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ABSTRACT
The implementation of the MATATAG Curriculum in Philippine basic education has introduced significant changes in instructional practices, requiring teachers to adopt more responsive and flexible pedagogical approaches while also managing various implementation challenges. This study examined the pedagogical approaches employed by public secondary school teachers and the challenges they encountered in implementing the MATATAG Curriculum. The main objective of the study was to determine the profile of the respondents, the frequency of pedagogical approaches in terms of teacher-centered and learner-centered strategies, the challenges encountered in curriculum implementation, and the significant differences and relationships among these variables. The study also aimed to develop a proposed pedagogical training program to strengthen instructional practices. The study is significant in providing empirical evidence that may guide school administrators, policymakers, and curriculum implementers in improving support systems for teachers and enhancing the effective delivery of the MATATAG Curriculum. It contributes to educational research by highlighting how teacher characteristics and institutional factors influence pedagogical practices and implementation challenges. A descriptive-correlational research design was employed, involving 350 public secondary school teachers. Data were gathered using a structured questionnaire and analyzed through descriptive statistics, t-test, ANOVA, and Pearson correlation. Findings revealed that respondents were mostly female, relatively young, with 1–5 years of teaching experience, holding bachelor’s degrees with master’s units, and with limited training exposure. Both teacher-centered and learner-centered pedagogical approaches were found to be “Always Employed,” with Direct Instruction, Demonstrator/Modeling, Differentiated Instruction, Technology-Integrated Approach, and Collaborative Learning being consistently practiced. However, challenges in terms of teacher-related, instructional and resource, professional development, school and administrative support, and learner/environment-related factors were rated as “Often Employed,” indicating moderate implementation constraints. Results further showed that significant differences in pedagogical approaches and challenges existed when grouped according to selected profile variables, particularly age, length of service, educational attainment, subject taught, and number of trainings attended. Additionally, a significant relationship was found between pedagogical approaches and challenges encountered, suggesting that instructional practices are influenced by the extent of implementation difficulties experienced by teachers. The study concludes that while MATATAG Curriculum implementation is actively practiced, it is shaped by teachers’ profiles and systemic constraints. It is recommended that continuous professional development, improved instructional resources, and stronger administrative support be provided to enhance effective curriculum implementation. The proposed pedagogical training program may serve as an intervention to strengthen teachers’ instructional competence and address identified challenges.
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INTRODUCTION
The implementation of the MATATAG Curriculum has become a major educational reform in the Philippine basic education system aimed at improving foundational learning competencies, reducing curriculum congestion, and strengthening instructional quality. Introduced by the Department of Education in 2023, the curriculum emphasizes literacy, numeracy, values formation, and socio-emotional development through mastery-based and learner-centered instruction. According to UNESCO (2023), quality education plays a significant role in promoting social equity, economic growth, and national development. In response to global educational demands and persistent learning gaps among Filipino learners, the MATATAG Curriculum was designed to streamline competencies and promote contextualized teaching approaches that support critical thinking and active learner participation (DepEd, 2023; UNESCO, 2023).
Teachers play a crucial role in the successful implementation of the MATATAG Curriculum because their pedagogical approaches directly influence the quality of instruction and learner achievement. Studies show that teachers employ both teacher-centered and learner-centered strategies, including direct instruction, differentiated instruction, collaborative learning, inquiry-based learning, and technology integration, depending on classroom needs and available resources. Teacher-centered approaches remain useful in delivering structured lessons and improving comprehension among struggling learners, while learner-centered approaches encourage collaboration, critical thinking, and active engagement (Blando, 2025; Bihag et al., 2025). However, the effectiveness of these approaches depends on teachers’ professional readiness, instructional competence, and ability to adapt to diverse learner needs and curriculum demands (Malinao & Miano, 2025).
Despite the promising goals of the MATATAG Curriculum, public secondary school teachers continue to encounter several implementation challenges. These include limited instructional resources, inadequate technological support, insufficient curriculum-related training, heavy workloads, large class sizes, and difficulties in adjusting to competency-based and learner-centered instruction (Batonghinog & Chavez, 2025; Demate et al., 2025). Research also highlights that school support, professional development opportunities, and effective instructional supervision are essential for successful curriculum implementation. Although existing literature discusses curriculum reforms and teaching strategies, there remains limited research focusing specifically on the pedagogical approaches and implementation challenges experienced by public secondary school teachers in Zone II, Schools Division of Zambales. This gap in literature underscores the need for further investigation and the development of pedagogical training programs that may strengthen instructional practices and improve curriculum implementation.
METHODOLOGY 
This study utilized a quantitative research approach employing a descriptive-correlational research design to examine the pedagogical approaches and challenges encountered by public secondary school teachers in implementing the MATATAG Curriculum in Zone 2, Schools Division of Zambales. The descriptive component of the study focused on describing the profile of the respondents, the pedagogical approaches they employed, and the challenges they encountered during curriculum implementation. Specifically, the study described the extent to which teachers utilized teacher-centered and learner-centered pedagogical approaches, as well as the degree of challenges experienced in relation to teacher-related factors, instructional resources, professional development, administrative support, and learner-related concerns.
The correlational component of the study examined the relationship between the pedagogical approaches employed by teachers and the challenges encountered in implementing the MATATAG Curriculum. It also determined whether significant differences existed in the pedagogical approaches and challenges when respondents were grouped according to their profile variables such as sex, age, length of service, highest educational attainment, subject taught, and number of trainings attended related to the MATATAG Curriculum. The descriptive-correlational design was deemed appropriate because the study sought to describe existing conditions and determine associations among naturally occurring variables without manipulating them.
The target population of the study consisted of public secondary school teachers in Zone 2 under the Schools Division of Zambales who were directly implementing the MATATAG Curriculum during the conduct of the study. A total of 350 teachers from 35 public secondary schools located in the districts of Palauig, Iba, and Botolan participated in the study. These schools included integrated schools, national high schools, and annex schools under the supervision of the Department of Education, Schools Division of Zambales.
The study employed purposive sampling as the sampling technique in selecting respondents. Purposive sampling allowed the researcher to deliberately select participants who possessed the necessary qualifications, experiences, and direct involvement in the implementation of the MATATAG Curriculum. This sampling method was appropriate because not all teachers in the division were involved in teaching under the MATATAG Curriculum.
The inclusion criteria required respondents to be licensed public secondary school teachers assigned to teach Grade 7 and Grade 8 learners under the MATATAG Curriculum during the school year 2024 onward. Respondents were also required to have at least one year of teaching experience in the public secondary school system and to be actively engaged in classroom instruction during the conduct of the study. Teachers handling any subject area under the MATATAG Curriculum were included in the study provided they were willing to participate voluntarily.
On the other hand, exclusion criteria included teachers who were not directly involved in classroom instruction such as guidance counselors, librarians, coordinators, and administrative personnel without regular teaching loads. Newly hired teachers with less than one year of teaching experience, substitute teachers, and teachers who were on leave during the data collection period were also excluded from the study. Teachers who declined participation or failed to complete the questionnaire were likewise excluded to ensure completeness and reliability of the gathered data.

Table 1. Frequency Distribution of Respondents by District and Secondary School in the Department of Education, Schools Division of Zambales (Zone 2)
	District
	Name of School
	Frequency (f)
	Percentage (%)

	[bookmark: _Hlk211620797][bookmark: _Hlk211621692]Palauig District
	Rofulo M. Landa High School
	21
	6%

	
	Locloc National High School
	13
	4%

	
	Bulawen Integrated School
	7
	2%

	Iba District
	Zambales National High School
	33
	9%

	
	Amungan National High School
	10
	3%

	
	Jesus F. Magsaysay High School-ZNHS-Annex
	13
	4%

	
	San Agustin Integrated School
	9
	3%

	
	Sta.Barbara Integrated School
	10
	3%

	
	Dona Luisa Obieta Integrated School
	6
	2%

	
	Asian Development Bank Spouses Association Aeta Integrated School (ADBSA)
	7
	2%

	
	Lupang Pangako Resettlement Integrated School
	7
	2%

	











Botolan District













	Botolan National High School
	24
	7%

	[bookmark: _Hlk211621334]
	Bancal Integrated School
	16
	5%

	
	Beneg National High School
	16
	5%

	
	San Juan Integrated School
	8
	2%

	
	New Taugtog National High School
	8
	2%

	
	Panan National High School
	12
	3%

	
	Bucao Integrated School
	8
	2%

	
	Bangan-Capayawan Integrated School
	8
	2%

	
	Porac Integrated School
	6
	2%

	
	San Isidro Integrated School
	5
	1%

	
	Botolan North Integrated School
	9
	3%

	
	Mambog Integrated School
	6
	2%

	
	Santiago Integrated School
	8
	2%

	
	Carael Integrated School
	7
	2%

	
	Loob-Bunga Integrated School
	12
	3%

	
	Baquillan Resettlement Integrated School
	8
	2%

	
	Poon Bato Integrated School
	8
	2%

	
	Lakas High School
	9
	3%

	
	Maguisguis Integrated School
	7
	2%

	
	Cabatuan Integrated School
	5
	1%

	
	Nacolcol Integrated School
	7
	2%

	
	Dojoc Balite Integrated School
	6
	2%

	
	Villar Integrated School
	5
	1%

	
	Moraza Integrated School
	6
	2%

	Total
	35 Schools
	350
	100%



RESULTS AND DISCUSSION

1. Profile of the respondents. Table 2 shows the Frequency and Percentage Distribution of the Respondents’ Profile. 



Table 2. Frequency and Percentage Distribution of the Respondents’ Profile
	Profile Variable
	Frequency
(f)
	Percentage
(%)

	Sex
	Male
	80
	22.90

	
	Female
	270
	77.10

	
	Total
	350
	100.00

	Age

Mean=35.75 
years old
	22-29
	87
	24.90

	
	30-39
	154
	44.00

	
	40-49
	85
	24.30

	
	50 and above
	24
	6.90

	
	Total
	350
	100.00

	Length of Service

Mean=7.48 years
	1-5
	137
	39.10

	
	6-10
	129
	36.90

	
	11-15
	56
	16.00

	
	16 and above
	28
	8.00

	
	Total
	350
	100.00

	Highest Educational Attainment
	Bachelor’s Degree
	85
	24.30

	
	Bachelor’s with Master’s Degree
	117
	33.40

	
	Graduate/Masters Units
	130
	37.10

	
	Master’s Degree with Doctorate Units
	18
	5.10

	
	Total
	350
	100.00

	Subject Taught
	English
	56
	16.00

	
	Math
	45
	12.90

	
	Science
	52
	14.90

	
	Filipino
	48
	13.70

	
	Araling Panlipunan
	56
	16.00

	
	TLE
	40
	11.40

	
	MAPEH
	33
	9.40

	
	ESP
	20
	5.70

	
	Total
	350
	100.00

	Number of Trainings Attended
Mean=2.04
	1-2
	263
	75.10

	
	3-4
	77
	22.00

	
	5 and above
	10
	2.90

	
	Total
	350
	100.00

































1.1 Sex.  Out of the Three Hundred Fifty (350) respondents, the majority of 270 or equivalent to 77.10% were from female, and 80 or equivalent to 22.90% were from male. This means that Women are often more visible in the teaching profession because teaching has long been socially associated with caregiving, patience, and nurturing roles.

According to Acker (2017), in communities, teaching traditionally linked to women, making it a profession that many females are encouraged to pursue from an early age. Families and society view teaching as a respectable and meaningful career for women because it allows them to guide children, form values, and contribute directly to community development. 
1.2 Age. Out of the Three Hundred Fifty (350) respondents, the majority of 154 or equivalent to 44.00% were from 30 to 39 years old; 87 or equivalent to 24.90% were from 22 to 29 years old; 85 or equivalent to 24.30% were from 40 to 49 years old; and 24 or equivalent to 6.90% were from 50 and above. The computed age mean of the respondents was 35.75 years old. Young adults are often more numerous in the teaching profession because they are the ones who have most recently completed their college degrees and licensure requirements, making them the newest entrants into the field.
Many immediately apply for teaching positions in public or private schools to begin building their careers. Since schools regularly hire new teachers to fill vacant items, replace retirees, or respond to increasing enrollment, young adults naturally make up a large portion of newly employed teaching personnel (Ingersoll, et. al., 2018). 
As mentioned by Han, Borgonovi, & Guerriero (2018), for many young adults, the teaching profession provides an opportunity to gain stable employment, develop professional experience, and establish financial independence. At this stage, they are often eager to apply what they learned in their teacher education programs and to prove themselves in actual classroom settings.
1.3 Length of Service. Out of the Three Hundred Fifty (350) respondents, the majority of 137 or equivalent to 39.10% were from 1 to 5; 129 or equivalent to 36.90% were from 6 to 10; 56 or equivalent to 16.00% were from 11 to 15; and 28 or equivalent to 8.00% were from 16 and above. Many teachers may fall within the 1–5 years in service category because this period represents the entry stage of the teaching profession.
Passing the licensure examination and meeting employment requirements, newly qualified teachers usually begin their careers. Since schools continuously hire new teaching personnel to address vacancies, class expansion, and teacher turnover, a large number of teachers are naturally concentrated in their early years of service (Richardson & Watt, 2018).
1.4. Highest Educational Attainment. Out of the Three Hundred Fifty (350) respondents, the majority of 130 or equivalent to 37.10% were from Graduate/Master Units; 117 or equivalent to 33.40% were from Bachelor’s with Master’s Degree; 85 or equivalent to 24.30% were from Bachelor’s Degree; and 18 or equivalent to 5.10% were from Master’s Degree with Doctorate Units. Many teachers are classified as having a bachelor’s degree with master’s units because a bachelor’s degree is the basic qualification for entering the teaching profession, while pursuing master’s units is a common next step for career advancement.
After being hired, teachers enroll in graduate studies to improve their academic credentials, deepen their professional knowledge, and meet promotion requirements in the education system. However, completing a full master’s degree usually takes time because teachers must balance work responsibilities, family obligations, and academic demands (World Bank, 2020).
1.5 Subjects Taught. Out of the Three Hundred Fifty (350) respondents, the majority of 56 or equivalent to 16.00% were from English and Araling Panlipunan, respectively; 52 or equivalent to 14.90%, were from Science; 48 or equivalent to 13.70%, were from Filipino; 45 , equivalent to 12.90%, were from Math; 40, equivalent to 11.40% were from TLE; 33 or equivalent to 9.40% were from MAPEH; and 20 or equivalent to 5.70% were from ESP. More teachers may be assigned to English and Araling Panlipunan because these are core learning areas that are offered across multiple grade levels and are considered fundamental in the basic education curriculum.
According to Bank (2017), English has long been one of the most popular areas in teacher education because of its relevance in instruction, communication, and professional work. Similarly, Araling Panlipunan attracts many education students because it covers history, culture, government, geography, and society, which are significant areas in national development and citizenship education. 
1.6 Number of Trainings Attended.  Out of the Three Hundred Fifty (350) respondents, the majority of 263, equivalent to 75.10% were from 1 to 2; 77, equivalent to 22.00% were from 3 to 4; and 10 or equivalent to 2.90% were from 5 and above. The computed number of trainings attended mean of the respondents was 2.04. Teachers may have attended a lesser number of trainings because opportunities for professional development are not always equally available to all teachers.
In many schools, as mentioned by Sims & Fletcher-Wood (2021), attendance in seminars, workshops, and capacity-building programs may depend on limited slots, funding availability, or selection by school heads and division offices. In addition, those who are still in the early years of service, may not yet have had enough time to accumulate a large number of trainings. Newly hired teachers are often still adjusting to classroom responsibilities, school processes, and curriculum demands, which may limit their participation in additional learning activities. Some trainings are also offered only at specific times of the year or only to selected subject areas and grade levels.
2. Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers.
2.1Teacher-Centered Approaches. 

2.1.1 Direct Instruction / Lecture Method. Table 3 shows the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches in terms of Direct Instruction/Lecture Method.

 The respondents assessed “Always Employed” on all indicators, “I maintain the role of the primary information provider in the classroom to ensure factual accuracy of the lesson,” with a weighted mean of 3.51 and ranked 1. Also, “I primarily use closed questions (yes/no, single answer) to check for immediate comprehension during instruction,” with a weighted mean of 3.23 and ranked 10. The computed overall weighted mean on the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches in terms of Direct Instruction/Lecture Method was 3.40 with a qualitative interpretation of “Always Employed.” This means that educators prioritize content accuracy, structured knowledge delivery, and controlled instructional flow. In the context of curriculum reform, such emphasis reflects a commitment to ensuring that foundational concepts are clearly transmitted and aligned with prescribed learning competencies.

Table 3. Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches in terms of Direct Instruction/Lecture Method
	 
	Direct Instruction/Lecture Method 
	Weighted 
Mean 
	Qualitative 
Interpretation 
	Rank 

	1
	I rely on lecture methods to deliver majority of the lesson content to ensure all topics are covered efficiently.
	3.43
	Always Employed
	4.5

	2
	I employ drills and repetition exercises to ensure learners master foundational facts and concepts.
	3.49
	Always Employed
	2

	3
	I maintain the role of the primary information provider in the classroom to ensure factual accuracy of the lesson.
	3.51
	Always Employed
	1

	4
	I strictly control the pacing of the lesson to ensure that the required competencies are met within the time limit.
	3.42
	Always Employed
	6

	5
	I use pre-planned scripts or extensive notes to ensure every detail of the lesson is covered.
	3.39
	Always Employed
	7

	6
	I primarily use closed questions (yes/no, single answer) to check for immediate comprehension during instruction.
	3.23
	Often Employed
	10

	7
	I require learners to take notes verbatim during the lecture/discussion portion of the lesson.
	3.32
	Always Employed
	9

	8
	I utilize recitation methods where learners are asked to orally repeat key definitions or facts.
	3.46
	Always Employed
	3

	9
	I structure the lesson where learners work time is strictly limited and mostly monitored by me.
	3.36
	Always Employed
	8

	10
	I structure the lesson where learners work time is strictly limited and mostly monitored by me.
	3.43
	Always Employed
	4.5

	 
	Overall Weighted Mean
	3.40
	Always Employed
	


According to Clark, et. al. (2017), nowadays, teachers distinguish that direct instruction safeguards against misconceptions, misinformation, or fragmented understanding among learners. Particularly in subjects requiring conceptual clarity or technical knowledge, this approach ensures standardized interpretation of content and minimizes ambiguity in lesson delivery.
As mentioned by Kraft & Blazar (2018), teachers may associate effective curriculum implementation with authoritative knowledge transmission. In systems undergoing educational reform, educators often rely on structured lecture methods to maintain coherence and manage time efficiently. This is especially relevant in public secondary schools where class sizes may be large, instructional time is limited, and assessment standards are tightly aligned with national benchmarks. While direct instruction ensures accuracy and efficiency, excessive reliance on it may limit opportunities for critical thinking, collaborative learning, and student inquiry. The MATATAG Curriculum emphasizes strengthening foundational skills; thus, the dominance of lecture methods suggests that teachers view structured guidance as essential in achieving competency mastery (OECD, 2019).
[bookmark: _Hlk223961392]In addition, Sweller, et. al., (2019), many educators are trained within traditional pedagogical frameworks where teacher authority and content expertise are central. It may also indicate a perceived accountability pressure teachers may feel responsible for ensuring measurable learning outcomes, leading them to retain strong instructional control to meet curriculum standards effectively.
2.1.2 Demonstrator / Modeling. Table 4 shows the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches in terms of Demonstrator/Modeling.                                         
The respondents assessed “Always Employed” on all indicators, “I use the whole class setting for demonstrations to ensure every learner sees the exact same model,” and “I frequently re-demonstrate steps for learners who are struggling, rather than relying on their peers,” with a weighted mean of 3.54 and ranked 1.5, respectively. Also, “I ensure learners mimic or replicate the procedure I demonstrated exactly as shown before they practice independently,” with a weighted mean of 3.40 and ranked 10. The computed overall weighted mean on the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches in terms of Demonstrator/Modeling was 3.49 with a qualitative interpretation of “Always Employed.” This implies that teachers implementing the MATATAG Curriculum prioritize structured modeling to ensure that all learners are exposed to the same standards, processes, and exemplars. Demonstration becomes a quality-control mechanism that minimizes variability in interpretation and performance.

Table 4. Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches in terms of Demonstrator/Modeling
	 
	Demonstrator/Modeling
	Weighted 
Mean 
	Qualitative 
Interpretation 
	Rank 

	1
	I demonstrate the step-by-step procedures of a task while learners observe before they attempt it themselves.
	3.51
	Always Employed
	4

	2
	I provide explicit, detailed instructions for all activities, minimizing the need for learners to explore on their own.
	3.43
	Always Employed
	9

	3
	I use the "I do, we do, you do" framework, emphasizing the "I do" (teacher modeling) phase.
	3.49
	Always Employed
	6

	4
	I use think-aloud strategies to show learners the exact mental process for solving a problem or completing a task.
	3.47
	Always Employed
	8

	5
	I ensure learners mimic or replicate the procedure I demonstrated exactly as shown before they practice independently.
	3.40
	Always Employed
	10

	6
	I use visual aids (charts, diagrams, videos) specifically to illustrate a procedure or concept step-by-step.
	3.53
	Always Employed
	3

	7
	I utilize modeling of soft skills (e.g., proper communication, effective group work) before I ask learners to attempt them.
	3.49
	Always Employed
	6

	8
	I provide multiple, varied examples of the finished product or expected output before students begin their work.
	3.49
	Always Employed
	6

	9
	I use the whole class setting for demonstrations to ensure every learner sees the exact same model.
	3.54
	Always Employed
	1.5

	10
	I frequently re-demonstrate steps for learners who are struggling, rather than relying on their peers.
	3.54
	Always Employed
	1.5

	 
	Overall Weighted Mean
	3.49
	Always Employed
	


In the study of Alfieri, et. al. (2019) suggests that by ensuring that every learner observes the same model simultaneously, teachers reduce discrepancies in understanding that might arise from peer-based or fragmented instruction. This approach is particularly effective in skill-based lessons, procedural tasks, laboratory activities, or problem-solving demonstrations where precision and sequence are critical. It reflects a belief that mastery begins with clear visualization of the expected outcome.
Fiorella & Mayer (2018) stated that the practice of re-demonstrating steps for struggling learners further highlights a teacher-driven scaffolding strategy. Rather than delegating support to peers, teachers maintain direct responsibility for remediation. This indicates high instructional accountability and responsiveness to learner difficulty. In the MATATAG framework, which emphasizes foundational skill strengthening, repeated modeling ensures that misconceptions are corrected immediately and that learners receive consistent guidance from the content expert.
Re-demonstration ensures accuracy, overdependence on teacher-led clarification may reduce opportunities for peer mentoring, cooperative problem-solving, and independent exploration. This could affect the development of learner autonomy, especially in contexts where students benefit from social interaction and shared meaning-making (Chi  & Wylie (2018).
Moreover, Kirschner, et. al. (2022), pointed that the preference for whole-class modeling may reflect contextual realities such as large class sizes, time constraints, and diverse learner abilities. Demonstration allows efficient control of instructional pacing and ensures alignment with lesson objectives. It also helps maintain classroom order during complex tasks, as learners follow structured guidance rather than navigating tasks independently without supervision.
2.1.3. Culture-based teaching approach.  Table 5 shows the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches in terms of Culture-based teaching approach.                                                                                                                                    
  The respondents assessed “Always Employed” on indicator 1, “I explicitly discuss local history, traditions, and practices to contextualize the lesson for the learners,” with a weighted mean of 3.41 and ranked 1. However, indicator 4, “I invite local elders, or community resource speakers to share their knowledge related to the lesson,” with a weighted mean of 2.91 and ranked 10. The computed overall weighted mean on the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches in terms of Culture-based teaching approach was 3.39 with a qualitative interpretation of “Always Employed.” This indicates that teachers recognize the importance of grounding academic content in learners’ sociocultural realities to enhance comprehension, relevance, and engagement. Culture is not treated as a peripheral topic but as an instructional anchor.
According to Gay (2018), integrating local history and traditions into lessons, teachers facilitate meaningful learning through contextualization. When abstract concepts are connected to familiar community narratives, practices, or heritage, learners are more likely to internalize and retain knowledge. This reflects a constructivist underpinning within a teacher-centered framework, where the teacher remains the primary information source but deliberately situates knowledge within culturally resonant examples.

Table 5. Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches in terms of Culture-based teaching approach
	 
	Culture-based teaching approach
	Weighted 
Mean 
	Qualitative 
Interpretation 
	Rank 

	1
	I explicitly discuss local history, traditions, and practices to contextualize the lesson for the learners.
	3.41
	Always Employed
	1

	2
	I use local stories, legends, or examples from the Zambales community to explain complex concepts.
	3.40
	Always Employed
	2

	3
	I utilize the local language or dialect (Mother Tongue) to clarify difficult terms during discussions.
	3.38
	Always Employed
	4

	4
	I invite local elders, or community resource speakers to share their knowledge related to the lesson.
	2.91
	Often Employed
	10

	5
	I utilize authentic local materials (e.g., indigenous crafts, local produce) as actual manipulatives or teaching aids.
	3.19
	Often Employed
	8

	6
	I incorporate regional games, songs, or dances into the lesson to reinforce learning competencies.
	3.25
	Always Employed
	7

	7
	I conduct field studies within the locality to connect concepts to the local environment.
	3.04
	Often Employed
	9

	8
	I design assessment tasks (projects, essays) that require learners to apply content knowledge to solve a local community problem.
	3.33
	Always Employed
	6

	9
	I utilize local architecture, landforms, or community landmarks as examples during discussions.
	3.34
	Always Employed
	5

	10
	I encourage learners to compare and contrast their local culture with national or global cultures related to the topic.
	3.39
	Always Employed
	3

	 
	Overall Weighted Mean
	3.26
	Always Employed
	


Educators view cultural integration as essential to effective curriculum implementation. In the MATATAG framework, which emphasizes foundational competencies and learner-centered development, contextual teaching strengthens identity affirmation and cultural literacy. It also supports national educational goals of fostering civic awareness, patriotism, and respect for diversity. Teachers, therefore, function as cultural mediators who bridge formal curriculum standards with lived community experience (Banks, 2019).
Furthermore, UNESCO. (2021) states that referencing the local traditions and practices, teachers validate students’ backgrounds and promote inclusivity. This may enhance learner participation, as students see their own communities reflected in classroom discourse. Such validation strengthens self-esteem and reinforces the relevance of schooling to everyday life, reducing the perceived gap between academic knowledge and social reality.
The respondents assessed “Always Employed” on all indicators, “Demonstrator / Modeling,” with a weighted mean of 3.49 and ranked 1. In addition, “Culture-based teaching approach,” with a weighted mean of 3.26 and ranked 3. The computed grand weighted mean on the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Teacher-Centered Approaches was 3.38 with a qualitative interpretation of “Always Employed.” The teachers strongly rely on structured exemplification as a core instructional strategy in implementing the MATATAG Curriculum. Educators prioritize clarity of process, accuracy of execution, and visible standards of performance. Modeling serves as a pedagogical anchor, ensuring that learners observe the correct method before attempting tasks independently.

Table 6. Summary of Pedagogical Approaches in the Implementation of MATATAG Curriculum employed by Public Secondary School Teachers as to Teacher-Centered Approaches
	 
	Dimensions
	Overall
Weighted 
Mean 
	Qualitative 
Interpretation 
	Rank

	1
	Direct Instruction / Lecture Method 
	3.40
	Always Employed
	2

	2
	Demonstrator / Modeling 
	3.49
	Always Employed
	1

	3
	Culture-based teaching approach 
	3.26
	Always Employed
	3

	 
	Overall Weighted Mean
	3.38
	Always Employed
	


Teachers perceive demonstration as highly effective in strengthening foundational competencies. The MATATAG Curriculum emphasizes mastery of essential skills; thus, providing a clear and systematic model reduces ambiguity and supports procedural understanding. In skill-based lessons—such as problem-solving steps, writing formats, laboratory procedures, or performance tasks—modeling helps learners internalize correct sequencing and standards (van Merriënboer & Kirschner, 2018).
As mentioned by Zimmerman  & Schunk (2018),  a structured instructional environment where the teacher maintains strong guidance. This approach minimizes misconceptions because learners are exposed to verified and expert-led processes. It is particularly beneficial in heterogeneous classrooms where learners vary in readiness levels, as modeling establishes a common baseline of understanding before practice begins.
In addition, Seidel & Shavelson (2017), contextual realities such as large class sizes and limited instructional time. Demonstration allows teachers to efficiently deliver complex procedures to the entire class simultaneously. It supports instructional pacing and ensures that lesson objectives are addressed systematically without excessive trial-and-error among learners.

2.2 Learner-Centered Approaches

2.2.1 Differentiated Instruction. Table 7 shows the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches in terms of Differentiated Instruction.
Table 7. Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches in terms of Differentiated Instruction
	 
	Differentiated Instruction
	Weighted 
Mean 
	Qualitative 
Interpretation 
	Rank 

	1
	I use pre-assessments to identify learners' current readiness levels before teaching a new topic.
	3.43
	Always Employed
	8

	2
	I vary the process (activities) used in class, allowing learners to choose how they practice a concept.
	3.47
	Always Employed
	3

	3
	I provide differentiated products (outputs or projects) that align with learners' interests or learning styles.
	3.43
	Always Employed
	8

	4
	I use flexible grouping that changes based on the lesson objective.
	3.46
	Always Employed
	5

	5
	I utilize tiering strategies by assigning different levels of complexity in tasks for groups of students.
	3.46
	Always Employed
	5

	6
	I allow learners to demonstrate competency through multiple learning modalities (visual, auditory, kinesthetic).
	3.50
	Always Employed
	1

	7
	I provide supplemental scaffolding (e.g., graphic organizers) for struggling learners.
	3.46
	Always Employed
	5

	8
	I modify the instructional content to accommodate learners with varied levels of readiness.
	3.49
	Always Employed
	2

	9
	I implement "learning stations" or "centers" that allow learners to move between differentiated tasks.
	3.42
	Always Employed
	10

	10
	I adjust the complexity or number of practice problems based on individual student need.
	3.43
	Always Employed
	8

	 
	Overall Weighted Mean
	3.45
	Always Employed
	


The respondents assessed “Always Employed” on all indicators, “I allow learners to demonstrate competency through multiple learning modalities (visual, auditory, kinesthetic),” with a weighted mean of 3.50 and ranked 1. In addition, “I implement "learning stations" or "centers" that allow learners to move between differentiated tasks,” with a weighted mean of 3.42 and ranked 10. The computed grand weighted mean on the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches in terms of Differentiated Instruction was 3.45 with a qualitative interpretation of “Always Employed.” This implies that the teachers recognize learner diversity in cognitive processing, learning preferences, and performance expression. By accommodating multiple modalities, educators aim to ensure that assessment and participation are not confined to a single mode of intelligence or communication.
According to Florian & Spratt (2017), differentiated instruction is not merely supplementary but central to classroom implementation. Teachers appear to understand that competency mastery can be demonstrated in varied forms through visual outputs such as diagrams or presentations, auditory expressions like oral reports, or kinesthetic tasks involving performance-based activities. This approach enhances equity by providing learners with alternative avenues to showcase understanding, thereby reducing barriers associated with rigid assessment formats.
According to Florian & Spratt (2017), differentiated instruction is not merely supplementary but central to classroom implementation. Teachers appear to understand that competency mastery can be demonstrated in varied forms through visual outputs such as diagrams or presentations, auditory expressions like oral reports, or kinesthetic tasks involving performance-based activities. This approach enhances equity by providing learners with alternative avenues to showcase understanding, thereby reducing barriers associated with rigid assessment formats.
Boelens, et. al. (2017), give emphasis that the visual learners benefit from graphic organizers and demonstrations; auditory learners from discussions and verbal explanations; kinesthetic learners from simulations or hands-on activities. This diversification aligns with contemporary educational principles emphasizing learner agency, engagement, and personalized learning pathways.
Moreover, Gulikers, et. al. (2018), allowing multiple modalities broadens evidence of learning. Instead of evaluating competency solely through written examinations, teachers can assess performance-based outputs, collaborative tasks, and experiential demonstrations. This strengthens formative and summative evaluation processes by capturing a more comprehensive representation of learner capability. It also supports the MATATAG Curriculum’s objective of reinforcing foundational skills through meaningful application.

2.2.2 Technology-Integrated Approach. Table 8 shows the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches in terms of Technology-Integrated Approach.

The respondents assessed “Always Employed” on all indicators, “I use my projector, smart TV, and other visual technology daily to display lesson materials and resources,” with a weighted mean of 3.57 and ranked 1. In addition, “I incorporate digital simulations or virtual labs to teach abstract concepts in my subject area,” with a weighted mean of 3.25 and ranked 10. The computed grand weighted mean on the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches in terms of Technology-Integrated Approach was 3.42 with a qualitative interpretation of “Always Employed.” This indicates that technology is no longer peripheral but embedded in routine pedagogical practice. Teachers appear to view visual technology as an essential tool for enhancing clarity, engagement, and structured lesson delivery.

Today, according to Hodges, et. al (2020), educators recognize the pedagogical value of multimedia learning. Visual displays allow teachers to present organized slides, instructional videos, digital simulations, infographics, and real-time examples that reinforce conceptual understanding. This aligns with cognitive learning principles where dual-channel processing (visual and verbal) improves retention and comprehension. The consistent use of technology enhances lesson structure and supports diverse learner needs.

Henderson, et. al. (2017), added that daily technology integration facilitates interactive and dynamic classroom experiences. Smart TVs and projectors enable the incorporation of visual demonstrations, collaborative digital activities, and immediate feedback mechanisms. Learners benefit from exposure to varied digital resources, which can increase motivation and sustain attention. This approach also reflects alignment with 21st-century skills development, including digital literacy and information processing competencies.
Table 8. Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches in terms of Technology-Integrated Approach
	 
	Technology-Integrated Approach
	Weighted 
Mean 
	Qualitative 
Interpretation 
	Rank 

	1
	I utilize Learning Management Systems (LMS) or educational applications for interactive assessments.
	3.29
	Always Employed
	9

	2
	I incorporate digital simulations or virtual labs to teach abstract concepts in my subject area.
	3.25
	Always Employed
	10

	3
	I utilize multimedia resources (videos, interactive graphics) found online to enrich lessons beyond the textbook.
	3.50
	Always Employed
	3.5

	4
	I teach learners to use productivity tools (e.g., presentation software) to complete learning tasks.
	3.39
	Always Employed
	6

	5
	I use technology to facilitate synchronous or asynchronous learning outside of regular class time.
	3.37
	Always Employed
	7.5

	6
	I integrate tools that allow learners to collaborate digitally on shared documents or presentations.
	3.37
	Always Employed
	7.5

	7
	I use my projector, smart TV, and other visual technology daily to display lesson materials and resources.
	3.57
	Always Employed
	1

	8
	I use online tools to provide immediate, automated feedback to learners on their practice exercises.
	3.45
	Always Employed
	5

	9
	I teach learners to be responsible in digital citizenship and safety practices as part of my lesson.
	3.50
	Always Employed
	3.5

	10
	I use technology to find and utilize updated, localized content relevant to the MATATAG curriculum.
	3.53
	Always Employed
	2

	 
	Overall Weighted Mean
	3.42
	Always Employed
	


 
Institutional readiness and infrastructure support within public secondary schools is needed. Access to projectors and smart TVs suggests investments in educational technology resources. However, the effectiveness of this approach depends not merely on availability but on pedagogical integration. Technology must serve instructional objectives rather than function as a passive display tool (Petko, 2017).

2.2.3 Collaborative/Inquiry-based Learning. Table 9 shows the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches in terms of Collaborative/Inquiry-based Learning.
Table 9. Pedagogical Approaches In The Implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches in terms of Collaborative/Inquiry-based Learning
	 
	Collaborative/Inquiry-based Learning
	Weighted 
Mean 
	Qualitative 
Interpretation 
	Rank 

	1
	I structure lessons around open-ended questions that require learners to investigate and propose solutions.
	3.44 
	Always Employed
	4.5

	2
	I frequently assign group projects that require learners to pool diverse skills and knowledge.
	3.38 
	Always Employed
	9

	3
	I employ peer-teaching or peer-assessment methods to foster learner’s accountability and mastery.
	3.47 
	Always Employed
	2.5

	4
	I use problem-based learning scenarios where the learning goal is to solve a real-world problem relevant to the locality.
	3.47 
	Always Employed
	2.5

	5
	I facilitate learner-led discussions where I act primarily as a moderator rather than the main speaker.
	3.42 
	Always Employed
	6

	6
	I give learners opportunities to choose topics or design their own investigations related to the competency.
	3.36 
	Always Employed
	10

	7
	I provide opportunities for learners to present their findings and defend their solutions to the class.
	3.44 
	Always Employed
	4.5

	8
	I organize debates, role-playing, or Socratic seminars to encourage critical thinking and communication.
	3.39 
	Always Employed
	8

	9
	I guide learners on how to evaluate the credibility of information sources during an inquiry task.
	3.49 
	Always Employed
	1

	10
	I encourage learners to formulate their own research questions based on a given theme or topic.
	3.41 
	Always Employed
	7

	 
	Overall Weighted Mean
	3.43 
	Always Employed
	 


 The respondents assessed “Always Employed” on all indicators, “I guide learners on how to evaluate the credibility of information sources during an inquiry task,” with a weighted mean of 3.49 and ranked 1. In addition, “I give learners opportunities to choose topics or design their own investigations related to the competency,” with a weighted mean of 3.36 and ranked 10. The computed grand weighted mean on the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approach was 3.43 with a qualitative interpretation of “Always Employed.” This means that inquiry-based learning is not limited to content discovery but extends to evaluative judgment. Teachers are not merely encouraging students to gather information; they are actively scaffolding the process of source validation, authorship verification, bias detection, and evidence assessment. This strengthens higher-order thinking skills, particularly analysis, evaluation, and synthesis, which are foundational to academic rigor and lifelong learning.
According to Rouet (2017), rather than positioning learners as passive recipients of information, teachers are fostering intellectual autonomy and research responsibility. Guiding students to question credibility cultivates discernment and informed decision-making. This approach supports the development of independent thinkers who can critically engage with academic materials, online resources, and real-world information.
Evaluating sources within inquiry tasks likely involves group discussion, peer review, and shared analysis. This promotes collective reasoning and dialogue, enabling learners to articulate criteria for credibility and defend their judgments. Such interaction strengthens communication skills and encourages evidence-based argumentation, reinforcing both academic and social competencies (Hmelo-Silver, et. al., 2017).
Table 10 shows the Summary of pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches. 

Table 10. Summary of pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches
	 
	Dimensions
	Overall
Weighted
Mean
	Qualitative
Interpretation
	Rank

	1
	 Differentiated Instruction
	3.45
	Always Employed
	 1

	2
	Technology-Integrated Approach
	3.42
	Always Employed
	3

	3
	Collaborative/Inquiry-Based Learning
	3.43
	Always Employed
	2 

	 
	Grand Mean 
	 3.43
	Always Employed
	 


The respondents assessed “Always Employed” on all indicators, “Differentiated Instruction,” with a weighted mean of 3.45 and ranked 1. In addition, “Technology-Integrated Approach,” with a weighted mean of 3.42 and ranked 3. The computed grand weighted mean on the Pedagogical approaches in the implementation of MATATAG Curriculum employed by public secondary school teachers as to Learner-Centered Approaches was 3.43 with a qualitative interpretation of “Always Employed.” This implies that teachers prioritize equitable access to learning. Instead of adopting a one-size-fits-all model, educators modify content, process, product, or learning environment to ensure that diverse learners can achieve curriculum standards. This is particularly significant in public secondary school settings where classrooms are often heterogeneous, encompassing varied academic abilities and socio-economic backgrounds. Differentiation becomes a mechanism for bridging learning gaps.
From the point of view of the Department of Education. (2024), the consistent application of differentiated instruction reflects alignment with the MATATAG Curriculum’s emphasis on strengthening foundational skills. By tailoring instruction, teachers can provide remediation for struggling learners while offering enrichment for advanced students. This ensures that competency development is maximized across performance levels. It also supports mastery-based learning, where progression is guided by demonstrated understanding rather than uniform pacing.
In the study of Miao & Ma (2023), the differentiation promotes autonomy and engagement. When learners are given varied pathways to understand and demonstrate knowledge, they are more likely to feel valued and capable. Flexible grouping, varied assessment formats, scaffolded tasks, and adaptive questioning enhance participation and motivation. Such practices foster a classroom climate where diversity is viewed as an asset rather than a challenge.

3. Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum.
3.1. Teacher-Related Factors. Table 11 shows the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Teacher-Related Factors. 

Table 11. Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Teacher-Related Factors
	 
	Teacher-Related Factors
	Weighted
Mean
	Qualitative
Interpretation
	Rank

	1
	I can understand the revised MATATAG learning competencies.
	3.07
	Often Employed
	1

	2
	I am confident in applying new teaching strategies required by the curriculum.
	2.98
	Often Employed
	10

	3
	I have sufficient time to prepare lessons despite curriculum changes.
	3.01
	Often Employed
	7.5

	4
	I can effectively align my lessons with the new standards.
	3.01
	Often Employed
	7.5

	5
	I can develop localized instructional materials for my classes.
	3.05
	Often Employed
	3

	6
	I can manage my workload demands during MATATAG implementation.
	3.02
	Often Employed
	6

	7
	I am motivated to adapt my teaching style to curriculum changes.
	3.03
	Often Employed
	5

	8
	I can master and integrate the technology required for digital learning.
	2.99
	Often Employed
	9

	9
	I have adequate skills in designing authentic assessment tools aligned with MATATAG.
	3.05
	Often Employed
	3

	10
	I can create performance tasks and rubrics that reflect MATATAG competencies.
	3.05
	Often Employed
	3

	 
	Overall Weighted Mean
	3.03
	Often Employed
	


The respondents assessed “Often Employed” on all indicators, “I can understand the revised MATATAG learning competencies,” with a weighted mean of 3.07 and ranked 1. In addition, “I am confident in applying new teaching strategies required by the curriculum,” with a weighted mean of 2.98 and ranked 10. The computed overall weighted mean on the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Teacher-Related Factors was 3.03 with a qualitative interpretation of “Often Employed.” This indicates that cognitive comprehension of the curriculum revisions is generally strong among public secondary school teachers. Educators have developed a functional grasp of the updated standards, content scope, and expected learning outcomes embedded in the MATATAG framework. Conceptual clarity is therefore not perceived as the primary barrier in curriculum implementation.
According to Tran (2024), understanding the competencies is foundational to successful implementation. When teachers clearly interpret revised standards, they are more capable of aligning instructional objectives, classroom activities, and assessment methods with intended learning outcomes. This strengthens curriculum fidelity and ensures that teaching practices remain anchored to national educational benchmarks.
Professional development initiatives, orientation programs, and curriculum briefings may have been relatively effective in disseminating information about the MATATAG revisions. Teachers appear to demonstrate awareness and interpretive competence, which reflects institutional efforts to support transition during curriculum reform. Nonetheless, sustained reinforcement may be necessary to address nuances or subject-specific complexities within the revised competencies (Herrera, 2025). 
Furthermore, Abrigo, et. al. (2025), states that comprehension alone does not guarantee seamless execution. Teachers may still face workload constraints, resource limitations, or time pressures that complicate the operationalization of competencies. Thus, while understanding is present, systemic and structural factors may continue to influence the depth and consistency of application.

3.2. Instructional and Resource Factors. Table 12 shows the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Instructional and Resource Factors. 
The respondents assessed “Often Employed” on all indicators, “I have access to updated textbooks and teacher’s guides aligned with MATATAG,” “I have access to essential technological equipment for technology-integrated teaching,” “I can source and reproduce localized learning materials or supplementary handouts,” and “I can use instructional equipment that is properly maintained and functional,” with a weighted mean of 2.96 and ranked 2.5, respectively. In addition, “I have access to a school library collection aligned with MATATAG learning materials,” and “I have sufficient tools, materials, and equipment to implement required competencies,” with a weighted mean of 2.87 and ranked 9.5, respectively. The computed overall weighted mean on the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Instructional and Resource Factors was 2.93 with a qualitative interpretation of “Often Employed.” This implies that curriculum alignment efforts are underway but may still be in transition. Since MATATAG is a recalibrated curriculum framework, timely provision of revised instructional materials is critical to ensure fidelity of implementation. An “often employed” rating suggests that teachers sometimes experience gaps in material availability, possibly relying on interim resources or self-developed content. This situation may increase teacher workload and create variations in instructional delivery across schools.

Table 12. Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Instructional and Resource Factors
	 
	Instructional and Resource Factors
	Weighted
Mean
	Qualitative
Interpretation
	Rank

	1
	I have access to updated textbooks and teacher’s guides aligned with MATATAG.
	2.96
	Often Employed
	2.5

	2
	I have access to essential technological equipment for technology-integrated teaching.
	2.96
	Often Employed
	2.5

	3
	I can source and reproduce localized learning materials or supplementary handouts.
	2.96
	Often Employed
	2.5

	4
	I have sufficient laboratory equipment and materials for practical subjects.
	2.91
	Often Employed
	7.5

	5
	I can use instructional equipment that is properly maintained and functional.
	2.96
	Often Employed
	2.5

	6
	I have reliable internet connection that supports the use of digital learning resources.
	2.93
	Often Employed
	5

	7
	I have access to a school library collection aligned with MATATAG learning materials.
	2.87
	Often Employed
	9.5

	8
	I have access to software or applications needed to teach technical or vocational competencies.
	2.91
	Often Employed
	7.5

	9
	I have sufficient tools, materials, and equipment to implement required competencies.
	2.87
	Often Employed
	9.5

	10
	I receive adequate support or facilities for producing instructional materials.
	2.92
	Often Employed
	6

	 
	Overall Weighted Mean
	2.93
	Often Employed
	


As mentioned by the Philippine Institute for Development Studies. (2024), schools may possess projectors, computers, or internet connectivity; access may not be consistent, equitable, or fully reliable which has implications for learner-centered and technology-integrated pedagogies promoted under MATATAG. Intermittent access to technological tools may constrain innovative instructional strategies and limit opportunities for digital literacy integration among learners.
[bookmark: _Hlk224024484]Also, the Department of Education (2019), states that the capacity may depend heavily on teacher initiative rather than systematic institutional support. The localization strengthens contextual relevance particularly important in culturally diverse or rural areas it may also result in inconsistencies in quality and alignment if standardized support mechanisms are limited. 
Furthermore, Navarro (2024), emphasizes that maintenance systems are present but may not be consistently efficient. Instructional equipment that is occasionally unavailable or malfunctioning can disrupt lesson flow, reduce instructional time, and affect learner engagement that the schools may benefit from stronger preventive maintenance protocols, inventory management systems, and budget allocation for repair and replacement of essential equipment.
3.3. Professional and Development Factors. Table 13 shows the perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Professional and Development Factors. 

The respondents assessed “Often Employed” on all indicators, “I can translate training concepts into practical classroom applications,” with a weighted mean of 2.93 and ranked 1. In addition, “I receive training materials on time to help cascade information to colleagues,” with a weighted mean of 2.80 and ranked 10. The computed overall weighted mean on the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Professional and Development Factors was 2.86 with a qualitative interpretation of “Often Employed.” This indicates that the teachers perceive themselves as capable of operationalizing theoretical inputs from seminars, workshops, and in-service trainings into concrete instructional practices. This reflects not merely attendance in professional development activities, but meaningful internalization and applied understanding of training content.


Table 13. Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Professional and Development Factors
	 
	Professional and Development Factors
	Weighted
Mean
	Qualitative
Interpretation
	Rank

	1
	I have access to division- or district-led training focused on the MATATAG Curriculum.
	2.86
	Often Employed
	5

	2
	I am given enough training time to master new competencies and teaching approaches.
	2.89
	Often Employed
	3

	3
	I attend training courses that address the specific needs of my subject or grade level.
	2.84
	Often Employed
	7

	4
	I receive follow-up coaching or mentoring after initial MATATAG trainings.
	2.83
	Often Employed
	8.5

	5
	I benefit from effective Learning Action Cell (LAC) sessions that clarify curriculum concerns.
	2.83
	Often Employed
	8.5

	6
	I can attend training without conflict with my teaching schedule.
	2.86
	Often Employed
	5

	7
	I receive financial support for participating in external professional development activities.
	2.86
	Often Employed
	5

	8
	I receive training materials on time to help cascade information to colleagues.
	2.80
	Often Employed
	10

	9
	I receive clear and accurate guidance from trainers on MATATAG implementation.
	2.90
	Often Employed
	2

	10
	I can translate training concepts into practical classroom applications.
	2.93
	Often Employed
	1

	 
	Overall Weighted Mean
	2.86
	Often Employed
	



Professional development initiatives are relatively effective in equipping teachers with actionable strategies rather than purely conceptual knowledge. The ability to transform policy directives and curriculum frameworks into lesson plans, assessment tools, and classroom management techniques demonstrates pedagogical adaptability. Teachers must not passive recipients of reform but active implementers who needs to contextualize training insights within their classroom realities (Zhang, et. al., 2024).

According to Tiainen, et. al (2024), teacher agency plays an essential role in curriculum reform success. Translating training concepts into classroom practice requires reflective practice, instructional decision-making, and alignment of strategies with learner needs. Teachers who can operationalize training content are more likely to sustain learner-centered approaches, integrate differentiated instruction, and implement performance-based assessments consistent with its principles. Moreover, effective translation of training into practice is typically reinforced through mentoring, coaching, peer collaboration, and classroom observation feedback (Wilcoxen, et. al. (2025). 

3.4. School and Administrative Support Factors. Table 14 shows the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of School and Administrative Support Factors. 
The respondents assessed “Often Employed” on all indicators, “I am given sufficient instructional time to cover MATATAG learning competencies,” with a weighted mean of 2.95 and ranked 1. In addition, “I receive adequate technical assistance from School Heads or Master Teachers on MATATAG implementation,” “I receive regular classroom observations and constructive feedback aligned with MATATAG standards,” and “I receive sufficient MOOE or local funding support for MATATAG learning materials,” with a weighted mean of 2.86 and ranked 9, respectively. The computed overall weighted mean on the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of School and Administrative Support Factors was 2.89 with a qualitative interpretation of “Often Employed.”

Philippine Institute for Development Studies. (2025,), Curriculum decongestion—a central principle of MATATAG—is being operationalized at the school level. If teachers perceive instructional time as generally sufficient, it suggests that learning competencies have been recalibrated to be more manageable within the prescribed academic timeframe. This supports depth over breadth in instruction, allowing teachers to focus on mastery rather than rushing through content coverage. This means that sufficiency of instructional time may still vary depending on contextual factors. Interruptions such as co-curricular activities, administrative tasks, remedial sessions, or unforeseen school events may occasionally compress teaching schedules. This suggests that while macro-level time allocation may be adequate, micro-level disruptions can still influence pacing and coverage consistency.


Table 14. Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of School and Administrative Support Factors
	 
	School and Administrative Support Factors
	Weighted
Mean
	Qualitative
Interpretation
	Rank

	1
	I receive adequate technical assistance from School Heads or Master Teachers on MATATAG implementation.
	2.86
	Often Employed
	9

	2
	I receive regular classroom observations and constructive feedback aligned with MATATAG standards.
	2.86
	Often Employed
	9

	3
	I receive timely DepEd issuances and updates related to MATATAG implementation.
	2.88
	Often Employed
	5.5

	4
	I receive sufficient MOOE or local funding support for MATATAG learning materials.
	2.86
	Often Employed
	9

	5
	I am given flexibility in school policies to implement localized MATATAG activities.
	2.87
	Often Employed
	7

	6
	I experience a clear monitoring and evaluation system for MATATAG implementation at the school level.
	2.93
	Often Employed
	2.5

	7
	I can conduct uninterrupted instructional time while implementing MATATAG.
	2.88
	Often Employed
	5.5

	8
	I benefit from school-initiated partnerships that support MATATAG curriculum resources.
	2.93
	Often Employed
	2.5

	9
	I am well informed about the allocation and use of MATATAG-related funds.
	2.89
	Often Employed
	4

	10
	I am given sufficient instructional time to cover MATATAG learning competencies.
	2.95
	Often Employed
	1

	 
	Overall Weighted Mean
	2.89
	Often Employed
	


In the study conducted by Karaman (2021), sufficient time allocation enhances opportunities for differentiated instruction, formative assessment, and remediation. Teachers who are not pressured by excessive content demands are more capable of implementing learner-centered strategies. This may improve conceptual understanding, critical thinking development, and competency mastery among students.
As mentioned by the Department for Education, IFF Research, & IOE, UCL’s Faculty of Education and Society. (2025), school leaders vital in protecting instructional hours from excessive non-teaching responsibilities. It suggests that teachers needs to value administrative policies that prioritize classroom instruction and minimize competing demands. Strengthening scheduling efficiency and academic calendar planning can further optimize learning continuity.

3.5. Learner and Environment Related Factors. Table 15 shows the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Learner and Environment Related Factors. 
The respondents assessed “Often Employed” on all indicators, “I can facilitate cooperative learning aligned with MATATAG approaches,” with a weighted mean of 2.93 and ranked 1. In addition, “I can encourage active learner participation during MATATAG lessons,” with a weighted mean of 2.85 and ranked 10. The computed overall weighted mean on the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Learner and Environment Related Factors was 2.90 with a qualitative interpretation of “Often Employed.” This implies that teachers have internalized the principles of collaborative and inquiry-based learning promoted under MATATAG. Cooperative learning requires structured interaction, positive interdependence, individual accountability, and guided facilitation. The high ranking suggests that teachers can design tasks that encourage peer engagement, shared problem-solving, and collective knowledge construction. Such capacity supports the development of communication skills, critical thinking, and social responsibility among learners.
According to Mukuka, et. al. (2019), the Contextual constraints may occasionally affect implementation in facilitating cooperative learning. Factors such as large class sizes, limited classroom space, heterogeneous learner abilities, or behavioral management concerns may influence the consistency of cooperative strategies. Nonetheless, the fact that it remains the top-ranked indicator implies that teachers prioritize collaborative learning even when environmental conditions are not ideal.


Table 15. Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum in terms of Learner and Environment Related Factors
	 
	Learner and Environment Related Factors
	Weighted
Mean
	Qualitative
Interpretation
	Rank 

	1
	I can conduct small-group or differentiated activities in MATATAG classes despite class size.
	2.90
	Often Employed
	5

	2
	I teach in a physical learning environment that supports learner focus and engagement.
	2.89
	Often Employed
	7

	3
	I find no gaps in learners’ foundational skills (literacy and numeracy) and can teach grade-level MATATAG competencies.
	2.92
	Often Employed
	2.5

	4
	I can address learning gaps caused by learner absenteeism or tardiness.
	2.89
	Often Employed
	7

	5
	I can encourage active learner participation during MATATAG lessons.
	2.85
	Often Employed
	10

	6
	I can manage classroom and environmental distractions during MATATAG instruction.
	2.87
	Often Employed
	9

	7
	I receive support from parents in reinforcing MATATAG learning at home.
	2.89
	Often Employed
	7

	8
	I can facilitate cooperative learning aligned with MATATAG approaches.
	2.93
	Often Employed
	1

	9
	I can manage learner behavior during interactive and learner-centered MATATAG activities.
	2.91
	Often Employed
	4

	10
	I can implement culture-based teaching aligned with MATATAG while respecting community values.
	2.92
	Often Employed
	2.5

	 
	Overall Weighted Mean
	2.90
	Often Employed
	


Effective facilitation of cooperative learning enhances student engagement and ownership of learning. In the education framework, competency-based education, collaboration becomes a vehicle for deeper understanding rather than mere content acquisition. Teachers who can guide structured group interactions are better positioned to cultivate higher-order thinking and authentic performance outputs aligned with curriculum standards (Tadesse, et. al. (2024).
Furthermore, Chang, et. al. (2018), school environments should be supportive of interactive teaching strategies. Classroom culture, peer norms, and institutional expectations likely encourage participatory learning formats. However, continued professional support, such as training in classroom management techniques for group work and strategies for equitable participation, can further strengthen implementation fidelity.
Table 16 shows the Summary of the perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum.

Table 16. Summary of the perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG Curriculum 
	 
	Dimensions
	Overall
Weighted
Mean
	Qualitative
Interpretation
	Rank 

	1
	Teacher-Related Factors
	3.03
	Often Employed
	 1

	2
	Instructional and Resource Factors
	2.93
	Often Employed
	2

	3
	Professional and Development Factors
	2.86
	Often Employed
	 5

	4
	School and Administrative Support Factors
	2.89
	Often Employed
	 4

	5
	Learner and Environment Related Factors
	2.90
	Often Employed
	 3

	 
	Grand Mean
	2.92
	Often Employed
	 


The respondents assessed “Often Employed” on all indicators, “Teacher-Related Factors,” with a weighted mean of 3.03 and ranked 1. In addition, “Professional and Development Factors,” with a weighted mean of 2.86 and ranked 5. The computed overall weighted mean on the Perceived challenges encountered by the public secondary school teachers in the implementation of MATATAG was 2.92 with a qualitative interpretation of “Often Employed.” This means that teachers recognize their own professional capacity as both a strength and a potential source of challenge in implementing MATATAG. Factors such as mastery of revised learning competencies, pedagogical flexibility, assessment literacy, and openness to innovation become central determinants of reform effectiveness. When teacher-related factors are frequently engaged, it reflects active professional involvement rather than passive compliance with policy directives.
As mentioned by Amemasor, et. al. (2025), teachers that demonstrate readiness and engagement, they may still encounter occasional constraints such as adjustment difficulties, cognitive overload from curriculum transitions, or varying levels of training exposure. Curriculum reform typically demands shifts in instructional planning, assessment design, and classroom management approaches. 
Even with sufficient resources and administrative support, the translation of policy into practice depends on teacher interpretation and execution. Teachers act as curriculum implementers, mediators, and contextualizers. Their professional judgment determines how competencies are prioritized, differentiated, and assessed in real classroom environments (Bunga, 2025).
In addition, Christensen, et. al. (2025), investments in professional development, mentoring systems, and collaborative learning communities are strategic priorities. Continuous in-service training, peer coaching, and reflective practice sessions can strengthen teacher efficacy and reduce implementation variability. Supporting teacher well-being and workload management also becomes critical to sustaining reform momentum.
4. Test of difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum when grouped according to their profile variables.
4.1 Teacher-Centered Approaches
4.1.1. Direct Instruction / Lecture Method. Table 17 shows the Analysis of Variance to test difference in the Pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Teacher-Centered Approaches in terms of Direct Instruction/Lecture Method when grouped according to their profile variable. 
Table 17. Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Teacher-Centered Approaches in terms of Direct Instruction/Lecture Method when grouped according to their profile variable
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.084
	1
	0.084
	0.494
	0.483
	Accept Ho
Not Significant

	
	Within Groups
	59.534
	348
	0.171
	
	
	

	
	Total
	59.618
	349
	
	
	
	

	Age
	Between Groups
	0.502
	3
	0.167
	0.980
	0.402
	Accept Ho
Not Significant

	
	Within Groups
	59.116
	346
	0.171
	
	
	

	
	Total
	59.618
	349
	
	
	
	

	Length of Service
	Between Groups
	0.713
	3
	0.238
	1.396
	0.244
	Accept Ho
Not Significant

	
	Within Groups
	58.905
	346
	0.170
	
	
	

	
	Total
	59.618
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	0.655
	3
	0.218
	1.281
	0.281
	Accept Ho
Not Significant

	
	Within Groups
	58.963
	346
	0.170
	
	
	

	
	Total
	59.618
	349
	
	
	
	

	Subject Taught
	Between Groups
	0.879
	7
	0.126
	0.731
	0.646
	Accept Ho
Not Significant

	
	Within Groups
	58.739
	342
	0.172
	
	
	

	
	Total
	59.618
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	0.413
	2
	0.206
	1.209
	0.300
	Accept Ho
Not Significant

	
	Within Groups
	59.206
	347
	0.171
	
	
	

	
	Total
	59.618
	349
	
	
	
	


 The computed value of 0.483 for sex, 0.402 for age, 0.244 for length of service, 0.281 for Highest Educational Attainment, 0.646 for Subject Taught, and 0.300 for Number of Trainings Attended were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the Pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Teacher-Centered Approaches in terms of Direct Instruction/Lecture Method when grouped according to their profile variable. 
Australian Education Research Organisation. (2024) stated that direct instruction continues to be perceived as a foundational pedagogical tool, even within a reform framework that emphasizes learner-centered strategies. The teachers, irrespective of background, recognize the functional value of structured explanation, guided demonstration, and content clarification particularly when introducing new competencies or consolidating key concepts must cater diverse people. Direct instruction may serve as a pedagogical anchor supporting curriculum coherence.
In the study of Sinsay-Villanueva, & Paqueo, (2025), professional socialization within the public secondary school system promotes shared instructional norms. Teacher education programs, division trainings, and curriculum guides likely reinforce similar instructional frameworks, contributing to homogeneity in teaching practices. This reflects a systemic influence wherein institutional expectations shape classroom delivery more strongly than individual profile differences.
According to Montoya (2024), instructional approaches are not significantly influenced by teacher profile, students across different schools and contexts may experience relatively comparable modes of content delivery. Consistency in competency coverage and may enhance comparability of learning outcomes across institutions.
In the study of Langelaan, et. al. (2024), mentioned that if direct instruction is uniformly applied, there may be limited differentiation based on contextual needs or teacher specialization. While standardization promotes stability, curriculum reforms like MATATAG encourage diversified strategies such as inquiry-based, collaborative, and differentiated instruction. Ensuring that direct instruction complements rather than dominates other approaches remains essential.
4.1.2. Demonstrator / Modeling. Table 18 shows the Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Teacher-Centered Approaches in terms of Demonstrator/Modeling when grouped according to their profile variable. 
Table 18. Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Teacher-Centered Approaches in terms of Demonstrator/Modeling when grouped according to their profile variable
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.001
	1
	0.001
	0.008
	0.931
	Accept Ho
Not Significant

	
	Within Groups
	54.178
	348
	0.156
	
	
	

	
	Total
	54.179
	349
	
	
	
	

	Age
	Between Groups
	0.732
	3
	0.244
	1.580
	0.194
	Accept Ho
Not Significant

	
	Within Groups
	53.446
	346
	0.154
	
	
	

	
	Total
	54.179
	349
	
	
	
	

	Length of Service
	Between Groups
	0.752
	3
	0.251
	1.622
	0.184
	Accept Ho
Not Significant

	
	Within Groups
	53.427
	346
	0.154
	
	
	

	
	Total
	54.179
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	0.945
	3
	0.315
	2.048
	0.107
	Accept Ho
Not Significant

	
	Within Groups
	53.234
	346
	0.154
	
	
	

	
	Total
	54.179
	349
	
	
	
	

	Subject Taught
	Between Groups
	0.628
	7
	0.090
	0.573
	0.778
	Accept Ho
Not Significant

	
	Within Groups
	53.551
	342
	0.157
	
	
	

	
	Total
	54.179
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	0.843
	2
	0.422
	2.743
	0.066
	Accept Ho
Not Significant

	
	Within Groups
	53.336
	347
	0.154
	
	
	

	
	Total
	54.179
	349
	
	
	
	


The computed value of 0.931 for sex, 0.194 for age, 0.184 for length of service, 0.107 for Highest Educational Attainment, 0.778 for Subject Taught, and 0.066 for Number of Trainings Attended were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum  as to Teacher-Centered Approaches in terms of Demonstrator/Modeling  when grouped according to their profile variable.  
As per Tang, et. al. (2025), demonstrator/modeling strategies typically involve explicit presentation of procedures, step-by-step exemplification, think-aloud techniques, and guided practice before independent student performance. Strategies are not dependent on generational teaching styles or tenure differences. Instead, modeling appears to be a shared pedagogical norm reinforced by curriculum guides, teacher training programs, and institutional expectations.
In a curriculum that emphasizes mastery of specific learning competencies, modeling becomes a practical instructional approach to scaffold understanding. Teachers, irrespective of profile, may rely on demonstration to clarify standards of performance, illustrate problem-solving processes, or exhibit expected outputs. The statistical uniformity suggests alignment in instructional interpretation of curriculum requirements (Morris, et. al., 2024).
Moreover, Moore & Bell (2019) pointed out that lack of significant difference supports the idea of equitable instructional exposure. Students across varying contexts are likely receiving similar forms of teacher-guided demonstrations, which may contribute to consistency in skill acquisition. This is particularly relevant in subjects requiring procedural fluency, technical tasks, or performance-based competencies where modeling is essential.
4.1.3. Culture-based teaching approach. Table 19 shows the Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Teacher-Centered Approaches in terms of Culture-based teaching approach when grouped according to their profile variable. 

Table 19. Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Teacher-Centered Approaches in terms of Culture-based teaching approaches when grouped according to their profile variable
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.181
	1
	0.181
	0.842
	0.360
	Accept Ho
Not Significant

	
	Within Groups
	74.863
	348
	0.215
	
	
	

	
	Total
	75.044
	349
	
	
	
	

	Age
	Between Groups
	1.811
	3
	0.604
	2.853
	0.037
	Reject Ho
Significant

	
	Within Groups
	73.232
	346
	0.212
	
	
	

	
	Total
	75.044
	349
	
	
	
	

	Length of Service
	Between Groups
	0.800
	3
	0.267
	1.243
	0.294
	Accept Ho
Not Significant

	
	Within Groups
	74.243
	346
	0.215
	
	
	

	
	Total
	75.044
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	1.700
	3
	0.567
	2.673
	0.047
	Reject Ho
Significant

	
	Within Groups
	73.344
	346
	0.212
	
	
	

	
	Total
	75.044
	349
	
	
	
	

	Subject Taught
	Between Groups
	1.124
	7
	0.161
	0.743
	0.636
	Accept Ho
Not Significant

	
	Within Groups
	73.920
	342
	0.216
	
	
	

	
	Total
	75.044
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	0.085
	2
	0.043
	0.197
	0.821
	Accept Ho
Not Significant

	
	Within Groups
	74.958
	347
	0.216
	
	
	

	
	Total
	75.044
	349
	
	
	
	


The computed value of 0.360 for sex, 0.294 for length of residency, 0.636 for subject taught, and 0.821 for number of trainings attended were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum  as to Teacher-Centered Approaches in terms of Culture-based teaching approach when grouped according to their profile variable. 
The computed value of 0.037 for age, and 0. 0.047 for highest educational attainment were less than < the 0.05 Alpha level of significance, therefore, the null hypothesis was rejected, hence, there is a significant difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Teacher-Centered Approaches in terms of Culture-based teaching approach when grouped according to their profile variable. This signifies that teachers’ personal experiences, cultural familiarity, and professional training shape their ability and confidence to embed local knowledge, traditions, and contextual examples into lessons. 
Da Silva (2024) mentioned that teachers with longer tenure or those assigned in culturally diverse communities may demonstrate stronger integration of indigenous knowledge systems, local history, or community-based examples. Conversely, less experienced teachers or those with limited exposure to contextualized pedagogy may rely more heavily on standardized materials.
Similarly, Aronson & Laughter (2017) stated that uneven application of contextualization and localization principles or culture-based teaching is essential in making learning relevant and meaningful, particularly in culturally rich or indigenous communities. Some learners may experience deeper contextual alignment than others, potentially affecting engagement, identity affirmation, and conceptual understanding.
If culture-based teaching varies by profile, structured training programs on culturally responsive pedagogy, localization strategies, and community engagement practices become necessary. School leaders and curriculum planners may need to design mentoring systems where teachers proficient in contextualization can support peers who require further development in integrating cultural dimensions into instruction (Khalifa, et. al., 2019).
In addition, Ladson-Billings (2021) give emphasis that variation may reflect disparities in access to localized instructional resources or institutional encouragement. Teachers working in areas with strong community partnerships or local cultural initiatives may find it easier to implement culture-based approaches. Strengthening school-community collaboration, developing localized learning modules, and creating resource repositories can reduce these disparities and promote more consistent application.
4.2. Learner-Centered Approaches
4.2.1. Differentiated Instruction. Table 20 shows the Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Learner-Centered Approaches in terms of Differentiated Instruction when grouped according to their profile variable.  
The computed value of 0.742 for sex, 0.476 for highest educational attainment, and 0.659 for number of trainings attended were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum  as to Learner-Centered Approaches in terms of Differentiated Instruction when grouped according to their profile variable. 
The computed value of 0.034 for age, and 0.040 for length of service, and 0.012 for subject taught were less than < the 0.05 Alpha level of significance, therefore, the null hypothesis was rejected, hence, there is a significant difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum  as to Learner-Centered Approaches in terms of Differentiated Instruction when grouped according to their profile variable. This implies that some teachers may possess stronger competence in modifying content, process, product, or learning environment based on students’ readiness levels, interests, and learning profiles. 
Table 20. Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Learner-Centered Approaches in terms of Differentiated Instruction when grouped according to their profile variable
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.017
	1
	0.017
	0.109
	0.742
	Accept Ho
Not Significant

	
	Within Groups
	55.570
	348
	0.160
	
	
	

	
	Total
	55.588
	349
	
	
	
	

	Age
	Between Groups
	1.372
	3
	0.457
	2.918
	0.034
	Reject Ho
Significant

	
	Within Groups
	54.216
	346
	0.157
	
	
	

	
	Total
	55.588
	349
	
	
	
	

	Length of Service
	Between Groups
	1.315
	3
	0.438
	2.794
	0.040
	Reject Ho
Significant

	
	Within Groups
	54.273
	346
	0.157
	
	
	

	
	Total
	55.588
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	0.399
	3
	0.133
	0.834
	0.476
	Accept Ho
Not Significant

	
	Within Groups
	55.189
	346
	0.160
	
	
	

	
	Total
	55.588
	349
	
	
	
	

	Subject Taught
	Between Groups
	2.840
	7
	0.406
	2.631
	0.012
	Reject Ho
Significant

	
	Within Groups
	52.747
	342
	0.154
	
	
	

	
	Total
	55.588
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	0.133
	2
	0.067
	0.417
	0.659
	Accept Ho
Not Significant

	
	Within Groups
	55.454
	347
	0.160
	
	
	

	
	Total
	55.588
	349
	
	
	
	


According to Pozas, et. al. (2020), teachers with advanced training, postgraduate studies, or extensive classroom experience may be more confident in designing tiered activities, flexible grouping, and varied assessment formats. Conversely, teachers with limited exposure to inclusive pedagogies may encounter challenges in operationalizing differentiation effectively. Also, differentiated instruction aligns with the curriculum’s emphasis on inclusivity and competency mastery. If differentiation varies significantly across teacher profiles, students may experience unequal levels of instructional responsiveness. Learners with diverse abilities such as those requiring remediation or enrichment may not consistently receive tailored support across classrooms.
While general training on learner-centered approaches may be provided, targeted workshops on instructional scaffolding, formative assessment strategies, and adaptive lesson planning could reduce disparities. Mentorship programs and collaborative lesson study sessions can also facilitate skill transfer among teachers with varying levels of expertise (Patfield, et. al., 2022).

4.2.2 Technology-Integrated Approach. Table 21 shows the Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Learner-Centered Approaches in terms of Technology-Integrated Approach when grouped according to their profile variable. 
The computed value of 0.998 for sex, 0.225 for age, 0.243 for length of service, 0.333 for highest educational attainment, 0.223 for subject taught and 0.310 for number of trainings attended were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum  as to Learner-Centered Approaches in terms of Technology-Integrated Approach  when grouped according to their profile variable. This reflects systemic digitalization efforts within the public secondary school system. 
Table 21. Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Learner-Centered Approaches in terms of Technology-Integrated Approach when grouped according to their profile variable
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.000
	1
	0.000
	0.000
	0.998
	Accept Ho
Not Significant

	
	Within Groups
	63.124
	348
	0.181
	
	
	

	
	Total
	63.124
	349
	
	
	
	

	Age
	Between Groups
	0.790
	3
	0.263
	1.461
	0.225
	Accept Ho
Not Significant

	
	Within Groups
	62.334
	346
	0.180
	
	
	

	
	Total
	63.124
	349
	
	
	
	

	Length of Service
	Between Groups
	0.756
	3
	0.252
	1.397
	0.243
	Accept Ho
Not Significant

	
	Within Groups
	62.368
	346
	0.180
	
	
	

	
	Total
	63.124
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	0.617
	3
	0.206
	1.139
	0.333
	Accept Ho
Not Significant

	
	Within Groups
	62.506
	346
	0.181
	
	
	

	
	Total
	63.124
	349
	
	
	
	

	Subject Taught
	Between Groups
	1.706
	7
	0.244
	1.357
	0.223
	Accept Ho
Not Significant

	
	Within Groups
	61.418
	342
	0.180
	
	
	

	
	Total
	63.124
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	0.425
	2
	0.212
	1.175
	0.310
	Accept Ho
Not Significant

	
	Within Groups
	62.699
	347
	0.181
	
	
	

	
	Total
	63.124
	349
	
	
	
	


Institutional policies, division-level training, and standardized access to technological tools such as projectors, smart TVs, laptops, and online platforms may have contributed to minimizing disparities among teachers. Digital pedagogy is no longer perceived as generationally bound or experience-dependent but has become a normalized instructional expectation (Tondeur, et. al. (2020).
As per Trust & Whalen (2020), technology-integrated approaches support interactive content delivery, multimedia learning, virtual collaboration, and access to diverse information sources. When teachers across profiles demonstrate similar engagement with technology, students benefit from relatively equitable exposure to digital learning environments.
Furthermore, Abel, (2022), emphasizes that professional development initiatives related to ICT integration may have been effectively standardized. Training programs may have successfully bridged potential gaps between younger and more senior educators. Technological competence appears less influenced by demographic differences and more shaped by institutional mandates and shared professional norms.
Teachers may use technology at similar frequencies but differ in pedagogical intentionality such as whether technology is used merely for presentation or for fostering higher-order thinking and collaborative inquiry. Continuous professional learning focused on transformative, rather than substitutive, technology use remains important (Voogt, et. al. (2018).
4.2.3 Collaborative/Inquiry-Based Learning. Table 22 shows the Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum  as to Learner-Centered Approaches in terms of Collaborative/Inquiry-based Learning when grouped according to their profile variable. 
The computed value of 0.417 for sex, 0.263 for age, 0.500 for subject taught, and 0.255 for number of trainings attended were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum  as to Learner-Centered Approaches in terms of Collaborative/Inquiry-based Learning when grouped according to their profile variable. 
Table 22. Analysis of Variance to test difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Learner-Centered Approaches in terms of Collaborative/Inquiry-based Learning when grouped according to their profile variable
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.116
	1
	0.116
	0.661
	0.417
	Accept Ho
Not Significant

	
	Within Groups
	61.007
	348
	0.175
	
	
	

	
	Total
	61.123
	349
	
	
	
	

	Age
	Between Groups
	0.699
	3
	0.233
	1.335
	0.263
	Accept Ho
Not Significant

	
	Within Groups
	60.424
	346
	0.175
	
	
	

	
	Total
	61.123
	349
	
	
	
	

	Length of Service
	Between Groups
	2.540
	3
	0.847
	5.000
	0.002
	Reject Ho
Significant

	
	Within Groups
	58.583
	346
	0.169
	
	
	

	
	Total
	61.123
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	1.816
	3
	0.605
	3.533
	0.015
	Reject Ho
Significant

	
	Within Groups
	59.306
	346
	0.171
	
	
	

	
	Total
	61.123
	349
	
	
	
	

	Subject Taught
	Between Groups
	1.116
	7
	0.159
	0.909
	0.500
	Accept Ho
Not Significant

	
	Within Groups
	60.007
	342
	0.175
	
	
	

	
	Total
	61.123
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	0.480
	2
	0.240
	1.372
	0.255
	Accept Ho
Not Significant

	
	Within Groups
	60.643
	347
	0.175
	
	
	

	
	Total
	61.123
	349
	
	
	
	


The computed value of 0.002 for length of service, and 0.015 for highest educational attainment were less than < the 0.05 Alpha level of significance, therefore, the null hypothesis was rejected, hence, there is a significant difference in the pedagogical approaches employed by public secondary school teachers in the implementation of the MATATAG Curriculum as to Learner-Centered Approaches in terms of Collaborative/Inquiry-based Learning when grouped according to their profile variable. This means that some teacher groups may be more adept or more inclined to facilitate inquiry-based discussions, problem-based tasks, and structured group investigations. 
According to Gillies (2020), teachers with recent training in learner-centered methodologies or those exposed to contemporary pedagogical frameworks may demonstrate stronger implementation of collaborative learning structures. Conversely, others may rely more on structured or teacher-directed methods due to familiarity, confidence levels, or classroom management considerations.
Noticeable from Antonio & Prudente (2024) perspective, collaborative and inquiry-based learning are central to competency-based education, as they cultivate critical thinking, communication skills, creativity, and problem-solving abilities. If implementation varies significantly by teacher profile, learners may experience inconsistent opportunities to develop these higher-order competencies across classrooms and schools.
Teachers who demonstrate stronger capacity in collaborative inquiry-based strategies could serve as peer mentors or facilitators of professional learning communities. Targeted training programs may be necessary for teacher groups that exhibit lower levels of implementation to ensure balanced instructional delivery aligned with reform goals (Arnsby  & Roos, 2025).
Additionally, Philpott & Oates (2017), contextual variables such as class size, student readiness, resource availability, and school culture may interact with teacher profile characteristics to influence implementation levels. Teachers with extensive classroom experience may have developed refined classroom management techniques conducive to group work, while newer teachers may exhibit greater theoretical familiarity with inquiry-based frameworks. These dynamics contribute to the observed statistical difference.      

5. Test of difference in the challenges encountered in the implementation of MATATAG Curriculum when grouped according to the respondents’ profile variables.
5.1Teacher-Related Factors. Table 23 shows the Analysis of Variance to test difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Teacher-Related Factors when grouped according to the respondents’ profile variables. 
The computed value of 0.918 for sex, 0.917 for age, 0.186 for Length of Service, 0.486 for Subject Taught, and 0.278 for number of trainings attended were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Teacher-Related Factors when grouped according to the respondents’ profile variables
The computed value of 0.009 for Highest Educational Attainment was less than < the 0.05 Alpha level of significance, therefore, the null hypothesis was rejected, hence, there is a significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Teacher-Related Factors when grouped according to Highest Educational Attainment. This means that teachers’ academic preparation influences how they experience the implementation of the MATATAG Curriculum.
[bookmark: _Hlk224496499]Table 23. Analysis of Variance to test difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Teacher-Related Factors when grouped according to the respondents’ profile variables
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.004
	1
	0.004
	0.011
	0.918
	Accept Ho
Not Significant

	
	Within Groups
	141.969
	348
	0.408
	
	
	

	
	Total
	141.973
	349
	
	
	
	

	Age
	Between Groups
	0.207
	3
	0.069
	0.169
	0.917
	Accept Ho
Not Significant

	
	Within Groups
	141.766
	346
	0.410
	
	
	

	
	Total
	141.973
	349
	
	
	
	

	Length of Service
	Between Groups
	1.957
	3
	0.652
	1.612
	0.186
	Accept Ho
Not Significant

	
	Within Groups
	140.017
	346
	0.405
	
	
	

	
	Total
	141.973
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	4.651
	3
	1.550
	3.906
	0.009
	Reject Ho
Significant

	
	Within Groups
	137.323
	346
	0.397
	
	
	

	
	Total
	141.973
	349
	
	
	
	

	Subject Taught
	Between Groups
	2.707
	7
	0.387
	0.950
	0.468
	Accept Ho
Not Significant

	
	Within Groups
	139.267
	342
	0.407
	
	
	

	
	Total
	141.973
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	1.043
	2
	0.521
	1.284
	0.278
	Accept Ho
Not Significant

	
	Within Groups
	140.930
	347
	0.406
	
	
	

	
	Total
	141.973
	349
	
	
	
	


According to Shulman (2017), teachers with higher degrees or graduate-level training may possess deeper pedagogical knowledge, research exposure, and professional competencies that help them adapt more easily to curriculum reforms. In contrast, teachers with lower academic qualifications may experience greater difficulty in adjusting to new instructional approaches and expectations.
The finding of Abalos (2018) also suggests that teachers with advanced studies, such as those with master’s or doctoral units, may demonstrate stronger confidence in applying innovative teaching strategies, learner-centered approaches, and competency-based instruction required by the curriculum. Their exposure to advanced coursework often strengthens their analytical skills and familiarity with educational frameworks, making curriculum adjustments more manageable.
5.2 Instructional and Resource Factors. Table 24 shows the Analysis of Variance to test difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Instructional and Resource Factors when grouped according to the respondents’ profile variables.    
 The computed value of 0.568 for sex, 0.395 for age, 0.111 for Length of Service, and 0.799 for Subject Taught were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Instructional and Resource Factors when grouped according to the respondents’ profile variables.
The computed value of 0.004 for Highest Educational Attainment, and  0.026 for Number of Trainings Attended were less than < the 0.05 Alpha level of significance, therefore, the null hypothesis was rejected, hence, there is a significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Instructional and Resource Factors when grouped according to Highest Educational Attainment and Number of Trainings Attended. This means that highest educational attainment and number of trainings attended implies that teachers’ professional preparation influences how they manage instructional demands and available resources.
Table 24. Analysis of Variance to test difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Instructional and Resource Factors when grouped according to the respondents’ profile variables
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.124
	1
	0.124
	0.324
	0.569
	Accept Ho
Not Significant

	
	Within Groups
	132.940
	348
	0.382
	
	
	

	
	Total
	133.064
	349
	
	
	
	

	Age
	Between Groups
	1.138
	3
	0.379
	0.995
	0.395
	Accept Ho
Not Significant

	
	Within Groups
	131.926
	346
	0.381
	
	
	

	
	Total
	133.064
	349
	
	
	
	

	Length of Service
	Between Groups
	2.292
	3
	0.764
	2.022
	0.111
	Accept Ho
Not Significant

	
	Within Groups
	130.771
	346
	0.378
	
	
	

	
	Total
	133.064
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	5.003
	3
	1.668
	4.506
	0.004
	Reject Ho
Significant

	
	Within Groups
	128.061
	346
	0.370
	
	
	

	
	Total
	133.064
	349
	
	
	
	

	Subject Taught
	Between Groups
	1.471
	7
	0.210
	0.546
	0.799
	Accept Ho
Not Significant

	
	Within Groups
	131.593
	342
	0.385
	
	
	

	
	Total
	133.064
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	2.761
	2
	1.381
	3.677
	0.026
	Reject Ho
Significant

	
	Within Groups
	130.302
	347
	0.376
	
	
	

	
	Total
	133.064
	349
	
	
	
	


Teachers with higher academic qualifications and more training exposure may have broader pedagogical knowledge and familiarity with curriculum standards, allowing them to utilize instructional materials and teaching strategies more effectively (Villegas-Reimers, 2017).
As mentioned by Desimone & Garet (2016), teachers who have attended numerous trainings are more likely to be equipped with updated instructional approaches, learning materials, and practical techniques. Training programs often provide guidance on lesson planning, competency-based instruction, and the use of learning resources, enabling teachers to address instructional challenges with greater confidence and competence.
5.3 Professional and Development Factors. Table 25 shows the Analysis of Variance to test the difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Professional and Development Factors when grouped according to the respondents’ profile variables.  
The computed value of 0.468 for sex, 0.521 for age, 0.098 for Length of Service, and 0.382 for Subject Taught were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Professional and Development Factors when grouped according to the respondents’ profile variables
The computed value of 0.000 for Highest Educational Attainment, and  0.004 for Number of Trainings Attended were less than < the 0.05 Alpha level of significance, therefore, the null hypothesis was rejected, hence, there is a significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Professional and Development Factors when grouped according to Highest Educational Attainment and Number of Trainings Attended. This means that highest educational attainment and number of trainings attended implies that teachers’ academic background and training exposure shape their readiness for curriculum reform.
[bookmark: _Hlk224496595]Table 25. Analysis of Variance to test difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Professional and Development Factors when grouped according to the respondents’ profile variables
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.240
	1
	0.240
	0.529
	0.468
	Accept Ho
Not Significant

	
	Within Groups
	157.664
	348
	0.453
	
	
	

	
	Total
	157.904
	349
	
	
	
	

	Age
	Between Groups
	1.024
	3
	0.341
	0.753
	0.521
	Accept Ho
Not Significant

	
	Within Groups
	156.880
	346
	0.453
	
	
	

	
	Total
	157.904
	349
	
	
	
	

	Length of Service
	Between Groups
	2.847
	3
	0.949
	2.117
	0.098
	Accept Ho
Not Significant

	
	Within Groups
	155.057
	346
	0.448
	
	
	

	
	Total
	157.904
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	8.225
	3
	2.742
	6.337
	0.000
	Reject Ho
Significant

	
	Within Groups
	149.679
	346
	0.433
	
	
	

	
	Total
	157.904
	349
	
	
	
	

	Subject Taught
	Between Groups
	3.386
	7
	0.484
	1.071
	0.382
	Accept Ho
Not Significant

	
	Within Groups
	154.518
	342
	0.452
	
	
	

	
	Total
	157.904
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	5.034
	2
	2.517
	5.713
	0.004
	Reject Ho
Significant

	
	Within Groups
	152.870
	347
	0.441
	
	
	

	
	Total
	157.904
	349
	
	
	
	


In the study of Caena (2016) teachers with higher educational attainment and greater participation in trainings are more likely to possess stronger professional competence, wider pedagogical understanding, and better adaptability to new educational demands.
Korthagen (2017) emphasizes that teachers with advanced studies may experience fewer professional and development-related difficulties because graduate education often strengthens their skills in curriculum interpretation, instructional planning, reflective practice, and educational innovation. Their academic preparation may help them respond more effectively to the expectations of the curriculum and engage more confidently in professional growth activities.
5.4 School and Administrative Support Factors. Table 26 shows the Analysis of Variance to test the difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of School and Administrative Support Factors when grouped according to the respondents’ profile variables.
[bookmark: _Hlk224496624]Table 26. Analysis of Variance to test difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of School and Administrative Support Factors when grouped according to the respondents’ profile variables
The computed value of 0.930 for sex, 0.638 for age, 0.481 for Length of Service, 0.274 for Subject Taught, and 0.207 for Number of Trainings Attended were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of School and Administrative Support Factors when grouped according to the respondents’ profile variables
The computed value of 0.009 for Highest Educational Attainment was less than < the 0.05 Alpha level of significance, therefore, the null hypothesis was rejected, hence, there is a significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of School and Administrative Support Factors when grouped according to Highest Educational Attainment. This implies that highest educational attainment suggests that teachers’ academic preparation influences how they perceive and respond to the support provided by school leadership.


	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.004
	1
	0.004
	0.008
	0.930
	Accept Ho
Not Significant

	
	Within Groups
	164.509
	348
	0.473
	
	
	

	
	Total
	164.512
	349
	
	
	
	

	Age
	Between Groups
	0.802
	3
	0.267
	0.565
	0.638
	Accept Ho
Not Significant

	
	Within Groups
	163.710
	346
	0.473
	
	
	

	
	Total
	164.512
	349
	
	
	
	

	Length of Service
	Between Groups
	1.167
	3
	0.389
	0.824
	0.481
	Accept Ho
Not Significant

	
	Within Groups
	163.345
	346
	0.472
	
	
	

	
	Total
	164.512
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	5.431
	3
	1.810
	3.937
	0.009
	Reject Ho
Significant

	
	Within Groups
	159.081
	346
	0.460
	
	
	

	
	Total
	164.512
	349
	
	
	
	

	Subject Taught
	Between Groups
	4.110
	7
	0.587
	1.252
	0.274
	Accept Ho
Not Significant

	
	Within Groups
	160.402
	342
	0.469
	
	
	

	
	Total
	164.512
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	1.487
	2
	0.743
	1.582
	0.207
	Accept Ho
Not Significant

	
	Within Groups
	163.025
	347
	0.470
	
	
	

	
	Total
	164.512
	349
	
	
	
	


According to Bush (2018), teachers with higher educational attainment may possess greater familiarity with educational policies, management systems, and institutional processes, allowing them to better understand administrative expectations and available support mechanisms.
Teachers who have pursued advanced studies, such as master’s or doctoral units, may demonstrate stronger professional confidence and communication skills when coordinating with school heads, master teachers, and other administrators. Exposure to educational leadership concepts and organizational practices may enable them to direct administrative systems more effectively and seek support when necessary during the implementation of the curriculum (Harris & Jones,2017).
5.5 Learner and Environment Related Factors. Table 27 shows the Analysis of Variance to test difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Learner and Environmental Related Factors when grouped according to the respondents’ profile variables.
[bookmark: _Hlk224496653]Table 27. Analysis of Variance to test difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Learner and Environmental Related Factors when grouped according to the respondents’ profile variables
	Sources of Variations
	SS
	df
	MS
	F
	Sig
	Decision

	Sex
	Between Groups
	0.047
	1
	0.047
	0.100
	0.752
	Accept Ho
Not Significant

	
	Within Groups
	164.601
	348
	0.473
	
	
	

	
	Total
	164.648
	349
	
	
	
	

	Age
	Between Groups
	2.795
	3
	0.932
	1.991
	0.115
	Accept Ho
Not Significant

	
	Within Groups
	161.853
	346
	0.468
	
	
	

	
	Total
	164.648
	349
	
	
	
	

	Length of Service
	Between Groups
	4.279
	3
	1.426
	3.077
	0.028
	Reject Ho
Significant

	
	Within Groups
	160.369
	346
	0.463
	
	
	

	
	Total
	164.648
	349
	
	
	
	

	Highest Educational Attainment
	Between Groups
	11.703
	3
	3.901
	8.825
	0.000
	Reject Ho
Significant

	
	Within Groups
	152.945
	346
	0.442
	
	
	

	
	Total
	164.648
	349
	
	
	
	

	Subject Taught
	Between Groups
	1.535
	7
	0.219
	0.460
	0.863
	Accept Ho
Not Significant

	
	Within Groups
	163.113
	342
	0.477
	
	
	

	
	Total
	164.648
	349
	
	
	
	

	Number of Trainings Attended
	Between Groups
	1.686
	2
	0.843
	1.795
	0.168
	Accept Ho
Not Significant

	
	Within Groups
	162.962
	347
	0.470
	
	
	

	
	Total
	164.648
	349
	
	
	
	


The computed value of 0.752 for sex, 0.115 for age, 0.863 for Subject Taught, and 0.168 for Number of Trainings Attended were greater than > the 0.05 Alpha level of significance, therefore, the null hypothesis was accepted, hence, there is no significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Learner and Environmental Related Factors when grouped according to the respondents’ profile variables
The computed value of 0.028 for Length of Service , and 0.000 for Highest Educational Attainment was less than < the 0.05 Alpha level of significance, therefore, the null hypothesis was rejected, hence, there is a significant difference in the challenges encountered in the implementation of MATATAG Curriculum in terms of Learner and Environmental Related Factors when grouped according to Length of Service and Highest Educational Attainment. The length of service and highest educational attainment implies that teachers’ experience and academic preparation influence how they respond to classroom conditions and learner needs.
As mentioned by Schleicher (2018), teachers with longer years in service may have developed stronger classroom management skills and strategies for addressing diverse learner behaviors, while those with fewer years of experience may still be adjusting to the complexities of the learning environment.
Teachers with extensive teaching experience may be more capable of adapting instruction to different learner abilities, learning styles, and behavioral patterns. Their prolonged exposure to classroom realities may help them handle issues such as learner engagement, discipline, and participation more effectively during the implementation of the curriculum (Emmer & Sabornie, 2017).
6. Test of relationship between the pedagogical approaches and challenges encountered by public secondary school teachers in the implementation of the MATATAG Curriculum.
Table 28 shows the Pearson Product Moment Coefficient of Correlations to test relationship between the pedagogical approaches and challenges encountered by public secondary school teachers in the implementation of the MATATAG Curriculum.
[bookmark: _Hlk224496709][bookmark: _Hlk224420211]Table 28. Pearson Product Moment Coefficient of Correlations to test relationship between the pedagogical approaches and challenges encountered by public secondary school teachers in the implementation of the MATATAG Curriculum.
	[bookmark: _Hlk224420376]Sources of Correlations
	[bookmark: _Hlk224419667]Teacher-Related Factors
	Instructional and Resource Factors
	Professional and Development Factors
	School and Administrative Support Factors
	Learner and Environment Related Factors

	[bookmark: _Hlk224420247]Direct Instruction / Lecture Method
	Pearson Correlation
	.186**
	.179**
	.182**
	.183**
	.242**

	
	Sig. (2-tailed)
	.000
	.001
	.001
	.001
	.000

	
	N
	350
	350
	350
	350
	350

	[bookmark: _Hlk224420348]Demonstrator / Modeling
	Pearson Correlation
	.228**
	.174**
	.155**
	.141**
	.222**

	
	Sig. (2-tailed)
	.000
	.001
	.004
	.008
	.000

	
	N
	350
	350
	350
	350
	350

	Culture-based teaching approach
	Pearson Correlation
	.214**
	.112*
	.127*
	.221**
	.155**

	
	Sig. (2-tailed)
	.000
	.036
	.018
	.000
	.004

	
	N
	350
	350
	350
	350
	350

	Differentiated Instruction
	Pearson Correlation
	.327**
	.189**
	.186**
	.244**
	.292**

	
	Sig. (2-tailed)
	.000
	.000
	.000
	.000
	.000

	
	N
	350
	350
	350
	350
	350

	Technology-Integrated Approach
	Pearson Correlation
	.216**
	.085
	.118*
	.152**
	.168**

	
	Sig. (2-tailed)
	.000
	.113
	.027
	.004
	.002

	
	N
	350
	350
	350
	350
	350

	Collaborative/Inquiry-Based Learning
	Pearson Correlation
	.253**
	.186**
	.168**
	.123*
	.190**

	
	Sig. (2-tailed)
	.000
	.000
	.002
	.021
	.000

	
	N
	350
	350
	350
	350
	350


**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

As to Direct Instruction / Lecture Method, the r=0.186, p=0.000 for Teacher-Related Factors; r=0.179, p=0.001 for instructional and resource factors; r=0.182, p=0.001 for professional and development factors; r=0.183, p=0.001 for  school and administrative support factors; and r=0.242, p=0.000 for learner and environment related factors denotes little correlation and significant relationship, therefore, the null hypothesis was rejected, hence there is a significant relationship between the pedagogical approaches as to Direct Instruction / Lecture Method and challenges  to encountered by public secondary school teachers in the implementation of the MATATAG  Curriculum

As to Demonstrator / Modeling, the r=0.228, p=0.000 for Teacher-Related Factors; r=0.174, p=0.001 for instructional and resource factors; r=0.155,  p=0.004 for professional and development factors; r=0.141, p=0.008 for  school and administrative support factors; and r=0.222, p=0.000 for learner and environment related factors denotes little correlation and significant relationship, therefore, the null hypothesis was rejected, hence there is a significant relationship between the pedagogical approaches as to Demonstrator / Modeling and challenges encountered by public secondary school teachers in the implementation of the MATATAG  Curriculum

As to Culture-based teaching approach, the r=0.214, p=0.000 for Teacher-Related Factors; r=0.112, p=0.001 for instructional and resource factors; r=0.127,  p=0.018 for professional and development factors; r=0.2211, p=0.000 for  school and administrative support factors; and r=0.155, p=0.004 for learner and environment related factors denotes little correlation and significant relationship, therefore, the null hypothesis was rejected, hence there is a significant relationship between the pedagogical approaches as to Culture-based teaching approach and challenges encountered by public secondary school teachers in the implementation of the MATATAG  Curriculum

As to Differentiated Instruction, the r=0.327, p=0.000 for Teacher-Related Factor denotes low positive correlation and significant relationship; while r=0.189, p=0.000 for instructional and resource factors; r=0.186,  p=0.000 for professional and development factors; r=0.224, p=0.000 for  school and administrative support factors; and r=0.292, p=0.004 for learner and environment related factors denotes little correlation and significant relationship, therefore, the null hypothesis was rejected, hence there is a significant relationship between the pedagogical approaches as to Differentiated Instruction and challenges encountered by public secondary school teachers in the implementation of the MATATAG  Curriculum

As to Technology-Integrated Approach, the r=0.216, p=0.000 for Teacher-Related Factor; r=0.185, p=0.003 for instructional and resource factors; r=0.118,  p=0.027 for professional and development factors; r=0.152, p=0.004 for  school and administrative support factors; and r=0.168, p=0.002 for learner and environment related factors denotes little correlation and significant relationship, therefore, the null hypothesis was rejected, hence there is a significant relationship between the pedagogical approaches as to Technology-Integrated Approach and challenges encountered by public secondary school teachers in the implementation of the MATATAG  Curriculum

As to Collaborative/Inquiry-Based Learning, the r=0.253, p=0.000 for Teacher-Related Factor; r=0.186, p=0.000 for instructional and resource factors; r=0.168,  p=0.002 for professional and development factors; r=0.123, p=0.021 for  school and administrative support factors; and r=0.190, p=0.000 for learner and environment related factors denotes little correlation and significant relationship, therefore, the null hypothesis was rejected, hence there is a significant relationship between the pedagogical approaches as to Collaborative/Inquiry-Based Learning and challenges encountered by public secondary school teachers in the implementation of the MATATAG  Curriculum.

7. A Proposed Teachers’ Pedagogical Training Program
TITLE: Empowering Public Secondary School Teachers: Strengthening Pedagogical Approaches and Instructional Support for Effective MATATAG Curriculum Implementation
I. Rationale
The successful implementation of the MATATAG Curriculum requires teachers to employ appropriate pedagogical approaches that support competency-based learning, active learner engagement, and contextualized instruction. Teachers are expected to utilize both teacher-centered and learner-centered strategies, including direct instruction, modeling, culture-based teaching, differentiated instruction, technology-integrated learning, and collaborative inquiry-based approaches. These strategies aim to improve classroom instruction and ensure that learning competencies are delivered effectively.
However, public secondary school teachers may encounter several challenges in implementing the MATATAG Curriculum. These challenges may include limited confidence in applying new teaching strategies, insufficient access to instructional tools and digital applications, delayed training materials for cascading information, inadequate technical assistance and feedback from instructional leaders, and limited financial resources for instructional materials. Additionally, teachers may face difficulties in encouraging active learner participation in MATATAG lessons due to varying learner abilities and classroom environments.
In response to these concerns, this training program is designed to strengthen the pedagogical competence of teachers and provide institutional support mechanisms that address the challenges encountered during curriculum implementation. The training will provide practical sessions on effective teaching strategies, resource utilization, professional collaboration, and classroom engagement techniques aligned with MATATAG standards. Through this initiative, teachers will be better prepared to deliver quality instruction while schools will strengthen their systems of technical assistance, feedback, and instructional support.
II. Objectives
General Objective
To strengthen the pedagogical competence, instructional readiness, and support systems of public secondary school teachers for the effective implementation of the MATATAG Curriculum.
Specific Objectives
At the end of the training program, participants are expected to:
1. enhance their understanding of pedagogical approaches used in the implementation of the MATATAG Curriculum;
2. demonstrate the application of teacher-centered approaches such as direct instruction, modeling, and culture-based teaching;
3. employ learner-centered strategies including differentiated instruction, technology-integrated teaching, and collaborative or inquiry-based learning;
4. strengthen teachers’ confidence in applying new teaching strategies aligned with MATATAG learning competencies;
5. identify and maximize available instructional resources, software applications, and teaching materials needed to implement required competencies;
6. improve the system of accessing, utilizing, and cascading professional training materials among teachers;
7. strengthen collaboration with School Heads and Master Teachers through technical assistance, classroom observation, and constructive feedback; and
8. develop strategies that promote active learner participation and engagement during MATATAG lessons.
III. Target Participants
Public Secondary School Teachers implementing the MATATAG Curriculum.

IV. Proposed Work Plan
	Session
	Topic
	Content Focus
	Strategy / Activity
	Time

	Session 1
	Orientation to MATATAG Curriculum
	Overview of curriculum goals and pedagogical expectations
	Lecture-discussion
	1 hr.

	Session 2
	Teacher-Centered Pedagogical Approaches
	Direct Instruction, Demonstration / Modeling, Culture-Based Teaching
	Demonstration teaching and workshop
	2 hrs.

	Session 3
	Learner-Centered Approaches
	Differentiated Instruction, Technology Integration, Collaborative Inquiry Learning
	Workshop and group activity
	2 hrs.

	Session 4
	Addressing Teacher-Related Challenges
	Building confidence in applying new teaching strategies
	Microteaching and peer feedback
	1.5 hrs.

	Session 5
	Instructional Resources and Digital Tools
	Accessing software, applications, materials, and equipment
	Hands-on digital training
	2 hrs.

	Session 6
	Professional Development Support
	Accessing and cascading training materials
	Learning Action Cell (LAC)
simulation and planning
	1.5 hrs.

	Session 7
	School Leadership and Administrative Support
	Technical assistance, observation, feedback, MOOE support
	Panel discussion and planning
	1.5 hrs.

	Session 8
	Strategies for Active Learner Participation
	Learner engagement techniques and classroom interaction
	Demonstration and activity design
	1.5 hrs.

	Session 9
	Action Planning
	Preparation of classroom application plan
	Workshop
	1 hr.


V. Budgetary Requirements (Sample)
	Item
	Description
	Estimated Cost (PHP)

	Training Materials
	Printing of handouts, modules, and evaluation forms
	5,000

	Training Kits
	Notebooks, pens, folders
	3,000

	Meals and Snacks
	Participants and facilitators
	15,000

	Certificates and Documentation
	Certificates, tarpaulin, documentation materials
	2,000

	ICT and Technical Support
	Internet, multimedia equipment, digital resources
	3,000

	Miscellaneous Expenses
	Other operational costs
	2,000

	Total Estimated Budget
	
	30,000 PHP


(Budget may vary depending on number of participants and venue arrangements.)
VI. Expected Outputs
	Criteria
	Excellent (5)
	Very Good (4)
	Good (3)
	Fair (2)
	Poor (1)

	Relevance of training topics to MATATAG Curriculum
	□
	□
	□
	□
	□

	Clarity of presentations and discussions
	□
	□
	□
	□
	□

	Usefulness of pedagogical strategies presented
	□
	□
	□
	□
	□

	Practicality of strategies for classroom application
	□
	□
	□
	□
	□

	Effectiveness of facilitators/resource speakers
	□
	□
	□
	□
	□

	Quality of training materials and resources
	□
	□
	□
	□
	□

	Overall organization of the training program
	□
	□
	□
	□
	□


1. MATATAG-aligned lesson plans demonstrating appropriate pedagogical approaches.
2. Resource utilization plan identifying available tools and instructional materials.
3. Cascading mechanism for professional development materials.
4. Action plan for improving learner engagement and classroom instruction.
5. Strengthened collaboration between teachers, school heads, and instructional leaders.

VII. Evaluation Tool
Participants will evaluate the training using a Training Evaluation Questionnaire.
Sample Evaluation Form
Instruction: Please rate the following aspects of the training program.
Open-Ended Questions
1. What part of the training was most useful for your teaching practice?
2. What suggestions can you give to improve future MATATAG training programs?
3. What strategies do you plan to apply in your classroom after this training?
VIII. Monitoring and Follow-Up
To ensure sustainability, schools may conduct Learning Action Cell (LAC) sessions, classroom observations, and mentoring activities to monitor the application of the pedagogical approaches learned during the training. Teachers will also submit reflective reports on how the strategies were implemented in their MATATAG lessons.
CONCLUSION AND RECOMMENDATIONS
Based on the findings of the study, it can be concluded that the majority of the respondents were female, relatively young professionals, with most having 1–5 years in service, holding bachelor’s degrees with master’s units, teaching English and Araling Panlipunan, and having attended only a limited number of trainings related to the MATATAG Curriculum. In terms of pedagogical practices, the public secondary school teachers consistently employed both teacher-centered and learner-centered approaches, particularly Direct Instruction/Lecture Method, Demonstrator/Modeling, Culture-based Teaching, Differentiated Instruction, Technology-Integrated Approach, and Collaborative/Inquiry-Based Learning, all of which were interpreted as “Always Employed.” This indicates a strong integration of varied instructional strategies in classroom practice. However, the teachers also experienced challenges in implementing the MATATAG Curriculum, which were generally rated as “Often Employed” across teacher-related, instructional and resource, professional development, school and administrative support, and learner/environment-related factors, suggesting moderate but persistent constraints in curriculum implementation.
Moreover, the study revealed that differences in pedagogical approaches exist when grouped according to selected profile variables, particularly in culture-based teaching, differentiated instruction, and collaborative/inquiry-based learning, where age, length of service, subject taught, and educational attainment showed significant effects. Likewise, significant differences were found in several challenge domains, especially when respondents were grouped according to highest educational attainment and number of trainings attended. In addition, the study established a significant relationship between pedagogical approaches and the challenges encountered, indicating that the manner by which teachers implement instructional strategies is associated with the level of difficulties they experience in curriculum delivery. Overall, the findings imply that while MATATAG Curriculum implementation is actively practiced, its effectiveness is influenced by teacher profile characteristics and systemic constraints and therefore requires sustained support mechanisms to optimize implementation outcomes.
Based on these conclusions, it is recommended that teachers continue strengthening their instructional practices by balancing structured instruction with more learner-centered strategies that promote deeper engagement and critical thinking. Schools and education authorities may prioritize continuous professional development programs focused on MATATAG Curriculum innovations, particularly targeting teachers with limited training exposure, to enhance instructional confidence and pedagogical adaptability. It is also recommended that instructional resources, updated teaching materials, and technological tools be consistently provided and maintained to address gaps in learning delivery. School administrators may further strengthen support systems through regular mentoring, constructive feedback, and adequate allocation of resources to improve curriculum implementation. Finally, future researchers are encouraged to conduct similar studies in wider and diverse contexts to further validate these findings and explore additional variables that may influence pedagogical practices and implementation challenges under the MATATAG Curriculum.
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