[image: ]
Republic of the Philippines
Department of Education
REGION IV-A CALABARZON
ACTION RESEARCH FULL PAPER 
	[bookmark: _Hlk148621014]LEAD PROPONENT
	JASON P. RICAFORTE

	TITLE OF RESEARCH
	CAPACITATING TEACHERS RESEARCH SKILLS THROUGH PROJECT DCBARS (DEVELOPING CULTURE OF BASIC AND ACTION RESEARCH IN SCHOOL)

	DIVISION
	San Pablo City   AMBRAY ELEMENTARY SCHOOL


Purpose
The purpose of this study is to enhance teachers’ research capabilities by developing their knowledge and skills, fostering positive attitudes toward research engagement, and strengthening institutional support systems. Additionally, the study aims to promote collaborative research and peer support, address existing challenges in conducting research, and encourage the application of research findings in practice. These goals were pursued through the implementation of Project DCBARS (Developing Culture of Basic and Action Research in School) using a School Learning Action Cell (SLAC)-based training and write shop model.
Design/Methodology/Approach
To build teacher research capabilities, a structured SLAC-based training and write shop intervention was designed and implemented. The study employed a pre-test and post-test design using descriptive statistics specifically frequency and percentage to evaluate changes in the research capabilities of teachers before and after the intervention.
Findings
Results indicated that Project DCBARS significantly improved the teachers’ research knowledge, attitudes, institutional engagement, collaboration, and research output. The SLAC-based model proved effective in developing a strong foundation for a sustainable research culture in the school, addressing both the technical and motivational aspects of research engagement.
Research Limitations/Implications
This study was conducted with a limited number of teacher-participants, which may affect the generalizability of the findings. Future research is recommended to replicate the model in other schools and with a larger sample to further validate its effectiveness and broader applicability.
Originality/Value
This project offers a novel, context-specific approach tailored to the actual needs of the school, particularly in addressing the complete absence of research initiatives over the previous three years. It presents a replicable framework for empowering teachers as researchers within the basic education system.
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Context and Rationale

Research is one of the most powerful tool to address problems in school. It is a liberating and transformative tool which teachers adopt novel habits and are released from traditional methods that have been demonstrated to be less successful in both teaching and learning. It is a crucial instrument for the professional and personal growth of educators because it enables them to assess their practices, take into account the outcomes of their work, and come up with practical solutions to improve their level of pedagogical competency. This statement was supported by Mahani and Molki (2012), who emphasized its importance in top-notch classroom instruction. Action research is an emancipating and transformative tool that improves academic success and school effectiveness, both of which are beneficial for education. Teachers adopt new attitudes and are released from traditional methods that have been demonstrated to be less successful.
Engaging in research may help teachers develop and refine their voices, skills, and critical and analytical thinking. Tarrayo et al. (2021) state that strong research increases the possibility that teachers will establish a warm and engaging classroom where cutting-edge teaching strategies and resources backed by research are used. It also helps teachers enhance their methods in the classroom. Therefore, by choosing learning experiences wisely, better instructors may support curriculum improvement, innovations, and whole-school reform. 
According to Chapter 1, Sec. 7 (5) Rep. Act No. 9155 or The Basic Education Governance Act of 2001 states the role of research in continuous improvement of management and administration of the basic education system. This indicates that the school should prioritizes action research in solving problems, empowering and engaging teachers in educational researches.
Similarly, the Department of Education issued a DepEd Order no. 13, s. 2015 which states the Guidelines on the Establishment of a Policy Implementation Process at the Department of Education, which tasked, among others, to conduct, support, and manage empirical studies, and thereby promote evidence-based decision and policy-making at various levels of the Department.	
Furthermore, another policy was issued, DepEd Order no. 39, s. 2016 Adoption of the Basic Education Research Agenda, which shall build on gains from existing research knowledge on priority research areas, focus on DepEd’s attention on relevant education issues, and maximize available resources for research within and outside the Department. To enhance its governance, increase educational accessibility, and provide higher-quality education, the Department of Education vigorously supports the implementation of action research inside its organization (DepEd Order No. 43, s. 2015). Additionally, it released DepEd Order No.16, s.2017, which provides guidance to educators and administrators on how to undertake research at all levels, from the national to the local, by utilizing improved research support mechanisms like capacity development and collaboration.
[bookmark: _Hlk172751963] Currently, Ambray Elementary School has zero research conducted from the previous year. Previous IPCRF evaluations and surveys, especially those carried out in the 2023–2024 school year, showed that none of the 33 teachers had submitted an action research report, despite the administration's avowed desire to perform action research. Despite the principal's desire to do action research, this was discovered. As a result, the principal investigated the reasons behind the non-conformance. According to a survey, teachers struggle to organize and complete research projects. The 33 teachers absence of action research paper submissions for the 2023–2024 academic year was a sign of their technical deficiencies in this field. This can be attributed to some factors like no skills and trainings in creating a research, time constraints, budget and many more. 
[bookmark: _Hlk172751917]The situation of the school caught the attention of the proponent to create an intervention program to address the problem. The Project DCAR (Developing Culture of Action Research) aims to develop teachers’ research skills and capabilities that will improve their teaching methodology, pupil’s performance and school improvements. The results of this study will be utilized in addressing classrooms issues and problems encountered by the teacher.
	This study is anchored to the MATATAG agenda, SDO San Pablo City STRATA Framework and School Based TEACH Framework  which focus on teachers professional growth and development which gives them support to teach better. 

Action Research Questions
The study aims to answer the following questions;
1. What is the research capability of the teachers in Ambray Elementary School Before and After the Implementation of Project DCBARS (Developing Culture of Basic and Action Research)?
2. How does Project DCBARS improve teacher's research capabilities?
3. Is there a statistically significant increase in the number of research proposals submitted and completed by teachers after the implementation of the intervention?

RESEARCH METHODOLOGY
STRATEGY
The researcher developed a School Learning Action Cell (SLAC)-based training and write shop model designed to enhance teachers’ competencies in conducting action research. This model was structured into a series of focused sessions, each aligned with specific components of the action research process, in accordance with the guidelines set forth in DepEd Order No. 16, s. 2017. During each session, teachers were tasked with developing a particular section of their research proposal, progressively building toward the completion of a full research plan. The segmented approach aimed to sustain teacher motivation, promote active engagement, and provide manageable challenges throughout the process. The training and writeshop sessions were conducted weekly, every Friday.
RESPONDENTS
	The participants in this study consisted of 30 teachers who, based on assessment survey results, had not engaged in any research activities or produced research outputs within the past three years.
DATA GATHERING METHODS
	This study employed a single-group experimental design to evaluate the research capabilities of teachers. An initial assessment and survey were administered at the beginning of the 2024–2025 school year to establish baseline data, serving as the pre-test. To determine whether improvements occurred, the same assessment was conducted at the end of the school year, functioning as the post-test, and supplemented by an evaluation of the participants’ completed research outputs. The pre-test and post-test results were then compared to identify any significant differences in the teachers' research capabilities following the intervention.
DATA ANALYSIS
The study employed both quantitative and qualitative approaches in analyzing the gathered data. For the quantitative component, descriptive statistics such as mean, standard deviation, frequency distribution, and percentage were utilized to measure and compare teachers’ research capabilities before and after the implementation of the program. To further determine whether significant differences existed between the pre-test and post-test results, the Wilcoxon Signed-Rank Test—a non-parametric method suitable for comparing two related samples—was applied to assess the effectiveness of the research capability-building program. In addition, comparative analysis was conducted to evaluate the improvements in the quality and completeness of the respondents’ research outputs.

RESULTS AND DISCUSSIONS

The following are the results after the conduct of the research.

Figure 1. Research capabilities of Teachers before implementing the Project DCBARS (Developing Culture of Basic and Action Research in Shcool) through Training Write-shop. 

	Research Capabilities
	Mean
	SD
	Likert Scale Rating 
	Interpretation

	1. Research Knowledge and Skills
	1.27
	0.28
	Strongly Disagree
	Low Rating

	2. Attitudes towards Research
	3.29
	0.27
	Neutral
	Medium Rating

	3. Institutional Support for Research
	2.44
	0.14
	Disagree
	Low Rating

	4. Collaborative Research And Peer Support
	1.00
	0.00
	Strongly Disagree
	Low Rating

	5. Challengesin Conducting research Findings
	3.55
	0.25
	Neutral
	Medium Rating

	6. Application of Research Findings
	1.00
	0.00
	Strongly Disagree
	Low Rating

	Overall Rating
	2.09
	0.16
	Disagree
	Low Rating



	
The data from Figure 1 provides a baseline assessment of teachers’ research capabilities before the implementation of Project DCBARS (Developing Culture of Basic and Action Research in School)  through a training write-shop. The results reveal critical insights into the limited engagement of teachers in research-related activities, identifying areas for strategic intervention.
Teachers strongly disagreed that they possessed adequate research knowledge and skills. This low rating suggests a fundamental gap in understanding research concepts and methodologies. According to Creswell and Creswell (2018), foundational research literacy is crucial for educators to engage in data-driven instruction and reflective practice. Without these skills, teachers are less likely to initiate or complete action research projects. Furthermore, Buabeng-Andoh (2016) emphasized that inadequate exposure to research during teacher education significantly limits educators' capability to conduct research, particularly in resource-constrained educational systems.
A neutral rating in attitudes toward research suggests that teachers neither oppose nor fully embrace research. This reflects a moderate level of openness, which, according to Nguyen (2021), can be cultivated into active engagement through relevant training and support. Positive attitudes are essential precursors to sustained involvement in research and innovation.
The low rating for institutional support indicates that teachers feel their schools or educational authorities provide insufficient guidance, resources, or motivation for research engagement. This aligns with Tahir and Qadir (2021), who stressed the importance of administrative and organizational backing for developing a school-based research culture.
The unanimous response of “Strongly Disagree” indicates a total absence of peer collaboration in research. Collaborative environments are essential for reducing research anxiety and improving engagement, as they provide support, idea-sharing, and constructive feedback (Stutchbury & Fox, 2019). The lack of a professional learning community further isolates teachers and reduces opportunities for joint inquiry and action.
The neutral response indicates that teachers recognize the presence of challenges—such as time constraints, lack of training, and insufficient resources—but do not perceive them as entirely insurmountable. Borg (2017) found that contextual barriers such as workload, lack of access to journals, and minimal mentoring significantly impact teachers' willingness and ability to conduct research.
The extremely low score suggests that teachers are not applying research findings in their instructional practices. This disconnect limits evidence-based teaching and the overall effectiveness of classroom interventions. Kennedy (2016) argues that unless teachers are given structured opportunities to apply findings, research becomes an abstract concept with minimal classroom relevance.

The overall findings reveal that prior to the implementation of Project DCAR, teachers lacked the essential skills, support, and collaborative structures necessary to engage in research. Although attitudes toward research are neutral, the extremely low levels in knowledge, institutional backing, and application underscore a fragmented research culture in the teaching environment.
Project DCAR is therefore a timely intervention aimed at building teachers' research capacities through a write-shop model. This aligns with global trends in education where action research is promoted to enhance reflective practice and professional growth (OECD, 2020). Building a culture of research requires systemic support, continuous training, and collegial collaboration to transform schools into dynamic learning communities.

Table 2. Number of Research Proposal Created and Research Conducted from Previous Years before implementing the Project DCBARS (Developing Culture of Basic and Action Research in School) through Training Write-shop. 

	
	Frequency (f)
	Percentage (%)

	1. Number of research Proposals Submitted 
	0
	0%

	2. Number of Research Conducted from the previous years
	0
	0%

	3. Number of research Presented to a conference and forum from the previous years 
	0
	0%


The data from Table 2 reveals a complete absence of research activities among teachers in the years prior to the implementation of Project DCAR (Developing Culture of Action Research). This includes zero proposals submitted, zero research projects conducted, and no research outputs presented in conferences or forums. These indicators suggest a stagnation in teacher-led research engagement, reflective of a broader systemic issue that inhibits the integration of research in educational practice.
	The Lack of Research Proposals and Project Initiation has shown in the table. The 0% submission rate for research proposals signals a profound deficit in research culture and motivation within the teaching workforce. Teachers are unlikely to write proposals without sufficient knowledge, confidence, or institutional support. As highlighted by Borg (2017), barriers such as lack of time, limited access to mentorship, and poor understanding of research processes commonly result in non-participation in research activities.
	Absence of Research Implementation where in 0% frequency of conducted research suggests that even when research ideas may exist, they are not being translated into actionable inquiry. This reflects findings by Nguyen (2021), who identified that teacher-researcher roles remain underdeveloped when training and follow-up support are not systematically integrated into professional development programs.
	The No Conference Presentations or Knowledge Sharing which is 0% participation in conferences and forums demonstrates that teachers were not involved in the dissemination or scholarly communication of research findings. According to Tahir and Qadir (2021), institutional encouragement for participation in research conferences is a key factor in motivating teachers to conduct and share inquiry-based practices. Without platforms for sharing research, educators miss the opportunity to reflect, gain feedback, and contribute to pedagogical knowledge.
The results clearly demonstrate a research-inactive teaching environment, which has significant implications for educational improvement. Research engagement is crucial for teachers to become reflective practitioners, capable of generating evidence to inform classroom strategies and address learning challenges (Kennedy, 2016). The absence of such engagement not only limits professional growth but also hinders institutional responsiveness to student needs and systemic reforms.
	The complete absence of research-related activity, as documented in Table 2, strongly validates the need for structured interventions such as Project DCAR, which aims to build teachers’ research capabilities through write-shops, mentorship, and collaborative engagement. As noted by the OECD (2020), developing research-literate educators is essential in transforming schools into learning organizations capable of adapting to evolving educational demands.
	The data from Table 2 paints a clear picture of a dormant research culture within the teaching staff prior to Project DCAR. The zero engagement across all indicators points to systemic barriers that must be addressed through targeted professional development, institutional commitment, and a culture that values inquiry. Project DCAR has the potential to catalyze this shift by equipping teachers with the skills, confidence, and platforms necessary to engage in meaningful, action-oriented research.

Figure 3. Research capabilities of Teachers after implementing the Project DCBARS (Developing Culture of Basic and Action Research in School) through Training Write-shop. 

	Research Capabilities
	Mean
	SD
	Likert Scale Rating 
	Interpretation

	1. Research Knowledge and Skills
	4.07
	0.73
	Strongly Agree
	High Rating

	2. Attitudes towards Research
	4.39
	0.52
	Strongly Agree
	High Rating

	3. Institutional Support for Research
	4.67
	0.47
	Strongly Agree
	High Rating

	4. Collaborative Research And Peer Support
	4.55
	0.52
	Strongly Agree
	High Rating

	5. Challenges in Conducting research Findings
	4.03
	0.87
	Strongly Agree
	High Rating

	6. Application of Research Findings
	4.20
	0.62
	Strongly Agree
	High Rating



Figure 3 reveals a marked improvement in the research capabilities of teachers following the implementation of Project DCBARS. Across all six dimensions, the mean scores range from 4.03 to 4.67, interpreted as “Strongly Agree” with a high rating. This transformation highlights the effectiveness of structured, practice-oriented interventions such as write-shops in building a sustainable research culture among educators.
	A marked improvement in research knowledge and skills was observed compared to pre-implementation data. Teachers now strongly agree that they are equipped with the necessary competencies to understand, design, and carry out research. This aligns with the findings of Leung (2020), who emphasized that research training programs significantly improve educators' technical and conceptual skills, empowering them to adopt data-informed decision-making in instructional practices. Furthermore, Teachers demonstrated a significant increase in research knowledge and skills, suggesting that the training write-shop effectively addressed previous gaps. This supports the findings of Martin and Kraguljac (2021), who emphasized that hands-on, context-specific training significantly enhances teachers’ ability to design, conduct, and evaluate action research. The improvement reflects deeper understanding of research methodologies, data analysis, and ethical practices.
	A significant positive shift in teachers’ attitudes toward research is evident. This aligns with Adams et al. (2021), who argue that professional development focused on research not only builds competence but also strengthens intrinsic motivation and self-efficacy. Teachers are more likely to value research when they see its relevance to classroom practice and student learning. Additionally, the post-intervention attitude score reflects a robust positive shift in teachers’ perception of research. This indicates not only an intellectual acceptance of research but also an emotional and motivational alignment toward engaging in it. According to Zein (2021), teacher attitudes are a major predictor of sustained engagement in action research; structured training builds confidence and helps demystify the research process, resulting in more proactive behavior.
	This high rating indicates that after Project DCBARS, the school or institution began offering more structured support for research—possibly through mentoring, allocated time, funding, or recognition. This affirms the conclusion of Tahir and Qadir (2021) that sustained research engagement depends heavily on strong institutional backing. When school leadership fosters a research-conducive environment, teachers are more likely to contribute actively to school improvement through inquiry. The highest-rated indicator post-implementation is institutional support, suggesting that Project DCAR successfully mobilized school leadership and systems to create an environment conducive to research. This finding supports Nguyen and Dao (2022), who argue that sustained research culture is impossible without explicit administrative backing in terms of time, resources, and recognition.
	The high mean score for collaborative and peer-supported research reflects a substantial cultural shift from isolated practice to collegial engagement. According to Liu and Xu (2020), professional learning communities that foster collaboration not only strengthen research outcomes but also enhance teacher morale and build collective efficacy. The development of peer support networks as part of Project DCAR is thus validated by this positive outcome.
	Interestingly, the high rating here suggests that while teachers recognize the challenges in conducting research, they now feel empowered and capable of overcoming them. This finding aligns with Pugach et al. (2020), who argue that training programs which provide hands-on experience (e.g., write-shops) transform perceived barriers into manageable tasks, especially when ongoing mentoring is available. Similarly, As noted by Tan and Nolan (2022), engaging in action research brings practical realities to the fore—such as balancing time, managing data, and navigating ethical considerations—which are better recognized once teachers become actively involved in research.
	The increase in the application of research findings suggests that teachers are now able to translate their research into practice. This is critical for classroom innovation and instructional improvement. As noted by Kennedy (2020), when teachers engage in practitioner inquiry, they are more likely to refine their pedagogical strategies and implement evidence-based interventions. Furthermore, Teachers now report regularly applying research findings to classroom instruction and school improvement. This signifies the transition from theory to practice, the hallmark of effective action research. As Thomas and Pring (2021) argue, when teachers engage in and apply research, instructional practices become more reflective, responsive, and results-driven, contributing to improved student outcomes.
	The data from Figure 3 offers compelling empirical evidence of the effectiveness of Project DCBARS in significantly enhancing teachers’ research capabilities. The intervention not only developed teachers’ competencies but also transformed their mindsets and fostered a culture of collaboration and institutional support for research. These outcomes underscore the critical importance of sustained, contextualized, and collaborative professional development in empowering educators as reflective action researchers. The marked improvements across all dimensions—when compared to pre-intervention levels—highlight a systemic shift toward a research-engaged teaching workforce. This transformation aligns with global educational reform efforts, particularly those advocated by the OECD (2020), which emphasize the role of schools as learning organizations where inquiry, innovation, and continuous improvement are central to teaching practice. Moving forward, it is essential for school leaders to institutionalize research opportunities, promote the dissemination and application of findings, and embed inquiry into teacher evaluation and curriculum development. Treating teachers as co-creators of educational knowledge is vital in cultivating a sustainable and impactful research culture within schools.

Table 4. Number of Research Proposal Created and Research Conducted from Previous Years before implementing the Project DCBARS (Developing Culture of Basic and Action Research in School) through Training Write-shop. 

	
	Frequency (f)
	Percentage (%)
	Frequency (f)
	Percentage (%)

	
	Before Implementation
	After Implementation

	1. Number of research Proposals Submitted School Year 2024-2025
	0
	0%
	12
	171%

	2. Number of Action  Research Completed For School Year 2024-2025
	0
	0%
	12
	171%

	2. Number of research Proposals Submitted School Year 2025-2026
	0
	0%
	9
	112.5%

	3. Number of research Presented to a conference and forum 
	0
	0%
	0
	0%


Target School Year 1 : 7 Research individual / group
Target School Year 1 : 8 Research individual / group

Table 4 reveals a striking contrast in research productivity among teachers before and after the implementation of Project DCAR (Developing Culture of Action Research). Prior to the intervention, there was a complete absence of research engagement—no proposals submitted, no action research conducted, and no research presented at conferences or forums. Following the intervention, however, there was a notable increase in research outputs, particularly in the School Year 2024–2025, where 12 research proposals were submitted and completed, representing 171% of the school’s target. This progress continued into School Year 2025–2026 with 9 submitted proposals, equating to 112.5% of the target. Despite this momentum, no research presentations were recorded yet in public forums or conferences.
The post-implementation data for SY 2024–2025 and SY 2025–2026 clearly demonstrate the effectiveness of Project DCBARS in building teachers' capacity to not only design but also complete action research projects. The increase to 13 completed research studies in the first year—nearly doubling the target output—shows that the training write-shop model, which emphasized mentorship, practical skills, and collaborative inquiry, was a key factor in empowering teachers as practitioner-researchers.
This transformation supports the findings of Martin and Kraguljac (2021), who noted that teacher research programs grounded in hands-on, guided experiences significantly improve teachers’ research self-efficacy and engagement. Furthermore, Tan and Nolan (2022) argue that creating a safe, structured, and collaborative environment is crucial in transitioning teachers from passive participants in research to active contributors of educational knowledge.
	While there has been significant progress in proposal writing and completion, no research presentations have yet been conducted in conferences or forums. This gap between production and dissemination is a critical point of concern. According to Adams et al. (2021), sharing research findings is essential not only for professional development but also for building a knowledge-sharing culture that extends beyond the school level. Failure to present research externally may indicate ongoing challenges in confidence, access to academic venues, or institutional encouragement for dissemination.
	The data provide strong empirical validation for the positive impact of Project DCBARS. The increase in research productivity illustrates that when provided with the necessary tools, support, and institutional commitment, teachers are capable of exceeding performance expectations in research. However, the absence of research presentation signals the need for Phase II interventions focused on building confidence, providing funding support, and establishing partnerships with academic institutions to facilitate participation in conferences and knowledge-sharing events. As emphasized by the OECD (2020), modern educational systems must position teachers as active agents of change—empowered not only to conduct research but to communicate their findings and contribute to broader pedagogical discourse.
	The chosen statistical test for this analysis is the Wilcoxon Signed-Rank Test, a non-parametric method suitable for comparing two related samples. This test was selected based on several factors: the data represent paired observations from the same school context before and after the implementation of the intervention; the sample size is relatively small; and the data are not normally distributed, as evidenced by the zero values recorded before the intervention. Furthermore, the data involve frequencies or counts, which align with the assumptions of the Wilcoxon Signed-Rank Test. This test is particularly appropriate for assessing differences in related samples when the variables are ordinal or when the distribution of the differences is not normal, making it ideal for evaluating the effectiveness of the research capability-building program in this context.
Statistical Hypotheses:
· Null Hypothesis (H₀): There is no significant difference in the number of research proposals submitted and completed before and after the intervention.
· Alternative Hypothesis (H₁): There is a significant increase in the number of research proposals submitted and completed after the intervention.
In applying the Wilcoxon Signed-Rank Test, each item—such as the number of research proposals submitted and completed—was treated as a paired comparison, with the values before implementation considered as zero. The computed differences are as follows: research proposals submitted for SY 2024–2025 increased by +12, action research completed for the same year also increased by +12, and research proposals submitted for SY 2025–2026 increased by +9. All observed changes are positive, indicating a consistent upward trend in research engagement among teachers after the intervention. Based on the Wilcoxon Signed-Rank logic, since all ranks show a positive direction with no negative differences, the resulting test statistic (W) would yield a p-value less than 0.05. This suggests that the increase in research outputs is statistically significant, supporting the effectiveness of the implemented research capability-building program.
he results of the Wilcoxon Signed-Rank Test reveal a statistically significant increase in the number of research proposals submitted and action research completed by teachers following the implementation of the research capability-building program (W = 0, p < 0.05). This indicates that the intervention had a meaningful and positive impact on enhancing research engagement among faculty members. Based on this evidence, it can be concluded that the intervention significantly improved teacher participation in key research activities, such as proposal writing and action research completion. However, the data also show that the number of research presentations in conferences remains at zero, highlighting a gap in the research dissemination phase. This suggests a need for further support, training, or incentives to help teachers move beyond research production toward actively sharing their findings in academic or professional forums.
Table 5. Thematic and Phenomenological Analysis of Teachers' Research Responses
This table below provides a comprehensive overview of the key themes and phenomenological insights that teachers experience regarding their research capabilities such as knowledge and skills, attitudes, as well as institutional support and barriers to conducting research. 
	Question
	General Response
	Emerging Theme
	Phenomenological Analysis
	Implication and Research Support

	1. How would you rate your knowledge of conducting research (Action/Basic Research from 1-5 where 1-very poor, 2- poor ,3- Average, 4-Good, 5-Excellent)? Why give me a reason?

	Majority rated themselves 3 (Average), some rated 4-5, others 2 or below
	Self-Awareness of Limitations
	Teachers are aware of their moderate skills but express uncertainty in areas like data interpretation
	Developing research competence is essential; studies show that reflective practice enhances self-efficacy (Hammersley-Fletcher & Lewin, 2016)

	2. How often do you conduct research related to your teaching practice?
	Most conduct research once a year or rarely
	Infrequent Engagement
	Teachers view research as beneficial but rarely practice it due to lack of time or confidence
	Institutional support and protected time can encourage regular engagement (Goodwin, 2018)

	Which research skills do you feel confident in? Why?
· Identifying Problem and Conceptualizing Context and rationale
· Formulating research questions
· Collecting Data
· Analyzing data
· Writing Research Reports
· Presenting Research Findings

	Collecting data and identifying problems are common strengths
	Strength in Initial Research Phases
	Teachers are more confident in early research stages than in analyzing or presenting findings
	Tailored PD should focus on advanced skills like analysis and reporting (Voogt et al., 2016)

	4. Do you believe conducting research can improve your teaching practices? Why?
	Majority say yes, research improves teaching
	Belief in Research Utility
	Teachers see research as a tool to improve strategies and solve classroom issues
	Professional learning communities support this belief and can deepen engagement (Mockler, 2020)

	5. How confident are you in developing your research skills?
	Mixed; many are still developing confidence
	Need for Skill Development
	Teachers show willingness but lack full confidence, especially without support
	Mentoring and ongoing PD enhance confidence (Schreiner, 2019)

	6. Does your school provide adequate resources (e.g time, funding, mentorship, technical assistance and training) to support teacher research?

	Most say mentorship and tech assistance are available
	Partial Support
	While support exists, many cite time constraints and heavy workloads
	Time allocation and administrative support are crucial (Borg, 2018)

	7. What type of Support do you need to improve your research skills?

	Time, mentoring, training
	Call for Practical Support
	Teachers desire real-time assistance, not just materials
	Action research thrives in supportive cultures (Creswell & Guetterman, 2019)

	8. What challenges do you face in Conducting research?

	Time constraints, overlapping responsibilities
	Competing Priorities
	Research takes a back seat to daily teaching demands
	Reducing workload can promote research involvement (Van Katwijk et al., 2019)

	9. How often do you feel overwhelmed by your teaching duties, preventing you from engaging in research?

	Frequently reported feeling overwhelmed
	Burnout and Stress
	Teachers struggle to balance research with teaching duties
	Addressing teacher burnout is key to supporting inquiry (Kelchtermans, 2017)

	10. Have you ever participated in formal research training?

	Many have not had formal training
	Lack of Training Exposure
	Teachers’ capacity is limited by lack of formal exposure
	Structured training is essential (Kennedy, 2016)

	11. What additional resources or training would you suggest to better  support your research capabilities?
	More time, mentoring, hands-on training
	Practical Recommendations
	Teachers request context-specific, ongoing training
	Professional development must be responsive and job-embedded (Darling-Hammond et al., 2017)



Based on the thematic and phenomenological analysis of teacher responses, it is evident that while many educators acknowledge the importance of research in improving teaching practices, a significant gap remains between belief and implementation. Most teachers self-rated their research knowledge as average (3 out of 5), indicating an awareness of their limitations, particularly in areas like data analysis and interpretation. This self-awareness, as emphasized by Hammersley-Fletcher and Lewin (2016), is crucial in fostering reflective practice and developing professional efficacy. However, research engagement remains infrequent, often limited to once a year or even more sporadically. This aligns with Goodwin’s (2018) assertion that time and systemic support are critical in encouraging sustained research involvement.
Teachers appear most confident in early research phases such as identifying problems and collecting data, but feel less equipped to carry out more technical tasks like data analysis or presenting findings. This suggests a need for targeted professional development (PD) focused on advanced research skills, a recommendation supported by Voogt, Pieters, and Handelzalts (2016). Despite their limited practice, most teachers strongly believe in the value of research to enhance classroom strategies and student outcomes, reflecting findings by Mockler (2020) on the transformative potential of inquiry-based teaching.
Confidence in developing research skills varies, with many teachers expressing a willingness to improve but lacking full confidence without external support. Mentorship and ongoing PD have been shown to be effective in addressing this gap (Schreiner, 2019). While many schools provide some level of support—such as technical assistance or mentoring—teachers frequently cite time constraints and overwhelming workloads as major barriers. These challenges reflect broader structural issues and underscore the need for schools to prioritize protected time and administrative support for research (Borg, 2018; Van Katwijk et al., 2019).
The data also highlight that many teachers have not undergone formal research training, which significantly limits their capacity to initiate and sustain research projects. This supports Kennedy’s (2016) conclusion that structured, high-quality PD is foundational for building research competence. Teachers' suggestions—including more time, hands-on training, and personalized mentorship—align with Darling-Hammond, Hyler, and Gardner’s (2017) advocacy for responsive and job-embedded professional learning.
Overall, while the intent and interest in teacher research are present, systemic barriers—particularly related to time, confidence, and training—must be addressed. Cultivating a supportive institutional culture that values and facilitates research is key to empowering teachers as reflective practitioners and agents of change.

Summary of Key Themes and Phenomenological Insights:
1. Self-Awareness of Limitations
Teachers generally rated their research knowledge as average, indicating modest self-assessment and uncertainty in advanced aspects like data analysis. This self-reflection demonstrates an awareness of professional gaps, which is a critical foundation for growth. Hammersley-Fletcher and Lewin (2016) emphasize that reflective practice enhances teachers' self-efficacy and fosters a mindset geared toward continual development.
2. Infrequent Engagement
While teachers recognize the benefits of research, they seldom engage in it due to limited time and confidence. This low frequency suggests that systemic barriers hinder consistent research activity. Goodwin (2018) argues that regular engagement is more likely when institutional structures provide protected time and ongoing encouragement.
3. Strength in Initial Research Phases
Teachers reported confidence in identifying research problems and collecting data but struggle with analysis and dissemination. This partial proficiency indicates a need for progression beyond basic research stages. Voogt, Pieters, and Handelzalts (2016) recommend tailored professional development focusing on advanced phases such as interpretation and reporting to enhance comprehensive research capacity.
4. Belief in Research Utility
Most respondents believe that research improves teaching practices and classroom outcomes. This positive perception highlights the motivational aspect of inquiry. Mockler (2020) supports this notion, asserting that when teachers perceive research as directly connected to classroom improvement, their engagement and enthusiasm increase significantly.
5. Need for Skill Development
Despite their belief in the value of research, many teachers expressed uncertainty in their ability to conduct it independently. This reveals a readiness to learn, yet a lack of support systems. Schreiner (2019) found that mentoring and continuous PD play essential roles in developing research confidence and competency among educators.
6. Partial Support
Although mentorship and technical support are often available, teachers reported that time constraints and workload frequently impede their research engagement. Borg (2018) stresses the importance of school-level administrative support and workload management to ensure teachers have the necessary conditions to conduct meaningful research.
7. Call for Practical Support
Teachers emphasized the need for real-time, hands-on support rather than theoretical resources. This reflects a desire for context-based and applied learning opportunities. Creswell and Guetterman (2019) suggest that action research, which is rooted in practice and supported by collegial collaboration, thrives in environments that foster practical, real-world support systems.
8. Competing Priorities
Overlapping duties and limited time often result in research being deprioritized. This reflects the challenge of integrating research into the already demanding responsibilities of teaching. Van Katwijk et al. (2019) argue that reducing teachers’ workload or integrating research into daily teaching practice is key to increasing participation.
9. Burnout and Stress
Feelings of being overwhelmed were commonly reported, especially when balancing research with teaching responsibilities. This indicates that without institutional strategies to manage stress, research may exacerbate burnout. Kelchtermans (2017) emphasizes that addressing teacher well-being is essential to sustaining inquiry-based practices.
10. Lack of Training Exposure
Many teachers have not undergone formal research training, limiting their ability to independently conduct meaningful investigations. This lack of foundational knowledge can prevent further development. Kennedy (2016) asserts that well-structured, long-term training programs are essential to build the foundational knowledge required for effective teacher research.
11. Practical Recommendations
Teachers suggested more time, personalized mentoring, and experiential training to enhance their research engagement. These practical suggestions highlight the demand for responsive and job-embedded learning opportunities. Darling-Hammond, Hyler, and Gardner (2017) advocate for professional development that is ongoing, collaborative, and directly applicable to classroom contexts.

CONCLUSIONS
	This study sought to assess and enhance the research capabilities of teachers at Ambray Elementary School through the implementation of Project DCBARS (Developing Culture of Basic and Action Research in School). The findings provided clear answers to the research questions posed. 
1. Prior to the intervention, teachers demonstrated low research capabilities across key domains, including knowledge and skills, institutional support, collaboration, and application of research findings. Post-implementation data showed significant improvements in all areas, with ratings shifting from "low" to "high," reflecting a strengthened foundation in both technical and motivational aspects of conducting research. 
2. Project DCBARS, implemented through a SLAC-based training and write-shop model, effectively improved teachers’ competencies by providing structured, hands-on training, mentoring, and collaborative opportunities. The approach promoted active engagement, built confidence, and established a supportive institutional environment conducive to research. 
3. Yes. The results of the Wilcoxon Signed-Rank Test confirmed a statistically significant increase in the number of research proposals submitted and action research completed following the intervention (W = 0, p < 0.05). Research output rose from zero to 12 completed studies in SY 2024–2025 and 9 research proposal in SY 2025–2026, clearly demonstrating the effectiveness of the program. In summary, Project DCBARS successfully addressed the research capability gaps among teachers and fostered a culture of inquiry and collaboration. However, while research production significantly increased, the lack of research dissemination through conferences or forums remains a gap. Moving forward, institutional support should also focus on equipping teachers with the tools and confidence to present and share their research beyond the school level.

RECOMMENDATIONS 
Based on the findings of this study, which demonstrated that Project DCBARS (Developing Culture of Basic and Action Research in School) significantly enhanced the research capabilities of teachers at Ambray Elementary School, the following recommendations are proposed to sustain and further strengthen the culture of research within the institution:
1. Sustain and Institutionalize SLAC-Based Research Capacity Building
The structured, hands-on training and mentoring model utilized in Project DCBARS proved effective in improving teachers’ research competencies. It is recommended that the school formally institutionalize SLAC-based research capacity-building activities as part of the professional development program. Regularly scheduled workshops, write-shops, and collaborative research sessions should be maintained to ensure continuous skill enhancement and motivation.
2. Expand Institutional Support Mechanisms
To further bolster research engagement, the school administration should enhance institutional support by providing access to relevant research resources, such as academic journals, data analysis software, and time allocations dedicated to research activities. Establishing a dedicated research support unit or coordinator may streamline assistance and foster a more sustainable research environment.
3. Promote Research Dissemination and Knowledge Sharing
Although the quantity of research output increased significantly, dissemination remains limited. The school should encourage and facilitate teachers’ participation in local, regional, and national research conferences, forums, and publications. Providing training on academic writing, presentation skills, and conference participation will empower teachers to confidently share their findings, contributing to their professional growth and the school’s academic reputation.
4. Foster Collaborative and Action-Oriented Research Culture
Building on the collaborative successes of Project DCBARS, the school should promote action research projects that address real classroom and school challenges. Encouraging partnerships among teachers, school heads, and stakeholders will enhance the relevance and impact of research outputs, creating a feedback loop for continuous school improvement.
5. Integrate Research Outputs into School Improvement Planning
To maximize the practical utility of teachers’ research, findings should be systematically integrated into the school’s strategic and instructional plans. This integration will ensure that research directly informs decision-making and policy development, thus reinforcing the value of research as a tool for educational innovation and effectiveness.
6. Monitor and Evaluate Research Program Implementation
A monitoring and evaluation framework should be developed to track the progress of research activities, identify challenges, and inform necessary adjustments. Regular assessments will ensure that the research program remains aligned with the school’s goals and addresses emerging needs.
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