is within the context of the existing

reality about the role of male and female in a society and government. 3.47 Very Much Practiced

4. ensure that both male and female authors and researchers are considered in my references 3.54 Very Much Practiced
5. develop lesson objectives considering cultural aspects and gender dimensions 3.55 Very Much Practiced
6. make sure that the relation between teaching content and gender is revealed 3.50 Very Much Practiced
7. see to it that students reflect about gender-related structural constraints within their domain,

work environment and job market 3.50 Very Much Practiced

8. adjust my lesson content taking into consideration my male and female students’ maturity, 358 Very Much Practiced
prior experiences, and social value

9. reinforce my lesson topics with any gender issues (e.g. VAWC, women’s rights, etc.). 3.60 Very Much Practiced
10. detect and counter-act one-sided content and objectives. 3.44 Much Practiced
Organization of the Learning Experience

As an educator, I ...

1. use gender neutral spoken language during discussions 3.56 Very Much Practiced

2. %é\;(}seil;rgung exercises which address for both men and women to explain their thinking and 365 Very Much Practiced

3. utilize gender neutral language in all my written lesson plans/syllabus. 3.54 Very Much Practiced

4. initiate exploratory classroom activities following the prescribed guidelines of CHED and
other agencies to facilitate gender mainstreaming.

5. examine all instructional materials to determine if they are gender-biased, gender neutral or
gender-sensitive.

6. use examples of gender inequity in my lesson and clearly explain these issues in class. 3.50 Very Much Practiced

7. present in the learning/instructional materials (e.g. photos, examples) at the same hierarchical

3.35 Very Much Practiced

3.46 Much Practiced

. - 3.53 Very Much Practiced
levels and in nonstereotypic roles.
8. challenge trgdltlonal male and female stereotypes when giving examples to students (e.g. a 351 Very Much Practiced
female soldier or a male nurse).
9. prioritize learning styles of my male and female students in the choice of the teaching method. 3.47 Much Practiced
1O.aerllc(:it1‘)\&/;:(:’13:1 g;]scuss and analyze sexist advertising images and the media’s representation of men 3.40 Much Practiced
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Table 3 shows the gender-sensitive pedagogical practices on delivery of the subject matter and or-
ganization of the learning experiences of the social science teachers in LD 3. It has been regarded that
they practiced very much the careful selection of content that will help the learners attain maximum self-
sufficiency in learning, presenting the subject matter which can be easily learned through optimal re-
placement, appropriate organization, and sequencing of contents, ensuring that both male and female
authors and researchers are considered in their references, and even developing lesson objectives consid-
ering cultural aspects and gender dimensions. These have been proven by the means ranging from 3.50
to 3.68.

In addition, it has also been very much practiced they make sure that the relation between teaching
content and gender is revealed, see to it that students reflect about gender-related structural constraints
within their domain, work environment and job market, adjusting their lesson content taking into con-
sideration their male and female students’ maturity, prior experiences and social value, and reinforcing
their lesson topics with any gender issues as shown by the mean ranging from 3.50 to 3.58.

Meanwhile, it has been much practiced that they are regularly checking and verifying the content to
determine if it is within the context of the existing reality about the role of male and female in a society
and government and are detecting counter-act one-sided content and objectives as shown by the mean of
3.47 and 3.44.

The findings are contradictory to the result of the study conducted by Madriaga (2023) where
the delivery of subject matter when it comes to gender-sensitive pedagogical practices is often ob-
served which ranked third highest among the four dimensions. However, this still notes that the teach-
ers are gender-sensitive in teaching.

As to the organization of the learning experience, it has been very much practiced that they use gen-
der neutral spoken language during discussions, give learning exercises which address for both men and
women to explain their thinking and reasoning, they utilize gender neutral language in all their written
lesson plans/syllabus, initiate exploratory classroom activities following the prescribed guidelines of
CHED and other agencies to facilitate gender mainstreaming, use examples of gender inequity in their
lesson and clearly explain these issues in class, present in the learning/instructional materials This was
manifested on the means ranging from 3.50 to 3.65.

On the contrary, they practice much the initiative of exploring classroom activities following the pre-
scribed guidelines of CHED and other agencies to facilitate gender mainstreaming, examine all instruc-
tional materials to determine if they are gender-biased, gender-neutral or gender-sensitive, prioritize
learning styles of male and female stereotypes when giving examples to students, and actively discuss
and analyze sexist advertising images and the media’s representation of men and women as shown by the
means less than 3.50.

The study’s finding again contrast with the study of Ballado, Perez, and Aquino (2022) where the
faculty members of the University of Eastern Philippines manifested that the pedagogical practices in
terms of delivery of subject matter, design of didactic strategies, and selection of learning evaluation
were very much practiced while practices along organization of the learning experience was much prac-
ticed.

The findings of the study implies that Social Science teachers are mindful of how they structure
learning experiences to ensure that all students, regardless of gender, feel valued, respected, and included
in the educational process promoting gender equality and awareness within the classroom setting.

Table 4. Pedagogical Practices of Social Science Teachers on Gender-Sensitivity as to
Design of Didactic Strategies and Selection of Learning Evaluation

GENDER-SENSITIVE PEDAGOGICAL PRACTICES Mean Qualitative Description
Design of Didactic Strategies

As an educator, I...

1. call on or talk to both male and female students in a balanced way 3.73 Very Much Practiced
2. always address male and female students equally and with similar stimulating demands. 3.73 Very Much Practiced
3. give all students the opportunity to take part in class by doing some activities in small

groups of three to four students. 3.76 Very Much Practiced

4. look at my male and female learners as unique individuals, and not through gender-biased 378 Very Much Practiced
perspectives. )

5. encourage students to engage in activities that may help them step outside their gender’s 382 Very Much Practiced
comfort zones (e.g. sports, drama, dance, etc.). ' y

6. help promote gender equality and sensitivity inside the classroom through giving equally 377 Very Much Practiced

intensive and constructive feedback to male and female students.
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7. establish a set of rules with my students from the very beginning to promote ownership. 3.68 Very Much Practiced
8. provide enough time for my male and female students to answer a question at least four to

3.69 Very Much Practiced

five seconds.
9. make a seating plan that supports equal participation regardless of their sex 3.56 Very Much Practiced
10. avoid interacting to students who only sit in front of the class to ensure equal participa- 362 Very Much Practiced

tion
Selection of the Learning Evaluation
As an educator, I...
. ensure that my male and female students perform equally well in learning outcome 378

—_

Very Much Practiced

measures.

2. use professional judgment in developing the problem, question, or statement, and scoring 381 Very Much Practiced
the final product regardless of sex ' y

3. use gender-neutral language and representation as a criterion for learning evaluation. 3.64 Very Much Practiced

5. Lﬁ(lize gender neutral words, examples, images, in my test papers, activity sheets and the 355 Very Much Practiced
ike

6. crlrll(;)lzz eltrrll glzjs?twe criterion in the evaluation of my male and female students perfor- 37 Very Much Practiced

7. am careful not to limit what I ask my students to perform (e.g. ask female students to take .
the role of a police officer or carpeli/ter). b (©e 3.68 Very Much Practiced

8. observe non-verbal forms of communication (e.g. attentiveness to lessons, signs of frustra- 371 Very Much Practiced
tions) to objectively record their areas of strengths and weaknesses. ’ y

9. make certain that prejudice and stereotypes are not adopted in my feedback and learning 359 Very Much Practiced
evaluation methods. ' y

10. include gender competence in my learning evaluation/criteria. 3.63 Very Much Practiced

Table 4 shows the gender-sensitive pedagogical practices on design of didactic strategies and selec-
tion of the learning evaluation of the social science teachers in LD 3 as perceived by themselves.

As to the design of the didactic strategies, the respondents have “very much practicing” that they
call on or talk to both male and female students in a balanced way, always address both genders equally
and with similar stimulating demands, give all students the opportunity to take part in class by doing
some activities in small groups of three to four students, look at both genders as unique individuals, and
not through gender- biased perspectives, and encourage students to engage in activities that may help
them step outside their gender’s comfort zone. This has been revealed by the means ranging from 3.73 to
3.78.

The same finding has been shown that they have been very much practicing the promotion of gender
equality and sensitivity inside the classroom through giving equally intensive and constructive feedback
to male and female students, provide enough time for both genders to answer questions at least 4-5 sec-
onds, establish sets of rules for students from the very beginning to promote ownership, make seating
plan that supports equal participation regardless of their sexes, and that avoid interacting to students who
only sit in front of the class to ensure equal participation. This has been shown by the means ranging
from 3.56 to 3.77.

Meanwhile, as to the selection of the learning evaluation, the respondents have been very much prac-
ticing that they ensure that both genders perform equally well in learning outcome measures, use profes-
sional judgement in developing the problem, question, or statement, and scoring the final product regard-
less of sex, use gender-neutral language and representation as a criterion for learning evaluation, and uti-
lize gender neutral words, examples, images, in test papers, activity sheets and the like. This has been
manifested by the means ranging from 3.55 to 3.81.

In relation, they also have been very much practicing to choose objective criterion in the evaluation
of their students’ performance in class, careful not to limit what they ask their students to perform, ob-
serve non-verbal forms of communication to objectively record their areas strengths and weaknesses,
make certain that prejudice and stereotypes are not adopted in their feedback and learning evaluation
methods, and include gender competence in their learning evaluation/criteria. This was revealed by the
means ranging from 3.59 to 3.71.

The result agrees with the study of Enoc and Gagani (2019) that shows a teacher who practices gen-
der sensitivity exemplifies values and behavior that support gender equality and sensitivity. Hence, the
findings above show that as the Social Science teachers highly integrate gender-sensitive pedagogy, they
tend to practice giving equally intensive and constructive feedback to a male and female student, which
fosters gender equality and sensitivity in the classroom. This notion was also evident in the study of
Hussain(2017), that teachers employ a variety of interventions and tactics to ensure that every student
has an equal chance to learn and develop their knowledge and skills.
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However, a contradictory result has been shown by Yuden, Chuki, and Dorji (2020) about the teach-
ers in Bhutan where they were not gendered sensitive in pedagogical practices in the secondary educa-
tion level. There were challenges in understanding gender in education both by teachers and students.
There was neither gender awareness nor conscious effort made by teachers to address gender inequality
in the classroom. A gender-responsive education that supports the realization of student full potential
requires the teachers to practice gender-sensitive pedagogy. To address the issue, there is an immediate
need for gender awareness and sensitization among teachers and school leaders.

Table 5. Relationship Between Knowledge of Respondent on Gender Sensitivity and Their Pedagogical Practices in
Gender-Sensitivity in Terms of the Delivery of the Subject Matter and Organization of the Learning Experience

Gender-Sensitive Pedagogical Practices r-value  p-value
Delivery of the Subject Matter
As an educator, I...

1. carefully select content that will help the learners attain maximum self-sufficiency in learning. 0.44%* 0.00
2. present the subject matter which can be easily learned through optimal replacement, appropriate organiza-

tion, and sequencing of contents. 0.45% 0.00
3. regularly check and verify the content to determine if it is within the context of the existing reality about the

role of male and female in a society and government. 0.40%* 0.00
4. ensure that both male and female authors and researchers are considered in my references 0.51* 0.00
5. develop lesson objectives considering cultural aspects and gender dimensions 0.47* 0.00
6. make sure that the relation between teaching content and gender is revealed 0.38* 0.00
7. see to it that students reflect about gender-related structural constraints within their domain, work environ-

ment and job market 0.51* 0.00
8. adjust my lesson content taking into consideration my male and female students’ maturity, prior experienc-

es, and social value 0.34* 0.00
9. reinforce my lesson topics with any gender issues (e.g. VAWC, women’s rights, etc.). 0.49* 0.00
10. detect and counter-act one-sided content and objectives. 0.43* 0.00

Organization of the Learning Experience
As an educator, I ...

1. use gender neutral spoken language during discussions 0.35* 0.00
2. give learning exercises which address for both men and women to explain their thinking and reasoning. 0.36* 0.00
3. utilize gender neutral language in all my written lesson plans/syllabus. 0.42* 0.00
4. initiate exploratory classroom activities following the prescribed guidelines of CHED and other agencies to

facilitate gender mainstreaming. 0.43* 0.00
5. examine all instructional materials to determine if they are gender-biased, gender neutral or gender-

sensitive. 0.46* 0.00
6. use examples of gender inequity in my lesson and clearly explain these issues in class. 0.40* 0.00
7. present in the learning/instructional materials (e.g. photos, examples) at the same hierarchical levels and in

non-stereotypic roles. 0.54* 0.00
8. challenge traditional male and female stereotypes when giving examples to students (e.g. a female soldier or

a male nurse). 0.46* 0.00
9. prioritize learning styles of my male and female students in the choice of the teaching method. 0.40* 0.00
10. actively discuss and analyze sexist advertising images and the media’s representation of men and women 0.49* 0.00

Table 5 shows the Relationship Between Knowledge of Respondent on Gender Sensitivity and Their
Pedagogical Practices in Gender-Sensitivity in Terms of the Delivery of the Subject Matter and Organi-
zation of the Learning Experience

The r-values ranging from 0.34 to 0.51 with common p-values of 0.00 indicates that there is a signif-
icant positive correlation between the variables leading to the rejection of the null hypothesis. This
means that as the level of knowledge of the respondents are getting high, the more that they practice their
pedagogies in terms of delivering the subject matter. Further, this means that the increase of their
knowledge on gender issues allows them to practice further on carefully selecting content that will help
the learners attain maximum self-sufficiency in learning, presenting the subject matter which can be eas-
ily learned through optimal replacement, appropriate organization, and sequencing of contents, regularly
checking and verifying the content to determine if it is within the context of the existing reality about the
role of male and female in a society and government, ensuring that both male and female authors and
researchers are considered in my references, developing lesson objectives considering cultural aspects
and gender dimensions, making sure that the relation between teaching content and gender is revealed,
seeing to it that students reflect about gender-related structural constraints within their domain, work en-
vironment and job market, adjusting their lesson content taking into consideration their male and female
students’ maturity, prior experiences, and social value, reinforce their lesson topics with any gender is-
sues like VAWC, women’s rights, and detecting and counter-acting one-sided content and objectives,
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Meanwhile, the r-values ranging from 0.35 to 0.54 with p-values less than 0.05 (p<0.05) indicates that
there is also a significant positive correlation between their level of knowledge on gender issues and
their pedagogical practice in terms of organization of the learning experience. Therefore, rejecting the
null hypothesis.

This means that their high level of knowledge on gender issues have a direct impact on their extent
of practice on using gender neutral spoken language during discussions, giving learning exercises which
address for both men and women to explain their thinking and reasoning, utilizing gender neutral lan-
guage in all my written lesson plans/syllabus, initiating exploratory classroom activities following the
prescribed guidelines of CHED and other agencies to facilitate gender mainstreaming, examining all in-
structional materials to determine if they are gender-biased, gender neutral or gender-sensitive, using
examples of gender inequity in their lesson and clearly explain these issues in class, presenting in the
learning materials like photos, at the same hierarchical levels and in nonstereotyped roles, challenging
traditional male and female stereotypes when giving examples to students for instance a female soldier
or a male nurse, prioritizing learning styles of their male and female students in the choice of the teach-
ing method, actively discussing and analyzing sexist advertising images and the media’s representation
of men and women.

The finding is consistent with the study of Tarrayo et al. (2021) where teachers who are well-
informed about gender issues are more likely to deliver subject matter in an inclusive manner. They in-
corporate diverse examples, use inclusive language, and actively address gender biases in their teaching.
This approach fosters an environment where students feel valued regardless of their gender identity, pro-
moting equitable participation and engagement. In contrast, teachers with limited knowledge of gender
issues may inadvertently reinforce traditional gender norms. They might focus more on male-dominated
narratives, overlook the experiences of marginalized genders, and lack confidence in addressing sensitive
gender topics. This can result in a less inclusive delivery that limits the depth and breadth of students'
understanding of gender issues. As a result, continuous professional development is essential for equip-
ping teachers with the knowledge needed to create a more inclusive learning environment.

In addition, teachers with high knowledge of gender sensitivity effectively organize learning experi-
ences to create equitable classroom environments. They design activities that promote collaboration
among all genders and challenge stereotypes, ensuring balanced participation by assigning roles without
bias. Additionally, these teachers are skilled at recognizing and addressing subtle gender dynamics, such
as unequal participation or exclusion, thereby providing all students with equal opportunities to contrib-
ute and engage in the learning process.

Table 6. Relationship between the Knowledge of the Teacher Respondents on Gender Issues and Gender
Sensitivity and their Pedagogical Practices in Gender Sensitivity as to Design of Didactic
Strategies and Selection of the Learning Evaluation

Gender-Sensitive Pedagogical Practices r-value p-value
Design of Didactic Strategies
As an educator, I...

1. call on or talk to both male and female students in a balanced way 0.39* 0.00
2. always address male and female students equally and with similar stimulating demands. 0.38* 0.00
3. give all students the opportunity to take part in class by doing some activities in small groups of three

to four students. 0.34* 0.00
4. look at my male and female learners as unique individuals, and not through gender-biased perspec-

tives. 0.33%* 0.00
5. encourage students to engage in activities that may help them step outside their gender’s comfort

zones (e.g. sports, drama, dance, etc.). 0.31* 0.01
6. help promote gender equality and sensitivity inside the classroom through giving equally intensive

and constructive feedback to male and female students. 0.35% 0.00
7. establish a set of rules with my students from the very beginning to promote ownership. 0.23™ 0.05
8. provide enough time for my male and female students to answer a question at least four to five sec-

onds. 0.32* 0.01
9. make a seating plan that supports equal participation regardless of their sex 0.42% 0.00
10. avoid interacting to students who only sit in front of the class to ensure equal participation 0.40%* 0.00

Selection of the Learning Evaluation
As an educator, I ...

1. ensure that male and female students perform equally well in learning outcome measures. 0.49* 0.00
2. use professional judgment in developing the problem, question, or statement, and scoring the final
product regardless of sex 0.49* 0.00
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3. use gender-neutral language and representation as a criterion for learning evaluation. 0.47* 0.00
4. administer exhibition or demonstration in a manner which is equivalent for all students (e.g. candi-

dates in a music demonstration play the same piece) 0.36* 0.00
5. utilize gender neutral words, examples, images, in test papers, activity sheets and the like 0.43* 0.00
6. choose an objective criterion in the evaluation of male and female students performance in class. 0.33* 0.00
7. is careful not to limit what to ask students to perform (e.g. ask female students to take the role of a

police officer or carpenter). 0.37* 0.00
8. observe non-verbal forms of communication (e.g. attentiveness to lessons, signs of frustrations) to

objectively record their areas of strengths and weaknesses. 0.29* 0.01
9. make certain that prejudice and stereotypes are not adopted in feedback and learning evaluation meth-

ods. 0.25* 0.03
10. include gender competence in learning evaluation/criteria. 0.30% 0.01

The r-values ranging from 0.31 to 0.42 with p-values less than 0.05 (p<0.05) indicates that there is a
significant positive correlation between respondents’ level of knowledge on gender issues and their ped-
agogical practices in terms of design of didactic strategies. Specifically on the practices which includes
calling on or talk to both male and female students in a balanced way, always addressing male and fe-
male students equally and with similar stimulating demands, giving all students the opportunity to take
part in class by doing some activities in small groups of three to four students, looking my male and fe-
male learners as unique individuals, and not through gender-biased perspectives, encouraging students to
engage in activities that may help them step outside their genders comfort zones.

In addition, there is a significant relationship between their level of knowledge on gender issues and
on practices on design of didactic strategies on helping promote gender equality and sensitivity inside the
classroom, through giving equally intensive and constructive feedback to male and female students,
providing enough time for my male and female students to answer a questions at least four to five sec-
onds, making a seating plan that supports equal participation regardless of their sex, avoiding interacting
to students who only sit in front of the class to ensure equal participation.

On the contrary, the r-value of 0.23 with p-value equal to 0.05 (p=0.05) indicates that there is no sig-
nificant relationship between their level of knowledge on gender issues and their practice on design of
didactic strategies as to establishing a set of rules with my students from the very beginning to promote
ownership. Thus, leading to the acceptance of the null hypothesis.

Meanwhile, the r-values ranging from 0.25 to 0.49 with p-values less than 0.05 (p<0.05) indicates
that there is a significant relationship between respondents’ level of knowledge on gender issues and
their pedagogical practice on selection of the learning evaluation specifically on aspects of ensuring that
male and female students perform equally well in learning outcome measures, using professional judge-
ment in developing the problem, question, or statement, and scoring the final product regardless of sex,
using gender-neutral language and representation as a criterion for learning evaluation, administering
exhibition or demonstration in a manner which is equivalent for all students examples is candidates in a
music demonstration play the same piece, utilizing gender neutral words, examples, images, in test pa-
pers, activity sheets and the like.

In addition, on the aspects such as choosing an objective criterion in the evaluation of male and fe-
male student performance in class, being careful not to limit what to ask students to perform like ask fe-
male students to take the role of a police officer or carpenter, observe non-verbal forms of communica-
tion like attentiveness to lessons, signs of frustrations to objectively record their areas of strengths and
weaknesses, making certain that prejudice and stereotypes are not adopted in feedback and learning eval-
uation methods, include gender competence in learning evaluation/criteria.

The relationship between teachers' knowledge of gender issues, their gender sensitivity, and their
pedagogical practices—particularly in designing didactic strategies and selecting learning evaluations—
has been explored in various studies. Mukagiahana et al. (2024) mentioned that teachers with a deeper
understanding of gender issues tend to adopt more inclusive and equitable teaching practices. Training
programs focused on gender-responsive pedagogy have proven effective in enhancing teachers'
knowledge and application of gender-sensitive teaching methods. However, research also highlights gaps
in teacher education programs. In Finland, student teachers expressed intentions to act in a gender-
sensitive manner but reported insufficient training on topics like transgender and non-conforming gender
issues, suggesting a need for more comprehensive education to address the full spectrum of gender iden-
tities and experiences (Castelyn, 2022).

Teachers' awareness of gender issues significantly impacts their pedagogical practices. Gender-
sensitive teachers are more likely to design didactic strategies that address the unique needs of all gen-
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ders. For instance, integrating gender perspectives into English Language Teaching (ELT) in the Philip-
pines has helped create supportive spaces for LGBTQIA+ learners and encouraged educators to reflect
on their own biases. (Tarrayo et al., 2021). However, even with awareness of stereotypes, some teachers
unintentionally reinforce these biases through their actions, as observed in Poland, where teachers fa-
vored boys in math-related tasks and girls in language-related tasks. Gender-responsive evaluation meth-
ods are crucial for ensuring fairness by considering different learning styles and avoiding stereotypical
assumptions about students' abilities.

Proposed Gender Sensitivity Framework

While the findings have shown that they have outstanding level of knowledge on gender issues and
sensitivity, it is still important that this will be maintained throughout. Hence, a framework titled, KAP-
WA was developed as way to improve gender sensitivityThe suggested gender sensitivity policy frame-
work was influenced by Lualhati's (2019) strategy framework, which pushes to develop gender-sensitive
and responsive language educators while also promoting and enforcing gender sensitivity in the language
classroom.

GOAL

To creste a community that promotes
understanding, respect, and equality through
Imowledge enhancement on gender topics,
empowering individuals and promoting positive
change.

TMDT FMENTATTON ANT TNTREGR A TION

K knowled ge Enhancement on Gender Topics

MONITORING

A—Addressing Gaps in the Practices AND
. . EVALUATION

P-peda gogical Practices Enhancement
W—Workshop Trainings

A Active Participation of Members

LEGAL BASES
Philippine Constitution (Article II, Section 14 and Article XITI. Section 13),

RA 9710, RA 7877, RA 10533, RA 11476

Figure 8: KAPWA : Knowledge Enhancement on Gender Topics Policy Framework

As reflected in the figure, the guiding principles of the KAPWA framework are built upon a founda-
tion of equity, inclusion, respect, collaboration, and evidence-based practices. This champions equity and
inclusion by ensuring all members, irrespective of their gender identity, expression, or sexual orientation,
have equal access to knowledge and opportunities within the community.

This commitment extends to promoting an environment of respect and dignity where every individu-
al feels safe and valued, enabling open learning and productive dialogue. Further, collaboration and em-
powerment are central to this approach; actively encourage members to participate, share their expertise,
and contribute to a deeper collective understanding of gender-related issues. Finally, all the initiatives are
grounded in rigorous research, legal and best practices, guaranteeing their effectiveness and relevance in
addressing the complexities of gender dynamics.

The components of this initiative are designed to enhance knowledge, address gaps in practices, de-
velop pedagogical practices, provide workshop training on gender, and encourage active participation
among members. To enhance knowledge, it is suggested to establish a comprehensive resource hub that
includes a variety of materials on gender topics, organize seminars and workshops featuring experts in
the field, and facilitate peer learning sessions for members to share their insights. In addressing gaps in
practices, there is a need to conduct regular needs assessments, review existing policies to align with

gender equahty principles, and implement targeted training programs. For pedagogical practice develop-
ment, there is a create gender-sensitive curricula, provide extensive training for educators on inclusive
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pedagogy, and develop pedagogical resources that support gender-sensitive teaching. Meanwhile, the
workshop training will cover awareness of various gender topics, skill-building in communication and
advocacy, and leadership training to empower members. Lastly, active participation may be promoted by
encouraging engagement in discussions and events, establishing feedback mechanisms for continuous
improvement, and supporting advocacy efforts to promote gender equality within communities.

DISCUSSION

Knowledge of the teacher-respondents on Gender-issues and Gender sensitivity

The teacher-respondents possess a commendable level of knowledge on both gender issues and gen-
der sensitivity, underscoring their role in fostering inclusive and equitable educational environments.

In terms of gender issues, the data indicate that respondents are generally knowledgeable, particular-
ly in understanding how gender roles influence career paths and recognizing the gender-specific nature
of domestic violence. Such awareness reflects a foundational grasp of how societal norms and structures
impact individuals differently based on gender. However, familiarity with gender-related laws and poli-
cies, as well as media representations of diverse gender identities, registered relatively lower scores, sug-
gesting that while general awareness exists, more technical and policy-specific knowledge remains lim-
ited. This points to the need for deeper professional development, especially in understanding the legal
and institutional frameworks that support gender equity in education.

On the other hand, the respondents demonstrated a consistently high level of gender sensitivity
across pedagogical practices. Most indicators, such as the use of inclusive language, respect for students’
gender identities, and equitable treatment in classroom participation and evaluation, were rated
“Outstanding.” These results suggest that gender-responsive teaching strategies are already being effec-
tively applied in classrooms, contributing to learning environments where students of all gender identi-
ties feel respected and supported.

The integration of gender-sensitive approaches in teaching is vital, as it promotes fairness, encour-
ages active participation, and reduces the risk of discrimination. However, the slightly lower scores in
areas such as classroom seating arrangements and use of neutral language in assessments indicate areas
for further enhancement.

Overall, the results emphasize that while teachers are effectively practicing gender sensitivity, there
is room to strengthen their conceptual and legal understanding of gender issues. Addressing these gaps
through sustained, policy-informed training can help ensure that gender equality is not only practiced but
deeply understood and institutionally reinforced in the education sector.

The relationship between the knowledge of the teacher respondents on gender issues and gender
sensitivity and their pedagogical practices in gender sensitivity

The study found a significant positive correlation between teachers' knowledge of gender issues and
gender sensitivity and their pedagogical practices in four instructional dimensions: subject matter deliv-
ery, learning experience organization, didactic strategy design, and learning evaluation method selection.
The persistent rejection of the null hypothesis across all domains demonstrates that teachers with higher
degrees of gender awareness are more likely to use inclusive and equitable teaching techniques.

Higher gender awareness allows teachers to select content critically, incorporate multiple gender
viewpoints, and utilize inclusive language. They are also more concerned with ensuring that male and
female students feel represented and respected. This is consistent with research by Tarrayo et al. (2021)
and Cagang (2023), which found that gender awareness improves inclusive instruction and equitable stu-
dent involvement.

Similarly, when developing pedagogic tactics, gender-sensitive teachers encourage balanced partici-
pation, meet student needs beyond established gender roles, and guarantee that constructive feedback is
offered fairly. However, not all practices—such as co-creating classroom rules—were 51gn1ﬁcant1y influ-
enced by gender knowledge implying that some instructional strategies may be based on generic peda-
gogy rather than gender sensitivity.

In terms of learning evaluation, the correlation shows that gender-aware teachers employ unbiased
methods, apply equal assessment criteria, and avoid reinforcing gender stereotypes. These findings high-
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light the importance of professional development programs that improve teachers' understanding of gen-
der issues and promote the use of gender-responsive pedagogy across all instructional domains.

The gender sensitivity framework proposed based on the findings of the study.

The proposed KAPWA Gender Sensitivity Framework was developed in response to the research
findings that, while participants exhibited an outstanding level of knowledge on gender issues, there re-
mains a critical need to sustain and institutionalize gender-sensitive practices. The data revealed that
awareness alone does not guarantee consistent application, especially in pedagogical contexts. Despite
high levels of understanding, gaps were observed in how gender sensitivity is practiced, integrated into
teaching strategies, and supported through continuous professional development. This disconnect high-
lights the need for a structured approach that bridges the gap between knowledge and action. The KAP-
WA Framework, therefore, was conceptualized not only to maintain existing awareness but also to deep-
en and translate it into meaningful, everyday practice within educational settings.

KAPWA, inspired by the strategy framework of Lualhati (2019), is anchored in Filipino cultural val-
ues and founded on principles of equity, respect, inclusion, collaboration, and evidence-based practices.
Its strength lies in its contextual and cultural relevance, drawing on the Filipino concept of “kapwa” or
shared identity, which fosters a deeper sense of empathy and collective responsibility. The framework
addresses the identified issues by establishing systems for continuous capacity-building, regular assess-
ments to identify existing gaps, and opportunities for both educators and learners to engage in open, re-
spectful dialogues about gender. It aims to go beyond theoretical understanding by offering practical
mechanisms such as training workshops, peer-learning sessions, and leadership development activities.
These initiatives ensure that the knowledge gained is reinforced and applied in real educational contexts,
thereby promoting a more gender-responsive learning environment.

From a pedagogical perspective, the KAPWA Framework is grounded in inclusive and transforma-
tive education. This approach encourages critical reflection, participatory learning, and the co-creation of
knowledge, particularly around issues of identity, power, and equality. It emphasizes the need to develop
gender-sensitive curricula and inclusive teaching strategies that affirm diverse gender identities and ex-
pressions. By doing so, educators are not only equipped with knowledge but also with the skills and con-
fidence to embed gender equality in their instructional practices. The advantage of this pedagogical ori-
entation is that it promotes long-term behavioral change, encourages reflective practice, and empowers
both teachers and learners to become advocates of inclusivity and equality.

In alignment with the study’s findings, the KAPWA Framework strengthens what is already working
namely, the existing gender awareness among participants while addressing the evident need for sus-
tained support, skill-building, and structural reinforcement. It is designed to institutionalize gender sensi-
tivity through continuous learning, policy alignment, and community engagement. In doing so, it ensures
that gender sensitivity is not treated as a one-time intervention but as an enduring commitment integrated
into the school culture. Ultimately, the KAPWA Framework offers a holistic and sustainable solution
that transforms awareness into action, creating a learning environment where respect, equity, and inclu-
sion are not just ideals, but lived realities.

CONCLUSION

The study showed that Social Science teachers in Legislative District 3 of Isabela possess a com-
mendable level of knowledge and sensitivity regarding gender issues, which positively influences their
pedagogical practices.

This study concludes that the teacher-respondents have a commendable level of knowledge on gen-
der issues and consistently apply gender-sensitive practices in the classroom. They show strong aware-
ness of gender roles and discrimination, as well as inclusive teaching strategies, though there are some
gaps in understanding gender-related laws and applying sensitivity in certain classroom routines.

A significant positive relationship was found between teachers’ gender knowledge and their peda-
gogical practices, highlighting the importance of continued professional development. To address re-
maining gaps, the proposed KAPWA Gender Sensitivity Framework offers a culturally rooted and sus-
tainable approach to strengthen and institutionalize gender-responsive education.
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LEARNING ON LEARNERS’ AUTONOMY AND
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ABSTRACT

This study aimed to evaluate the Influence of motivated strategies for learning on learners’ au-
tonomy and behavior development of selected teachers and learners of Public Elementary and
Secondary Schools of Ubay District I. The study used a descriptive survey method with a corre-
lational research design based MSLQ. Four hundred eight (408) participants took part in the
study comprising forty-eight (48) teachers, two hundred forty (240) learners from sixteen (16)
public elementary schools and twenty (20) teachers, one hundred (100) learners from five (5)
public secondary school from Ubay District I of Bohol. The researcher utilized questionnaire
from modified MSLQ. The study revealed from the result that learners are more likely to devel-
op autonomy when teachers apply motivational strategies that nurture both internal and exter-
nal goal orientations, emphasize the importance of learning tasks, and cultivate learners’ beliefs
in their ability to control and succeed in their learning experiences. Further, the study confirms
that there is a significant positive relationship between the learners’ autonomy and their per-
sonal development behavior. This signifies that as learners become more autonomous, they take
greater initiative, responsibility, and control over their own learning. They also exhibit more
positive behaviors related to personal development. Both teachers and learners have a highly
positive perception of motivated learning strategies, learner autonomy, and personal develop-
ment behaviors. The results indicate that when teachers implement motivational strategies such
as promoting task value, enhancing self-efficacy, and encouraging both intrinsic and extrinsic
goals they significantly contribute to learners’ personal development. Furthermore, greater
learner autonomy was strongly associated with increased resilience, self-awareness, and respon-
sibility, aligning with key educational theories such as Self-Determination Theory and self-
regulated learning.

Keywords: Motivated Strategies for Learning, Learner Autonomy and Personal Development Behavior

INTRODUCTION

The education sector today is increasingly focused on developing students who are not just passive
recipients of knowledge but active participants in their learning processes. Learners’ autonomy is an es-
sential component of modern education. Autonomous learners are more likely to be self-directed, moti-
vated and capable of critical thinking. They take responsibility for their learning, which not only leads to
deeper understanding and retention of knowledge but also prepares them for lifelong learning.

Teachers are the cornerstone of any educational process. Their approach to teaching and learning
significantly influences students’ experiences and outcomes. By engaging self-motivated learning, teach-
ers continuously develop their skills, adapt to new educational trends, and implement innovative practic-
es that cater to diverse student needs. As teachers refine their own practices, they are better equipped to
create learning environments that encourage students’ autonomy.

Classroom behavior is intricately linked to the overall learning environments. Positive behavior fos-
ters a conducive atmosphere for learning, while disruptive behavior can significantly hinder it. When
students are encouraged to take ownership of their learning, they are more likely to be engaged, motivat-
ed, and exhibit positive behavior. By using self-motivated learning strategies, teachers can not only pro-
mote autonomy but also create a classroom culture where positive behavior is the norm.
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This addresses a critical need in education: the development of autonomous learners who are pre-
pared for the challenges of the future. It also highlights the vital role of teachers in this process, suggest-
ing that their professional growth and self-motivation are key to promoting both learner autonomy and
positive classroom behavior. The findings of this research could have implications for teacher training
programs, educational policies, and classroom practices, ultimately contributing to more effective and
dynamic learning environments.

As observed a diverse range of learners, each exhibiting different approaches to learning. Some
learners were highly motivated, showing a clear interest in their studies, actively participating in class
discussions, and demonstrating effective learning strategies such as organizing their notes and seeking
clarification when needed. These learners appeared to take ownership of their learning, working inde-
pendently and confidently, even when faced with challenging tasks. On the other hand, there were also
learners who seemed less engaged, often relying on external motivations like rewards or grades to get
through assignments. They seemed to struggle with self-regulation and displayed a more passive ap-
proach to their learning.

Students who used effective learning strategies were found to perform better—such as setting their
own learning goals, self-reflecting on their progress, and employing time management techniques—
tended to exhibit greater autonomy in their learning process. These students seemed more motivated, not
just to perform well in their studies, but to improve their skills and knowledge. They also displayed be-
haviors consistent with personal development, such as taking initiative to seek out additional learning
resources or persevering through difficult challenges without external prompts.

In contrast, students who were less motivated and did not employ strong learning strategies appeared
to rely heavily on teacher direction and external rewards. Their autonomy in the classroom was limited,
and they often struggled to take initiative in their personal learning and development.

This observation led to the question of how motivated strategies for learning influence both learners'
autonomy and their personal development behavior. Is there a relationship between students' intrinsic
motivation, the strategies they use to learn, and their ability to work independently and take responsibil-
ity for their own growth? How do these factors affect their personal development, including behaviors
like persistence, self-reflection, and goal setting?

As teachers, we play a pivotal role in this process, and our own commitment to continuous self-
motivated learning can significantly impact our students. By actively engaging in our professional
growth, we modeled the very behaviors and mindset we wished to instill in our learners — self-
directedness, curiosity, and a passion for knowledge.

This study seeks to explore how’ motivated learning strategies affect students’ autonomy and behav-
ior development. It examines the relationship between motivational techniques and students’ ability to
self-regulate, manage their learning, and develop key personal skills. The study aims to provide insights
into how these strategies foster academic success and behavior develop.

To sum it up, the review concluded Motivated Strategies for Learning significantly contributes to
learners’ autonomy and behavior development. When students are motivated and apply effective learn-
ing strategies, they become more self-directed, taking responsibility for their own learning process.

In connection, Self-Determination Theory, this theory focuses on the importance of intrinsic motiva-
tion for learning. It posits that learners are more likely to be autonomous when their needs for compe-
tence, autonomy, and relatedness are meet. Teachers who engage in self-motivated learning may model
autonomy, fostering an environment where learners feel empowered to take control of their own learning
(Deci & Ryan, 1985).

The Republic Act No. 10533 (Enhanced Basic Education Act of 2013) closely aligned with research
on motivated learning strategies and their influence on learners’ autonomy and behavior development.
The law emphasized a learner-centered curriculum and supported the development of self-directed learn-
ing, which study explored through strategies like goal-setting and metacognition. It also aimed to en-
hance critical thinking and problem-solving, which linked to positive behavior changes in students. Both
the law and my research shared the goal of developing independent, lifelong learners. Thus, study inte-
grated the principles of RA 10533 by examining how motivated strategies helped shape autonomous and
behaviorally competent learners.

DepEd Order No. 42, s. 2017 (PPST) integrated well with research on the influence of motivated
strategies for learning on learners’ autonomy and behavior development. The PPST emphasized the im-
portance of teacher motivation and continuous professional development, which supported the creation
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of learner-centered environments that fostered autonomy. It also highlighted teaching practices that pro-
moted self-regulation, critical thinking, and goal-setting—strategies that my study examined in relation
to student independence and behavioral growth. By encouraging reflective and motivated teaching, the
PPST aligned with research’s findings that such strategies positively shaped learner autonomy and be-
havior.

In this connection, the researcher was motivated to determine how motivated strategies for learning
influenced learners’ autonomy and contributed to their personal behavior development, with the aim of
fostering more effective, self-regulated, and lifelong learning practices.

Further, the result of this study would help the researcher in proposing an enhancement program that
would strengthen learners’ motivational and strategic learning skills, thereby promoting greater autono-
my and sustained behavior development.

STATEMENT OF THE OBJECTIVES

The study aimed to investigate the effectiveness of teachers motivated learning strategies in promot-
ing learners’ autonomy and personal development behavior in the public school of Ubay District, Divi-
sion of Bohol in the school year 2024-2025.

Specifically, it sought to answer the following questions:

1. How do the teacher perceive motivated learning strategies in terms of:
1.1 intrinsic goal orientation;
1.2 extrinsic goal orientation;
1.3 task value;
1.4 control of learning beliefs; and
1.5 self-efficacy for learning and performance?
2. What is the learners’ autonomy as perceived by the respondent in terms of:
2.1 Goal Setting and Planning
2.2 Self-Motivation and Initiative
2.3 Responsibility and Self-Regulation
2.4 Reflection and Adaptability
3. What is the learners’ behavior development as perceived by the respondents in terms of’
3.1 Self-Reflection and Personal Growth
3.2 Skill Development for the future
3.3 Growth Mindset and Resilience;
3.4 Self-Improvement and Time Management; and
3.5 Emotional Intelligence and Different Perspectives
4. Which of the following motivated learning strategies of teachers significantly predict learners’ autono-
my?
4.1 intrinsic goal orientation;
4.2 extrinsic goal orientation;
4.3 task value;
4.4 control of learning beliefs; and
4.5 self-efficacy for learning and performance?
5. Which of the following motivated learning strategies of teachers significantly predict learners’ devel-
opment behavior?
5.1 intrinsic goal orientation;
5.2 extrinsic goal orientation;
5.3 task value;
5.4 control of learning beliefs; and
5.5 self-efficacy for learning and performance?
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RESEARCH METHODOLOGY

The study was quantitative research primarily employed the descriptive survey and correlational
method. It is descriptive since the data on the perceived teaching performance is use to gather infor-
mation to the current situations and conditions that helps to provide answers to the research questions.

The researcher used survey questionnaires random sampling approach and put together a descriptive
survey questionnaire that participants could answer.

To understand how motivated strategies influence learners’ autonomy and personal development
behavior, the Motivated Strategies for Learning Questionnaire (MSLQ) developed by Pintrich et al.
(1991) was used to assess students’ motivational orientations and learning strategies.

Four hundred eight (408) participants took part in the study comprising forty-eight (48) teachers, two
hundred forty (240) learners from sixteen (16) public elementary schools and twenty (20) teachers, one
hundred (100) learners from five (5) public secondary school from Ubay District I of Bohol.

After accumulating the data, it was tallied, tabulated, collated, and subjected to descriptive and infer-
ential statistics for evaluation and interpretation in accordance with the problems of the study.

RESULT AND DISCUSSION

The treated data revealed the following findings:

Table 1 illustrates the respondents' perception on the teachers motivated learning strategies across
various domains such as intrinsic goal orientation, extrinsic goal orientation, task value, control of learn-
ing beliefs, and self-efficacy for learning and performance. The responses reflect the perceptions of both
teachers and learners respondents, with overall scores indicating the level of motivated strategies as per-
ceived by the respondents.

Table 1. How do the Teacher Teacher’s & Learner’s perceive motivated learning
strategies in terms of: STATEMENTS (Over-all )
WM DI
1.1 Intrinsic Goal Orientation 3.52 HP
1.2 Extrinsic Goal Orientation 3.46 HP
1.3 Task Value 3.72 HP
1.4 Control of Learning beliefs. 3.59 HP
1.5 Self-Efficacy for Learning and
Performance. 3.58 HP

Average Weighted Mean 3.57 Highly Practice

Legend:

Rating Scale Descriptive Interpretation
325-4.25 Always (A) — Highly Practice
2.50-3.24 Often (O) — Moderately Practice
1.75-2.49 Sometimes (S) — Fairly Practice
1.00 - 1.74 Never (N) — Not Practice

The table reveals those respondents—both teachers and learners—perceive teachers’ motivated
learning strategies across five domains as consistently high, with all categories rated "Always (A)." In
intrinsic goal orientation, strategies that challenge students and deepen content understanding were most
valued, highlighting a strong focus on student-centered, curiosity-driven teaching. Extrinsic goal orienta-
tion showed that external recognition and professional validation also significantly motivate teachers,
though less so than intrinsic factors. Task value emerged as the strongest predictor of engagement, with
high importance placed on mastering content and applying new teaching strategies. Control of learning
beliefs indicated that teachers believe in the effectiveness of their methods and feel responsible for stu-
dent outcomes, though they acknowledge some external influences. Lastly, self-efficacy scores demon-
strated strong confidence among teachers in their ability to deliver quality instruction and impact student
success, though there was slightly less enthusiasm for adopting new strategies. The findings align with
key motivational theories, suggesting that both intrinsic and extrinsic motivations play essential roles,
but intrinsic goals and task value have a more sustained impact on teaching effectiveness.
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Table 2 provide insight into the perceptions of respondents regarding the learners’ autonomy. The
responses reflect the views of both teachers and learners respondents, with overall scores indicating the
level of learners’ autonomy.

Table 2 How do the teacher perceive Learners Autonomy in terms of:
Teacher’s & Learner’s

STATEMENTS (Over-all )
WM DI
2.1 Goal Setting and Planning 3.58 SA
2.2 Self-Motivation and Initiative 3.57 SA
2.3 Responsibility and Self-Regulation 3.53 SA
2.4 Reflection and Adaptability 3.55 SA
Average Weighted Mean 3.56 SA (Very High)

Legend:

Rating Scale Descriptive Interpretation

325-4.25 Strong Agree (SA)— Very High

2.50-3.24 Agree (A) — High

1.75-2.49 Disagree (DA) — Low

1.00 - 1.74 Strongly Disagree (SD) — Very Low

Table illustrates Respondents' perceptions—both teachers and learners—regarding learners’ autono-
my across four dimensions: goal setting and planning, self-motivation and initiative, responsibility and
self-regulation, and reflection and adaptability, with all areas receiving consistently high ratings
("Strongly Agree"). Respondents feel empowered to choose teaching methods, design materials, and
manage classroom activities, reflecting a strong sense of professional autonomy and instructional crea-
tivity. They also demonstrate high levels of motivation, confidence, and initiative in experimenting with
new strategies and aligning their teaching styles with institutional values. Furthermore, there is a strong
commitment to adapting instruction based on student progress, taking responsibility for learning out-
comes, and regularly reflecting on and adjusting teaching practices to enhance engagement and effective-
ness.

However, slightly lower scores on managing professional development and adapting to diverse learn-
ing styles suggest minor challenges in these areas, possibly due to institutional constraints or limited re-
sources. Overall, the data indicates a highly autonomous, reflective, and adaptable teaching environment
that supports continuous professional growth and learner-centered instruction.

Table 3 How do teacher perceive Learners’ Behavior Development in terms of:
Teacher’s & Learner’s

STATEMENTS (Over-all )
WM DI
3.1 Self-Reflection And Personal Growth WM DI
3.2 Skill Development For Future 3.48 SA
3.3 Growth Mindset And Resilience 3.59 SA
3.4 Self-Improvement And Time Management 3.60 SA
3.5 Emotional Intelligent And Different Perspectives 3.55 SA
Average Weighted Mean 3.57 Very Satisfactory

Legend:

Rating Scale Descriptive Interpretation

3.25-4.25 Strong Agree (SA)— Very High

2.50-3.24 Agree (A) — High

1.75-2.49 Disagree (DA) — Low

1.00 - 1.74 Strongly Disagree (SD) — Very Low

Table 3 Respondents demonstrate a strong commitment to behavior development, with consistently
“Very Satisfactory” ratings across five key areas: self-reflection and personal growth, skill development
for the future, growth mindset and resilience, self-improvement and time management, and emotional
intelligence and different perspectives. Respondents value personal growth as much as academic
achievement, frequently engage in reflective practices, and recognize learning as a means of developing
critical life and career skills, such as problem-solving, communication, and emotional intelligence. They
show proactive behaviors in improving study habits, time management, and seeking feedback, while also
acknowledging the importance of resilience, adaptability, and understanding diverse perspectives. How-
ever, slightly lower scores in areas like extracurricular engagement, leadership development, and apply-
ing diverse perspectives suggest some room for deeper integration of holistic development opportunities.
Overall, the findings reflect a well-rounded view of education, where learners not only strive for aca-
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demic excellence but also actively pursue personal growth, autonomy, and long-term readiness for real-
world challenges.

Table 4 Test of Association Between the Learners’ Behavior Development and Their Profile

Variables X2 df p-value Interpretation
Behavior Sex 2.29 2 0.010 Significant
Development Age 7.93 2 0.019 Significant
Grade Level 15.80 2 <.001 Significant

*Correlation is significant at 0.05 level (2-tailed)

Table 4 displays the test of association between the behavior development of learners and their de-
mographic profile. The results revealed that there is a significant association between the learners’ per-
sonal development behavior and their profile in terms of sex, X2(2, N=340)=9.29, p=0.010, age, X2(2,
N=340)=7.93, p=0.019, and grade level, X2(2, N=340)=15.80, p<.001. This implies that learners’ per-
sonal development behavior varies significantly depending on their demographic characteristics. Moreo-
ver, certain age groups or grade levels may demonstrate more maturity and self-regulation, while differ-
ences across sexes may reflect varying developmental, social, or cultural influences that shape behavior
patterns.

Table 5 reveals the summary of the regression analysis. The results unveiled that the regression mod-
el was statistically significant, F(5, 334)=86.20, p<.001, with 56.30% of variance in learners’ personal
development behavior (R-square=0.563, Adjusted R-square=0.557). The results of the regression coeffi-
cients denoted that the motivated learning strategies of teachers such as intrinsic goal motivation
(B=0.088, p=0.028), extrinsic goal motivation (B=0.104, p=0.011), task value (B=0.181, p<.001), con-
trol of learning beliefs (B=0.206, p<.001), and self-efficacy for learning and performance (B=0.244,
p<.001), are significant predictors of the learners’ autonomy. This specifies that learners are more likely
to develop autonomy when teachers apply motivational strategies that nurture both internal and external
goal orientations, emphasize the importance of learning tasks, and cultivate learners’ beliefs in their abil-
ity to control and succeed in their learning experiences. Among the predictors, self-efficacy for learning
and performance emerged as the strongest contributor, underscoring the importance of confidence-
building in promoting independent learning behavior.

Table 5. Multiple Linear Regression Analysis Results to determine
Significant Predictors of Learners’ Autonomy

Predictor B Beta t P Interpretation

Intrinsic Goal Motivation 0.088 0.101 2.20 0.028 Significant

Extrinsic Goal Motivation 0.104 0.121 2.57 0.011 Significant
Motivated Learn- Task Value 0.181 0.201 3.95 <.001 Significant
ing Strategies Control of Learning Beliefs 0.206 0.270 5.87 <.001 Significant

Self-Efficacy for Learning 544 0263 553 <001 Significant

and Performance ' ’ ’ ’

Constant 0.569 3.92 <.001

Notes: F(5, 334)=86.20, p<.001; R-square=0.563, Adjusted R-square=0.557

The results of this regression analysis align with several studies that underscore the role of motiva-
tional strategies in fostering learners' autonomy and personal development. For instance, Zimmerman
(2000) found that intrinsic goal motivation and task value significantly enhance students' self-regulated
learning, which is crucial for developing autonomy. Additionally, Deci and Ryan (2000) emphasize the
role of self-determination theory, suggesting that when students are encouraged to value their learning
and believe in their own capabilities, they are more likely to demonstrate autonomous learning behav-
iors.

Moreover, Schunk (1989) highlighted that learners' self-efficacy for learning and performance is a
key determinant of their academic success and independent learning. By nurturing learners' beliefs in
their own abilities, teachers can promote higher levels of engagement and motivation. The findings in
your study also corroborate Pintrich's (2004) research, which revealed that goal-setting and motivational
strategies such as task value and control of learning beliefs are vital in supporting learners to take control
of their learning process, resulting in better personal development and autonomy.
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Table 6. Multiple Linear Regression Analysis Results to Determine Significant
Predictors of Learners’ Behavior Development.

Predictor B Beta t P Interpretation
Intrinsic Goal Motivation 0.086 0.103 2.48 0.014 Significant
Motivated Extrinsic Goal Motivation 0.129 0.157 3.67 <.001 Significant
Learning Task Value 0.276 0.320 6.98 <.001 Significant
Strategies Control of Learning Beliefs 0.148 0.202 4.87 <.001 Significant
Self-Efficacy for Learning and Performance 0.210 0.236 5.51 <.001 Significant
Constant 0.538 4.27 <.001

Notes: F(5, 334)=121.00, p<.001; R-square=0.645, Adjusted R-square=0.639

Table 6 discloses the summary of the regression analysis. The results revealed that the regression
model was statistically significant, F(5, 334)=121.00, p<.001, with 64.50% of variance in learners’ per-
sonal development behavior (R-square=0.645, Adjusted R-square=0.639). The results of the regression
coefficients denoted that the motivated learning strategies of teachers such as intrinsic goal motivation
(B=0.086, p=0.014), extrinsic goal motivation (B=0.129, p<.001), task value (B=0.276, p<.001), control
of learning beliefs (B=0.148, p<.001, and self-efficacy for learning and performance (B=0.210, p<.001),
are significant predictors of the learners’ personal development behavior. This indicates that teacher-
facilitated motivational strategies significantly contribute to shaping students’ personal development.

Specifically, when students perceive learning tasks as valuable (task value), believe in their capabil-
ity to succeed (self-efficacy), and feel in control of their own learning (control beliefs), they are more
likely to engage in behaviors that foster self-growth, responsibility, and resilience. Furthermore, both
intrinsic and extrinsic motivational goals appear to influence students’ attitudes and actions toward per-
sonal development, suggesting that internal drives (e.g., passion, interest) and external incentives (e.g.,
rewards, recognition) can complement each other in promoting holistic student outcomes.

The findings of this regression analysis are consistent with existing research highlighting the critical
role of motivational strategies in shaping learners’ personal development behavior. Studies have shown
that when students perceive learning tasks as valuable and believe in their own abilities, they are more
likely to engage in proactive learning behaviors that contribute to personal growth. Schunk (1991) em-
phasized that self-efficacy for learning and performance is a powerful predictor of students’ academic
motivation and persistence, which aligns with the significant contribution of self-efficacy found in your
study.

Additionally, Deci and Ryan's (1985) Self-Determination Theory underscores the importance of both
intrinsic and extrinsic motivations in promoting autonomous, self-regulated learners. Their research sug-
gests that students who are motivated by both internal passions (intrinsic motivation) and external re-
wards (extrinsic motivation) are more likely to display positive learning outcomes and personal develop-
ment. This is reflected in your study, where both intrinsic and extrinsic goal motivation were significant
predictors of personal development behavior.

Furthermore, the importance of control beliefs in learning has been well-documented. Pintrich
(2004) found that students who believe they have control over their learning process are more likely to
adopt adaptive learning strategies and engage in behaviors that foster personal development, such as re-
sponsibility and resilience.

The findings also resonate with Zimmerman’s (2000) research on self-regulated learning, which
highlights that learners who actively set and pursue goals are more likely to exhibit growth in personal
and academic domains.

CONCLUSIONS

The findings revealed that key motivational strategies-such as intrinsic and extrinsic goal orientation,
task value, control of learning beliefs and self-efficacy-play a significant role in shaping learners’ sense
of autonomy and their personal growth. Among these, intrinsic motivation and self-efficacy showed the
strongest positive impact on both autonomy and development behavior. Furthermore, findings showed
meaningful associations between learners’ behavior development and certain profile variables such as
age and grade level, indicating that personal characteristics may influence how students respond to moti-
vational strategies. This result underscores the importance of integrating motivation-based strategies into
teaching practices.
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ENHANCING READING COMPREHENSION THROUGH
MOTHER TONGUE-BASED INSTRUCTION IN BAY-ANG
ELEMENTARY SCHOOL, UBAY, BOHOL

Roanne Marie Pearl T. Flores, Richelyn T. Quilaton, Jeralyn G. Abad
Department of Education, Bay-ang Elementary School, Bay-ang, Ubay, Bohol, Philippines

ABSTRACT

This action research examined the effectiveness of Mother Tongue-Based Instruction (MTBI)
on Grade 2 pupils’ reading comprehension at Bay-ang Elementary School, Ubay, Bohol during
School Year 2023-2024. Using a quantitative design, the study administered the Oral Reading
Verification Test in Cebuano and the Philippine Informal Reading Inventory in English to 51
learners (28 males, 23 females). Descriptive statistics, chi-square tests, Pearson correlation, and
paired-sample t-tests were employed to analyze relationships between learners’ age, sex, and
reading performance in both languages. Results showed that 86.27 % of pupils were Very Good
Readers in the mother tongue compared with 23.53 % in English; the mean comprehension
score was significantly higher in Cebuano (M =35.62) than in English (M = 28.62), t(25)=9.82,
p <.001. Correlations indicated linked progress between mother tongue and English. Age and
sex exhibited no significant association with reading outcomes in either language. The findings
affirm that initial literacy is strengthened when instruction builds on learners’ first language,
echoing recent national surveys and regional studies that link MTB-MLE to gains in functional
literacy. Key implementation challenges identified include limited contextualized materials and
insufficient teacher preparation. An enhancement plan costed at PHP 160,000 outlines capaci-
ty-building, material development, stakeholder engagement, and monitoring to optimize MTBI
delivery. The study concludes that sustained investment in teacher training, localized resources,
and community support is critical to consolidate MTBI gains and to bridge the transition to-
ward balanced bilingual literacy. Further rigorous research is recommended to explore
long-term academic effects and refine pedagogical strategies in multilingual classrooms.

Keywords: reading comprehension, mother tongue-based instruction (MTBI), oral reading verification
test (ORVT)

INTRODUCTION

Mother Tongue-Based Instruction (MTBI) refers to teaching students in their first language or moth-
er tongue during the early years of education. Research consistently shows that MTBI improves cogni-
tive skills, literacy, and academic performance by building a strong foundational understanding in a lan-
guage children are most familiar with. In order to support the objectives of Education for All (EFA) and
the "Every Child-A-Reader Program," MTBI has been introduced in Kindergarten, Grades 1, 2, and 3.
This is the most recent development in the Philippine educational system brought about by the new K-12
program (DepEd, 2012). When children learn in their mother tongue, they navigate knowledge with con-
fidence and ease. Concepts become clearer, ideas flow freely, and the joy of discovery amplifies. Imag-
ine a tribal child understanding math through their own language, promoting a sense of belonging and
active participation. Less common have been teachers who have historically placed a strong focus on
raising pupils' reading levels during the elementary school years. Because of this, reading instruction is
rarely given to pupils who struggle with reading, which causes the achievement gap to grow between
them and their grade level.

Several studies support the use of the mother tongue in early education. Tiangson et al. (2019) found
that MTBI leads to more interactive classrooms and better comprehension. A study by Bularon (2025)
noted a marked improvement in assessment scores among Grade 2 pupils taught using their mother
tongue. Challenges such as lack of teaching materials and inadequate teacher training were also identi-
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fied. A UNESCO report (2008) concluded that children instructed in their first language perform better
in school and exhibit greater self-confidence. In the Philippine context, the Department of Education and
the 2024 Functional Literacy, Education and Mass Media Survey (FLEMMS) reveal that functional liter-
acy has improved from 61.7% in 2019 to 70.8% in 2024, representing about 11 million more functional-
ly literate Filipinos. This improvement is attributed in part to the implementation of Mother Tongue-
Based Multilingual Education (MTB-MLE), particularly in early grades. Regional results also reflect this
trend, with areas like the Cordillera Administrative Region achieving 81.2% functional literacy. Addi-
tionally, a 2023 study in Cebu City found that both teachers and parents view mother tongue instruction
as beneficial, while another study showed that around 70% of Grade 3 learners performed at effective or
advanced levels in science when taught in their first language. However, it stressed the need for strong
support systems, including curriculum development, teacher training, and community involvement.

Children learn better and faster when taught in their mother tongue, preventing delays and increasing
motivation and engagement. MTBI fosters critical thinking, problem solving, and creativity. It supports
cultural literacy and identity, enhancing students' confidence and social integration. It improves reading
comprehension and academic outcomes, as shown in studies where learners demonstrated higher partici-
pation and eagerness (Ates, R.A.M., et al, 2023). Compared to teaching a second or foreign language,
teaching in the mother tongue improves children's learning in the early grades. Learning a second lan-
guage is less difficult for a child who is already proficient in reading.

In Bay-ang Elementary School, located in Ubay, Bohol—a Cebuano-speaking region—this policy
offers both opportunities and challenges. While students benefit from instruction in their native lan-
guage, issues such as insufficient instructional materials, teacher training gaps, and mixed language envi-
ronments pose significant obstacles. This action research seeks to examine the effectiveness of Mother
Tongue-Based Instruction (MTBI) in a Grade 2 class of Bay-ang Elementary School. The study focuses
on academic performance, classroom participation, and instructional delivery, providing insights and
strategies to optimize the MTB-MLE implementation.

STATEMENT OF THE OBJECTIVES

The main purpose of the study was to determine the reading comprehension ability of grade 2 class
in Bya-ang Elementary School for the school-year 2023-2024 . Specifically, it sought to answer the fol-
lowing questions:

. What is the profile of the pupils in terms of: age; and sex.
2. What is the pupils’ level of reading comprehension based on ORVT/Phil IRI results in MTB and

English?

3. Is there a significant relationship between the pupils’ profile and reading comprehension in MTB?

4. s there a significant relationship between the pupils’ profile and the reading comprehension in Eng-
lish?

5. s there a significant difference between pupils’ reading comprehension in MTB and English?

6. Based on the findings, what enhancement plan can be proposed?

RESEARCH METHODOLOGY

In conducting this investigation, the researcher used the quantitative method utilizing the question-
naire summative evaluation passage from the Oral Reading Verification (ORV) test and Phil IRI both
English and translated in MTB as the main tool. This focused on assessing the reading comprehension
ability of grade 2 class in Bay-ang Elementary School, Ubay, Bohol.

Environment and Respondents. The study was conducted at Bay-ang Elementary School, located
in Ubay, Bohol. Specifically, it focused on the Grade 2 class for School Year 2023-2024. The class con-
sisted of a total of 51 pupils, with 28 male and 23 female learners. These participants were selected to
represent the typical demographic and learning profile of primary-grade learners in the school. Their in-
volvement provided valuable insights into the academic behaviors and responses relevant to the objec-
tives of the study.

Instruments. The researcher used a modified tool from the Oral Reading Verification Test in MTB
and Philippine Informal Reading Inventory (Phil-IRI) in English.
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Data Gathering Procedures. Permission to carry out the study was secured first from the Public
Schools District Supervisor. Upon the endorsement of the research design, the researcher asked permis-
sion from the School Head of Bay-ang Elementary School in Ubay, Bohol. After the approval to conduct
the study, the researchers then conducted the ORVT in MTB and Phil IRI in English to the grade 2 pu-
pils. Furthermore, the researcher assured the respondents regarding the confidentiality of their responses
and sincerely sought their utmost cooperation in reading the provided passages. After a week, the result
was finalized for tabulation, treatment, analysis, and interpretation purposes.

Statistical Treatment. The data were subjected to statistical treatment using simple percentage fre-
quency and weighted mean to analyze the gathered data. Simple Percentage was used in the study using
the formula:

pP= :iz %100 Where: P = percentage

f = responses
n = number of percentage

Weighted Mean Score (WMS) was also used to determine the level of reading comprehension in

MTB and English. The formula is:
L fw

WMS = _ =
In  Where: WMS = Weighted Mean Score; Lfw = Sum of the products of f and w

where f is the frequency of each weight; w is the weight and n = Number of respondents

The Pearson Product Moment Correlation and t-test for correlation coefficient was also used to
determine the relationship between the responses of the respondents in regards to the statements of null
hypotheses. This formula below will be used:

= n(Exy)—(Ex)(Ey)
- J [n(Zx2)=(Zx2)][n(Ey2) - (Ex2)

Formula for the correlation coefficient:
—r |I n—2
- \I 1—¢2

t
Formula for the t test for the correlation coefficient:
Chi-Square. To determine the significant degree of relationship between the different variables,

(0-E)?*

X2 =
the data were subjected to Chi-Square test using the formula: - E
X?=correlation coefficient; f,=observed frequency; f.  =expected frequency
The obtained Chi-square ratio was checked against the table of Significant values at 0.05 level of
significance.

FINDINGS
1. Profile of the Pupils:
Table 1
N=51
Frequency  Percentage
Items F) %) Rank

Age

7 years old 46 90.20 1

8 years old 5 9.80 2

Total 51 100.00
Sex

Male 28 54.90

Female 23 45.10 2

Total 51 100.00
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Age. It shows that 7 years old got the highest frequency with forty-six (46 or 90.20%) of the 51 pupil
-respondents while the age 8 years old got the lowest frequency with five (5 or 9.80%). The average
mean age is 7.10 which is appropriate for the grade level. This indicates that most of the pupils are at an
age appropriate for their grade level, which supports effective learning since they are likely to be at simi-
lar developmental stages. The minimal number of older pupils may suggest delayed school entry, grade
repetition, or transfer from different educational backgrounds. A relatively uniform age group can aid
teachers in implementing age-appropriate instruction and classroom management strategies.

Sex. Twenty-eight (28 or 54.90%) were male and twenty-three (23 or 45.10%) were male. This sug-
gests there is no significant gender disparity in enrollment at this grade level. Such balance supports the
application of gender-responsive teaching approaches that cater equally to both boys and girls. It also
provides opportunities for promoting inclusive activities and observing any sex-related differences in
learning styles or participation that could inform more effective instructional practices.

2. Pupils’ level of reading comprehension:

Table 2
N=51
Description MTB EE
: F %  Rank F % Rank
Excellent Reader  (E) 3 5.88 3 8 15.69 4
41-50
Very Good Reader (VS) 44 86.27 1 12 23.53 3
31-40
Good Reader (S) 4 7.85 2 13 25.49 2
21-30
Fair Reader (F) 0 0 5 18 35.29 1
11-20
Poor Reader 19 0 0 5 0 0 5.5
1-10
Non Reader N) 0 0 5 0 0 5.5
0
Total 51 100.00 51

In MTB, Very Good Reader got the highest frequency with 86.27% while Fair Reader, Poor Read-
er, and Non-reader got the lowest frequency of zero (0 or 0%). This implies that the pupils generally pos-
sess strong foundational reading skills in their first language, which is essential for literacy development
and comprehension across subjects. The absence of pupils in the lower reading categories suggests effec-
tive early reading instruction and language support at home or in school. This positive outcome can serve
as a strong foundation for further academic learning and the development of higher-order thinking skills
in later grades.

In English, Fair Reader got the highest frequency of 35.29% while Poor Reader and Non-reader got
the lowest frequency of zero (0 or 0%). The mean percentage shows that there were 86.27 Very Good
Reader in MTB while 23.53 in English, which means that there were more readers in MTB than that in
English. This suggests that pupils are generally more proficient in reading in their first language than in
English, which is expected in early education where the mother tongue serves as the foundation for liter-
acy. The implication is that while reading skills are developing, there is a need for continued and en-
hanced support in English language instruction to bridge the gap and ensure pupils achieve balanced lit-
eracy in both languages.

Recent studies strongly support the finding that learners perform significantly better in reading when
taught in their mother tongue compared to English. For instance, Lagata (2022) evaluated an 8-week
learning recovery program in the Philippines and found that learners showed dramatic improvements in
reading competencies in Mother Tongue-Based instruction (MTB), with effect sizes exceeding 3.7, while
gains in English were comparatively modest.

Similarly, Germino (2023) observed that Grade 3 pupils in Eastern Samar achieved high mastery in
segmental phonics through MTB, indicating that early literacy skills are better developed in a familiar
language. In another study, Mamalampac (2024) explored the relationship between MTB proficiency and
English literacy in Marawi City and found a positive correlation, affirming Cummins' interdependence
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hypothesis—that strong foundational skills in the first language positively transfer to second-language
learning.

De Lemios (2023) also found that Grade 5 learners wrote more effectively in Tagalog than in Eng-
lish, further reinforcing the advantage of L1 instruction in literacy development. Additionally, Tab-
udlong (2023) demonstrated that integrating digital phonics materials in MTB instruction significantly
enhanced learners’ word recognition and reading fluency. Collectively, these findings confirm that learn-
ers are more likely to become “Very Good Readers” in MTB than in English, aligning with the result of
86.27% strong readers in MTB versus 23.53% in English. These studies not only validate the effective-
ness of MTB-MLE but also emphasize its critical role in building foundational literacy and supporting
long-term academic success.

3. Significant relationship between the pupils’ profile and reading comprehension in MTB.

Table 3-A
Relationship Between Age and Summative Evaluation Result in MTB
N=51
Result E VG G F P N Total
Age
2.0769 4.5000 2.4231 0.000 0.0000 0.0000
8 0 5 4 0 0 0 9
2.0769 0.0556 1.0262 0.0000 0.0000 0.0000
3.6923 8.0000 4.3077 0.000 0.0000 0.0000
9 5 8 3 0 0 0 16
0.4631 0.0000 0.3970 0.0000 0.0000 0.0000
0.2308 0.5000 0.2692 0.000 0.0000 0.0000
10 1 0 0 0 0 0 1
2.5636 0.5000 0.2692 0.0000 0.0000 0.0000
Total 6 13 7 0 0 0 26

Chi-square = 7.3516

Critical Value of Chi-square at 4 df and 0.05 level of significance = 9.49
Result: Insignificant
Decision: Accept Ho

Table 3-A shows the relationship between the pupils’ age and summative evaluation result in MTB.
The chi-square computed value is 7.3516 at 4 degree of freedom at 0.05 level of significance is less than
the critical value of 9.49. It reveals an insignificant result. It means that age is not a factor on students’
summative evaluation result in MTB.

A study by Ei Phyo Khaing (2023) on reading readiness among kindergarten students in Myanmar
revealed no statistically significant relationship between age and reading readiness, indicating that age
alone was not a determining factor in reading performance. Similarly, a study titled Factors Influencing
the Reading Skills found no significant correlation between the age of Grade 6 pupils and their reading
profiles, reporting a chi-square value of 0.22 and a p-value of 0.896. These results align with the findings
in Table 3-A of the present study, where the computed chi-square value of 7.3516 at 4 degrees of free-
dom was lower than the critical value of 9.49 at the 0.05 level of significance, leading to the conclusion
that the relationship between age and summative evaluation results in MTB is statistically insignificant.
This suggests that age is not a key factor in determining students’ performance in MTB assessments.

Table 3-B
Relationship Between Sex and Summative Evaluation Result in MTB
Rt E VG G F P N Total
Age
3.0000 6.5000 3.5000 0.0000 0.0000 0.0000
Male 3 4 6 0 0 0 13
0.0000 0.9615 1.7857 0.0000 0.0000 0.0000
3.0000 6.5000 3.5000 0.0000 0.0000 0.0000
Female 3 9 1 0 0 0 13
0.0000 0.9615 1.7857 0.0000 0.0000 0.0000
Total 6 13 7 0 0 0 26

Chi-square = 5.4944

Critical Value of Chi-square at 2 df and 0.05 level of significance = 5.99
Result: Insignificant
Decision: Accept Ho
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Table 3-B shows the relationship between the pupils’ sex and summative evaluation result in MTB.
The chi-square computed value is 5.4944 at 2 degree of freedom at 0.05 level of significance is less than
the critical value of 5.99. It reveals an insignificant result. It means that sex is not a factor on students’
summative evaluation result in MTB.

This is true to the study of Rahmawati and Ummah (2020) examined the reading comprehension per-
formance of male and female college students in Indonesia and found no significant difference between
the two groups, indicating that sex is not a determining factor in reading achievement. Similarly, a study
conducted in Kiambu County, Kenya, investigated gender differences in reading comprehension among
secondary school students with varying cognitive learning styles. The results revealed no statistically
significant difference in reading performance between male and female students, regardless of whether
they were field-dependent or field-independent learners.

The descriptive data suggest trends—such as stronger reading skills in MTB compared to English,
meaning the null hypothesis is accepted, there is no significant relationship between the profile of the
pupil respondents and the level of reading comprehension in MTB and English.

4. Significant Relationship between the pupils’ profile and the reading comprehension in English.

Table 4-A
Relationship Between Age and Summative Evaluation Result in English
N=51
Result E VG G F P N Total
Age
1.3846 2.0769 24231 3.1154 0.0000 0.0000
8 0 3 2 4 0 0 9
1.3846 0.4103 0.0739 0.2512 0.0000 0.000
2.4615 3.6923 4.3077 5.5385 0.0000 0.0000
9 4 2 5 5 0 0 16
0.9616 0.7756 0.1113 0.0524 0.0000 0.000
0.1538 0.2308 0.2692 0.3462 0.0000 0.0000
10 0 1 0 0 0 0 1
0.1538 2.5636 0.2692 0.3462 0.0000 0.000
Total 4 6 7 9 0 0 26

Chi-square = 7.3537

Critical Value of Chi-square at 6 df and 0.05 level of significance = 12.59
Result: Insignificant
Decision: Accept Ho

Table 4-A revealed the relationship between the pupils’ age and summative evaluation result in Eng-
lish.

The chi-square computed value is 7.3537 at 6 degree of freedom at 0.05 level of significance is less
than the critical value of 12.59. It reveals an insignificant result. It means that age is not a factor on pu-
pils’ summative evaluation result in English.

A recent study by Dixon (2020) supports the finding that age is not a significant factor in pupils’ per-
formance in English reading comprehension. In her research on primary school children in England who
were learning English as an additional language, Dixon applied mixed-effects modeling to determine
predictors of reading comprehension. The results showed that the inclusion of age as a variable did not
significantly improve the model, with a chi-square value of 0.32 (p=.854), indicating no meaningful
relationship between age and reading comprehension outcomes. This analysis confirms that age is not a
significant factor in pupils’ summative evaluation results in English.

Table 4-B
Relationship Between Sex and Summative Evaluation Result in English
N =51
Result E VG G F P N Total
Age
2.0000 3.0000 3.5000 4.5000 0.0000 0.0000
Male 1 3 2 7 0 0 13
0.5000 0.0000 0.6429 1.3889 0.0000 0.0000
2.0000 3.0000 3.5000 4.5000 0.0000 0.0000
Female 3 3 5 2 0 0 13
0.5000 0.0000 0.6429 1.3889 0.0000 0.0000
Total 4 6 7 9 0 0 26



Chi-square = 5.0636

Critical Value of Chi-square at 3 df and 0.05 level of significance = 7.82
Result: Insignificant
Decision: Accept Ho

Table 4-B shows the relationship between the students’ sex and summative evaluation result in Eng-
lish. The chi-square computed value is 5.0636 at 3 degree of freedom at 0.05 level of significance is less
than the critical value of 7.82. It reveals an insignificant result. It means that sex is not a factor on stu-
dents’ summative evaluation result in MTB.

Mabborang and Balero (2023) conducted a quasi-experimental study examining various factors af-
fecting reading comprehension among senior high school students. While academic track and learning
modality were found to significantly influence reading outcomes, the study reported that gender differ-
ences were statistically insignificant. Similarly,

AlSereidi (2021) investigated reading skills among 11th-grade public school students in the United
Arab Emirates. Although female students scored slightly higher in various aspects of reading—such as
literal, inferential, critical, and appreciative comprehension—the differences were not statistically signif-
icant.

These findings are consistent with the results presented in Table 4-B of the current study, where the
chi-square computed value of 5.0636 at 3 degrees of freedom was less than the critical value of 7.82 at
the 0.05 level of significance. This indicates that sex is not a determining factor in students' summative
evaluation results in English, reinforcing the broader conclusion that reading performance is shaped
more by academic context and instructional strategies than by gender.

5. Significant difference between pupils’ reading comprehension in MTB and English.

Table 5
Difference of Pupils’ Reading Comprehension Between MTB and English

N=51

t-Test: Paired Two Sample for Means
%2’;’;2 English

Mean 35.62 28.62
Variance 58.33 97.93
Observations 26 26
Pearson Correlation 0.9464
Hypothesized Mean Difference 0
df 25
t Stat 9.8242
P(T<=t) one-tail 2.29E-10
t Critical one-tail 1.7081
P(T<=t) two-tail 4.58E-10
t Critical two-tail 2.0595

Result: Significant
Decision: Reject Ho

From the data, we can observe that pupils performed better in MTB than in English reading compre-
hension.

The higher frequency of Very Good Readers and the higher mean score in MTB suggest a noticeable
difference in reading proficiency between the two languages. This supports the idea that pupils compre-
hend better in their first language (MTB), especially in the early years of education. The difference may
be due to greater familiarity, exposure, and cognitive ease in understanding the mother tongue. Meaning,
the null hypothesis is rejected, there is a significant difference between pupils’ reading comprehension in
MTB and English.

Rafanan's 2024 research in the Sta. Grade 3 students in the Catalina District were judged to be
"Approaching Proficiency" in English but "Proficient" in MTB-MLE reading comprehension. Addition-
ally, the study found a substantial correlation between reading comprehension abilities and student-
related characteristics, such as age. This implies that students' reading comprehension abilities, especial-
ly in their mother tongue, tend to get better as they get older. Age alone does not ensure second language
success, either, as the shift to English reading comprehension may need for more assistance.
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Although there aren't many research specifically examining how sex affects reading comprehension
in MTB-MLE and English, Rafanan's 2024 study found no appreciable variations in reading comprehen-
sion abilities between male and female students. This implies that reading comprehension skills in any
language may not be influenced by a person's sex. It's crucial to remember, too, that other research has
emphasized the part socioeconomic factors—Ilike parental education and access to educational re-
sources—play in reading comprehension. These factors can also have an indirect impact and may inter-
act with gender-related dynamics.

These results suggest that although age can have a favorable impact on mother tongue reading com-
prehension, more assistance could be required to reach comparable English proficiency. Reading com-
prehension abilities do not seem to be much impacted directly by sex. However, additional elements like
socioeconomic position and access to educational resources must be considered for a thorough under-
standing. It is advised that more research be done to fully examine these connections.

Enhancement Area

1. Teacher Capacity
Building

2. Instructional Ma-
terials

3. Pupils’ Engage-
ment & Learning
Environment

4. Monitoring and
Evaluation

5. Policy and Admin-
istrative Support

Activities
- Conduct quarterly
training workshops
- Establish mentorship
and peer collaboration
- Classroom observa-
tions and feedback
- Develop localized
reading resources
- Provide materials in
print and digital formats
- Establish resource
library/repository
- Set up reading corners
and mother tongue
libraries
- Conduct parental/
community workshops
- Organize interactive
reading activities
- Conduct reading as-
sessments
- Collect and analyze
feedback from stake-
holders
- Advocate for funding
and policy support
- Integrate MTBI goals
in school improvement
plans

Timeline

Q1, Q2, Q3, Q4 (Year
1

O)ngoing throughout
Year 1

Bi-monthly throughout
Year 1

Q1 -Q3 (Year 1)

Q3 -Q4 (Year 1)
Q4 (Year 1)

Q2 (Year 1)

Twice a year (Q2, Q4)

Monthly throughout
Year 1

Quarterly throughout
Year 1

Semi-annually (Q2, Q4)

Ongoing

Q1 (Year 1)

Total Estimated Budget for Year 1: PHP 160,000

Budget Estimate

(PHP)

40,000 (venue, materi-

als, trainer fees)

10,000 (meetings, coor-

dination)

5,000 (assessment tools,

time allowance)

30,000 (printing, con-

tent creation)

15,000 (printing, digital

tools)

10,000 (setup, materials

management)

20,000 (books, furnish-

ings)

10,000 (materials,
venue)

5,000 (materials, facili-
tation)

10,000 (assessment
tools, data analysis)
5,000 (surveys, meet-
ings)

Minimal (time, commu-
nication)
Minimal

Responsible Person(s)/
Group

School Admin, MTBI

Coordinator

Senior Teachers, MTBI

Coordinator

School Principal, Su-

pervisors

Teachers, Language

Experts

School Admin, IT Sup-

port

School Admin, Librari-

an

Teachers, PTA

School Admin, Com-
munity Liaison
Teachers

Teachers, School Ad-
min
MTBI Coordinator

School Principal,
School Board
School Admin

CONCLUSIONS

The study's findings, reading comprehension among second-graders at Bay-ang Elementary School
is much improved by mother tongue-based instruction. The results show that when education is given in
their first language, students are more capable of decoding, comprehending, and interacting with reading
content. This method creates a more relatable and meaningful learning environment, which makes it eas-
ier and more confident for students to develop the fundamentals of literacy.

However, while the benefits are clearly evident, the implementation of Mother Tongue-Based In-
struction is not without its challenges. One of the primary concerns is the need for comprehensive and
continuous teacher training. Many educators may not be adequately prepared to deliver instruction in the
mother tongue, particularly if they were trained in English or Filipino. Effective implementation requires
that teachers not only be fluent in the local language but also be skilled in pedagogical strategies that are
sensitive to the linguistic and cultural context of the learners.
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Another significant challenge lies in the availability of contextualized instructional materials. There
is often a scarcity of quality teaching and learning resources that are written in the local language and
aligned with the curriculum. Without access to such materials, teachers may struggle to deliver lessons
that are both engaging and educationally sound.

In light of these challenges, the study underscores the importance of investing in teacher professional
development programs that focus on mother tongue pedagogy, as well as the development and distribu-
tion of localized learning materials. With sustained support and resources, Mother Tongue-Based In-
struction can continue to play a crucial role in improving literacy outcomes and promoting inclusive,
culturally responsive education.

RECOMMENDATIONS

For Pupils: Maximize the Use of Mother Tongue in Learning; Pupils are encouraged to actively use
their mother tongue not only in the classroom but also at home and in everyday interactions. This will
strengthen their foundational literacy and comprehension skills. Read Regularly in the Mother Tongue;
Engage in consistent reading of age-appropriate and culturally relevant materials in the mother tongue to
improve vocabulary, fluency, and comprehension. Participate Actively in Class; Pupils should take part
in discussions and activities, using the mother tongue confidently to express ideas and understanding.

For Teachers: Undergo Continuous Professional Development; Teachers participate in regular train-
ing and workshops focused on Mother Tongue-Based Multilingual Education (MTB-MLE), with empha-
sis on reading instruction strategies and contextualization of content. Develop and Utilize Contextualized
Materials; Create or adapt instructional materials that reflect the local culture, language, and experiences
of learners to make lessons more engaging and meaningful. Use Differentiated Instruction; Recognize
learners' varying levels of language proficiency and adjust teaching methods to meet their individual
needs, ensuring inclusive and effective learning.

For School Administrators: Support Teacher Training Programs: Allocate resources and time for
continuous teacher development in MTB-MLE pedagogy and instructional material development. Ensure
Availability of Learning Materials: Invest in the creation, reproduction, and dissemination of localized
reading and instructional resources in the mother tongue. Monitor and Evaluate MTB Implementation:
Regularly assess the effectiveness of mother tongue instruction through classroom observations, learner
performance, and feedback mechanisms, making improvements as needed.

For Researchers: Conduct Further Studies on MTB-MLE: Explore other aspects of mother tongue
instruction, such as its long-term effects on academic achievement, emotional development, and multi-
lingual transition. Investigate Effective Teaching Strategies: Research innovative and evidence-based
methods that enhance reading comprehension using the mother tongue, especially in multilingual or re-
source-limited contexts. Examine Implementation Challenges: Study the barriers to effective MTB-MLE
implementation in different regions or settings and propose viable solutions that can inform policy and
practice.
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ABSTRACT

This descriptive-quantitative research examined the level of research efficacy of undergraduate
and graduate students enrolled in social science related programs at Isabela State University
(ISU) - Echague Campus. The study surveyed 56 students purposively selected from BSEd So-
cial Science, BS Psychology, MAEd Social Science, and MA Psychology programs. A structured
survey questionnaire and an adapted 5-point Likert scale was utilized to measure students’ pro-
file and level of research efficacy across six components: planning, literature review and prob-
lem formulation, conceptual/theoretical framework, discussion, data analysis, and research eth-
ics. Results revealed that students reported a consistently high level of research efficacy in the
six components, with the highest scores in Research Ethics and Discussion, and the lowest in
Conceptual/Theoretical Framework. Moreover, significant gender-based differences were iden-
tified, with female students reporting more effectual than male students, though the effect size
was small. In addition, no significant differences were found based on academic level or specific
course program, suggesting uniformity in research training across the institution. These find-
ings highlight the value of targeted interventions, such as conceptual framework workshops and
gender-sensitive mentoring programs, to support areas of relative weakness and promote equi-
table research efficacy. Intervention program to increase research efficacy level is also high-
lighted in the study.

Keywords: Research self-efficacy, social science students, research competence

INTRODUCTION

In the realm of higher education, cultivating research competencies in undergraduate and graduate
students has become crucial for academic achievement and future professional efficacy. For social sci-
ence students, research serves as both an academic responsibility and a salient tool for comprehending,
analyzing, and solving social issues. However, despite of the academic initiatives to integrate research
for social science programs in higher education institutions, concerns over students' research self-
efficacy beliefs is still persistent. Research efficacy, as defined by Bieschke et al., is the students' self-
belief and confidence in their capacity to effectively undertake research-related tasks.

Social Cognition Theory emphasizes that self-efficacy beliefs impact a persons’ motivation, learning,
and performance (Bandura, In an educational setting, students who believe they are competent enough to
conduct research are more likely to participate in research with assurance, tenacity, and curiosity
(Lambie & Vaccaro. On the other hand, students who are less efficacious in conducting research are
more likely to experience anxiety, procrastination, and avoidance, therefore impeding the effective pro-
cesses of research projects (Onwuegbuzie, 2000). This is particularly alarming especially to social sci-
ence students since they are expected to not only acquire knowledge but also generate rigorous and so-
cially pertinent research outputs that potentially addresses social issues.

Research efficacy, according to several studies, is influenced by various factors such as academic
preparation, exposure to research, mentoring, attitudes, and resilience (Haider, & Dasti, 2022; Cassidy,
2015; Peng et al., 2023; Forester et al., 2004; Bishop & Bieschke, 1998). Additionally, demographic and

122



academic profile variables such as year level, grade point average, and socio-economic background have
been shown to link with research self-efficacy (Tan et al., 2023; Tiyuri et al., 2018; Seyedi-Andi et al.,
2019; Phillips & Russell, 1994; Kahn & Scott, 1997). These findings highlight the need of considering
contextual elements or factors affecting research efficacy of social sciences students, who regularly inter-
act with complex, qualitative, and transdisciplinary research frameworks.

In the context of Philippine higher education, research has emerged as an institutional priority, nota-
bly in response to directives from the Commission on Higher Education (CHED) to foster a culture of
research and innovation (CHED Memorandum Order No. 20, s. 2013). The Isabela State University
(ISU) specifically the Echague campus is as a tertiary education institution that offers social sciences
programs such as but not limited to Bachelor of Secondary Education (BSEd) major in Social Science,
Bachelor of Science in Psychology (BSPsy), Master of Arts in Education (MAEd) major in Social Sci-
ence, and Master of Science (MS) in Psychology. As the university envisions to be a leading research
university in the ASEAN region, it requires all its undergraduate and graduate students to undergo re-
search activities. However, there is an increasing necessity to evaluate the research effectiveness of stu-
dents to guide instructional methods and institutional strategies. Furthermore, there is a limited empirical
investigation that thoroughly assessed the research efficacy of social science students at ISU Echague
campus, resulting in a significant deficiency in localized comprehension and program advancement.

This is the reason why this study was conceived. The study seeks to find out the level of research
efficacy among social science students, investigate the presence of significant differences in research
efficacy based on students’ demographic variables (including sex, academic level, and programs enrolled
in); and recommend a targeted intervention to improve students’ research efficacy. The study seeks to
elucidate the levels and determinants of research efficacy to guide evidence-based initiatives for curricu-
lum creation, faculty mentoring, and institutional support systems.

METHODOLOGY

Research Design

This study utilized a descriptive-quantitative research design to evaluate the level of research effica-
cy among social science students and to ascertain if significant differences are present based on their pro-
file variables. The descriptive approach was appropriate for obtaining an accurate account of the current
state of research efficacy without manipulating any variables, while the quantitative nature of the re-
search allowed the use of statistical tools to analyze numerical data derived from participants’ responses.
The design enabled the researcher to describe patterns, compare groups, and identify potential areas for
intervention based on measurable outcomes.

Respondents of the Study

The respondents of the study were 56 students from various social science related programs at the
Isabela State University (ISU) — Echague Campus. They were chosen through purposive sampling in
which 12 students are from the Bachelor of Secondary Education (BSEd) major in Social Science, 14
students from the Bachelor of Science in Psychology (BS Psych), 17 students from the Master of Arts in
Education (MAEd) major in Social Science, and 13 students from the Master of Science in Psychology
(MS Psych). The use of purposive sampling was guided by the criterion that respondents must be cur-
rently enrolled to a social science related program at Isabela State University Echague campus during the
second semester of school year 2024 — 2025, and have had exposure to or experience in research, either
through coursework or academic requirements.

Data Gathering Instrument

The researcher crafted a structured survey questionnaire which was validated by experts for content
and clarity. The survey questionnaire includes a section on demographic profile variables such as gender,
course program, and academic level. A Likert scale, the core of the questionnaire, was adapted from the
Comprehensive Research Self-Efficacy Scale (C-RSES) developed by Tas, Demiral-Uzan, & Uzan
(2023). The C-RSES consists of 29 items that measure a wide range of competencies and confidence
levels associated with 6 research components, namely: research planning, literature review and research
problem, conceptual or theoretical framework, discussion, data analysis, and research ethics. The adopt-
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ed scale underwent both Exploratory and Confirmatory Factor analyses and it has high reliability index
and strong internal consistency with a Cronbach's alpha score of 0.91. Each item will be rated on a 5-
point Likert scale in which 5 means strongly agree, 4 agree, 3 neither agree nor disagree, 2 disagree, and
1 strongly disagree.

Data Gathering Procedures

Data gathering procedure started with a formal approval from the deans of College of Arts and Sci-
ences (CAS) and College of Education (CEd). Following the approval was a preliminary orientation with
the targeted respondents. The respondents signed the Participant Information and Consent Form (PICF)
which outlines the objectives of the study, ethical issues, voluntary participation, and guarantee of ano-
nymity before the survey was administered. The researcher personally distributed the survey questions
after ethical procedures were approved. Once completed, responses were gathered, managed, and tabu-
lated using the Microsoft Excel. Then the tabulated data underwent statistical analyses using Statistical
Packages for Social Sciences (SPSS) Version 24.

Data Analysis Tools Used

To give light to the research objectives, the data collected were analyzed using both descriptive and
inferential statistical tools. Frequency count, rank, percent, average, and standard deviation were used to
gauge the demographic profiles and levels of research efficacy of the respondents. Prior to the conduct of
testing, data normality such as Kolmogorov-Smirnov test was used, and it was found out that the data at
hand are normality distributed. Hence, parametric tests are just appropriate to use for the hypothesis test-
ing. Independent Samples t-test was used to determine the difference on research efficacy of the respond-
ents based on their sex, and one-way Analysis of Variance (ANOVA) was employed based on their
course programs enrolled in and their academic level.

Furthermore, the table below was used to categorize the level of research efficacy of the students
based on their average responses on the C-RSES scale.

Level of Research Self-Efficacy

Range Level
4.20-5.00 Very High
3.40-4.19 High
2.60-3.39 Moderately High/Low
1.80-2.59 Low
1.00-1.79 Very Low

RESULTS & DISCUSSION
A. Demographic Profile
Table 1. Respondents’ Demographic Profile
Sex Frequency Percent
Male 17 30.4
Female 39 69.6
Program Level Frequency Percent
Undergraduate 26 46.4
Graduate 30 53.6
Course Program Frequency Percent
BSE Social Science 12 21.43
BS Psychology 14 25.00
MAE(d Social Science 17 30.36
MA Psychology 13 23.21
TOTAL 56 100

The table above shows the demographic profile of the respondents. Out of the 56 participants, major-
ity of them (69.6%) were female, while only 30.4% were male. This breakdown is consistent with trends
in psychology and education programs, where female admissions outnumbered the male group (Huang,
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2013; National Center for Education Statistics, 2022). In terms of educational level, thirty (30) or 53.6%
were graduate students, while twenty (26) or 46.4% were undergraduate students. When grouped accord-
ing to academic programs, the Master of Arts in Education (MAEd) major in Social Science had the
highest representation at 30.36%, followed by Bachelor of Science (BS) in Psychology (25.00%), Master
of Arts (MA) in Psychology (23.21%), and Bachelor of Secondary Education (BSE) major in Social Sci-
ence (21.43%).

B. Research Self-Efficacy Level

Table 2. Respondents’ Level of Research Efficacy

Research Component Mean SD Level Rank
Research Planning 3.67 0.71 = High 5
Literature Review & Research Problem 3.74 0.67  High 4
Conceptual/Theoretical Framework 3.60 0.86 = High 6
Discussion 3.85 0.82 = High 1.5
Data Analysis 3.79 0.93  High 3
Research Ethics 3.85 0.89  High 1.5
Research Efficacy 3.75 0.73 = High -

The table above shows the Research Efficacy Level of the social science students. Findings indicate
that they perceive themselves as having a high level of research efficacy across various research compo-
nents. The highest mean scores were observed in Research Ethics (M = 3.85, SD = 0.89), and Discussion
(M = 3.85, SD = 0.82). This implies that social science students feel confident in upholding ethical
standards and articulating their research findings. This aligns with previous research emphasizing the
importance of ethical considerations and effective communication in scholarly work (Bandura, 1997).
According to National Institute of Environmental Health Sciences, research ethics are fundamental to the
integrity and credibility of scholarly work. Adherence to it is crucial across all stages of the research pro-
cess

Students also reported strong self-efficacy in Data Analysis (M = 3.79) and Literature Review & Re-
search Problem Formulation (M = 3.74). These areas are critical in the research process, and high self-
efficacy here suggests that students are well-prepared to engage in the technical and foundational aspects
of research. This is consistent with findings from previous studies highlighting the role of self-efficacy in
students' ability to perform complex tasks and persist in the face of challenges (Pajares, 2003).

Interestingly, the Conceptual/Theoretical Framework component received the lowest mean score (M
= 3.60), though it still falls within the "High" level. This may indicate that students find abstract theoreti-
cal constructs more challenging, which is a common issue in research education. Developing a strong
conceptual framework requires higher-order thinking skills and a deep understanding of theoretical un-
derpinnings, which can be difficult for students to master without adequate support (Zimmerman &
Cleary, 2006).

The overall efficacy score (M = 3.75, SD = 0.73) indicates that students view themselves as capable
in their investigative abilities, although there remains potential for improvement. Therefore, focused ini-
tiatives, like workshops on developing theoretical frameworks and mentorship programs, could signifi-
cantly boost students' confidence in their research abilities. These interventions have demonstrated a
beneficial effect on students' confidence and performance in research activities (Schunk & Pajares,
2002).

Elevated levels of confidence in research abilities are crucial for fostering students' motivation, per-
sistence, and performance in academic pursuits. Bandura’s (1997) foundational work on self-efficacy
highlights that individuals who have confidence in their abilities are more inclined to persist in the face
of challenges and reach their objectives. In the realm of inquiry, this indicates that students possessing
greater confidence in their research abilities are more likely to undertake intricate tasks such as problem
formulation, data analysis, and discussion writing.

The connection between self-efficacy in research and both academic performance and research
productivity has been established. Kahn and Scott (1997) discovered that self-efficacy in research and
interest were significant predictors of graduate students’ research output, highlighting its importance in
promoting sustained engagement in research activities. In a similar vein, Forester et al. (2004) illustrated
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that students who view their research skills more favorably tend to achieve higher scores in research-
focused courses and engage more actively in scholarly publications.

Furthermore, those who possess a strong belief in their research abilities demonstrate increased resil-
ience when faced with academic challenges. Madu-Koma and Adekunle (2022) found that doctoral stu-
dents who possessed high levels of research self-efficacy exhibited greater confidence in overcoming
challenges and successfully finishing their dissertations. Way et al. (2021) observed that academic scien-
tists exhibiting elevated self-efficacy levels not only produced a greater volume of publications but also
demonstrated a more enduring dedication to their research endeavors over the course of their careers.

The gathered evidence indicates that enhancing research self-efficacy ought to be a key focus in both
undergraduate and graduate education. It is essential for institutions to offer sufficient training, mentor-
ship, and hands-on learning opportunities to empower students in developing their research skills and
confidence (Bandura, 1997; Forester et al., 2004; Madu-Koma & Adekunle, 2022).

C. Tests of Differences on Research Efficacy Level and Demographic Profile

Table 3. Level of Research Efficacy when grouped according to Sex & Program Level

Sex N Mean SD t(54) Sig. Effect Size
Male 17 3.45 0.56 | -2.102"  0.040 0.076
Female 39 3.89 0.76
Acad. Level N Mean SD t (54) Sig. Effect Size
Undergraduate 26 3.61 0.83 -1.345 0.184 -
Graduate 30 3.87 0.60

Independent samples t-test was conducted to compare the level of research efficacy of respondents
when grouped according to their sex and level. It was observed that there is a statistically significant dif-
ference on the research efficacy level between male and female participants (Male = 3.351, Female =
3.881, p <0.05). This implies that female group are more research efficacious than the male group. How-
ever, the effect size is small (0.076), which indicates that though the difference exists, it is not overpow-
eringly large. This finding is aligned to the findings of Huang (2013) who revealed that gender differ-
ences in self-efficacy are domain-specific and that females may have higher self-efficacy in areas related
to research and communication. In the context of science education, a study by Yusoff et al. (2019) in-
vestigated self-efficacy among secondary school students and found that female students reported higher
self-efficacy scores (M = 3.49, SD = 0.363) compared to male students (M = 3.28, SD = 0.384). The dif-
ference was statistically significant (t(185) = -3.926, p < 0.05), indicating that female students had great-
er confidence in their scientific abilities. Similarly, a study by Aguirre Chavez et al. (2015) examined
academic self-efficacy among college students and found that female students reported higher levels of
self-efficacy compared to male students.

Furthermore, graduate students had higher mean score (M=3.87, SD=0.60) than undergraduate stu-
dents (M=3.61, SD=0.83), but the mean difference was found to be not statistically significant. This im-
plies that social science students share relatively similar levels of research efficacy regardless of their
academic level whether they are in undergraduate level or in graduate level. This could also mean that
students in undergraduate and graduate levels are receiving relatively the same and effective research
training from the ISU. This result is similar to the study conducted by Rizi, Najafi, & Taheri (2015) at
Isfahan University of Medical Sciences who assessed research self-efficacy among students across dif-
ferent educational level. Their results indicated that while doctoral students had slightly higher mean
scores, the differences were not statistically significant.

Table 4. Level of Research Efficacy grouped according to Course Program

Program N Mean SD F(3,52) Sig.
BS in Psychology 12 3.65 .85 170 916
BSE major in Social Science 14 3.83 .59
MA in Psychology 17 3.69 .89
MAEd in Social Science 13 3.79 .66

One-way analysis of variance (ANOVA) was requested to gauge if significant difference exists in
the research efficacy level of the students when grouped according to course programs. Results present-
ed in Table 4 indicate no statistically significant differences in research self-efficacy among students
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from different academic programs (F(3,52) = 0.170, p = 0.916). All programs yielded mean scores with-
in the high level, suggesting that students across these disciplines feel similarly confident in their re-
search capabilities.

This uniformity in research self-efficacy across diverse academic programs may reflect the Isabela
State University’s consistent approach to research instruction. Consistent pedagogical strategies and re-
search training across disciplines can lead to incomparable levels of self-efficacy among students, re-
gardless of their specific field of study. The National Research Council and among its renowned re-
searchers in 2012 urged the educational institution to apply research-based teaching practices across var-
ious field and disciplines to enhance student learning outcomes. Furthermore, Heitzmann et al. (2021)
highlight that interdisciplinary collaboration and the integration of concepts from various disciplines can
enhance students' research competencies and self-efficacy.

CONCLUSION AND RECOMMENDATION

The results of this study highlights that social science students from both undergraduate and graduate
programs at the Isabela State University (ISU) - Echague campus generally exhibit a high level of re-
search self-efficacy. It is worth noting that students demonstrated the highest level of confidence in the
ethical conduct of research and the discussion of findings, while the lowest level of confidence was re-
ported in the construction of conceptual or theoretical frameworks. Another highlight in the findings of
this study was female students exhibited a significantly higher level of research self-efficacy than the
male students. Though the effect size is small, it may still indicate a substantial gender disparity. In con-
trast, no substantial disparities were identified in terms of program level or academic course, suggesting
that institutional research training is consistently effective across programs.

These findings emphasize the initiative of program interventions to increase the research efficacy
level of social science students, particularly in the areas of theoretical framework development and re-
search engagement support for male students. Hence, the proposed intervention program is recommend-
ed for the purpose of addressing this issue and enhancing the research efficacy of social science students
in ISU Echague.

RISE: Research Immersion and Skills Enhancement
Rosedelyn C. Da Jose

A. Program Objectives
The RISE program aims to enhance the research efficacy of undergraduate and graduate students

enrolled in the Social Science programs under the College of Arts and Sciences (CAS) and the College

of Education (CEd) at Isabela State University — Echague campus. Specifically, the program seeks to:

a. strengthen competencies in conceptual/theoretical framework development, identified as a compara-
tively weaker area based on diagnostic assessments;

b. improve skills in critical analysis, literature synthesis, ethical decision-making, and advanced data
interpretation;

¢. narrow the gender gap in research efficacy, with targeted strategies addressing lower self-reported
efficacy among male students;

d. build a sustainable, collaborative, and research-driven culture through long-term mentorship, peer
engagement, and public research engagement; and

e. achieve a measurable increase in research self-efficacy from the "High" to "Very High" range across
all indicators.

B. Program Components
1. Conceptual Framework Masterclass

e Objective: To deepen students’ understanding and application of theoretical and conceptual frame-
works in research.
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e Rationale: Results show that students are least confident in this area despite overall high research
efficacy.

e Activities:
0 Weekly hands-on workshops using actual thesis examples.
0 Conceptual mapping sessions to practice linking variables, theories, and phenomena.

0 Formulation clinics led by faculty where students build frameworks collaboratively.
Facilitators: Research faculty, experienced thesis panelists, alumni researchers from undergraduate and
graduate programs.

2. Gender-Sensitive Research Coaching

e Objective: To address the gender-based disparity in research efficacy, particularly supporting male
students.

Strategy:
0 Designated mentoring groups for male students to explore barriers and build motivation.

0 Research storytelling sessions featuring successful male alumni or faculty researchers.

0 Integrate gender-inclusive pedagogy to reinforce equitable learning.
Optional Component: Establish Male Research Circles—peer groups focused on accountability, resource
sharing, and guided sessions.

3. Research Boot Camps

Objective: To enhance practical research competencies across all efficacy domains.
Schedule: Conducted every semester for 2—3 consecutive days during breaks or weekends.
Modules Include:

Quantitative and Qualitative Analysis using SPSS, Jamovi, Python R

Ethics Simulation Workshops (e.g., navigating plagiarism, consent forms)

Mock Proposal Defenses for panel feedback

0 Academic Writing Clinics (e.g., APA formatting, logical flow, argumentation)
Resources Needed: Computer labs, licensed software access, printed modules, guest statisticians/
methodologists.

© O O o o o

4. Peer-Led Research Circles

Objective: Foster collaborative, student-centered learning and reflection.
Structure:

Groups of 4-6 students from mixed levels (undergraduate and graduate).

©C ©C e o

Biweekly sessions, either online or in-person.

0 Peer presentations, reading assignments, Q&A segments, and critique practice.
Outcome: Promotes mutual support, reduces research anxiety, and facilitates cross-level mentoring.

5. Research Mentorship Program (RMP)
e Objective: To provide individualized and continuous research guidance.
e Structure:

0 Each student is assigned to a mentor (faculty member, research-inclined alumni, or senior graduate
student).

0 Mentorship covers topic selection, methodology consultation, and emotional/motivational support.
0 Approach:

0 Quarterly check-ins, shared workspaces (e.g., Google Docs), and documented mentor logs.
Long-Term Impact: Cultivates a culture of transformational mentorship, increases research completion
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rates, and builds confidence.

6. Annual Student Research Colloquium

e Objective: To improve students’ confidence and competence in presenting and defending research
outputs.

e Format:

0 Open to all research students from CAS and CEd.

o0 Divided into proposal, results presentation, and poster categories.

0 Panel: Friendly reviewers composed of faculty, alumni, and guest researchers from partner institu-
tions.

0 Benefits:

0 Public speaking practice

0 Constructive critique
Opportunities for collaboration and recognition

C. Program Monitoring and Evaluation

To ensure the effectiveness of the RISE program, a systematic Monitoring and Evaluation (M&E)
framework will be implemented:

e Quantitative Assessment:

0 Pre- and post-program administration of the Comprehensive Research Self-Efficacy Scale (C-RSES)
to measure changes in perceived research efficacy.

0 Qualitative Feedback:

0 Focus Group Discussions (FGDs) and reflection essays after each major component (e.g., boot
camps, masterclasses).

0 Performance Metrics:

0 Monitoring of proposal/thesis submission rates, oral defense pass rates, and faculty evaluations.
Student satisfaction surveys and mentor performance logs.

D. Expected Outcomes

Upon successful implementation, the following outcomes are anticipated:
1. Improved theoretical and conceptual framework construction capabilities across all student levels.
2. Significant increase in research efficacy, elevating students from "High" to "Very High" self-assessed
competencies.
3. Reduction in gender disparities, particularly improving male students’ confidence and engagement in
research.
4. Establishment of a sustainable peer mentorship and research community within and across CAS and
CEd.
Increased number and quality of completed theses, research presentations, and publications among stu-
dents.
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