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​ABSTRACT​
​Context:​ ​Philippine​ ​public​ ​classrooms​ ​are​ ​becoming​ ​more​ ​culturally,​ ​linguistically,​ ​and​
​socially​ ​diverse,​ ​yet​ ​little​ ​is​ ​known​ ​about​ ​how​ ​regular​ ​secondary​ ​teachers,​ ​and​ ​not​ ​only​
​teachers​ ​in​ ​designated​ ​Indigenous​ ​Peoples​​Education​​(IPEd)​​schools,​​understand​​and​​enact​
​culturally responsive pedagogy (CRP) to build equitable and inclusive classrooms.​
​Purpose:​ ​This​​study​​explored​​how​​junior​​high​​school​​teachers​​in​​public​​schools​​in​​Makilala,​
​Cotabato,​ ​describe​ ​their​ ​experiences​ ​in​ ​culturally​ ​diverse​ ​classrooms,​ ​the​ ​advantages​ ​they​
​see​ ​in​ ​culturally​ ​responsive​ ​teaching,​ ​how​ ​they​ ​observe​ ​cultural​ ​thinking​ ​skills​ ​among​
​learners, and the strategies they use to facilitate CRP.​
​Method:​ ​A​ ​descriptive​ ​qualitative​ ​design​ ​was​ ​used.​ ​Ten​ ​teachers​ ​with​ ​at​ ​least​​five​​years​​of​
​service​ ​were​ ​selected​ ​through​ ​purposive​ ​criterion​ ​sampling​ ​from​ ​four​ ​public​ ​secondary​
​schools.​ ​Data​ ​were​ ​gathered​ ​through​ ​in-depth​ ​interviews​ ​and​ ​a​ ​focus​ ​group​ ​discussion​
​between December 2022 and April 2023 and analyzed thematically.​
​Findings:​ ​Eleven​ ​themes​ ​emerged​ ​across​ ​four​ ​areas:​ ​experiences​ ​in​ ​diverse​ ​classrooms,​
​advantages​ ​of​ ​CRP,​ ​observed​ ​cultural​ ​thinking​ ​skills,​ ​and​ ​facilitation​ ​strategies.​ ​Teachers​
​emphasized​ ​respect,​ ​language​ ​translation,​ ​equal​​opportunity,​​cultural​​appreciation​​through​
​IPEd,​ ​intercultural​ ​communication,​ ​real-world​ ​connections,​ ​culturally​ ​grounded​ ​lesson​
​planning, and community cultural programs.​
​Contribution:​ ​Teachers​ ​enact​ ​CRP​​mainly​​through​​respect,​​local-language​​accommodation,​
​IPEd​ ​integration,​ ​and​ ​community​ ​cultural​ ​programs.​ ​Practice​ ​appears​ ​to​ ​depend​ ​on​
​individual​ ​initiative​ ​more​ ​than​ ​on​ ​systematic​ ​institutional​​support,​​pointing​​to​​the​​need​​for​
​sustained​ ​teacher​ ​training,​ ​locally​ ​produced​ ​materials,​ ​and​ ​school–community​
​partnerships.​

​1. INTRODUCTION​

​Culture​ ​shapes​ ​how​ ​teachers​ ​and​ ​students​ ​understand​
​their​ ​classroom​ ​roles,​ ​evaluate​ ​themselves,​ ​and​ ​take​
​part​ ​in​ ​learning​ ​activities​ ​(Sarı​ ​&​ ​Yü ce,​ ​2020).​ ​As​
​schools​ ​enroll​ ​learners​ ​from​ ​more​ ​varied​ ​ethnic,​
​linguistic,​ ​religious,​ ​and​ ​socioeconomic​ ​backgrounds,​
​both​ ​instruction​ ​and​ ​classroom​ ​management​ ​depend​
​increasingly​ ​on​ ​teachers’​ ​capacity​ ​to​ ​respond​ ​to​ ​that​
​variety​ ​(Garcia​ ​&​ ​Pantao,​ ​2021).​ ​Culturally​ ​responsive​
​pedagogy​ ​(CRP)​ ​is​ ​one​ ​of​ ​the​ ​most​ ​widely​ ​used​
​frameworks​ ​for​ ​describing​ ​such​ ​a​ ​response.​ ​In​ ​its​
​best-known​ ​formulation,​ ​CRP​ ​rests​ ​on​ ​three​
​commitments:​ ​students’​ ​academic​ ​success,​ ​the​
​development​ ​of​​cultural​​competence,​​and​​sociopolitical​
​or​ ​critical​ ​consciousness​ ​(Aronson​ ​&​ ​Laughter,​ ​2016).​
​The​ ​urgency​ ​of​ ​this​ ​agenda​ ​was​ ​sharpened​ ​by​ ​the​
​COVID-19​ ​pandemic,​ ​when​ ​Ladson-Billings​ ​(2021)​
​argued​ ​that​ ​education​ ​should​ ​not​ ​simply​ ​return​ ​to​
​“normal”​ ​but​ ​undergo​ ​a​ ​“hard​ ​re-set”​ ​toward​ ​pedagogy​
​that is more culturally centered.​

​Syntheses​ ​of​ ​the​ ​literature​ ​converge​ ​on​ ​what​ ​such​ ​a​
​response​ ​involves.​ ​A​ ​systematic​ ​overview​ ​of​ ​32​

​sources​ ​identified​ ​recurring​ ​elements:​ ​recognizing​
​students’​ ​cultural​ ​backgrounds,​ ​building​ ​positive​
​relationships,​ ​adapting​ ​instruction,​ ​and​ ​promoting​
​critical​ ​consciousness,​ ​with​ ​ongoing​ ​professional​
​development​ ​as​ ​a​ ​condition​ ​for​ ​effective​
​implementation​ ​(Caingcoy,​ ​2023).​ ​Teachers​ ​are​ ​central​
​to​ ​this​ ​work.​ ​Culturally​ ​responsive​ ​teachers​ ​need​ ​to​
​become​ ​aware​​of​​their​​own​​assumptions​​and​​prejudices​
​about​ ​cultural​​difference​​(Karatas,​​2020),​​and​​studies​​of​
​teachers’​ ​perceptions​ ​and​ ​practices,​ ​including​ ​those​ ​of​
​nominated​ ​exemplar​ ​teachers​ ​(Debnam​ ​et​ ​al.,​ ​2023),​
​show​ ​that​ ​teachers’​ ​own​ ​accounts​ ​are​ ​a​ ​rich​ ​source​ ​of​
​knowledge​ ​about​ ​what​ ​CRP​ ​looks​ ​like​ ​in​ ​everyday​
​classrooms.​

​Two​ ​conceptual​ ​points​ ​frame​ ​how​ ​CRP​ ​is​ ​used​ ​in​
​this​ ​article.​ ​First,​ ​CRP​ ​is​ ​not​ ​a​ ​fixed​ ​set​ ​of​ ​techniques.​
​Gay​ ​(2018)​ ​describes​ ​it​ ​as​ ​teaching​ ​that​ ​draws​ ​on​
​students’​ ​cultural​ ​knowledge,​ ​prior​ ​experiences,​ ​and​
​ways​ ​of​ ​communicating,​​which​​means​​that​​what​​counts​
​as​ ​responsive​ ​depends​ ​on​ ​who​ ​the​ ​learners​ ​are​ ​and​
​what​ ​their​ ​communities​ ​value.​ ​Second,​ ​because​
​teachers​ ​bring​ ​their​ ​own​ ​cultural​ ​positions​ ​into​ ​the​
​classroom,​ ​responsiveness​ ​begins​ ​with​ ​awareness​ ​of​
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​those​ ​positions​ ​(Karatas,​ ​2020)​ ​and​ ​with​ ​a​ ​view​ ​of​ ​the​
​classroom​ ​as​ ​a​ ​place​ ​where​ ​learning​ ​is​ ​bound​ ​up​ ​with​
​social​ ​and​ ​cultural​ ​practices​ ​(Gee,​ ​2007).​ ​Together​
​these​ ​points​ ​explain​ ​why​ ​teachers’​ ​own​​descriptions​​of​
​their​ ​work,​ ​rather​ ​than​ ​a​ ​checklist​ ​of​ ​strategies,​ ​are​​the​
​starting point of the present inquiry.​

​The​ ​Philippine​​context​​makes​​the​​question​​pressing.​
​The​ ​country​ ​is​ ​home​ ​to​ ​many​ ​ethnolinguistic​
​communities,​ ​and​ ​the​ ​Department​ ​of​ ​Education​
​(DepEd)​ ​has​ ​given​ ​curricular​ ​form​ ​to​ ​the​ ​rights​
​recognized​ ​under​ ​Republic​ ​Act​ ​No.​ ​8371​ ​through​ ​the​
​Indigenous​ ​Peoples​ ​Education​ ​(IPEd)​ ​Curriculum​
​Framework​ ​(Department​ ​of​ ​Education,​ ​2015;​ ​Republic​
​of​ ​the​ ​Philippines,​ ​1997).​ ​In​ ​2021,​ ​DepEd​ ​marked​ ​the​
​first​ ​decade​ ​of​ ​the​ ​IPEd​ ​program,​ ​reporting​ ​2.5​ ​million​
​learners​ ​served​ ​(Department​ ​of​ ​Education,​ ​2021).​
​Reported​ ​IPEd​ ​practices​ ​include​ ​contextualized​ ​lesson​
​plans,​ ​instruction​ ​in​ ​the​ ​local​ ​language,​ ​elders​ ​serving​
​as​ ​teachers​ ​and​​mentors,​​use​​of​​the​​ancestral​​domain​​as​
​a​ ​learning​ ​space,​ ​and​ ​the​ ​hiring​ ​of​ ​teachers​
​knowledgeable​ ​about​ ​local​ ​culture​ ​(Department​ ​of​
​Education,​ ​2021).​ ​Policy​ ​analysis​ ​suggests​ ​that​ ​IPEd​
​moved​ ​away​ ​from​ ​assimilationist​ ​approaches​ ​toward​
​an​ ​interface​ ​model​ ​that​ ​combines​ ​Indigenous​ ​and​
​non-Indigenous​ ​knowledge​ ​systems,​ ​and​ ​that​ ​its​
​implementation​ ​requires​ ​continuing​ ​dialogue​ ​between​
​Indigenous communities and the state (Miole, 2024).​

​Recent​ ​Philippine​ ​studies​ ​have​ ​examined​
​culture-based​ ​instruction​ ​models​ ​(Inocian​ ​et​​al.,​​2020),​
​the​ ​delivery​ ​of​ ​a​​culturally​​responsive​​curriculum​​in​​an​
​IP​ ​school​ ​(Mercado,​ ​2021),​ ​practice​ ​teachers’​
​competence​​in​​culturally​​responsive​​teaching​​(Caingcoy​
​et​ ​al.,​ ​2022),​ ​the​ ​competence​ ​of​ ​non-Indigenous​
​teachers​ ​who​ ​teach​ ​Indigenous​ ​learners​ ​(Linggan​ ​&​
​Ducot,​ ​2025;​ ​Sarmiento​ ​&​​Tudy,​​2020),​​and​​community​
​engagement​ ​in​ ​Indigenous​ ​education​ ​in​ ​Mindanao​
​(Magdadaro​ ​&​ ​Sacramento,​ ​2022).​ ​Scholarship​ ​from​
​Cotabato​ ​has​ ​likewise​ ​begun​ ​to​ ​document​ ​how​
​residents​ ​take​ ​part​ ​in​ ​local​ ​programs​ ​and​ ​policies​
​(Osumo​ ​et​ ​al.,​ ​2025b)​ ​and​​how​​local​​youth​​engage​​with​
​civic life in Makilala (Osumo et al., 2025a).​

​Much​ ​of​ ​this​ ​work,​ ​however,​ ​concentrates​ ​on​
​designated​ ​IP​ ​schools,​ ​on​ ​teacher​ ​candidates,​ ​or​ ​on​
​non-Indigenous​ ​teachers​ ​assigned​ ​to​ ​Indigenous​
​communities.​ ​Less​ ​is​ ​known,​ ​to​ ​the​ ​authors’​
​knowledge,​​about​​how​​regular​​public​​junior​​high​​school​
​teachers​ ​in​ ​multicultural,​ ​rural​ ​communities​ ​describe​
​CRP​ ​as​ ​a​ ​means​ ​of​ ​building​ ​equitable​ ​and​ ​inclusive​
​classrooms,​ ​and​ ​how​ ​those​ ​descriptions​ ​relate​ ​to​
​DepEd’s​ ​IPEd​ ​policy.​ ​These​ ​teachers​ ​face​ ​learners​ ​with​
​different​ ​languages,​ ​beliefs,​ ​and​ ​practices,​ ​often​ ​with​
​limited​ ​institutional​ ​guidance.​ ​Understanding​ ​their​
​viewpoints​ ​can​ ​show​ ​where​ ​practice​ ​is​ ​already​
​culturally responsive and where support is still needed.​

​Examining​ ​these​ ​viewpoints​ ​is​ ​timely​ ​for​ ​three​
​reasons.​ ​First,​ ​the​ ​call​ ​for​ ​a​ ​“hard​ ​re-set”​ ​after​ ​the​
​pandemic​ ​places​ ​culturally​ ​centered​ ​pedagogy​ ​on​ ​the​
​agenda​ ​of​ ​schools​ ​that​ ​are​ ​now​ ​rebuilding​ ​routines​
​(Ladson-Billings,​ ​2021).​ ​Second,​ ​more​ ​than​ ​a​​decade​​of​
​IPEd​ ​implementation​ ​invites​ ​a​ ​closer​ ​look​ ​at​ ​how​ ​the​

​policy​ ​reaches​ ​teachers​ ​outside​ ​designated​ ​IP​ ​schools,​
​who​ ​may​ ​meet​​Indigenous​​and​​non-Indigenous​​learners​
​in​ ​the​ ​same​ ​classroom​ ​(Department​ ​of​ ​Education,​
​2021).​ ​Third,​ ​teachers’​ ​own​ ​accounts​​remain​​a​​primary​
​source​ ​of​ ​knowledge​ ​about​ ​what​ ​CRP​ ​looks​ ​like​ ​in​
​practice,​ ​and​ ​they​ ​can​ ​show​ ​which​ ​parts​ ​of​ ​the​
​framework​ ​are​ ​already​ ​visible​​in​​everyday​​teaching​​and​
​which are not (Debnam et al., 2023).​

​This​ ​study​ ​therefore​ ​explored​ ​junior​ ​high​ ​school​
​teachers’​ ​viewpoints​ ​on​ ​CRP​ ​in​ ​selected​​public​​schools​
​in​ ​Makilala,​ ​Cotabato.​ ​It​ ​sought​ ​answers​ ​to​ ​four​
​questions:​ ​(1)​ ​What​ ​are​ ​teachers’​ ​experiences​ ​in​
​classrooms​ ​with​ ​culturally​ ​diverse​ ​learners?​ ​(2)​ ​What​
​advantages​ ​do​ ​teachers​ ​see​ ​in​ ​culturally​ ​responsive​
​teaching?​ ​(3)​ ​How​ ​do​ ​teachers​ ​observe​ ​cultural​
​thinking​ ​skills​ ​among​ ​learners​ ​in​ ​their​ ​school​
​communities?​ ​(4)​ ​How​ ​are​ ​strategies​ ​for​ ​facilitating​
​culturally​ ​responsive​ ​teaching​ ​implemented​ ​in​ ​the​
​participating schools?​

​1.1 Theoretical Framework​
​The​ ​study​ ​is​ ​anchored​ ​on​ ​CRP,​ ​which​ ​holds​ ​that​
​teaching​ ​is​ ​more​ ​effective​ ​when​ ​it​ ​draws​ ​on​ ​students’​
​cultural​ ​knowledge,​ ​experiences,​ ​and​ ​ways​ ​of​
​communicating​ ​(Gay,​ ​2018),​ ​and​ ​on​ ​a​ ​sociocultural​
​view​ ​of​ ​learning​ ​in​ ​which​ ​literacy​ ​and​ ​learning​ ​are​
​situated​ ​in​ ​social​ ​and​ ​cultural​ ​practices​ ​(Gee,​ ​2007).​
​From​ ​CRP,​ ​the​ ​study​ ​borrows​ ​the​ ​three​ ​commitments​
​described​ ​by​ ​Aronson​ ​and​ ​Laughter​ ​(2016),​ ​namely​
​academic​ ​success,​ ​cultural​ ​competence,​ ​and​
​sociopolitical​ ​consciousness,​ ​as​ ​sensitizing​ ​concepts​
​rather​ ​than​ ​fixed​ ​categories.​ ​Themes​ ​were​ ​generated​
​inductively​ ​from​ ​teachers’​ ​accounts​ ​and​ ​were​
​considered​ ​in​ ​relation​ ​to​ ​these​ ​commitments​ ​only​
​afterward​ ​(Section​ ​3.5).​ ​Consistent​ ​with​ ​the​
​sociocultural​ ​view,​ ​teachers’​ ​practices​ ​are​ ​treated​ ​as​
​shaped​ ​by​ ​local​ ​conditions,​ ​including​ ​the​ ​languages​
​spoken​ ​in​ ​school​ ​communities​ ​and​ ​the​ ​presence​ ​of​
​IPEd.​

​1.2 Significance of the Study​
​The​ ​findings​ ​can​ ​inform​ ​DepEd​ ​divisions​ ​and​ ​school​
​heads​ ​who​ ​plan​ ​teacher​ ​development​ ​in​ ​multicultural​
​public​ ​schools,​ ​teacher​ ​education​ ​institutions​ ​that​
​prepare​ ​future​ ​teachers​ ​for​ ​such​ ​settings,​ ​and​
​researchers​ ​who​ ​wish​ ​to​ ​extend​ ​CRP​ ​scholarship​
​beyond designated IP schools.​

​2. METHODOLOGY​

​2.1 Research Design​
​A​ ​descriptive​ ​qualitative​ ​design​ ​was​ ​used​ ​because​ ​the​
​study​ ​aimed​ ​to​ ​understand​ ​how​ ​teachers​ ​themselves​
​interpret​ ​and​ ​respond​ ​to​ ​cultural​ ​diversity​ ​in​ ​their​
​classrooms.​ ​Qualitative​ ​description​ ​keeps​ ​the​ ​analysis​
​close​ ​to​ ​participants’​ ​own​ ​words​ ​while​ ​still​ ​allowing​
​patterns​ ​to​ ​be​ ​identified​ ​across​ ​accounts,​ ​and​ ​it​ ​is​​well​
​suited​ ​to​ ​generating​ ​findings​ ​that​ ​inform​ ​practice​ ​and​
​policy.​ ​Data​ ​were​ ​analyzed​ ​through​ ​thematic​ ​analysis​
​(Braun & Clarke, 2019).​
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​2.2 Respondents and Sampling Procedure​
​The​ ​study​ ​was​ ​conducted​ ​in​ ​four​ ​public​ ​secondary​
​schools​ ​in​ ​Makilala,​ ​Cotabato,​ ​namely:​ ​Makilala​
​National​ ​High​ ​School,​ ​Kisante​ ​National​ ​High​ ​School,​
​Malasila​ ​Vocational-Technological​ ​High​ ​School,​ ​San​
​Vicente​ ​National​ ​High​ ​School,​ ​and​ ​Bulakanon​ ​National​
​High​ ​School,​ ​a​ ​rural​ ​municipality​ ​where​ ​schools​ ​have​
​limited​ ​teaching​ ​staff​ ​and​ ​serve​ ​learners​ ​from​ ​diverse​
​cultural​ ​groups,​ ​including​ ​Indigenous​ ​learners.​ ​School​
​names​ ​are​ ​withheld​ ​to​ ​protect​ ​participants’​
​confidentiality.​

​Ten​ ​junior​ ​high​ ​school​ ​teachers​ ​participated.​
​Purposive​ ​criterion​ ​sampling​ ​was​ ​used,​ ​in​ ​which​
​participants​ ​are​​deliberately​​selected​​because​​they​​meet​
​predefined​ ​criteria​ ​relevant​ ​to​ ​the​ ​research​ ​aims​
​(Campbell​ ​et​ ​al.,​ ​2020).​ ​Participants​ ​had​ ​to​ ​(1)​ ​have​ ​at​
​least​ ​five​ ​years​ ​of​​service​​in​​a​​public​​secondary​​school,​
​(2)​ ​have​ ​taught​ ​Grade​ ​10​ ​using​ ​language​ ​translation​ ​or​
​adjustments​ ​to​ ​the​ ​local​ ​dialect,​ ​and​ ​(3)​ ​be​ ​able​​to​​take​
​part​ ​in​ ​a​ ​one-on-one​ ​in-depth​ ​interview.​ ​Empirical​
​reviews​ ​report​ ​that​ ​saturation​ ​in​ ​interview​ ​studies​ ​is​
​typically​ ​reached​ ​within​ ​roughly​ ​9​ ​to​ ​17​ ​interviews​
​(Hennink​ ​&​ ​Kaiser,​ ​2022),​ ​and​ ​a​ ​sample​ ​of​ ​ten​ ​is​
​consistent​ ​with​ ​that​ ​range​ ​for​ ​a​ ​study​ ​with​ ​a​ ​narrowly​
​defined​ ​population​ ​and​ ​focused​ ​questions.​ ​Participants​
​are referred to as Participant 1 to Participant 10.​

​2.3 Research Instruments​
​The​ ​main​ ​instrument​ ​was​ ​a​ ​researcher-made​ ​interview​
​guide​ ​on​ ​teachers’​ ​viewpoints​ ​about​ ​promoting​
​equitable​ ​and​ ​inclusive​ ​classrooms​ ​through​ ​CRP.​ ​Its​
​questions​ ​were​ ​derived​ ​from​ ​the​ ​CRP​ ​framework​ ​and​
​aligned​ ​with​​the​​four​​research​​questions.​​The​​guide​​was​
​submitted​ ​to​ ​experts​ ​for​ ​face​ ​and​ ​content​ ​validation,​
​pilot-tested​ ​in​ ​a​ ​dry​ ​run,​ ​and​ ​revised​ ​according​ ​to​ ​the​
​corrections​ ​received.​ ​A​ ​voice​ ​recorder​ ​was​ ​used​ ​to​
​capture participants’ responses.​

​2.4 Data Collection and Analysis​
​The​​researcher​​first​​sought​​written​​permission​​from​​the​
​dean​ ​of​ ​the​ ​graduate​ ​school,​ ​the​ ​schools​ ​division​
​superintendent,​ ​the​ ​public​ ​schools​ ​district​ ​supervisor,​
​and​ ​the​ ​school​ ​heads.​ ​Data​ ​were​​then​​gathered​​between​
​December​ ​2022​ ​and​ ​April​ ​2023​ ​through​ ​in-depth​
​interviews​ ​and​ ​a​ ​focus​ ​group​ ​discussion.​ ​Participants​
​were​ ​informed​ ​of​ ​the​ ​study’s​ ​purpose​​and​​gave​​consent​
​before recording began.​

​Interviews​ ​were​ ​transcribed​ ​verbatim,​ ​including​
​filler​ ​words,​ ​false​ ​starts,​ ​and​ ​other​ ​verbal​ ​cues​ ​that​
​preserve​ ​context.​ ​Analysis​ ​followed​ ​the​ ​phases​ ​of​
​thematic​ ​analysis​ ​(Braun​ ​&​ ​Clarke,​ ​2019):​ ​the​
​researcher​ ​became​ ​familiar​ ​with​ ​the​ ​data,​ ​assigned​
​preliminary​ ​codes​ ​describing​ ​the​ ​content,​ ​searched​ ​for​
​patterns​ ​across​ ​interviews,​ ​reviewed​ ​the​ ​candidate​
​themes,​ ​and​ ​defined​ ​and​ ​named​ ​the​​final​​themes​​before​
​writing​ ​the​ ​report.​ ​After​ ​redundant​ ​categories​ ​were​
​removed,​ ​eleven​ ​themes​ ​were​ ​retained​ ​and​ ​grouped​
​under​ ​the​ ​four​ ​research​ ​questions.​ ​Quotations​ ​are​
​reproduced​ ​as​ ​spoken,​ ​with​ ​only​ ​minor​ ​corrections​ ​of​
​spacing​ ​and​ ​spelling;​ ​local​ ​program​ ​names​ ​are​

​standardized,​ ​and​ ​identifying​ ​details​ ​are​ ​replaced​ ​with​
​bracketed descriptions.​

​Several​ ​practices​ ​supported​ ​the​ ​trustworthiness​ ​of​
​the​ ​study:​ ​expert​ ​validation​ ​of​ ​the​ ​interview​ ​guide,​
​verbatim​ ​transcription,​ ​a​ ​clearly​ ​bounded​ ​sampling​
​frame,​ ​confidentiality​ ​safeguards,​​and​​guidance​​from​​an​
​adviser,​ ​a​ ​panel,​ ​and​ ​peers​ ​during​ ​analysis.​ ​The​
​researcher’s​ ​involvement​ ​and​ ​efforts​ ​to​ ​maintain​
​objectivity​ ​in​ ​analyzing​ ​and​ ​presenting​ ​data​ ​were​
​described transparently.​

​2.5 Ethical Considerations​
​Participation​ ​was​ ​voluntary​ ​and​ ​based​ ​on​ ​written​
​informed​ ​consent.​​Participants​​were​​told​​the​​purpose​​of​
​the​ ​study​ ​and​ ​the​ ​methods​ ​used,​ ​and​ ​they​ ​were​ ​free​ ​to​
​decline​ ​or​ ​withdraw​ ​at​ ​any​ ​time.​ ​Their​ ​identities​ ​were​
​protected​ ​through​ ​participant​ ​codes,​ ​and​ ​records​ ​were​
​secured​ ​in​ ​line​ ​with​ ​the​ ​Data​ ​Privacy​ ​Act​ ​of​ ​2012​
​(Republic​ ​of​ ​the​ ​Philippines,​ ​2012).​ ​Research​
​assistants,​ ​documenters,​ ​and​ ​transcribers​ ​were​
​oriented​ ​on​ ​privacy​ ​and​ ​confidentiality​ ​requirements.​
​The​ ​study​ ​posed​ ​minimal​ ​risk,​ ​mainly​ ​the​ ​time​ ​taken​
​from​ ​teachers’​ ​professional​ ​and​ ​personal​ ​obligations​
​and​ ​the​ ​possibility​ ​that​ ​some​ ​experiences​ ​might​ ​be​
​uncomfortable​ ​to​ ​recall;​ ​interviews​ ​were​ ​scheduled​ ​at​
​participants’​ ​convenience,​ ​and​ ​the​ ​researcher​ ​attended​
​to​ ​their​ ​emotional​ ​state​ ​during​ ​data​ ​gathering.​
​Participants​ ​were​ ​selected​ ​impartially​ ​according​ ​to​ ​the​
​stated​ ​criteria,​ ​and​ ​tokens​​of​​appreciation​​were​​given​​to​
​all​ ​participants​ ​to​ ​acknowledge​​their​​time.​​Permissions​
​and​ ​consent​ ​documents​ ​were​ ​kept​ ​so​ ​that​ ​the​ ​research​
​process could be audited.​

​3. RESULTS AND DISCUSSION​

​Eleven​ ​themes​ ​emerged​ ​from​​the​ ​interviews​ ​and​ ​focus​
​group​ ​discussion.​ ​They​ ​are​ ​presented​ ​below​ ​under​ ​the​
​four​ ​research​ ​questions,​ ​each​ ​followed​ ​by​ ​a​​discussion​
​that​ ​relates​ ​the​ ​theme​ ​to​ ​prior​ ​research,​ ​and​ ​then​
​synthesized in Section 3.5.​

​3.1 Teachers’ Experiences in Classrooms with​
​Culturally Diverse Learners​

​Table 1.​​Teachers’ experiences in classrooms with​​culturally​
​diverse learners​

​Theme​ ​Core idea​

​Respect of​
​boundaries​

​Teachers​ ​show​ ​respect​ ​and​ ​sensitivity​ ​in​ ​the​
​classroom to honor learners’ differences.​

​Implementing​
​language translation​
​in classrooms​

​Teachers​ ​translate​ ​and​ ​interpret​ ​learners’​
​ideas to acknowledge inclusiveness.​

​Encouraging​
​students to share​
​differentiated​
​cultural perspectives​

​Teachers​ ​value​ ​and​ ​listen​ ​to​​learners’​​ideas​​to​
​learn about their different backgrounds.​

​3.1.1 Respect of boundaries​
​Teachers​ ​described​ ​respect​ ​as​ ​a​ ​deliberate​ ​classroom​
​stance:​ ​being​ ​sensitive​ ​to​ ​learners’​ ​backgrounds,​
​discouraging​ ​discrimination,​ ​and​ ​choosing​ ​examples​
​that would not offend anyone.​
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​“As​ ​teachers,​ ​we​​must​ ​be​ ​sensitive​ ​and​​should​​respect​
​our​ ​students​ ​based​ ​on​ ​their​ ​different​ ​backgrounds​
​and perspectives.”​​(Participant 2)​

​“In​ ​my​​class,​ ​I​ ​am​​always​​reminding​​my​​students​​that​
​we​​should​​not​​discriminate​​against​​someone's​​culture,​
​instead​ ​we​ ​should​ ​practice​ ​giving​ ​respect​ ​to​
​everyone.”​​(Participant 5)​

​“Whenever​ ​I​ ​will​ ​conduct​ ​my​​class,​ ​I​ ​am​​very​ ​careful​
​to​ ​give​ ​examples​ ​where​ ​I​ ​cannot​ ​offend​ ​someone​ ​or​
​my​ ​student​ ​because​ ​showing​ ​respect​ ​will​ ​always​ ​be​
​important.”​​(Participant 6)​

​Respect​ ​here​ ​functions​ ​as​​both​​an​​ethical​​stance​​and​
​a​ ​classroom-management​ ​strategy.​ ​By​ ​setting​ ​limits​ ​on​
​what​ ​may​ ​be​ ​said,​ ​joked​ ​about,​ ​or​ ​used​ ​as​ ​an​ ​example,​
​teachers​ ​protect​ ​learners’​ ​dignity​ ​and​ ​sense​ ​of​ ​safety,​
​which​ ​fits​ ​work​ ​on​ ​culturally​ ​responsive​ ​classroom​
​management​ ​(Gaias​ ​et​ ​al.,​ ​2019).​ ​The​ ​practice​ ​also​
​reflects​ ​the​ ​view​ ​that​ ​culture​ ​shapes​ ​the​ ​roles​ ​teachers​
​and​ ​students​ ​take​ ​in​ ​class​ ​(Sarı​ ​&​ ​Yü ce,​ ​2020)​ ​and​ ​that​
​culturally​ ​responsive​ ​teachers​ ​must​ ​first​ ​examine​ ​their​
​own​ ​assumptions​ ​(Karatas,​ ​2020).​ ​In​ ​participants’​
​accounts,​ ​however,​ ​respect​ ​was​ ​largely​ ​preventive,​
​centered​ ​on​ ​avoiding​ ​offense,​ ​rather​ ​than​ ​generative.​
​Avoiding​ ​harm​ ​is​ ​necessary,​ ​but​ ​CRP​ ​also​ ​expects​
​teachers​ ​to​ ​build​ ​learners’​​cultural​​competence​​actively​
​(Aronson​ ​&​​Laughter,​​2016),​​which​​requires​​drawing​​on​
​cultural​ ​knowledge​ ​as​ ​a​ ​classroom​ ​resource​ ​and​ ​not​
​only protecting it.​

​3.1.2 Implementing language translation in​
​classrooms​
​Translation​​and​​the​​use​​of​​learners’​​first​​languages​​were​
​the​ ​most​ ​concrete​ ​tools​ ​teachers​ ​named​ ​for​ ​inclusion.​
​They​ ​moved​ ​among​ ​English,​ ​Filipino,​ ​and​ ​local​
​languages​ ​to​ ​make​ ​unfamiliar​ ​terms​ ​relatable​ ​and​ ​to​
​invite participation.​

​“I​ ​always​ ​do​​interpretation​​in​ ​class​ ​if​ ​what​ ​language​
​should​​be​ ​used​​that​ ​is​ ​intended​​on​​their​ ​own​​identity​
​so​ ​that​ ​they​ ​will​ ​be​ ​encouraged​ ​to​ ​participate​ ​in​
​class.”​​(Participant 1)​

​“In​ ​our​ ​school,​ ​we​​are​ ​implementing​​the​ ​use​ ​of​ ​IPEd.​
​As​ ​I​ ​handle​​classes​​with​​my​​IP​​learners,​​I​​translate​​the​
​English​ ​terms​ ​that​ ​are​ ​unfamiliar​ ​to​ ​them​ ​through​
​the​ ​use​ ​of​ ​Filipino​ ​and​ ​Bagobo​ ​Tagabawa​ ​so​ ​that​
​students​ ​can​ ​find​ ​my​ ​lesson​ ​relatable​ ​to​ ​them.”​
​(Participant 3)​

​“With​​the​​use​​of​​local​​community​​language​​or​​the​​first​
​language​ ​used​ ​by​ ​our​ ​learners​ ​we​ ​can​​interact​ ​with​
​them​​and​​they​ ​can​​express​ ​what​​they​​want​​and​​share​
​their ideas in class.”​​(Participant 7)​

​These​ ​accounts​ ​are​ ​consistent​ ​with​ ​evidence​ ​that​
​translation​ ​can​ ​support​​comprehension​​among​​learners​
​studying​ ​through​ ​another​ ​language​ ​(Alaboud,​ ​2022).​
​They​ ​also​ ​echo​ ​challenges​ ​documented​​in​​IP​​education,​
​where​ ​the​ ​lack​ ​of​ ​written​ ​materials​ ​hinders​ ​teachers’​
​efforts​ ​to​ ​preserve​ ​and​ ​transmit​ ​local​ ​languages​
​(Mercado,​ ​2021).​ ​Because​ ​Participant​ ​3​ ​described​
​translating​ ​terms​ ​as​ ​they​ ​arise,​ ​the​ ​practice​ ​appears​ ​to​
​rest​ ​on​ ​teachers’​ ​own​ ​language​ ​repertoires​ ​rather​ ​than​
​on​ ​prepared​ ​materials.​ ​This​ ​raises​ ​the​ ​question​ ​of​​how​

​teachers​ ​who​ ​lack​ ​those​ ​repertoires​ ​cope,​ ​a​ ​concern​
​also​​reflected​​in​​research​​on​​non-Indigenous​​teachers​​of​
​Indigenous​ ​learners​ ​(Linggan​ ​&​​Ducot,​​2025;​​Sarmiento​
​& Tudy, 2020).​

​3.1.3 Encouraging students to share differentiated​
​cultural perspectives​
​Participants​ ​described​ ​inviting​ ​learners​ ​to​ ​share​ ​their​
​ideas​ ​and​ ​perspectives​ ​so​ ​that​ ​teachers​ ​could​
​understand​ ​where​ ​learners​ ​were​ ​coming​ ​from.​
​Listening​ ​was​ ​framed​ ​as​ ​a​ ​way​ ​to​ ​discover​ ​learners’​
​backgrounds​ ​rather​ ​than​ ​to​ ​assume​ ​them.​ ​This​ ​is​
​consistent​ ​with​ ​the​ ​emphasis​ ​that​ ​syntheses​ ​of​ ​CRP​
​place​ ​on​ ​recognizing​ ​students’​ ​cultural​ ​backgrounds​
​and​ ​building​ ​positive​ ​relationships​ ​(Caingcoy,​ ​2023).​
​Participants’​ ​descriptions​ ​of​ ​how​ ​they​ ​listen​ ​appear​
​more fully in Section 3.3.2.​

​3.2 Advantages of Culturally Responsive Teaching​

​Table 2.​​Advantages of culturally responsive teaching​

​Theme​ ​Core idea​

​Promoting equality​
​and diversity in​
​classrooms​

​Teachers​ ​create​ ​a​ ​friendly​ ​environment​ ​that​
​offers​ ​equal​ ​opportunity​ ​to​ ​all​ ​learners​
​despite their differences.​

​Embracing one’s​
​cultural background​

​Teachers​ ​respond​ ​to​ ​learners’​ ​cultures​ ​by​
​adopting​ ​and​ ​supporting​ ​the​ ​culture​ ​that​
​exists in the locality.​

​3.2.1 Promoting equality and diversity in classrooms​
​Teachers​ ​presented​ ​fairness​ ​as​ ​the​ ​main​​benefit​​of​​CRP:​
​every​ ​learner​ ​should​ ​have​ ​a​ ​comparable​ ​chance​ ​to​​take​
​part, whatever their differences.​

​“Culture​ ​responsiveness​ ​is​ ​about​ ​valuing​ ​and​
​understanding​​the​ ​learners​ ​on​​how​​they​​are​ ​going​​to​
​take​​part​ ​in​ ​the​ ​classroom.​ ​As​ ​long​​as​​we​​as​​teachers,​
​we​ ​incorporate​ ​our​ ​lessons​ ​to​ ​the​ ​different​
​experiences​ ​like​ ​their​ ​beliefs,​ ​we​​can​​fully​​understand​
​our students.”​​(Participant 1)​

​“There​ ​should​​be​​equal​​opportunities​​in​​the​​classroom​
​despite​ ​their​ ​differences​ ​because​​students​ ​will​​always​
​need attention.”​​(Participant 2)​

​“We​ ​should​ ​take​ ​part​ ​in​ ​putting​ ​in​ ​our​ ​lesson​ ​plan​
​that​ ​has​ ​the​ ​moral​ ​good,​ ​in​ ​which​​they​ ​can​​have​​an​
​equal​ ​participation.​ ​It​ ​can​ ​be​ ​in​ ​the​ ​valuing​ ​part​ ​of​
​the​ ​lesson​​that​ ​connects​ ​with​ ​the​ ​culture,​ ​which​​they​
​will value.”​​(Participant 7)​

​Participant​ ​1​ ​links​ ​understanding​ ​learners​ ​to​ ​their​
​participation,​ ​which​ ​resonates​ ​with​ ​the​ ​finding​ ​that​
​positive​ ​teacher–student​ ​relationships​ ​foster​ ​belonging​
​and​ ​well-being​ ​(Caingcoy,​ ​2023).​ ​Participant​ ​7​ ​locates​
​equal​ ​participation​ ​in​ ​a​ ​specific​ ​part​ ​of​ ​the​ ​lesson,​ ​the​
​valuing​ ​phase,​ ​which​ ​shows​ ​how​ ​a​ ​general​
​commitment​ ​to​ ​equity​ ​can​ ​be​ ​translated​ ​into​ ​lesson​
​design.​ ​Participants​ ​largely​ ​equated​ ​fairness​​with​​equal​
​attention​ ​and​ ​equal​ ​opportunity.​ ​Whether​ ​such​
​treatment​ ​is​ ​sufficient,​ ​or​ ​whether​ ​equity​ ​also​ ​requires​
​differentiated​ ​support​​for​​learners​​whose​​languages​​and​
​experiences​ ​are​ ​less​ ​represented​ ​in​ ​school,​ ​is​ ​a​
​distinction that deserves attention in future work.​
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​3.2.2 Embracing one’s cultural background​
​Teachers​ ​also​ ​described​ ​the​​advantages​​of​​CRP​​in​​terms​
​of​ ​their​ ​own​ ​growth:​ ​reflecting​ ​on​ ​their​ ​attitudes,​
​studying​ ​learners’​ ​cultures,​ ​and​ ​attending​ ​to​ ​learners’​
​well-being.​

​“As​​a​​teacher,​​based​​on​​my​​experience​​I​​try​​to​​embrace​
​the​ ​culture​ ​of​ ​others​ ​and​ ​give​ ​emphasis​ ​on​ ​the​
​different​ ​culture-based​ ​experiences​ ​of​ ​my​ ​students.”​
​(Participant 1)​

​“I​ ​always​ ​reflect​ ​on​​my​​attitude​​and​​belief​ ​to​​address​
​biases​ ​or​ ​assumptions​ ​to​ ​my​ ​learners’​ ​cultural​
​backgrounds.”​​(Participant 2)​

​“I​ ​keep​​in​ ​mind​​that​ ​knowing​​my​​learners​​better​​is​​by​
​studying​​and​​familiarizing​​their​​culture.”​​(Participant​
​3)​

​“I​ ​know​ ​how​ ​to​ ​embrace​ ​the​ ​culture​ ​of​ ​my​​students​
​and see their well-being.”​​(Participant 4)​

​Participant​ ​2’s​ ​reflection​ ​on​ ​biases​ ​illustrates​ ​the​
​self-awareness​ ​that​ ​is​ ​regarded​ ​as​ ​a​ ​foundation​ ​of​
​culturally​ ​responsive​ ​competence​ ​(Karatas,​ ​2020).​
​Studying​ ​learners’​ ​culture,​ ​as​ ​Participant​ ​3​ ​describes,​
​parallels​ ​culture-based​ ​instruction​ ​models​ ​that​ ​are​
​rooted​ ​in​ ​local​ ​practices​ ​(Inocian​ ​et​ ​al.,​ ​2020).​ ​It​ ​also​
​supports​ ​the​ ​view​ ​that​ ​teachers’​ ​competence​ ​in​
​culturally​ ​responsive​ ​teaching​ ​develops​ ​through​
​exposure​ ​to​ ​and​ ​immersion​ ​in​ ​learners’​ ​contexts​
​(Caingcoy​ ​et​ ​al.,​ ​2022).​ ​Taken​ ​together,​ ​participants​
​framed​ ​CRP​ ​as​ ​something​ ​that​ ​benefits​ ​teachers​ ​as​
​learners as well as the students they teach.​

​3.3 Observations of Cultural Thinking Skills​

​Table 3.​​Observations of cultural thinking skills​

​Theme​ ​Core idea​

​Employing cultural​
​appreciation in the​
​classroom​

​Teachers​ ​honor​ ​and​ ​appreciate​ ​learners’​
​cultural differences by conducting programs.​

​Response to​
​intercultural​
​communication​

​Teachers​​listen​​to​​learners’​​concerns​​and​​use​​a​
​positive communication approach.​

​Emphasizing​
​intercultural​
​engagements​

​Teachers​ ​integrate​ ​lessons​ ​not​ ​only​ ​for​ ​IP​
​learners​ ​but​ ​also​ ​for​ ​gender​ ​awareness​ ​and​
​development.​

​3.3.1 Employing cultural appreciation in the​
​classroom​
​Participants​​from​​schools​​implementing​​IPEd​​described​
​cultural​ ​appreciation​ ​as​ ​something​ ​that​ ​is​ ​built​ ​into​
​school life through the program.​

​“We​ ​are​ ​really​ ​aware​ ​of​ ​accepting​ ​and​ ​respecting​
​one’s​ ​culture.​​Integrating​​to​​culture​​practice.​​Since​​we​
​are​ ​an​​IPEd​​implementing​​school,​ ​we​​make​​sure​ ​that​
​IPEd​ ​integration​ ​is​ ​always​ ​present​ ​in​ ​the​ ​classroom.”​
​(Participant 3)​

​“To​ ​fully​ ​understand​ ​the​ ​students,​ ​it​ ​is​ ​good​​that​ ​the​
​IPEd​ ​is​ ​present​ ​in​ ​the​ ​different​ ​schools​ ​in​ ​[the​
​municipality]​ ​knowing​ ​that​ ​we​ ​encounter​ ​students​
​with different practices and beliefs.”​​(Participant​​4)​

​“The​ ​more​ ​that​ ​IPEd​ ​is​ ​practiced​​in​ ​the​ ​classroom,​ ​I​
​am​ ​able​ ​to​ ​understand​ ​the​ ​views​ ​of​ ​the​ ​students.”​
​(Participant 5)​

​These​ ​accounts​ ​show​ ​how​ ​national​ ​policy​ ​reaches​
​the​ ​classroom.​ ​IPEd​ ​was​ ​designed​ ​to​ ​respond​ ​to​ ​the​
​right​ ​of​ ​Indigenous​ ​learners​ ​to​ ​education​ ​that​ ​is​
​relevant​ ​to​ ​their​ ​context​ ​(Department​ ​of​ ​Education,​
​2021),​ ​and​ ​policy​ ​analysis​ ​describes​ ​it​ ​as​ ​an​ ​interface​
​between​ ​Indigenous​ ​and​ ​non-Indigenous​ ​knowledge​
​systems​ ​(Miole,​ ​2024).​ ​For​​these​​teachers,​​the​​interface​
​is​ ​experienced​ ​as​ ​a​ ​daily​ ​understanding​ ​of​ ​learners’​
​views.​ ​The​ ​accounts​ ​also​ ​suggest​ ​that​ ​appreciation​ ​is​
​strongest​ ​where​ ​IPEd​ ​is​ ​institutionalized.​ ​Research​ ​on​
​teachers​ ​in​ ​IPEd​ ​schools​ ​who​ ​are​ ​not​ ​IPEd​ ​specialists​
​points​ ​to​ ​uneven​​preparation,​​with​​adaptive​​capacity​​on​
​the​ ​one​ ​hand​ ​and​ ​systemic​​gaps​​that​​hinder​​sustainable​
​implementation​ ​on​ ​the​ ​other​ ​(Tañ on​ ​et​ ​al.,​ ​2026).​
​Cultural​ ​appreciation​ ​in​ ​schools​ ​without​ ​a​ ​formal​ ​IPEd​
​program​ ​was​ ​not​ ​examined​ ​in​ ​this​ ​study​ ​and​ ​warrants​
​separate inquiry.​

​3.3.2 Response to intercultural communication​
​Teachers​ ​described​ ​responding​ ​to​ ​cultural​ ​differences​
​mainly​ ​through​ ​listening​ ​and​ ​through​ ​negotiating​
​language.​

​“As​ ​a​ ​teacher,​ ​I​​always​​listen​​to​​them​​on​​their​​side​​and​
​how they conclude things.”​​(Participant 1)​

​“The​​way​​I​​deal​​with​​my​​learners​​in​​engaging​​cultural​
​communication,​ ​I​ ​make​​an​​effort​ ​to​ ​listen​​actively​ ​to​
​them and avoid taboos.”​​(Participant 2)​

​“I​ ​just​ ​really​ ​use​ ​and​ ​make​ ​an​ ​agreement​ ​with​ ​my​
​students​ ​if​ ​on​ ​what​ ​language​ ​can​ ​we​ ​use​ ​where​ ​we​
​can​ ​understand​ ​each​ ​other,​ ​so​ ​that​ ​we​ ​can​
​communicate as well.”​​(Participant 4)​

​Two​ ​features​ ​stand​ ​out.​ ​First,​ ​Participant​ ​2’s​
​attention​ ​to​​avoiding​​taboos​​implies​​knowledge​​of​​local​
​norms​ ​about​ ​what​ ​may​​be​​said​​or​​done,​​knowledge​​that​
​teachers​ ​appear​ ​to​ ​acquire​ ​informally​ ​rather​ ​than​
​through​​training.​​Second,​​Participant​​4’s​​agreement​​with​
​students​ ​on​ ​the​ ​language​ ​to​ ​be​ ​used​ ​turns​
​communication​ ​into​ ​a​ ​shared​ ​decision,​ ​which​ ​gives​
​learners​ ​some​ ​control​ ​over​ ​the​ ​terms​ ​of​ ​interaction.​
​Communication​ ​has​ ​also​ ​been​ ​identified​ ​as​ ​central​ ​to​
​residents’​ ​participation​ ​in​ ​local​ ​programs​ ​and​ ​policies​
​in​ ​Cotabato,​ ​where​ ​its​ ​absence​ ​is​ ​a​ ​main​ ​barrier​ ​to​
​engagement​ ​(Osumo​ ​et​ ​al.,​ ​2025b).​ ​The​ ​teachers’​
​listening​ ​practices​ ​can​ ​be​ ​read​ ​as​ ​a​ ​classroom-level​
​counterpart​ ​of​ ​that​ ​finding:​ ​when​ ​communication​
​channels​ ​are​ ​open​ ​and​​negotiated,​​participation​​is​​more​
​likely.​

​3.3.3 Emphasizing intercultural engagements​
​Teachers​ ​engaged​ ​learners​ ​with​ ​cultural​ ​differences​
​through​ ​lessons,​ ​programs,​ ​group​ ​discussion,​ ​and​
​real-life​ ​situations,​ ​and​ ​they​ ​extended​ ​this​ ​engagement​
​beyond IP learners to include gender awareness.​

​“I​ ​make​​an​​effort​ ​to​ ​practice​ ​and​​emphasize​​learning​
​the​ ​different​ ​backgrounds​ ​that​ ​the​ ​students​ ​have.​
​Because​ ​on​ ​this​ ​way​ ​they​ ​will​ ​be​ ​open​ ​to​ ​learning.”​
​(Participant 1)​

​“To​​be​ ​engaged​​in​ ​different​ ​cultures​ ​is​ ​to​​incorporate​
​lessons​ ​and​​programs​​that​ ​the​ ​teacher​ ​is​ ​conducting.​
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​The​​best​ ​way​​to​ ​do​​that​ ​is​ ​also​​in​​real-life​​situations.”​
​(Participant 2)​

​“Teachers​ ​are​ ​able​ ​to​ ​discuss​ ​cultural​ ​differences​ ​by​
​providing​ ​different​ ​activities​ ​and​ ​lectures​ ​with​ ​a​
​group​​discussion​​for​ ​them​​to​ ​share​ ​their​ ​positive​​and​
​negative opinions.”​​(Participant 3)​

​Participant​ ​3’s​ ​mention​ ​of​ ​“positive​ ​and​ ​negative​
​opinions”​ ​indicates​ ​that​​teachers​​allow​​disagreement​​to​
​surface​ ​in​ ​discussion,​ ​which​ ​is​ ​a​ ​precondition​ ​for​ ​the​
​critical​ ​engagement​​that​​CRP​​seeks​​to​​foster​​(Aronson​​&​
​Laughter,​ ​2016).​ ​The​ ​extension​ ​from​ ​Indigenous​
​learners​ ​to​ ​gender​ ​awareness​​suggests​​that​​teachers​​see​
​cultural​​responsiveness​​as​​a​​broader​​orientation​​toward​
​difference​ ​and​ ​not​ ​as​ ​a​ ​program​ ​limited​ ​to​ ​a​ ​single​
​group.​ ​This​ ​is​ ​consistent​ ​with​ ​studies​ ​of​ ​exemplary​
​teachers,​ ​whose​ ​culturally​ ​responsive​ ​practices​ ​extend​
​across​ ​multiple​ ​dimensions​ ​of​​classroom​​life​​(Debnam​
​et al., 2023).​

​3.4 Strategies for Facilitating Culturally Responsive​
​Teaching​

​Table 4.​​Strategies for facilitating culturally responsive​​teaching​

​Theme​ ​Core idea​

​Awakening students’​
​perspectives from​
​real-world​
​experiences​

​Teachers​ ​help​ ​students​ ​use​ ​the​ ​content​ ​area​
​to​ ​solve​ ​problems​ ​in​​their​​lives,​​communities,​
​and the world.​

​Teacher’s planning,​
​organizing, and​
​directing lessons​
​toward cultural​
​influences​

​Teachers​ ​prepare​ ​lesson​ ​plans​ ​that​ ​involve​​or​
​represent​ ​a​ ​culture​ ​connected​ ​to​ ​learners’​
​backgrounds.​

​Providing​
​opportunities​
​through cultural​
​development​

​Teachers​ ​conduct​ ​cultural​ ​development​
​programs​ ​that​ ​highlight​ ​learners’​ ​culture,​
​such as arts, dance, and customs.​

​3.4.1 Awakening students’ perspectives from​
​real-world experiences​
​Teachers​ ​connected​ ​lessons​ ​to​ ​current​ ​events​ ​and​ ​to​
​learners’​ ​lived​ ​realities,​ ​including​ ​sensitive​​topics​​such​
​as race, gender, and socioeconomic status.​

​“Social​ ​justice​ ​and​​injustice​ ​are​ ​experienced​​by​ ​every​
​individual,​ ​so​ ​students​ ​should​​be​​aware​​of​​the​​current​
​events.​ ​Instructional​ ​materials​ ​like​ ​video​ ​clips​ ​and​
​info​ ​graphics​ ​will​ ​be​ ​a​ ​big​ ​help​ ​because​​they​​can​​also​
​share​ ​insights​ ​based​ ​on​ ​the​ ​videos​ ​or​ ​articles​
​presented.”​​(Participant 1)​

​“I​ ​have​ ​discussed​ ​topics​ ​like​ ​the​ ​influence​ ​of​ ​race,​
​gender,​ ​sexual​ ​orientation,​ ​and​ ​socio-status.​ ​In​ ​ESP,​
​they​ ​were​ ​able​ ​to​ ​relate​ ​the​ ​past​ ​experiences​ ​of​ ​their​
​families​ ​about​ ​finding​ ​a​ ​job​ ​rather​ ​than​ ​attending​
​classes.​​So​​in​​that​​kind​​of​​mentality,​​it​​was​​then​​erased​
​in​ ​their​ ​minds​ ​because​​education​​will​ ​make​​their​ ​life​
​successful in time.”​​(Participant 4)​

​“I​ ​teach​ ​the​ ​students​ ​on​​how​​to​ ​be​ ​aware​​and​​not​ ​to​
​judge​ ​others​ ​like​ ​with​ ​the​ ​third​ ​genders.​ ​It​ ​must​ ​be​
​discussed​ ​in​ ​class​ ​so​ ​they​ ​will​ ​be​ ​open​ ​minded.”​
​(Participant 5)​

​This​ ​theme​ ​provides​ ​the​ ​clearest​ ​evidence​ ​of​ ​the​
​third​ ​CRP​ ​commitment,​ ​sociopolitical​ ​consciousness,​
​because​ ​teachers​ ​invite​ ​learners​ ​to​ ​examine​ ​social​

​justice,​ ​bias,​ ​and​ ​the​ ​link​ ​between​ ​schooling​ ​and​ ​life​
​chances​ ​(Aronson​ ​&​ ​Laughter,​ ​2016;​ ​Ladson-Billings,​
​2021).​ ​Participant​​4’s​​example​​is​​notable:​​by​​discussing​
​how​ ​learners’​ ​families​ ​had​ ​weighed​ ​work​ ​against​
​schooling,​ ​the​​teacher​​treats​​learners’​​family​​experience​
​as​ ​legitimate​ ​content​ ​and​ ​reframes​ ​education​​as​​a​​route​
​to​ ​a​ ​better​ ​future.​ ​Frameworks​​for​​describing​​culturally​
​relevant​ ​pedagogy​ ​likewise​ ​stress​ ​connecting​ ​learning​
​to​ ​students’​ ​lives​ ​and​ ​communities​ ​(Lim​ ​et​ ​al.,​ ​2019).​
​The​ ​use​ ​of​ ​videos​ ​and​ ​infographics​ ​suggests​ ​that​
​teachers​ ​also​ ​draw​ ​on​ ​media​ ​to​ ​bring​ ​current​ ​events​
​into classes.​

​3.4.2 Teacher’s planning, organizing, and directing​
​lessons toward cultural influences​
​Teachers​ ​reported​ ​planning​ ​lessons​ ​and​ ​activities​
​deliberately around learners’ cultural backgrounds.​

​“I​​always​​incorporate​​my​​lesson​​plan​​with​​the​​cultural​
​background​ ​of​ ​my​ ​students,​ ​so​ ​that​ ​students​ ​can​
​participate in my class.”​​(Participant 1)​

​“I​ ​am​ ​preparing​ ​a​ ​lesson​ ​plan​ ​that​ ​is​ ​culturally​
​responsive​ ​to​ ​my​ ​students​ ​with​ ​different​ ​references​
​and​ ​methods​ ​that​ ​will​ ​have​ ​mutual​ ​understanding.”​
​(Participant 3)​

​“The​ ​activities​ ​must​ ​jive​ ​with​ ​the​ ​lesson​ ​plan​ ​and​
​make​​it​ ​more​​relevant​ ​to​ ​the​ ​culture​ ​of​ ​the​​students.”​
​(Participant 5)​

​“I​ ​ask​ ​permission​​from​​my​​students​ ​to​ ​let​ ​them​​show​
​the​ ​real​ ​life​ ​events.​ ​Afterward,​ ​I​ ​ask​ ​them​​to​ ​have​​a​
​reflection and avoid biases in class.”​​(Participant​​6)​

​These​ ​accounts​ ​match​ ​the​ ​view​ ​that​ ​CRP​ ​means​
​drawing​ ​on​ ​students’​ ​cultural​ ​experiences​ ​when​
​designing​ ​instruction​ ​(Gay,​ ​2018)​ ​and​ ​that​ ​adapting​
​instruction​ ​to​ ​learners’​ ​needs​ ​is​ ​a​ ​core​ ​element​ ​of​ ​CRP​
​(Caingcoy,​ ​2023).​ ​Participant​ ​6’s​ ​practice​ ​of​ ​asking​
​permission​ ​before​ ​learners​ ​present​ ​real-life​ ​events,​
​followed​ ​by​ ​reflection,​ ​is​ ​a​ ​useful​ ​example​ ​because​ ​it​
​pairs​ ​student​ ​voice​ ​with​ ​an​ ​explicit​ ​step​ ​for​ ​examining​
​bias.​ ​All​ ​four​ ​accounts,​ ​however,​ ​describe​ ​planning​ ​as​
​an​ ​individual​ ​teacher’s​ ​task.​ ​None​ ​mentions​ ​shared​
​planning​ ​time,​ ​school-level​ ​curriculum​ ​adaptation,​ ​or​
​access​ ​to​ ​localized​ ​materials.​ ​The​ ​institutional​
​dimension​ ​of​ ​CRP,​ ​in​ ​which​ ​schools​ ​and​ ​systems​
​support​ ​teachers’​ ​responsiveness,​​was​​therefore​​largely​
​absent from teachers’ descriptions.​

​3.4.3 Providing opportunities through cultural​
​development​
​Teachers​ ​described​ ​school​ ​and​ ​community​ ​events​
​through​ ​which​ ​learners’​ ​cultures​ ​are​ ​showcased,​
​particularly for IP learners.​

​“We​ ​are​ ​conducting​ ​[a​ ​festival]​ ​yearly​ ​but​ ​it​ ​was​
​stopped​ ​due​ ​to​ ​the​ ​pandemic.​ ​We​ ​include​ ​their​
​parents​ ​who​ ​are​ ​known​ ​to​ ​be​ ​Datus,​ ​Bai,​ ​and​ ​the​
​whole IP community.”​​(Participant 3)​

​“We​ ​have​ ​our​ ​IP​ ​day​ ​where​ ​students​ ​enjoy​ ​and​ ​are​
​given​ ​the​ ​opportunity​ ​to​ ​showcase​ ​their​ ​culture​ ​not​
​only​ ​to​ ​the​ ​students​ ​but​ ​also​ ​to​ ​the​ ​parents.”​
​(Participant 4)​

​[Author] et al.  ·  Culturally Responsive Pedagogy​​in Public Secondary Schools​ ​60​



​Vol. 1, No. 1 (2026)  ·  ISSN 0000-0000 (Online)​

​“We​ ​are​ ​establishing​ ​programs​ ​intended​ ​for​ ​the​ ​IPs​
​because​​they​​have​​a​​big​​percentage​​of​​participation​​in​
​our school.”​​(Participant 6)​

​These​ ​events​ ​place​ ​the​ ​school​ ​at​ ​the​ ​center​ ​of​
​cultural​ ​preservation​​and​​invite​​community​​leaders​​and​
​parents​ ​into​ ​school​ ​life,​ ​which​ ​aligns​ ​with​ ​research​
​stressing​ ​community​ ​engagement​ ​in​ ​Indigenous​
​education​ ​in​ ​Mindanao​ ​(Magdadaro​ ​&​ ​Sacramento,​
​2022)​ ​and​ ​with​ ​culture-based​ ​education​ ​that​ ​draws​ ​on​
​local​ ​practices​ ​and​ ​festivals​ ​(Inocian​​et​​al.,​​2020).​​They​
​also​ ​reflect​ ​the​ ​practice​ ​of​ ​using​ ​the​ ​ancestral​ ​domain​
​and​ ​local​ ​cultural​ ​practices​ ​as​ ​anchors​ ​for​ ​content​
​(Mercado,​​2021).​​Participant​​3’s​​remark​​that​​the​​festival​
​stopped​ ​during​ ​the​ ​pandemic​ ​shows​ ​how​ ​dependent​
​such​ ​opportunities​ ​are​ ​on​ ​special​ ​events​ ​and​ ​on​
​conditions​ ​beyond​ ​the​ ​school’s​ ​control.​ ​Studies​ ​in​
​Cotabato​ ​suggest​ ​that​ ​community​ ​participation​ ​is​
​sustained​ ​when​ ​communication​ ​is​ ​clear​ ​and​ ​inclusive​
​(Osumo​ ​et​ ​al.,​ ​2025b),​ ​which​ ​implies​ ​that​ ​cultural​
​programs​ ​may​ ​need​ ​regular​ ​channels​ ​for​ ​planning​​with​
​the​ ​community​ ​and​ ​not​ ​only​ ​occasional​ ​celebrations.​
​Related​ ​work​ ​in​ ​North​ ​Cotabato​​also​​points​​to​​the​​value​
​of​ ​culturally​ ​responsive,​ ​supportive,​ ​and​ ​low-pressure​
​learning​ ​environments,​ ​in​ ​which​ ​learners​ ​can​ ​build​
​communicative​ ​competence​ ​gradually​ ​(Villaver​ ​et​ ​al.,​
​2026).​

​3.5 Synthesis: Themes and the Commitments of CRP​
​To​ ​show​​how​​the​ ​themes​ ​relate​ ​to​ ​the​ ​CRP​ ​framework,​
​the​ ​eleven​ ​themes​ ​were​ ​mapped​ ​interpretively​ ​to​ ​the​
​three​ ​commitments​​described​​by​​Aronson​​and​​Laughter​
​(2016).​ ​The​ ​mapping​ ​is​ ​the​ ​authors’​ ​interpretation​ ​and​
​is not a statistical result.​

​Table 5.​​Interpretive mapping of themes to the commitments​​of​
​culturally responsive pedagogy​

​CRP​
​commitment​

​Related themes​ ​Strength of​
​evidence in this​
​study​

​Cultural​
​competence​

​Respect of boundaries;​
​language translation;​
​sharing of cultural​
​perspectives; embracing​
​one’s cultural background;​
​cultural appreciation;​
​intercultural​
​communication;​
​intercultural engagement;​
​cultural development​
​opportunities​

​Strong and​
​recurrent across​
​participants​

​Sociopolitical​
​consciousness​

​Promoting equality and​
​diversity; real-world​
​perspectives​

​Present, mainly in​
​discussions of​
​social justice,​
​gender, and​
​socioeconomic​
​status​

​Academic success​ ​Language translation​
​(participation); culturally​
​grounded lesson planning​

​Indirect; learner​
​outcomes were not​
​measured​

​The​ ​mapping​ ​shows​ ​that​ ​teachers’​ ​accounts​ ​are​
​weighted​ ​toward​ ​cultural​ ​competence,​ ​with​
​sociopolitical​ ​consciousness​ ​appearing​ ​in​ ​selected​
​practices​ ​and​ ​academic​ ​success​ ​referenced​ ​only​
​indirectly,​ ​through​ ​participation.​ ​This​ ​pattern​ ​is​

​plausible​ ​for​ ​a​ ​study​ ​based​ ​on​ ​teachers’​ ​self-reports,​
​but​​it​​also​​suggests​​that​​CRP​​in​​the​​participating​​schools​
​is​ ​understood​ ​mostly​ ​as​ ​a​ ​way​ ​of​ ​showing​ ​respect​ ​and​
​maintaining​ ​cultural​ ​connection,​ ​and​ ​less​ ​as​ ​a​ ​way​ ​of​
​raising​ ​achievement​ ​or​ ​challenging​ ​inequity.​ ​Because​
​the​ ​pandemic-era​ ​call​ ​for​ ​a​ ​“hard​ ​re-set”​ ​treats​
​culturally​ ​centered​ ​pedagogy​ ​as​ ​a​ ​route​ ​to​ ​more​
​equitable​ ​learning​ ​(Ladson-Billings,​ ​2021),​ ​teacher​
​development​ ​in​ ​these​ ​settings​ ​may​ ​need​ ​to​ ​give​​greater​
​attention​ ​to​ ​the​ ​academic​ ​and​ ​critical​ ​dimensions​ ​of​
​CRP.​

​Table​ ​5​ ​can​ ​also​ ​serve​ ​as​ ​a​ ​practical​ ​planning​ ​aid.​
​Schools​ ​that​ ​wish​ ​to​ ​strengthen​ ​CRP​ ​can​ ​read​ ​the​ ​rows​
​from​ ​the​ ​bottom​ ​up:​ ​academic​ ​success​ ​is​ ​where​
​evidence​ ​is​ ​thinnest,​ ​so​ ​it​ ​is​ ​the​ ​natural​ ​focus​ ​for​
​collaborative​ ​lesson​ ​study​ ​and​ ​for​ ​gathering​ ​simple​
​indicators​ ​of​ ​learner​ ​participation;​ ​sociopolitical​
​consciousness​ ​appears​ ​in​ ​only​ ​two​ ​themes,​ ​so​ ​it​ ​is​ ​a​
​candidate​ ​for​ ​structured​ ​discussion​ ​of​ ​equity​ ​issues​ ​in​
​subjects​ ​such​ ​as​ ​Araling​ ​Panlipunan​ ​and​ ​Values​
​Education;​ ​and​ ​cultural​ ​competence​ ​is​ ​already​ ​strong,​
​so​​it​​is​​best​​sustained​​by​​keeping​​the​​local-language​​and​
​community-program​ ​practices​ ​teachers​ ​described.​
​These​ ​suggestions​ ​are​ ​offered​ ​as​ ​hypotheses​ ​for​ ​local​
​trials, not as findings of this study.​

​3.6 Cross-Cutting Discussion​
​Language​ ​as​ ​the​ ​practical​ ​hinge.​ ​Read​ ​across​ ​the​ ​four​
​tables,​ ​language​ ​emerges​ ​as​ ​the​ ​point​ ​on​ ​which​
​teachers’​ ​culturally​ ​responsive​ ​work​ ​turns.​ ​Translation​
​appeared​ ​as​ ​a​ ​way​ ​of​ ​widening​ ​participation,​ ​as​ ​a​ ​sign​
​of​ ​respect​ ​for​ ​learners’​ ​identities,​ ​and​ ​as​ ​a​ ​bridge​ ​to​
​lesson​ ​content,​ ​and​ ​it​ ​recurs​ ​in​ ​lesson​ ​planning​ ​and​ ​in​
​community​ ​cultural​ ​programs.​ ​This​ ​resonates​ ​with​
​Philippine​ ​studies​ ​that​ ​tie​ ​the​ ​competence​ ​of​
​non-Indigenous​ ​teachers​ ​working​ ​with​ ​Indigenous​
​learners​ ​to​ ​language​​and​​cultural​​knowledge​​(Linggan​​&​
​Ducot,​ ​2025;​ ​Sarmiento​ ​&​ ​Tudy,​ ​2020),​ ​and​ ​with​
​culture-based​ ​instruction​ ​models​ ​that​ ​use​ ​local​
​knowledge​ ​as​ ​a​ ​vehicle​ ​for​ ​learning​ ​(Inocian​ ​et​ ​al.,​
​2020).​​In​​the​​participating​​schools,​​however,​​translation​
​was​ ​described​ ​as​ ​something​ ​individual​ ​teachers​ ​do​ ​on​
​their​ ​own​ ​initiative​ ​rather​ ​than​ ​as​ ​a​ ​practice​ ​backed​ ​by​
​localized​ ​or​ ​bilingual​ ​materials.​ ​Language-responsive​
​teaching​ ​is​ ​therefore​ ​real​​but​​fragile,​​because​​it​​depends​
​on who happens to teach a given class.​

​From​ ​respect​ ​to​ ​responsiveness.​ ​Respect​ ​for​
​boundaries,​ ​listening,​ ​and​ ​appreciation​ ​of​ ​culture​ ​were​
​the​ ​practices​ ​teachers​ ​described​ ​most​ ​readily.​ ​They​​are​
​necessary​ ​foundations,​ ​yet​ ​Aronson​ ​and​ ​Laughter​
​(2016)​ ​frame​ ​CRP​ ​as​ ​more​ ​than​ ​a​ ​positive​ ​classroom​
​climate:​ ​it​ ​also​ ​asks​ ​teachers​ ​to​ ​connect​ ​culture​ ​to​
​academic​ ​success​ ​and​ ​to​ ​critical​ ​analysis​ ​of​ ​inequity.​
​Teachers’​ ​references​ ​to​ ​equal​ ​opportunity​ ​and​ ​to​
​discussing​ ​real-world​ ​issues​ ​such​ ​as​ ​gender​ ​and​
​socioeconomic​ ​status​ ​show​ ​the​ ​beginnings​ ​of​ ​that​
​critical​ ​dimension.​ ​Moving​ ​from​ ​respect​ ​toward​ ​fuller​
​responsiveness​ ​is​ ​likely​ ​to​ ​require​ ​sustained​
​professional​ ​learning​ ​(Caingcoy,​ ​2023)​ ​and​ ​structured​
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​opportunities​ ​for​ ​teachers​ ​to​ ​examine​ ​their​ ​own​
​assumptions about cultural difference (Karatas, 2020).​

​Policy​ ​articulation​ ​and​ ​daily​ ​support.​ ​Policy​
​documents​ ​describe​ ​IPEd​ ​as​ ​an​ ​interface​ ​between​
​Indigenous​ ​and​ ​national​ ​knowledge​ ​systems​ ​that​
​requires​ ​continuing​​dialogue​​between​​communities​​and​
​the​ ​state​ ​(Department​​of​​Education,​​2015;​​Miole,​​2024),​
​and​ ​reported​ ​IPEd​ ​practices​ ​include​ ​local-language​
​instruction,​ ​elders​ ​serving​ ​as​ ​teachers,​ ​and​
​contextualized​ ​lesson​ ​plans​ ​(Department​ ​of​ ​Education,​
​2021).​ ​Participants​ ​mentioned​ ​IPEd​ ​integration​ ​and​
​school​ ​cultural​ ​programs,​ ​but​ ​they​ ​said​ ​little​ ​about​
​shared​ ​planning,​ ​common​ ​materials,​ ​or​ ​regular​
​supervision​ ​of​ ​culturally​ ​responsive​ ​practice.​ ​From​
​teachers’​ ​viewpoint,​ ​then,​ ​there​ ​may​ ​be​ ​a​ ​gap​ ​between​
​how​​IPEd​ ​is​​articulated​​and​​the​​support​​available​​day​​to​
​day.​ ​Research​ ​on​​community​​engagement​​in​​Indigenous​
​education​ ​in​ ​Mindanao​ ​points​ ​in​ ​the​ ​same​ ​direction​​by​
​treating​ ​sustained,​ ​two-way​ ​relationships​ ​with​
​communities​ ​as​ ​a​ ​condition​ ​of​ ​success​ ​rather​ ​than​ ​an​
​occasional event (Magdadaro & Sacramento, 2022).​

​The​ ​critical​ ​edge​ ​of​ ​CRP.​ ​A​ ​caution​ ​applies​ ​to​ ​how​
​these​ ​findings​ ​are​ ​read.​ ​Because​ ​the​ ​accounts​ ​are​
​self-reports,​ ​the​ ​practices​ ​teachers​ ​described​ ​may​
​represent​ ​their​ ​intentions​ ​as​ ​much​ ​as​ ​their​ ​classroom​
​conduct,​ ​and​ ​because​ ​teachers​ ​emphasized​ ​harmony​
​and​ ​respect,​ ​the​ ​data​ ​say​​little​​about​​how​​conflicts​​over​
​culture,​ ​religion,​ ​or​ ​language​ ​were​ ​handled​ ​when​ ​they​
​arose.​ ​The​ ​sociopolitical​ ​commitment​ ​of​ ​CRP,​ ​which​
​asks​ ​learners​ ​to​ ​question​ ​inequitable​ ​arrangements​
​(Aronson​ ​&​ ​Laughter,​ ​2016),​ ​is​ ​exactly​ ​the​ ​part​ ​most​
​likely​ ​to​ ​involve​ ​discomfort.​ ​Its​ ​thin​ ​presence​ ​here​
​should​ ​therefore​ ​not​ ​be​ ​taken​ ​as​ ​absence​ ​of​ ​interest;​ ​it​
​may​ ​reflect​ ​how​ ​teachers​ ​talk​ ​about​ ​their​ ​work​ ​to​ ​an​
​outside​ ​researcher.​ ​Future​ ​work​ ​combining​ ​interviews​
​with​ ​observation​ ​would​ ​be​ ​better​ ​placed​ ​to​ ​tell​ ​the​
​difference.​

​Contribution​ ​and​ ​transferability.​ ​Taken​ ​together,​ ​the​
​findings​ ​extend​ ​earlier​ ​work​ ​in​ ​three​ ​ways.​ ​They​
​describe​ ​CRP​ ​as​ ​understood​ ​by​ ​regular​ ​public​ ​junior​
​high​ ​school​ ​teachers​ ​in​ ​a​ ​rural,​ ​multicultural​
​municipality,​ ​rather​ ​than​ ​by​ ​teachers​ ​in​ ​designated​ ​IP​
​schools​ ​or​ ​by​ ​teacher​ ​candidates.​ ​They​ ​show​ ​that​ ​the​
​three​ ​commitments​ ​of​ ​CRP​ ​are​ ​unevenly​ ​visible​ ​in​
​teachers’​ ​accounts,​ ​which​ ​offers​ ​a​ ​practical​ ​guide​ ​for​
​the​ ​content​ ​of​ ​professional​ ​development.​ ​And​ ​they​
​identify​ ​language​ ​as​ ​a​ ​cross-cutting​ ​resource​ ​that​ ​links​
​otherwise​ ​separate​ ​themes.​ ​Because​ ​the​ ​study​ ​is​
​qualitative​ ​and​ ​context-bound,​ ​these​ ​contributions​ ​are​
​offered​ ​for​ ​transferability​ ​to​ ​similar​ ​settings,​ ​namely​
​rural​ ​municipalities​ ​where​ ​Indigenous​ ​and​
​non-Indigenous​ ​learners​ ​share​ ​classrooms​ ​and​ ​where​
​IPEd​ ​is​ ​partly​ ​implemented,​ ​rather​ ​than​ ​as​ ​general​
​claims about all Philippine schools.​

​4. CONTRIBUTION TO PRACTICE AND SDG​
​ALIGNMENT​

​Practical​ ​implications.​ ​Four​ ​recommendations​ ​follow.​
​First,​ ​DepEd​ ​divisions​ ​and​​school​​heads​​can​​strengthen​
​CRP-focused​ ​professional​ ​development​ ​that​ ​addresses​

​not​ ​only​ ​respect​ ​and​ ​cultural​ ​awareness​ ​but​ ​also​
​culturally​ ​grounded​ ​instruction,​ ​assessment,​ ​and​
​critical​ ​consciousness.​ ​Second,​ ​schools​ ​can​ ​support​
​teachers’​ ​use​ ​of​ ​local​ ​languages​ ​by​ ​developing​ ​and​
​sharing​ ​localized,​ ​translated,​ ​or​ ​bilingual​ ​learning​
​materials,​ ​drawing​ ​on​ ​cultural​ ​experts​ ​and​ ​community​
​elders.​ ​Third,​ ​schools​ ​can​ ​establish​ ​regular,​ ​two-way​
​channels​ ​with​ ​parents​ ​and​ ​community​ ​leaders​ ​so​ ​that​
​cultural​ ​programs​ ​do​ ​not​ ​depend​ ​on​ ​occasional​ ​events​
​alone.​ ​Fourth,​ ​teacher​ ​education​ ​institutions​ ​can​
​include​ ​immersion​ ​and​ ​reflective​ ​activities​ ​that​ ​help​
​prospective​ ​teachers​ ​examine​ ​their​ ​own​ ​assumptions​
​before they teach in diverse classrooms.​

​Implications​ ​for​ ​policy​ ​and​ ​research.​ ​For​ ​policy,​ ​the​
​findings​ ​suggest​ ​that​ ​guidance​ ​on​ ​IPEd​ ​and​ ​CRP​ ​may​
​reach​ ​more​ ​teachers​ ​if​ ​it​ ​is​ ​written​ ​for​ ​regular​
​multicultural​ ​classrooms​ ​as​ ​well​ ​as​ ​for​ ​designated​ ​IP​
​schools,​ ​and​ ​if​ ​it​ ​specifies​ ​what​ ​support​ ​schools​ ​can​
​expect,​ ​such​ ​as​ ​time​ ​for​ ​collaborative​ ​planning,​ ​access​
​to​ ​cultural​ ​experts,​ ​and​ ​localized​ ​materials.​ ​For​
​research,​ ​the​ ​uneven​ ​visibility​ ​of​ ​CRP’s​ ​commitments​
​suggests​ ​questions​ ​that​ ​can​ ​be​ ​tested​ ​directly:​ ​whether​
​culturally​ ​responsive​ ​practice​ ​is​ ​associated​ ​with​
​learner​ ​participation​ ​and​ ​achievement,​ ​whether​
​teachers​ ​who​ ​receive​ ​CRP-focused​ ​development​
​describe​ ​more​ ​of​ ​the​ ​critical​ ​dimension,​ ​and​ ​how​
​learners​ ​and​ ​community​ ​members​ ​themselves​ ​judge​
​the responsiveness of their schools.​

​These​ ​directions​ ​align​ ​with​ ​Sustainable​
​Development​ ​Goal​ ​4​ ​(Quality​ ​Education),​ ​particularly​
​Target​ ​4.5,​ ​which​ ​calls​​for​​equal​​access​​to​​education​​for​
​Indigenous​ ​peoples​ ​and​ ​other​ ​learners​ ​in​ ​vulnerable​
​situations.​

​5. CONCLUSION​

​This​ ​study​ ​explored​ ​how​ ​public​ ​junior​ ​high​ ​school​
​teachers​ ​in​ ​Makilala,​ ​Cotabato,​ ​understand​ ​and​ ​enact​
​CRP​ ​to​ ​promote​ ​equitable​ ​and​ ​inclusive​ ​classrooms.​
​Eleven​ ​themes​​showed​​that​​teachers​​respond​​to​​cultural​
​diversity​ ​through​ ​respect​ ​for​ ​boundaries,​ ​translation​
​and​ ​use​ ​of​ ​local​​languages,​​listening,​​equal​​opportunity,​
​engagement​ ​with​ ​learners’​ ​cultural​ ​backgrounds,​ ​IPEd​
​integration,​ ​culturally​ ​grounded​ ​lesson​ ​planning,​
​real-world​ ​discussion​ ​of​ ​social​ ​issues,​ ​and​ ​school​ ​and​
​community​ ​cultural​ ​programs.​ ​The​ ​accounts​ ​depict​
​teachers​ ​who​​are​​committed​​and​​resourceful,​​yet​​whose​
​practice​ ​rests​ ​largely​ ​on​ ​personal​ ​initiative,​ ​local​
​language​ ​repertoires,​ ​and​ ​the​ ​presence​ ​of​ ​IPEd,​ ​rather​
​than​ ​on​ ​shared​ ​planning,​ ​localized​ ​materials,​ ​or​
​sustained institutional support.​

​Theoretical​ ​implications.​ ​The​ ​findings​ ​support​ ​the​
​usefulness​ ​of​ ​CRP​ ​as​ ​a​ ​lens​ ​for​ ​understanding​ ​teaching​
​in​​rural​​multicultural​​public​​schools​​beyond​​designated​
​IP​ ​schools,​ ​and​ ​they​ ​suggest​ ​that​ ​the​ ​three​
​commitments​ ​of​ ​CRP​ ​are​ ​not​ ​equally​ ​visible​ ​in​
​teachers’​ ​accounts.​ ​Cultural​ ​competence​ ​is​ ​the​ ​most​
​developed,​ ​while​ ​academic​ ​success​ ​and​ ​the​
​institutional​ ​dimension​ ​of​ ​CRP​​remain​​thinly​​described​
​and deserve targeted study.​
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​In​ ​sum,​ ​the​ ​teachers​ ​in​ ​this​ ​study​ ​already​ ​do​ ​much​
​of​ ​the​ ​relational​ ​and​ ​linguistic​ ​work​ ​that​ ​culturally​
​responsive​ ​pedagogy​ ​requires.​ ​What​ ​remains​ ​is​ ​to​
​anchor​ ​that​ ​work​ ​in​ ​shared​ ​planning,​ ​localized​
​materials,​ ​and​ ​professional​ ​learning,​ ​and​ ​to​ ​extend​ ​it​
​toward​ ​the​ ​academic​ ​and​ ​critical​ ​commitments​ ​of​ ​CRP,​
​so​ ​that​ ​responsiveness​ ​becomes​ ​a​ ​feature​ ​of​ ​schools​
​and not only of individual teachers.​

​6. LIMITATIONS AND FUTURE RESEARCH​

​Several​ ​limitations​ ​should​ ​be​ ​considered​ ​when​
​interpreting​ ​the​ ​findings.​ ​The​ ​sample​ ​was​ ​small​ ​and​
​purposefully​ ​selected,​ ​with​ ​ten​ ​teachers​ ​from​ ​four​
​public​ ​schools​ ​in​ ​one​ ​rural​ ​municipality,​ ​so​ ​the​
​findings​ ​are​ ​offered​ ​for​ ​transferability​ ​rather​ ​than​
​statistical​ ​generalization.​ ​The​ ​data​ ​are​ ​teachers’​
​self-reports​ ​gathered​ ​through​ ​interviews​ ​and​ ​a​ ​focus​
​group​ ​discussion;​ ​they​ ​were​ ​not​ ​triangulated​ ​with​
​classroom​ ​observation,​ ​learners’​ ​perspectives,​ ​or​
​document​ ​analysis,​ ​and​ ​teachers​ ​may​ ​have​ ​described​
​their​ ​practice​ ​in​ ​socially​ ​desirable​ ​ways.​ ​Most​
​examples​ ​came​ ​from​ ​teachers​ ​in​ ​IPEd-implementing​
​schools,​ ​which​ ​may​ ​have​ ​emphasized​ ​IPEd-related​
​practices.​ ​Learner​ ​outcomes​ ​were​ ​not​ ​measured,​ ​so​
​claims​ ​about​ ​the​ ​benefits​ ​of​ ​CRP​ ​reflect​ ​teachers’​
​perceptions.​ ​The​​data​​were​​gathered​​between​​December​
​2022​ ​and​ ​April​​2023,​​and​​conditions​​may​​have​​changed​
​since then.​

​Finally,​ ​the​ ​interpretive​ ​mapping​ ​in​ ​Table​ ​5​ ​and​ ​the​
​cross-cutting​ ​claims​ ​in​ ​Section​ ​3.6​ ​are​ ​the​ ​authors’​
​readings​ ​of​ ​the​ ​themes.​ ​Other​ ​researchers​ ​might​ ​group​
​the​ ​same​ ​accounts​ ​differently,​ ​and​ ​the​ ​mapping​ ​should​
​be​​treated​​as​​a​​proposal​​open​​to​​challenge​​rather​​than​​as​
​a​ ​validated​ ​model.​ ​The​ ​relatively​ ​small​ ​number​ ​of​
​participants​ ​also​ ​means​ ​that​ ​a​ ​practice​ ​mentioned​ ​by​
​one​ ​teacher​ ​may​ ​not​ ​be​ ​shared​ ​by​ ​colleagues​ ​in​ ​other​
​schools,​ ​so​ ​no​ ​theme​ ​should​ ​be​ ​read​ ​as​ ​a​ ​frequency​
​count.​

​Future​ ​studies​ ​could​ ​include​ ​learners,​ ​parents,​ ​and​
​community​ ​leaders​ ​as​ ​participants;​ ​add​ ​classroom​
​observation​ ​and​​analysis​​of​​lesson​​plans;​​compare​​IPEd​
​and​ ​non-IPEd​ ​schools​ ​and​ ​several​ ​municipalities;​
​examine​ ​specific​ ​ethnolinguistic​ ​groups​ ​in​ ​depth;​ ​and​
​evaluate​ ​the​ ​effects​ ​of​ ​CRP-focused​ ​teacher​
​development​ ​on​ ​teaching​ ​practice​ ​and​ ​learner​
​outcomes.​

​DECLARATIONS​
​Funding:​​This research received no external funding.​
​Conflict of interest:​​The authors declare no conflict​​of interest.​
​Ethics:​ ​Permission​ ​to​ ​conduct​ ​the​ ​study​ ​was​ ​obtained​ ​from​ ​the​
​graduate​ ​school,​ ​the​ ​schools​ ​division,​ ​the​ ​district​ ​office,​ ​and​ ​the​
​participating schools.​
​Informed​ ​consent:​ ​Informed​ ​consent​ ​was​ ​obtained​ ​from​ ​all​
​participants involved in the study.​
​Author contributions:​

​CRediT role​ ​Author(s)​ ​Notes​

​Conceptualization​ ​F.C.F.O.​ ​Research​ ​problem,​
​questions,​ ​and​
​framework​
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​Investigation (data​
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​F.C.F.O.​ ​Interviews​ ​and​ ​focus​
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​Formal analysis​ ​F.C.F.O.​ ​Transcription,​ ​coding,​
​and thematic analysis​

​Writing – original​
​draft​

​F.C.F.O.​ ​Thesis​ ​manuscript​ ​and​
​journal draft​

​Writing – review &​
​editing​
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​Use​ ​of​ ​generative​ ​AI:​ ​Generative​ ​artificial​ ​intelligence​ ​(Claude,​
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​the​ ​original​ ​thesis​ ​into​ ​article​ ​format,​ ​and​​identifying​​literature​​for​
​the​ ​background.​ ​The​ ​authors​ ​reviewed​ ​and​ ​validated​ ​all​ ​content​
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​integrity of the work.​
​Data​ ​availability:​ ​Interview​ ​transcripts​ ​contain​ ​information​ ​that​
​could​ ​identify​ ​participants​ ​and​ ​are​ ​not​ ​publicly​ ​available.​
​Anonymized​ ​excerpts​ ​supporting​ ​the​ ​findings​ ​are​ ​included​ ​in​ ​the​
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​REFERENCES​
​Alaboud,​ ​A.​ ​(2022).​ ​The​ ​positive​ ​effect​ ​of​ ​translation​​on​​improving​

​reading​ ​comprehension​ ​among​ ​female​ ​Arabic​ ​learners​ ​of​
​English​ ​as​ ​a​ ​foreign​ ​language.​ ​Arab​ ​World​ ​English​ ​Journal,​
​13​​(2), 424–436. https://doi.org/10.24093/awej/vol13no2.29​

​Aronson,​ ​B.,​ ​&​ ​Laughter,​ ​J.​ ​(2016).​ ​The​ ​theory​ ​and​ ​practice​ ​of​
​culturally​ ​relevant​ ​education:​ ​A​ ​synthesis​ ​of​ ​research​ ​across​
​content​ ​areas.​ ​Review​ ​of​ ​Educational​​Research,​​86​​(1),​​163–206.​
​https://doi.org/10.3102/0034654315582066​

​Braun,​ ​V.,​ ​&​ ​Clarke,​ ​V.​ ​(2019).​ ​Reflecting​ ​on​ ​reflexive​ ​thematic​
​analysis.​ ​Qualitative​ ​Research​ ​in​ ​Sport,​ ​Exercise​ ​and​ ​Health,​
​11​​(4),​ ​589–597.​
​https://doi.org/10.1080/2159676X.2019.1628806​

​Caingcoy,​ ​M.​ ​(2023).​ ​Culturally​ ​responsive​ ​pedagogy:​ ​A​ ​systematic​
​overview.​ ​Diversitas​ ​Journal,​ ​8​​(4),​ ​3203–3212.​
​https://doi.org/10.48017/dj.v8i4.2780​

​Caingcoy,​ ​M.​ ​E.,​ ​Lorenzo,​ ​V.​ ​I.​ ​M.,​ ​Ramirez,​ ​I.​ ​A.​ ​L.,​ ​Libertad,​ ​C.​ ​D.,​
​Pabiona,​ ​R.​ ​G.,​ ​Jr.,​ ​&​ ​Mier,​ ​R.​ ​M.​ ​C.​ ​(2022).​ ​Assessing​ ​practice​
​teachers’​​culturally​​responsive​​teaching:​​The​​role​​of​​gender​​and​
​degree​ ​programs​​in​​competence​​development.​​IAFOR​​Journal​​of​
​Cultural​ ​Studies,​ ​7​​(1),​ ​21–35.​
​https://doi.org/10.22492/ijcs.7.1.02​

​Campbell,​​S.,​​Greenwood,​​M.,​​Prior,​​S.,​​Shearer,​​T.,​​Walkem,​​K.,​​Young,​
​S.,​ ​Bywaters,​ ​D.,​ ​&​ ​Walker,​ ​K.​ ​(2020).​ ​Purposive​ ​sampling:​
​Complex​ ​or​ ​simple?​ ​Research​ ​case​ ​examples.​ ​Journal​ ​of​
​Research​ ​in​ ​Nursing,​ ​25​​(8),​ ​652–661.​
​https://doi.org/10.1177/1744987120927206​

​Debnam,​ ​K.​​J.,​​Smith,​​L.​​H.,​​Aguayo,​​D.,​​Reinke,​​W.​​M.,​​&​​Herman,​​K.​​C.​
​(2023).​ ​Nominated​ ​exemplar​ ​teacher​ ​perceptions​ ​of​ ​culturally​
​responsive​ ​practices​ ​in​ ​the​ ​classroom.​ ​Teaching​ ​and​ ​Teacher​
​Education, 125​​, Article 104062.​

​Department​ ​of​ ​Education.​ ​(2015).​ ​Adopting​ ​the​ ​Indigenous​ ​Peoples​
​Education​ ​(IPEd)​ ​Curriculum​​Framework​ ​(DepEd​ ​Order​​No.​​32,​
​s. 2015). Republic of the Philippines.​

​Department​ ​of​ ​Education.​ ​(2021,​ ​October​ ​8).​ ​DepEd​ ​marks​ ​1st​
​decade​ ​of​ ​Indigenous​ ​Peoples​ ​Education​ ​Program​ ​(IPEd)​ ​with​

​[Author] et al.  ·  Culturally Responsive Pedagogy​​in Public Secondary Schools​ ​63​



​Vol. 1, No. 1 (2026)  ·  ISSN 0000-0000 (Online)​

​2.5M​ ​learners​ ​served​​.​
​https://www.deped.gov.ph/2021/10/08/deped-marks-1st-dec​
​ade-of-indigenous-peoples-education-program-iped-with-2-5​
​m-learners-served/​

​Gaias,​ ​L.​ ​M.,​ ​Johnson,​ ​S.​ ​L.,​​Bottiani,​​J.​​H.,​​Debnam,​​K.​​J.,​​&​​Bradshaw,​
​C.​ ​P.​ ​(2019).​ ​Examining​ ​teachers’​ ​classroom​ ​management​
​profiles:​ ​Incorporating​ ​a​ ​focus​ ​on​ ​culturally​ ​responsive​
​practice.​ ​Journal​ ​of​ ​School​ ​Psychology,​ ​76​​,​ ​124–139.​
​https://doi.org/10.1016/j.jsp.2019.07.017​

​Garcia,​ ​K.​ ​A.,​ ​&​ ​Pantao,​ ​J.​ ​G.​ ​(2021).​ ​Cultural​ ​sensitivity​ ​and​
​classroom​ ​management​ ​of​ ​teachers.​ ​International​ ​Journal​ ​of​
​Professional​ ​Development,​ ​Learners​ ​and​ ​Learning,​ ​3​​(1),​ ​Article​
​ep2108. https://doi.org/10.30935/ijpdll/11093​

​Gay,​ ​G.​ ​(2018).​ ​Culturally​ ​responsive​ ​teaching:​​Theory,​​research,​​and​
​practice​​(3rd ed.). Teachers College Press.​

​Gee,​ ​J.​ ​P.​ ​(2007).​ ​Social​ ​linguistics​ ​and​ ​literacies:​ ​Ideology​ ​in​
​discourses​​(3rd ed.). Routledge.​

​Hennink,​ ​M.,​ ​&​ ​Kaiser,​ ​B.​ ​N.​ ​(2022).​ ​Sample​ ​sizes​ ​for​ ​saturation​ ​in​
​qualitative​ ​research:​ ​A​ ​systematic​ ​review​ ​of​ ​empirical​ ​tests.​
​Social​ ​Science​ ​&​ ​Medicine,​ ​292​​,​ ​Article​ ​114523.​
​https://doi.org/10.1016/j.socscimed.2021.114523​

​Inocian,​ ​R.​ ​B.,​ ​Callangan,​ ​A.​ ​L.​ ​I.,​ ​Medrano,​ ​D.​ ​R.,​ ​&​ ​Gualiza,​ ​W.​ ​G.​
​(2020).​ ​Cebuano​ ​cultural​ ​identities:​ ​Prospects​ ​for​ ​a​ ​culturally​
​responsive​ ​pedagogy.​ ​Journal​ ​of​ ​Research,​ ​Policy​ ​&​ ​Practice​ ​of​
​Teachers​ ​and​ ​Teacher​ ​Education,​ ​10​​(1),​ ​45–63.​
​https://doi.org/10.37134/jrpptte.vol10.1.4.2020​

​Karatas,​ ​K.​ ​(2020).​ ​The​ ​competencies​ ​of​ ​the​ ​culturally​ ​responsive​
​teacher:​ ​What,​ ​why​ ​and​ ​how?​ ​i.e.:​ ​inquiry​ ​in​ ​education,​ ​12​​(2),​
​Article 2. https://digitalcommons.nl.edu/ie/vol12/iss2/2​

​Ladson-Billings,​ ​G.​ ​(2021).​ ​I’m​ ​here​ ​for​ ​the​ ​hard​ ​re-set:​ ​Post​
​pandemic​ ​pedagogy​ ​to​ ​preserve​ ​our​ ​culture.​ ​Equity​ ​&​
​Excellence​ ​in​ ​Education,​ ​54​​(1),​ ​68–78.​
​https://doi.org/10.1080/10665684.2020.1863883​

​Lim,​ ​L.,​ ​Tan,​ ​M.,​ ​&​ ​Saito,​ ​E.​ ​(2019).​ ​Culturally​ ​relevant​ ​pedagogy:​
​Developing​ ​principles​​of​​description​​and​​analysis.​​Teaching​​and​
​Teacher​ ​Education,​ ​77​​,​ ​43–52.​
​https://doi.org/10.1016/j.tate.2018.09.011​

​Linggan,​ ​D.​ ​E.​ ​G.,​ ​&​ ​Ducot,​ ​L.​ ​A.​ ​(2025).​ ​Competence​ ​of​
​non-indigenous​ ​people​ ​teachers​ ​in​ ​teaching​ ​the​ ​indigenous​
​people​ ​learners.​ ​Psychology​ ​and​ ​Education:​ ​A​ ​Multidisciplinary​
​Journal,​ ​41​​(1),​ ​130–142.​
​https://doi.org/10.70838/pcmj.410107​

​Magdadaro,​ ​J.​ ​M.​ ​D.,​ ​&​ ​Sacramento,​ ​N.​ ​J.​ ​J.​ ​E.​ ​(2022).​ ​Community​
​engagement​ ​in​ ​the​ ​Indigenous​ ​education​ ​discourse:​
​Unravelling​ ​policy​ ​lessons​ ​from​​Lumad’s​ ​alternative​ ​school​ ​in​
​Mindanao, Philippines.​​Thammasat Review, 25​​(1), 57–81.​

​Mercado,​ ​M.​ ​G.​ ​M.​ ​(2021).​ ​Culturally​ ​responsive​​curriculum:​​A​​case​
​study​ ​of​ ​IP​ ​school​ ​in​ ​the​ ​Philippines.​ ​Journal​ ​of​ ​Community​
​Development​ ​Research​ ​(Humanities​ ​and​ ​Social​ ​Sciences),​ ​14​​(3).​
​https://www.journal.nu.ac.th/JCDR/article/view/Vol-14-No-3-​
​2021-1-9​

​Miole,​ ​G.​ ​L.​ ​(2024).​ ​Cultural​ ​interface​ ​in​ ​action:​ ​A​ ​case​ ​study​ ​of​
​Philippine​ ​Indigenous​ ​educational​ ​policy.​ ​IAFOR​ ​Journal​ ​of​
​Education,​ ​12​​(3),​ ​273–298.​
​https://doi.org/10.22492/ije.12.3.11​

​Osumo,​ ​L.​​G.,​​Aguilar,​​A.,​​Ceniza,​​A.​​L.,​​&​​Javines,​​J.​​(2025a).​​Hashtags​
​and​ ​politics:​ ​A​ ​mixed-methods​ ​study​ ​on​ ​Generation​ ​Z’s​
​influence​ ​of​ ​social​ ​media​ ​on​ ​political​ ​participation​​in​​Makilala,​
​Cotabato.​ ​Asia​ ​Pacific​ ​Journal​ ​of​ ​Educational​ ​Technologies,​
​Psychology,​ ​and​ ​Social​ ​Sciences,​ ​1​​(2),​ ​94–118.​
​https://doi.org/10.70847/660413​

​Osumo,​ ​L.​ ​G.,​ ​Llagas,​ ​E.​ ​G.​​O.,​​&​​Castro,​​B.​​(2025b).​​Walking​​the​​talk:​
​The​ ​local​ ​community’s​ ​engagement​ ​spectrum​ ​with​ ​the​ ​local​
​government​ ​unit​ ​programs​ ​and​ ​policies.​ ​Asia​ ​Pacific​ ​Journal​​of​
​Educational​ ​Technologies,​ ​Psychology,​ ​and​ ​Social​ ​Sciences,​ ​1​​(1),​
​137–158.​
​https://ijmshe.com/index.php/apjetps/article/view/149​

​Republic​ ​of​ ​the​ ​Philippines.​ ​(1997).​ ​The​ ​Indigenous​ ​Peoples’​ ​Rights​
​Act of 1997​​(Republic Act No. 8371).​

​Republic​ ​of​ ​the​ ​Philippines.​ ​(2012).​ ​Data​ ​Privacy​ ​Act​ ​of​ ​2012​
​(Republic Act No. 10173).​

​Sarı,​ ​M.​ ​H.,​ ​&​ ​Yü ce,​ ​E.​ ​(2020).​ ​Problems​ ​experienced​​in​​classrooms​
​with​ ​students​ ​from​​different​ ​cultures.​​Journal​​on​​Efficiency​​and​
​Responsibility​ ​in​ ​Education​ ​and​ ​Science,​ ​13​​(2),​ ​90–100.​
​https://doi.org/10.7160/eriesj.2020.130204​

​Sarmiento,​ ​N.​ ​A.,​ ​&​ ​Tudy,​ ​R.​ ​(2020).​​Passion​​for​​teaching,​​creativity,​
​and​ ​stakeholders’​ ​support:​ ​Stories​ ​of​ ​non-indigenous​ ​teachers​
​handling​ ​indigenous​ ​learners.​ ​The​ ​Philippine​ ​Journal​ ​of​
​Graduate Education, 5​​(1), 47–63.​

​Tañ on,​ ​J.,​ ​Monte,​ ​G.,​ ​Cordova,​ ​J.​ ​M.,​ ​Anghag,​ ​J.​ ​M.,​ ​Labang,​ ​S.​ ​C.,​ ​&​
​Naparan,​ ​G.​ ​B.​ ​(2026).​ ​Navigating​ ​intercultural​ ​teaching​ ​in​
​Indigenous​ ​Peoples​ ​Education​ ​schools:​ ​A​ ​case​ ​study​ ​on​ ​the​
​lived​ ​experiences​ ​of​ ​non-IPED​​teachers​ ​working​ ​with​​Subanen​
​learners.​ ​Journal​ ​of​ ​Education​ ​and​ ​Learning​ ​Reviews,​ ​3​​(3),​
​Article e3039. https://doi.org/10.60027/jelr.2026.e3039​

​Villaver,​ ​D.​ ​J.​ ​H.,​ ​Robledo,​ ​R.​ ​A.​ ​R.,​ ​&​ ​Osumo,​ ​L.​ ​G.​ ​F.​ ​(2026).​ ​Public​
​speaking​ ​skill​ ​development​ ​among​ ​college​ ​students​ ​in​
​Cotabato:​ ​A​ ​narrative​ ​inquiry​ ​for​ ​grassroots​ ​instructional​
​design.​ ​Asia​ ​Pacific​ ​Journal​ ​of​ ​Educational​ ​Technologies,​
​Psychology,​ ​and​ ​Social​ ​Sciences,​ ​2​​(1),​ ​1–38.​
​https://ijmshe.com/index.php/apjetps/article/view/320​

​© 2026 The Authors. Published under a Creative Commons Attribution 4.0​
​International License (CC BY 4.0).​

​[Author] et al.  ·  Culturally Responsive Pedagogy​​in Public Secondary Schools​ ​64​


