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Abstract
This study examined the early implementation of the MATATAG Curriculum among secondary school teachers in the Pintuyan and San Ricardo Districts, employing a convergent mixed-methods design to capture both the measurable extent of curriculum fidelity, pedagogical adaptation, instructional support, and reform-related outcomes, as well as the lived, contextual experiences underlying these patterns. Quantitative results, drawn from a survey of 120 teacher-respondents, indicated generally high curriculum fidelity (M = 3.92) and moderate pedagogical adaptation (M = 3.61), alongside only neutral perceptions of instructional support (M = 3.38) and reform outcomes, workload, and attitudes (M = 3.21). Correlational analysis revealed a weak but statistically significant positive relationship between institutional support and teacher readiness, r(118) = .196, p = .032, while instructional adaptation showed no significant association with either readiness or institutional support. A multiple regression model confirmed that teacher readiness and institutional support did not meaningfully predict instructional adaptation, F(2, 117) = 0.08, p = .923, R² = .001, suggesting that adaptation is governed by factors beyond these two variables. Complementing these findings, thematic analysis of in-depth interviews surfaced three converging themes: Pedagogical Adaptation and Teacher Agency, the Resource–Capability Gap, and Support Systems operating informally versus formally. Integrated analysis demonstrates that quantitative patterns of moderate-to-weak institutional indicators are substantively explained by qualitative accounts of infrastructural scarcity, teacher-driven improvisation, and reliance on peer rather than administrative support. The study concludes that instructional adaptation under MATATAG is principally an exercise of professional agency rather than a function of formal institutional mechanisms, and it offers policy and practice recommendations to strengthen systemic support for sustainable curriculum reform in geographically isolated school contexts.
Keywords: MATATAG Curriculum, curriculum fidelity, teacher agency, instructional adaptation, mixed-methods research, remote schools.
CHAPTER 1
INTRODUCTION
Background of the Study
The relentless pursuit of quality and relevance in basic education remains a defining characteristic of educational reforms in the Philippines. At the heart of this transformative drive is the Department of Education's (DepEd) most recent and far-reaching initiative: the MATATAG Curriculum. This restructured K to 10 program is not merely a set of new guidelines; it is a deliberate effort to simplify and strengthen the foundational skills essential for Filipino learners, while simultaneously aiming to alleviate the considerable burden often carried by our nation's educators (Cruz & Reyes, 2024). As the very front-line implementers of this ambitious curriculum reform, teachers are intimately tasked with the complex and often personal endeavor of adjusting their deeply ingrained instructional practices and pedagogical approaches to align with these evolving standards and expectations.
Indeed, the introduction of significant curriculum changes, such as the MATATAG program, invariably presents educators with a complex interplay of both profound opportunities for growth and formidable practical challenges. These challenges often extend beyond the purely academic, touching upon the daily realities of classroom management, the intricate redesign of established instructional strategies, and even a re-evaluation of one's professional identity within a shifting educational landscape. Therefore, truly capturing the authentic voices of teachers, and deeply understanding how they personally experience, interpret, and adapt to these sweeping shifts, is not just valuable—it is fundamentally crucial. This perspective is grounded in Fullan’s (2021) theory of educational change, which asserts that the success of reform hinges on how meaningfully change is experienced and enacted by those at the front lines, particularly teachers. It is against this backdrop that the present study seeks to illuminate the lived experiences and pedagogical adaptations of basic education teachers—both elementary and secondary—in Pintuyan and San Ricardo Districts as they navigate the initial implementation phase of the MATATAG Curriculum. Framed by Fullan’s Theory of Educational Change, this research acknowledges that meaningful and sustained reform is not simply mandated from above but is interpreted, enacted, and refined by teachers within their unique school and classroom contexts. Through a rigorous mixed methods approach, the study aims to contribute to the evolving discourse on educational change management, while also highlighting the critical role of teacher agency—a frequently underestimated yet essential force in determining the success or failure of reform efforts in the dynamic landscape of Philippine education.
Purpose of the Study
This research aims to thoroughly explore the lived experiences and pedagogical adaptations of teachers in Pintuyan and San Ricardo Districts as they navigate the initial phase of the MATATAG Curriculum implementation across various DepEd schools. The study will not only systematically examine the specific instructional responses undertaken by educators but also comprehensively ascertain their crucial support needs and identify the essential enabling factors that can foster their sustained engagement and help overcome emerging challenges.
By giving voice to these frontline teachers, the inquiry seeks to uncover the nuanced realities and practical implications of this curriculum reform on their daily professional lives, their professional identity, and their overall well-being. Guided by Fullan’s theoretical framework, the study also aims to understand how teachers make sense of and operationalize change in contextually grounded ways—offering insight into both the human and systemic dimensions of curriculum implementation. Employing a robust mixed-methods approach, this research will strategically combine quantitative and qualitative data to provide a holistic, triangulated, and multi-faceted understanding, which is vital for informing targeted policy enhancements and professional development interventions designed to genuinely empower teachers throughout this significant educational transformation and ensure the effective realization of the MATATAG Curriculum's ambitious goals.

RESEARCH PROBLEM AND QUESTIONS

Research Problem

The MATATAG Curriculum represents a landmark policy reform and a comprehensive national education agenda aimed at redefining foundational learning across the Philippines. However, despite its ambitious objectives, a critical gap persists in the scholarly discourse: the authentic voices and lived experiences of frontline educators remain largely absent from detailed empirical inquiry. While the policy sets a national direction, the way it is interpreted, enacted, and experienced by teachers within their unique classroom contexts is still insufficiently understood.
Empirical understanding is particularly limited regarding how teachers make sense of and implement this significant curricular shift, especially within the practical constraints and socio-cultural realities of their immediate teaching environments. The existing body of literature offers scarce localized and granular insights into the daily pedagogical adaptations, instructional reconfigurations, and personal perceptions that shape the implementation process (Cruz & Reyes, 2024). This disconnect between policy design and classroom-level realities is even more pronounced in geographically and culturally distinct regions such as San Ricardo District in Eastern Visayas, where systemic challenges intersect with contextual factors in complex ways.
As such, the experiential narratives, innovative strategies, and critical challenges faced by teachers in these settings remain underexplored, leaving a void in understanding how large-scale reforms translate into day-to-day practice. Addressing this gap is essential for evidence-informed policy refinement, context-sensitive support systems, and the design of responsive professional development initiatives that truly empower educators as agents of change.
Research Questions
This study aims to address the aforementioned research problem by pursuing the following specific questions, focusing on the experiences of educators in Pintuyan and San Ricardo Districts:
1. How do Elementary and Secondary teachers in Pintuyan and San Ricardo District perceive and make sense of their formative experiences while navigating the initial implementation of the MATATAG Curriculum in their daily classroom practice?
2. What specific pedagogical adaptations and innovative instructional strategies are being employed by Elementary and Secondary teachers in Pintuyan and San Ricardo Districts to reconfigure their classroom methodologies and align with the demands of the MATATAG Curriculum?
3. What formidable challenges do Elementary and Secondary teachers in Pintuyan and San Ricardo Districts encounter, and what are their perceptions regarding the adequacy and effectiveness of existing support systems (both formal and informal) in facilitating their successful implementation of the MATATAG Curriculum?
Research Hypotheses (for Quantitative)

H1: Teacher perceptions of the MATATAG curriculum significantly predict their instructional adaptations.
H2: Instructional adaptations based on the MATATAG curriculum significantly increase levels of student engagement.
H3: Support systems significantly moderate the relationship between instructional adaptations and student engagement, and mediate the relationship between teacher perceptions and instructional adaptation.
H4: Teacher perceptions indirectly influence student engagement through instructional adaptation and are moderated by support systems.

Theoretical and Conceptual Framework

This study is robustly grounded in a dual theoretical framework, drawing insights from Fullan's Theory of Educational Change and Constructivist Learning Theory. These two frameworks offer complementary lenses, enabling a comprehensive understanding of how large-scale curriculum reforms are experienced and enacted at the grassroots level, particularly among basic education teachers in Pintuyan and San Ricardo Districts.
Fullan's Theory of Educational Change
Michael Fullan’s extensive scholarship on educational change highlights its inherent complexity, portraying it not as a linear event but as a dynamic and recursive process shaped by multiple interacting factors (Fullan, 2020). Central to his theory is the idea that successful reform critically depends on the meaning-making processes of those directly involved—particularly teachers—whose engagement, interpretation, and agency drive the transformation. Fullan identifies three key phases of change: initiation, implementation, and continuation, with the implementation phase being most relevant to this study, as it emphasizes the challenges and decisions faced by frontline implementers in adapting new practices (Fullan, 2021). 
Several tenets of his theory directly inform this research. First, change is inherently subjective, and teachers must find personal meaning in reform efforts for them to be effectively embraced (Davies & Evans, 2023). Second, educational change is deeply context-dependent, influenced by factors such as school culture, leadership, and resource availability—elements particularly salient in the San Ricardo and Pintuyan Districts, where institutional support varies (Chen & Wong, 2024). Third, Fullan underscores the importance of system-wide coherence, emphasizing the role of adequate policies, sustained professional development, and collaborative environments in supporting teachers. Finally, he stresses that teacher motivation and capacity building are essential, as educators must be empowered with both the willingness and the skills to navigate reform. 
These principles collectively provide a robust framework for analyzing the lived experiences, instructional adaptations, and support needs of teachers during the MATATAG Curriculum’s initial implementation. By applying Fullan's framework, this study will critically examine the systemic context of the MATATAG Curriculum rollout, the organizational and environmental factors influencing its acceptance and execution, and the perceived effectiveness of the change process from the teachers' perspective.
Constructivist Learning Theory
Complementing Fullan’s macro-level perspective on systemic educational change, Constructivist Learning Theory offers a micro-level lens for understanding how individual teachers internalize and respond to the MATATAG Curriculum. Rooted in the foundational work of Piaget and Vygotsky, this theory posits that individuals actively construct knowledge through direct experience and reflection, integrating new information with existing cognitive frameworks—often leading to the reorganization of prior beliefs and practices (Kim & Lee, 2022). 
In the context of this study, Constructivist Learning Theory is essential in framing how teachers act not as passive recipients of reform, but as active agents who interpret curriculum principles, trial new strategies, and continually adjust their pedagogical approaches based on classroom realities and student feedback (Rodriguez & Perez, 2025). It also sheds light on how teachers construct meaning from their lived experiences, shaped by their backgrounds, beliefs, and the socio-cultural dynamics of their school environments (Green & White, 2023). Most importantly, the theory reinforces the centrality of teacher agency, emphasizing their role as decision-makers and innovators who engage in meaning-making, problem-solving, and professional growth amid the demands of a shifting curriculum landscape.
Synergy of the Frameworks
The integration of Fullan’s Theory of Educational Change and Constructivist Learning Theory provides a comprehensive and multi-dimensional theoretical foundation for this study. Fullan’s framework offers a macro-level perspective, allowing for the analysis of the systemic, organizational, and policy-driven dynamics surrounding the implementation of the MATATAG Curriculum, particularly in the context of DepEd schools in San Ricardo District. It frames the broader “what” and “why” of educational reform, including the institutional challenges, support structures, and conditions necessary for sustainable change. 
In contrast, Constructivist Learning Theory provides a micro-level lens, focusing on how individual teachers—as active learners—construct meaning, develop new instructional strategies, and adapt to shifting pedagogical demands through personal experience and reflection. This theory highlights the “how” and “why” behind teachers’ adaptations, capturing the subjective and cognitive processes that underlie their professional growth. 
Together, these theories create a synergistic and holistic framework: Fullan’s theory contextualizes the external forces of reform, while Constructivist theory illuminates the internal processes of teacher adaptation and agency. This integrated approach enables the study to produce nuanced insights that can inform both evidence-based policymaking and targeted professional development initiatives, ensuring that reform efforts resonate with and empower those at the heart of educational transformation.
Conceptual Framework
The conceptual framework presented in Figure 1 illustrates the dynamic interplay of systemic, institutional, and individual factors that influence the effective implementation of the MATATAG Curriculum within the Philippine basic education system. Grounded in Fullan’s (2020) Theory of Educational Change, the framework acknowledges that meaningful reform extends beyond structural adjustments to include deep pedagogical and cultural transformation, with teachers positioned at the center of this process. Their lived experiences, perceptions, and adaptive practices serve as crucial lenses through which curriculum changes are understood and enacted in real-world settings. Complementing this is Constructivist Learning Theory, which emphasizes that teachers, like learners, actively construct knowledge through experience, reflection, and responsive adaptation (Schunk, 2021). As teachers engage with the MATATAG Curriculum, they undergo pedagogical shifts—adopting learner-centered strategies, differentiated instruction, and formative assessment practices aligned with 21st-century learning principles (Darling-Hammond et al., 2020). 
However, successful implementation hinges not solely on individual teacher effort but also on the presence of robust institutional support, including effective leadership, ongoing professional development, and access to adequate resources (Avalos-Bevan, 2021). Equally vital is teacher readiness, encompassing their psychological, cognitive, and professional preparedness to meet the curriculum’s demands (Penuel et al., 2020). 
The synergy among these elements—anchored in theoretical grounding, shaped by teacher agency, and supported institutionally—ultimately contributes to a coherent, sustainable approach to reform. When these components align, they foster an environment where change is collaboratively enacted and continuously refined, embodying the vision of transformative and responsive education espoused by Hargreaves and Fullan (2020).
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Figure 1. Schematic Diagram












CHAPTER II
REVIEW OF RELATED LITERATURE

The recent rollout of the MATATAG Curriculum in the Philippines represents a major structural reform intended to strengthen foundational skills and streamline competencies, and DepEd policy documents position MATATAG as the guiding blueprint for classroom practice (DepEd, 2024). Early empirical inquiries into teachers’ experiences during the transition consistently show that front-line educators encounter both technical and adaptive challenges: teachers report insufficient instructional materials, heavy paperwork, limited time for planning, and uneven professional development that compel them to improvise instruction and repackage learning tasks to local realities (Torrefiel et al., 2025; Malinao & Miano, 2025; Demate, 2025; Garmajonel, 2024). 
Several phenomenological and narrative studies across Philippine divisions (e.g., Cebu, Lapu-Lapu City, Capiz, Candijay, and other districts) document teachers’ stress and uncertainty alongside practices of resilience — teachers describe reframing their role as facilitators of holistic learning, using multi-grade grouping, locally sourced materials, and scaffolded tasks to align MATATAG competencies with classroom constraints (Torrefiel et al., 2025; Gulmayo & Subillaga, 2025; Markham, 2025; Journal Press reports, 2025). These local studies indicate that enactment at the classroom level is shaped more by resource and workload realities than by policy intent alone, pointing to a gap between DepEd’s curricular design and the supports teachers actually receive in schools.  
Research focused specifically on implementation processes highlights teachers’ adaptive strategies and support needs when confronted with curricular change. Qualitative investigations show common adaptation strategies — curriculum simplification, differentiated grouping, peer collaboration for lesson planning, and use of low-cost community resources — that teachers employ to preserve learning targets while coping with local constraints (Malinao & Miano, 2025; Demate, 2025; Pacatang, 2025). 
Complementing these Philippines-centered studies, international literature emphasizes the distinction between technical and adaptive challenges in standards-based reforms: leaders who address only technical problems (e.g., materials or mandates) leave unaddressed adaptive challenges related to teacher beliefs, routines, and local norms that actually determine classroom enactment (Pak, Polikoff, Desimone, & Saldívar García, 2020). 
Research on teachers’ curriculum use also shows that supplementation and local modification of official materials is widespread, suggesting that the “enacted” curriculum frequently diverges from prescribed guides and that professional learning must therefore attend to teachers situated decision-making and sense-making processes (Polikoff, 2021; Pak et al., 2020). These findings imply that MATATAG supports should combine high-quality technical resources with sustained, collaborative, problem-solving professional development that builds teachers’ adaptive capacity.  
Studies of curriculum adaptation and pedagogical innovation elsewhere in the region and globally reinforce lessons from Philippines research: empirical work from South Africa, Indonesia, and other settings reports similar teacher experiences — commitment to student learning paired with practical constraints — and points to promising practices such as contextualized curriculum materials, teacher co-design of lessons, and leadership that creates time and structures for teacher collaboration (Ledwaba, 2024; Yetti, 2024; Lahiya, 2025; Tep, 2024). 
More recent phenomenological studies of teacher experience during curriculum updates emphasize teachers’ agency and voice in shaping local enactment: when teachers participate in curriculum adaptation (rather than only receive directives), they are more likely to develop locally appropriate pedagogies that sustain learning goals (Monkevičienė, 2025; Tep, 2024). 
Taken together, the international and Philippine literatures point to three convergent implications for research and policy: (1) more longitudinal, classroom-level studies are needed to connect teacher adaptations to learner outcomes under MATATAG; (2) professional development should integrate content, pedagogy, and structured collaborative problem solving; and (3) policy design must explicitly resource and legitimize the adaptive work of teachers so that intended curriculum goals translate into classroom practice (Pak et al., 2020; Polikoff, 2021; Ledwaba, 2024; Yetti, 2024). 
Finally, several Philippine studies provide concrete empirical evidence about specific subject areas and grade levels within MATATAG implementation. Investigations of literacy and English-content adaptation (e.g., English 7) report that teachers employ explicit scaffolding, frequent formative checks, and community literacy resources to support emerging readers under the MATATAG framework (Gulmayo & Subillaga, 2025). Readiness and support assessments similarly document varied levels of 21st-century skills and preparedness among teachers, highlighting the need for targeted capacity building in assessment literacy and lesson design (Scimatic readiness study; teacher readiness reports, 2025). 
Collectively these subject-level and readiness studies underscore that the MATATAG transition is not a singular event but a phased process in which sustained supports, localized curricular materials, and attention to teacher wellbeing and workload are essential for converting policy into improved classroom practice and student learning.
CHAPTER III
RESEARCH METHODOLOGY

Research Design

This study adopts a convergent mixed methods design to gain a comprehensive understanding of teachers’ experiences with the MATATAG Curriculum in Pintuyan and San Ricardo Districts, Southern Leyte Division. In this approach, qualitative and quantitative data are collected and analyzed independently but concurrently, with integration occurring during the interpretation phase to develop a holistic and multidimensional perspective (Creswell & Plano Clark, 2018). A key strength of this design is its emphasis on triangulation, which enhances the validity and credibility of findings through cross-verification across data sources (Morse, 2003). This allows the study not only to identify measurable patterns but also to explore the underlying reasons—the “why” and “how”—behind those patterns within the local context (Fetters, Curry, & Creswell, 2013).
The qualitative strand involves conducting semi-structured interviews with a diverse group of teachers. This method provides the flexibility to probe into participants’ personal insights, challenges, and adaptation strategies during the curriculum’s implementation (DiCicco-Bloom & Crabtree, 2006). The resulting narratives will be analyzed through thematic coding, identifying recurring patterns that reveal teachers’ lived experiences, instructional innovations, and perceptions of institutional support (Braun & Clarke, 2006). Simultaneously, the quantitative strand will employ a structured survey administered to a larger, representative sample of teachers. Using Likert-type items, the survey will quantify key constructs such as perceived readiness, institutional support, and instructional adaptation strategies (Cohen, Manion, & Morrison, 2018). This will yield numerical data for statistical analysis, enabling the detection of broader trends and relationships across the teaching population.
The final phase—the integration and interpretation stage—merges the findings from both strands. Through comparison and connection of the qualitative themes and quantitative results, the study aims to contextualize statistical relationships within the richness of lived experience. This convergence of evidence will generate a comprehensive and nuanced understanding of how the MATATAG Curriculum is being implemented on the ground, offering insights that are both empirically grounded and deeply contextual (Creswell & Plano Clark, 2011).
Research Participants and Sampling
The target participants for this study will be public school teachers from both elementary and junior high schools within Pintuyan and San Ricardo Districts, Eastern Visayas, who are currently implementing the MATATAG Curriculum. This focus ensures direct relevance to the research questions concerning policy implementation and teacher experiences.
This study adopts a dual sampling strategy aligned with its mixed methods design. For the qualitative strand, approximately 15 teachers will be purposively selected based on their level of teaching (elementary or junior high), years of experience, and ability to offer rich insights into the MATATAG Curriculum. Purposive sampling enables the researcher to engage participants who are most knowledgeable about the phenomenon, thus ensuring relevance and depth of data (Etikan, Musa, & Alkassim, 2016; Patton, 2015). This number is considered sufficient to reach thematic saturation, where no new themes emerge during analysis (Guest, Bunce, & Johnson, 2006). 
For the quantitative strand, a stratified random sampling method will be used to select approximately 100 teachers from Pintuyan and San Ricardo Districts. Teachers will be grouped into strata based on characteristics such as school level and possibly geographic location, ensuring proportional representation of subgroups. Random selection within each stratum improves the representativeness and generalizability of the findings (Creswell, 2014; Fraenkel & Wallen, 2009). By combining these approaches, our study aims to paint a vivid, well-rounded portrait of how the MATATAG curriculum is truly unfolding in the classrooms of Pintuyan and San Ricardo districts, blending statistical patterns with personal narratives to offer truly meaningful insights.
	Key Stage
Level
	Teachers’ Implemented MATATAG Curriculum
	%

	
	Pintuyan District
	San Ricardo District
	

	Key Stage 1
	Male
	6
	Male
	7
	10.83%

	
	Female
	12
	Female
	14
	21.67%

	
	Total
	18
	Total
	21
	32.50%

	Key Stage 2
	Male
	11
	Male
	9
	16.67%

	
	Female
	18
	Female
	11
	24.16%

	
	Total
	29
	Total
	20
	40.83%

	Key Stage 3
	Male
	3
	Male
	3
	5%

	
	Female
	15
	Female
	11
	21.67%

	
	Total
	18
	Total
	14
	26.67%

	
	65 (54.17%)
	55 (45.83%)
	100%

	
	120
	



Data Collection Methods

To capture the depth and complexity of teachers’ lived experiences, data will be collected through semi-structured interviews, allowing participants to articulate their perspectives while ensuring alignment with key themes in the research questions. This method provides both structure and flexibility, enabling the researcher to probe deeply into participants’ instructional practices and support needs (Tayao, 2024). The interviews will be audio-recorded with consent and transcribed verbatim for analysis. Emerging narratives will be examined using thematic coding, following Braun and Clarke’s reflexive approach, which emphasizes meaning-making within contextual settings (Llego, 2023). This process ensures a systematic yet interpretive analysis of the rich qualitative data.
To complement the qualitative insights, a structured survey will be administered to a broader sample of teachers. The instrument will employ Likert-scale items to quantitatively measure key constructs such as perceived readiness, institutional support, and instructional adaptation. Likert scales are effective in gauging attitudes and perceptions and are widely used in educational research for capturing the variance in responses (Garcia & Reyes, 2022). The survey will undergo a pilot test to assess clarity, reliability, and content validity before full deployment. Administering the survey electronically will facilitate accessibility, especially across geographically dispersed schools, while ensuring data integrity and efficiency in collection (Yazon & Bayod, 2023). This combined approach enables the triangulation of data sources, thereby enhancing the validity and comprehensiveness of the study's findings.

Data Analysis Plan

Qualitative data from semi-structured interviews will be analyzed through thematic analysis, following the reflexive model of Braun and Clarke. This method allows for a flexible yet rigorous examination of patterned meaning across the dataset while remaining grounded in participants’ experiences (Llego, 2023). Transcripts will be coded either manually or with the aid of NVivo, a qualitative data analysis software that facilitates data management and coding efficiency. Thematic development will follow an inductive approach, ensuring that themes emerge naturally from the data rather than being imposed by preconceived categories (Tayao, 2024). This analytic method is particularly suited to uncovering rich, nuanced insights about how teachers interpret and respond to curriculum reforms.
Quantitative data gathered through structured surveys will be analyzed using Jamovi or SPSS. The analysis will begin with descriptive statistics (mean, standard deviation, range) to summarize demographic data and overall patterns of responses. This will be followed by correlation analysis to examine relationships between variables such as teacher readiness, institutional support, and instructional adaptation. Finally, multiple regression analysis will be employed to explore the predictive power of independent variables on outcomes related to instructional adaptation, allowing for a deeper understanding of causal patterns and variances (Garcia & Reyes, 2022; Yazon & Bayod, 2023). These statistical techniques support the study's aim of linking individual perceptions and institutional factors to actual pedagogical responses.
Integration of Findings
After analyzing both data strands independently, results will be integrated through a triangulation protocol, in which qualitative and quantitative findings are compared, contrasted, and merged to generate more comprehensive insights. This process involves identifying points of convergence, complementarity, and divergence between the datasets (Creswell & Plano Clark, 2023). Integration enhances the credibility and richness of the conclusions, ensuring that findings are not only statistically valid but also grounded in authentic lived experiences. This strategy is central to convergent mixed methods design, where qualitative and quantitative findings are given equal priority (Plano Clark & Ivankova, 2022).
Ethical Considerations

Ensuring the highest ethical standards is paramount to this research, with all procedures strictly adhering to established guidelines for social science studies to prioritize the well-being and rights of every participant. First and foremost, informed consent will be obtained from all participants before their involvement. This process will clearly explain the study's purpose, the voluntary nature of their participation, the estimated duration, potential risks and benefits, and their absolute right to withdraw at any time without penalty. Participants will receive a written consent form in a language they fully understand and will have ample opportunity to ask questions before signing. Special care will be taken to ensure teachers, particularly those in public service, do not feel coerced or pressured, emphasizing that their decision will not affect their employment or professional standing.
Secondly, anonymity and confidentiality will be strictly maintained throughout the entire research process, from data collection to reporting. Participants' identifying information will be separated from their responses as quickly as possible. For qualitative interviews, pseudonyms will be used, and any potentially identifiable details in their narratives will be masked or generalized. Quantitative data will be aggregated so that individual responses cannot be traced back to specific teachers. All data, whether digital or physical, will be stored securely on password-protected devices or in locked cabinets, accessible only to the research team. This commitment to privacy is vital for building trust and encouraging honest responses, especially on sensitive topics related to curriculum implementation and support. 
Finally, ethical clearance will be secured from the Division Research Committee (DRC) or District Research Ethics Committee (DREC) of both Pintuyan and San Ricardo Districts before any data collection begins. This formal approval ensures that the research protocol has undergone rigorous scrutiny by an independent committee to protect human subjects. The ethics committee will review all aspects.
Expected Output or Contribution

This research is anticipated to generate meaningful contributions at multiple levels, particularly in enhancing curriculum implementation within Pintuyan and San Ricardo, Eastern Visayas, and potentially in broader contexts. By integrating quantitative and qualitative insights, the study will illuminate the lived experiences of teachers during the initial implementation of the MATATAG Curriculum, offering an evidence-based understanding of how national reforms are translated into local classroom realities (Fullan, 2023; Darling-Hammond et al., 2020).
The findings will guide the Department of Education and school leaders in identifying specific areas where teachers require professional development and support. Highlighting effective strategies and system gaps will enable more targeted, responsive, and sustainable teacher support interventions (OECD, 2024; Timperley, 2025). Moreover, this research will enrich the literature on curriculum reform and educational change, particularly within the Philippine socio-cultural context. It provides localized, empirical insights into how national policies are enacted on the ground, addressing a gap in existing scholarship (Ong et al., 2023; World Bank, 2022). Finally, the study will offer actionable policy recommendations to improve the MATATAG implementation. These may include proposals for refining teacher training, enhancing resource allocation, and strengthening feedback mechanisms—ensuring that future educational reforms are more effective, inclusive, and context-sensitive (UNESCO, 2023; Hanushek & Woessmann, 2025)




















CHAPTER IV

SUMMARY OF RESULTS AND DISCUSSION

Table 1. Demographic Profile of the Respondents
	Key Stage
Level
	Teachers’ Implemented MATATAG Curriculum
	%

	
	Pintuyan District
	San Ricardo District
	

	Key Stage 1
	Male
	6
	Male
	7
	10.83%

	
	Female
	12
	Female
	14
	21.67%

	
	Total
	18
	Total
	21
	32.50%

	Key Stage 2
	Male
	11
	Male
	9
	16.67%

	
	Female
	18
	Female
	11
	24.16%

	
	Total
	29
	Total
	20
	40.83%

	Key Stage 3
	Male
	3
	Male
	3
	5%

	
	Female
	15
	Female
	11
	21.67%

	
	Total
	18
	Total
	14
	26.67%

	
	65 (54.17%)
	55 (45.83%)
	100%

	
	120
	



[bookmark: _Hlk233643551][bookmark: _Hlk233643573]Table 1.0 presents the distribution of the respondents according to their assigned key stage level and school district. Out of the 120 teacher-respondents, 65 (54.17%) came from Pintuyan District, while 55 (45.83%) were from San Ricardo District. In terms of key stage assignment, Key Stage 2 had the highest number of teacher-respondents, with 49 teachers (40.83%), indicating that a larger proportion of the participants were teaching learners in Grades 4 to 6 under the MATATAG Curriculum. This was followed by Key Stage 1, with 39 teachers (32.50%), while Key Stage 3 had the smallest representation, with 32 teachers (26.67%).
A closer examination shows that Pintuyan District had more respondents in Key Stage 2 (29 teachers) than in Key Stage 1 and Key Stage 3, suggesting that the district has a relatively larger number of teachers assigned to the intermediate grade levels. Likewise, San Ricardo District recorded the highest number of respondents in Key Stage 1 (21 teachers), followed closely by Key Stage 2 (20 teachers), while Key Stage 3 had the fewest respondents (14 teachers).
The findings indicate that teachers from all three key stages were adequately represented in the study, although the majority were teaching in Key Stage 2. This distribution provides a balanced representation of teachers implementing the MATATAG Curriculum across different instructional levels, thereby enhancing the comprehensiveness and credibility of the study's findings.
[bookmark: _Hlk233643299]Table 2.0 Teachers Instructional Adaptations and Pedagogical Shifts Survey Responses
	[bookmark: _Hlk233643310] No.
	Survey Statements
	1
	2
	3
	4
	5

	Curriculum Use and Fidelity

	1
	I use the official MATATAG scope & sequence when planning lessons.
	0
	4
	8
	92
	16

	2
	I follow the MATATAG learning competency statements closely in my lesson plans.
	0
	3
	7
	97
	13

	3
	I use the recommended MATATAG lesson exemplars/materials provided by DepEd.
	0
	5
	6
	94
	15

	4
	I modify the MATATAG pacing guide to suit my class’s needs. (reverse-direction: adaptation).
	4
	9
	12
	89
	6

	Pedagogical Adaptation (Core for your Study)

	5
	I frequently adapt MATATAG lessons to match learners’ prior knowledge.

	2
	4
	7
	99
	8

	6
	I simplify MATATAG learning tasks for learners who are below grade level.
	0
	3
	6
	97
	14

	7
	I enrich MATATAG tasks for advanced learners (extension activities, higher-order tasks).
	4
	8
	5
	86
	17

	8
	I change assessment methods (e.g., performance tasks, portfolios) recommended in MATATAG.
	45
	39
	10
	12
	14

	9
	I integrate local context (culture/community resources) when adapting MATATAG lessons.
	2
	4
	7
	91
	16

	10
	I shift MATATAG lessons to blended or digital formats when needed.
	8
	12
	4
	83
	13

	Instructional Practice and Supports

	11
	I use learner-centered strategies (group work, inquiry, problem solving) when implementing MATATAG.
	4
	6
	9
	90
	11

	12
	My school provides adequate instructional resources (materials, printouts, ICT) for MATATAG.
	35
	40
	20
	16
	9

	13
	My school administration supports teachers in adapting MATATAG (e.g., time for planning).
	4
	8
	9
	85
	14

	14
	I collaborate frequently with colleagues to adapt and plan MATATAG lessons.
	8
	6
	12
	87
	7

	15
	The professional development I received prepared me to adapt the MATATAG curriculum effectively.
	28
	12
	14
	37
	29

	Outcomes, Workload and Attitudes

	16
	Implementing MATATAG has improved students’ foundational skills (e.g., literacy, numeracy).
	27
	14
	11
	56
	12

	17
	Implementing MATATAG increased my teaching workload significantly.
	25
	13
	10
	58
	14

	18
	I feel confident in my ability to implement MATATAG with high quality.
	29
	11
	12
	51
	17

	19
	I believe MATATAG is feasible for my classroom context (resources, class size).
	18
	14
	11
	58
	19

	20
	I intend to continue using the MATATAG approaches after initial implementation period.
	18
	22
	8
	60
	12


[bookmark: _Hlk233643339]Legend:
	1 – Strongly Disagree		3 – Neutral			5 – Strongly Agree
	2 – Disagree			4 – Agree

Table 3.0 Weighted Mean and Standard Deviation of Teachers' Responses
	No.
	Survey Statements
	Weighted Mean
	Standard Deviation
	Verbal Interpretation

	1
	I use the official MATATAG scope & sequence when planning lessons.
	4.00
	0.56
	Agree

	2
	I follow the MATATAG learning competency statements closely in my lesson plans.
	4.00
	0.49
	Agree

	3
	I use the recommended MATATAG lesson exemplars/materials provided by DepEd.
	3.99
	0.60
	Agree

	4
	I modify the MATATAG pacing guide to suit my class’s needs. (Reverse-direction: adaptation).
	3.70
	0.97
	Agree

	Pedagogical Adaptation (Core for your Study)

	5
	I frequently adapt MATATAG lessons to match learners’ prior knowledge.

	3.89
	0.69
	Agree

	6
	I simplify MATATAG learning tasks for learners who are below grade level.
	4.02
	0.53
	Agree

	7
	I enrich MATATAG tasks for advanced learners (extension activities, higher-order tasks).
	3.87
	1.03
	Agree

	8
	I change assessment methods (e.g., performance tasks, portfolios) recommended in MATATAG.
	2.26
	1.53
	Disagree

	9
	I integrate local context (culture/community resources) when adapting MATATAG lessons.
	3.96
	0.72
	Agree

	10
	I shift MATATAG lessons to blended or digital formats when needed.
	3.68
	1.10
	Agree

	Instructional Practice and Supports

	11
	I use learner-centered strategies (group work, inquiry, problem solving) when implementing MATATAG.
	3.82
	0.88
	Agree

	12
	My school provides adequate instructional resources (materials, printouts, ICT) for MATATAG.
	2.37
	1.29
	Disagree

	13
	My school administration supports teachers in adapting MATATAG (e.g., time for planning).
	3.81
	0.95
	Agree

	14
	I collaborate frequently with colleagues to adapt and plan MATATAG lessons.
	3.66
	1.02
	Agree

	15
	The professional development I received prepared me to adapt the MATATAG curriculum effectively.
	3.23
	1.47
	Neutral

	Outcomes, Workload and Attitudes

	16
	Implementing MATATAG has improved students’ foundational skills (e.g., literacy, numeracy).
	3.10
	1.42
	Neutral

	17
	Implementing MATATAG increased my teaching workload significantly.
	3.19
	1.43
	Neutral

	18
	I feel confident in my ability to implement MATATAG with high quality.
	3.13
	1.50
	Neutral

	19
	I believe MATATAG is feasible for my classroom context (resources, class size).
	3.38
	1.42
	Neutral

	20
	I intend to continue using the MATATAG approaches after initial implementation period.
	3.22
	1.38
	Neutral


Interpretation scale:
· 4.21–5.00 = Strongly Agree 
· 3.41–4.20 = Agree 
· 2.61–3.40 = Neutral 
· 1.81–2.60 = Disagree 
· 1.00–1.80 = Strongly Disagree
Table 4.0 Composite Mean per Construct
	Construct
	Composite Mean
	Interpretation

	Curriculum Use and Fidelity
	3.92
	Agree

	Pedagogical Adaptation
	3.61
	Agree

	Instructional Practice and Supports
	3.38
	Neutral

	Outcomes, Workload, and Attitudes
	3.21
	Neutral

	Overall Mean
	3.53
	Agree


[bookmark: _Hlk233658912]Table 4.0 presents the composite mean scores of the four major constructs examined in the study regarding teachers' implementation of the MATATAG Curriculum. The overall composite mean of 3.53, interpreted as "Agree," indicates that, in general, teachers demonstrated a favorable perception of the implementation process. This suggests that respondents generally affirm their engagement with the curriculum and acknowledge its implementation in their instructional practices, although varying levels of agreement exist across the different dimensions.
Among the constructs, Curriculum Use and Fidelity obtained the highest composite mean (M = 3.92, Agree), indicating that teachers consistently adhere to the intended objectives, content standards, and instructional expectations prescribed by the MATATAG Curriculum. This finding suggests that respondents demonstrate a strong commitment to implementing the curriculum as designed, reflecting their understanding of curriculum requirements and compliance with national educational standards. The high level of agreement also implies that teachers have largely embraced the curriculum's intended framework despite the challenges associated with educational reforms.
The second highest construct, Pedagogical Adaptation (M = 3.61, Agree), indicates that teachers actively modify and adjust their instructional strategies to address learners' diverse needs while remaining aligned with the curriculum's goals. This finding reflects teachers' professional competence and instructional flexibility, demonstrating their ability to contextualize lessons, employ differentiated teaching approaches, and utilize learner-centered strategies. The positive rating suggests that teachers recognize the importance of adapting instruction to maximize student engagement and learning outcomes under the MATATAG framework.
In contrast, Instructional Practice and Supports yielded a composite mean of 3.38, interpreted as "Neutral." This suggests that respondents neither strongly agreed nor disagreed regarding the adequacy of instructional resources, professional support, training opportunities, and institutional assistance available to facilitate curriculum implementation. The neutral response may indicate inconsistencies in the provision of instructional materials, professional development, administrative support, or collaborative opportunities across schools. Consequently, while teachers continue to implement the curriculum, they may perceive existing support mechanisms as only moderately sufficient to address implementation demands.
Similarly, Outcomes, Workload, and Attitudes received the lowest composite mean (M = 3.21, Neutral). This finding indicates that respondents expressed mixed perceptions regarding the effects of the MATATAG Curriculum on teaching effectiveness, learner outcomes, workload, and their overall attitudes toward the reform. The neutral rating suggests that although teachers recognize the curriculum's potential benefits, they may also experience increased workload, adjustment challenges, time constraints, and uncertainties associated with curriculum transition. These competing experiences likely contributed to the moderate level of agreement observed in this construct.
Overall, the pattern of results demonstrates that teachers exhibit strong commitment to implementing and adapting the MATATAG Curriculum, as evidenced by the high ratings for curriculum fidelity and pedagogical adaptation. However, the comparatively lower ratings for instructional support and perceived outcomes indicate that successful curriculum implementation extends beyond teacher commitment alone. The findings imply that strengthening institutional support systems, expanding professional development opportunities, improving access to instructional resources, and addressing workload concerns are necessary to sustain effective curriculum implementation and enhance teachers' overall experiences with the MATATAG Curriculum.
Correlation Analysis (Pearson's r)
	Variables
	r
	p-value
	Interpretation

	Teacher Readiness ↔ Institutional Support
	0.196
	0.032
	Weak positive correlation; statistically significant

	Teacher Readiness ↔ Instructional Adaptation
	-0.030
	0.748
	No significant relationship

	Institutional Support ↔ Instructional Adaptation
	-0.027
	0.766
	No significant relationship



Interpretation
The findings indicate that teacher readiness and institutional support are positively associated, although the relationship is weak (r = .196, p = .032). This suggests that teachers who perceive greater support from their schools tend to report slightly higher levels of readiness to implement the MATATAG Curriculum. However, instructional adaptation was not significantly related to either teacher readiness or institutional support. Specifically:
· Teacher Readiness and Instructional Adaptation: 
· r = –.030, p = .748 (No statistically significant relationship). 
· Institutional Support and Instructional Adaptation: 
· r = –.027, p = .766 (No statistically significant relationship). 
These results imply that teachers' instructional adaptations may be influenced by factors beyond their perceived readiness or institutional support, such as classroom context, learner diversity, teaching experience, professional autonomy, or individual pedagogical beliefs. 
A Pearson product-moment correlation analysis was conducted to examine the relationships among teacher readiness, institutional support, and instructional adaptation. Results revealed a weak positive and statistically significant relationship between teacher readiness and institutional support, r(118) = .196, p = .032. However, no significant relationships were found between teacher readiness and instructional adaptation, r(118) = –.030, p = .748, nor between institutional support and instructional adaptation, r(118) = –.027, p = .766.
The significant positive relationship between institutional support and teacher readiness suggests that supportive school environments—including adequate instructional resources, administrative assistance, and professional collaboration—may contribute to teachers feeling more prepared and confident in implementing curriculum reforms. Nevertheless, the weak magnitude of the relationship indicates that readiness is also shaped by other factors.
The absence of significant correlations involving instructional adaptation suggests that teachers' decisions to modify instruction are not solely determined by institutional support or self-reported readiness. Adaptation may instead reflect teachers' professional judgment, responsiveness to learner needs, and contextual classroom realities. This finding aligns with the concept of teacher agency, where educators exercise autonomy in making instructional decisions regardless of organizational conditions.
Regression Model
Dependent Variable (Y):
· Instructional Adaptation (Composite score of Q5–Q11) 
Independent Variables (X):
· Teacher Readiness (Composite of Q15 and Q18) 
· Institutional Support (Composite of Q12–Q14)
Multiple Regression Results
	Predictor
	B
	SE
	β (Approx.)
	t
	p-value
	Interpretation

	Constant
	3.835
	0.212
	—
	18.122
	< .001
	Significant intercept

	Teacher Readiness
	-0.010
	0.039
	-0.025
	-0.267
	.790
	Not significant

	Institutional Support
	-0.014
	0.057
	-0.022
	-0.238
	.812
	Not significant



Overall Model Fit

	Statistic
	Value

	R²
	0.001

	Adjusted R²
	−0.016

	F (2,117)
	0.080

	p-value
	.923


The multiple regression analysis revealed that the model was not statistically significant, F (2,117) = 0.080, p = .923, indicating that teacher readiness and institutional support did not significantly predict instructional adaptation among the respondents. 
The model explained only 0.1% of the variance in instructional adaptation (R² = .001), suggesting that nearly all variation in instructional adaptation is attributable to factors other than the two predictors included in the model. 
Individually, neither predictor significantly contributed to the regression model:
· Teacher Readiness 
· B = −0.010 
· t = −0.267 
· p = .790 
· Institutional Support 
· B = −0.014 
· t = −0.238 
· p = .812 
These findings indicate that increases in perceived teacher readiness or institutional support were not associated with meaningful changes in instructional adaptation.
A multiple linear regression analysis was performed to determine whether teacher readiness and institutional support significantly predicted instructional adaptation. The overall regression model was not statistically significant, F (2, 117) = 0.08, p = .923, explaining only 0.1% of the variance in instructional adaptation (R² = .001, Adjusted R² = −.016). Teacher readiness was not a significant predictor of instructional adaptation (B = −0.010, t = −0.267, p = .790). Likewise, institutional support did not significantly predict instructional adaptation (B = −0.014, t = −0.238, p = .812). Therefore, the study failed to reject the null hypothesis that teacher readiness and institutional support have no significant predictive influence on instructional adaptation.
The regression findings suggest that teachers' instructional adaptation under the MATATAG Curriculum is not sufficiently explained by teacher readiness and institutional support alone. Although institutional support showed a weak positive relationship with teacher readiness in the earlier correlation analysis, neither variable demonstrated predictive power when considered simultaneously. This suggests that instructional adaptation is likely influenced by more complex and context-specific factors, including:
· teacher self-efficacy, 
· pedagogical beliefs, 
· years of teaching experience, 
· classroom diversity, 
· learner needs, 
· curriculum knowledge, 
· school culture, 
· leadership practices, and 
· professional autonomy. 
The results reinforce the view that instructional adaptation is a multifaceted process that extends beyond organizational support and perceived preparedness.
Summary and Discussion of Quantitative Results

A. Curriculum Use and Fidelity

The quantitative findings reveal that teachers demonstrate a generally high level of curriculum fidelity during the early implementation phase of the MATATAG Curriculum. The composite mean of 3.92 on the Curriculum Use and Fidelity construct — interpreted as Agree on the response scale — indicates that most respondents follow the prescribed scope and sequence, adhere to the mandated learning competencies, and utilize the lesson exemplars provided by the Department of Education, while exercising only limited contextual adjustments. This level of adherence is consistent with DepEd's policy expectations, which emphasize that curriculum fidelity during the pilot phase ensures comparability of learning standards and meaningful monitoring of implementation outcomes (DepEd, 2023).

From a theoretical standpoint, curriculum fidelity is not merely a compliance metric but a condition that enables educators and policymakers to evaluate whether the designed curriculum produces its intended effects before contextual modifications are systematically introduced (UNESCO, 2024). However, scholars caution against rigid fidelity that neglects local pedagogical realities. The balance between fidelity and adaptive responsiveness is a recurring tension in curriculum implementation research, and the relatively high mean in this study suggests that teachers are positioned closer to the fidelity end of this continuum — a natural characteristic of early reform adoption (Darling-Hammond et al., 2023). As implementation matures, greater contextual flexibility is typically encouraged and expected.

B. Pedagogical Adaptation

The Pedagogical Adaptation construct obtained a composite mean of 3.61, also falling within the Agree range, signaling that these teachers are actively modifying their instructional delivery to address learner diversity in their classrooms. High ratings were recorded for lesson adaptation, differentiated instruction, contextualization of learning content, and integration of digital learning strategies — all of which reflect alignment with the MATATAG Curriculum's core principles of inclusivity, relevance, and responsiveness. These findings support the position of UNESCO (2024) that effective curriculum implementation depends on teachers' willingness and capacity to adapt national standards to the cultural, linguistic, and socioeconomic realities of their communities.

A notable exception, however, was Item 8 — 'I change assessment methods recommended in MATATAG' — which received a markedly lower mean score of 2.26, interpreted as Disagree. This discrepancy suggests that while teachers are relatively confident in adapting instructional content and delivery, they encounter significant barriers when it comes to modifying assessment practices. Assessment reform is widely acknowledged as one of the most challenging dimensions of curriculum change, requiring sustained professional development, clear policy guidance, and institutional modeling of alternative evaluation techniques (UNESCO, 2024). The lower rating on this item signals a critical gap in implementation readiness that warrants targeted intervention, particularly in ensuring that assessment literacy keeps pace with pedagogical transformation (Organisation for Economic Co-operation and Development [OECD], 2023).
C. Instructional Practice and Supports

The construct of Instructional Practice and Supports yielded a composite mean of 3.38, placing it within the Neutral range of the response scale. This finding indicates that teachers perceive the availability and adequacy of instructional support as only moderately satisfactory during the early implementation period. While respondents generally agreed that they employ learner-centered pedagogical strategies and engage in collegial collaboration, lower ratings were recorded for the availability of instructional materials, access to professional development programs, and the responsiveness of institutional support systems.

This pattern corroborates a well-established finding in educational reform literature: curriculum policy implementation frequently outpaces the development of the institutional infrastructure necessary to sustain it. OECD (2023) argued that curriculum reforms generate meaningful and lasting improvements in student outcomes only when accompanied by coherent investments in instructional resources, teacher training, and mentoring structures. When these enabling conditions are absent or inadequate, teachers bear a disproportionate burden of implementation, often improvising solutions that are sustainable in the short term but professionally exhausting over time. The neutral rating on this construct, therefore, should be understood not as complacency but as a measured expression of unmet institutional obligation.

D. Outcomes, Workload, and Attitudes

The fourth construct, Outcomes, Workload, and Attitudes, recorded a composite mean of 3.21, the lowest among the four constructs and falling just within the Neutral range. Teachers expressed moderate confidence that the MATATAG Curriculum is producing positive learning outcomes for students, but they simultaneously acknowledged substantial increases in workload and articulated cautious optimism about the long-term feasibility of implementation under prevailing classroom conditions. This ambivalence is theoretically significant: it reflects a classic pattern described by Fullan (2023) in large-scale educational reforms, wherein early adopters experience what he terms implementation dip — a period of decreased confidence and increased effort before the reform consolidates into sustainable practice.

The tension between perceived benefits and experienced workload also echoes recent findings on teacher well-being in curriculum reform contexts. Research consistently demonstrates that when teachers feel unsupported and overwhelmed, the risk of reform abandonment or superficial compliance increases substantially (Darling-Hammond et al., 2023). The relatively lower ratings on this construct, therefore, serve as an early-warning signal for policymakers and school leaders to prioritize workload management strategies, such as collaborative lesson planning, shared materials development, and structured time for professional reflection, to sustain teacher commitment to the MATATAG initiative.






Overall Summary of Findings for Quantitative Interpretation

The study examined teachers' implementation of the MATATAG Curriculum by investigating four key dimensions: curriculum use and fidelity, pedagogical adaptation, instructional practice and supports, and outcomes, workload, and attitudes. It also explored the relationships among teacher readiness, institutional support, and instructional adaptation through Pearson's correlation analysis and multiple linear regression. Overall, the findings indicate that while teachers generally demonstrate positive perceptions and commitment toward implementing the MATATAG Curriculum, institutional and contextual factors continue to shape their implementation experiences. 
The descriptive analysis revealed an overall composite mean of 3.53 (Agree), indicating that teachers generally hold favorable perceptions of the MATATAG Curriculum implementation. Among the four constructs, Curriculum Use and Fidelity obtained the highest composite mean (M = 3.92), suggesting that teachers consistently implement the curriculum in accordance with the prescribed learning competencies, lesson exemplars, and implementation guidelines established by the Department of Education. Likewise, Pedagogical Adaptation received a favorable rating (M = 3.61), indicating that teachers actively modify instructional strategies, contextualize learning experiences, and employ differentiated approaches to address learners' diverse educational needs. 
In contrast, Instructional Practice and Supports (M = 3.38) and Outcomes, Workload, and Attitudes (M = 3.21) were both interpreted as Neutral. These findings suggest that although teachers generally perform their instructional responsibilities effectively, they perceive only moderate levels of institutional support, instructional resources, professional development opportunities, and administrative assistance. Furthermore, respondents expressed mixed perceptions regarding the curriculum's impact on student learning while simultaneously acknowledging increased workload and the challenges associated with adapting to curriculum reforms. These results highlight that successful curriculum implementation depends not only on teachers' professional commitment but also on the adequacy of organizational support systems. 
The correlational analysis provided further insights into the relationships among the study variables. A weak but statistically significant positive relationship was found between teacher readiness and institutional support (r = .196, p = .032), indicating that teachers who perceive stronger institutional support also tend to report higher levels of readiness to implement the MATATAG Curriculum. However, teacher readiness was not significantly associated with instructional adaptation (r = –.030, p = .748), nor was institutional support significantly related to instructional adaptation (r = –.027, p = .766). These findings suggest that while institutional support contributes modestly to teachers' sense of preparedness, it does not directly influence how teachers adapt their instructional practices in the classroom. 
To further determine predictive relationships, a multiple linear regression analysis was conducted using teacher readiness and institutional support as predictors of instructional adaptation. The regression model was not statistically significant, F (2,117) = 0.080, p = .923, explaining only 0.1% of the variance in instructional adaptation (R² = .001). Neither teacher readiness (B = –0.010, p = .790) nor institutional support (B = –0.014, p = .812) significantly predicted instructional adaptation. Consequently, the null hypothesis was retained, indicating that these two variables do not exert a significant predictive influence on teachers' instructional adaptation during the early implementation of the MATATAG Curriculum. 
Taken together, the findings portray a nuanced picture of curriculum implementation. Teachers demonstrate strong fidelity to curriculum requirements and exhibit considerable pedagogical flexibility despite experiencing moderate institutional support and increased professional demands. Moreover, the absence of significant predictive relationships suggests that instructional adaptation is a complex and multidimensional process that extends beyond teacher readiness and institutional support. Rather, teachers' adaptive practices are likely shaped by broader contextual and professional factors, including classroom diversity, learner characteristics, pedagogical beliefs, teacher self-efficacy, curriculum knowledge, school leadership, professional autonomy, and accumulated teaching experience. 
These quantitative findings provide an empirical foundation for the study's central argument: that the successful implementation of MATATAG is not solely a function of teacher will or competence, but is fundamentally shaped by the adequacy of institutional support, the alignment between policy aspirations and operational realities, and the systemic conditions that either enable or constrain professional practice (DepEd, 2023; OECD, 2023; UNESCO, 2024).
[bookmark: _Hlk233656850]Table 5.0 Teachers’ Lived Experiences & Perceptions on MATATAG Curriculum Implementation
	[bookmark: _Hlk233656836]Questions
	Interviewee ID
	Verbatim Response 
(Exact Quote)
	Initial theme
/Keyword
	Notes/
Observations

	1. Can you describe your overall experience implementing the MATATAG Curriculum in your classroom? (Prompt for concrete stories)
	KS1-001
	My overall experience has been a steep learning curve, especially with the shift to decongested subjects. I really struggled with the math module in the first two weeks. I remember specifically one afternoon, I spent 30 minutes trying to teach fractions, and I realized I was losing them because I felt pressure to cover the streamlined content too quickly. That's when I had to pause and create my own localized visual aids—I used pancit noodles and paper plates—to make the new, dense concepts relatable. That small, crucial adjustment finally unlocked their understanding."
	- Steep Learning 
Curve,
- Decongested Subjects / 
Streamlined Content
- Teacher Struggle / Pacing Difficulty
- Localized 
Visual Aids
- Unlocking Understanding / 
Student Comprehension

	- High emphasis on "steep learning curve" and "losing them.

- Highlights the tension between curriculum policy (streamlining) and classroom reality (student pace).

	2. Walk me through a recent lesson where you adapted a MATATAG learning competency — what you changed and why.
	KS2-005
	"It really depends on the individual's commitment, not just the policy." I changed the learning competency that is not applicable in our school context and classroom setting. Thus, I localized and contextualized the lesson by giving the learners relevant examples of places, events and materials that can be seen in our local community.
	Teacher Agency: This theme highlights the teacher's role as an active decision-maker who interprets policy through the lens of their specific environment.
Contextualization: The keyword refers to the process of adapting abstract curriculum standards to make them meaningful and relevant to the students' local lives.
Commitment: This keyword shifts the focus from top-down policy compliance to intrinsic professional dedication.
	Policy vs. Practice: The teacher observes that policy is not self-executing; rather, its effectiveness is filtered through "the individual's commitment" to their students.
Curricular Flexibility: The teacher demonstrates that when a learning competency is deemed inapplicable, they possess the professional confidence to modify or replace it to better suit the school's specific context.
Community-Centered Learning: By integrating local "places, events and materials" into the curriculum, the teacher effectively creates a bridge between national standards and the students' tangible daily experiences.
Instructional Localization: The notes indicate a clear move toward a more localized, student-centered curriculum that prioritizes relevance over rigid adherence to a standard manual.

	3. What factors (school leadership, resources, learners’ background,) influenced how you adapted the curriculum?
	KS1-003
	School Leadership: It really depends on our principal/school head; if they trust us to adjust the lessons to fit our actual situation rather than strictly following a manual, it makes a huge difference.
Resources: Since we have basically zero internet, we cannot rely on online tools. Everything has to be adapted into paper-based activities or things we can demonstrate in class.
Learners’ Background: We have to consider that our students often have chores at home or help with farm work, so we adapt the lessons to be flexible enough that they do not fall behind if they miss a day.
	Resourcefulness: The primary trait required to bridge the gap between curriculum demands and limited physical supplies.

Peer-to-Peer: Collaborative, informal support networks among teachers that replace formal central guidance.

	Autonomy is Essential: The effectiveness of the curriculum implementation relies heavily on the school head's willingness to grant teachers autonomy.
Flexibility vs. Compliance: Success in these environments is defined by a shift away from strict adherence to the manual toward a more context-sensitive approach.
Resources:
Digital Exclusion: The reliance on online tools is rendered impossible due to the lack of internet access.
Analog Conversion: Teachers are forced to convert digital-first curriculum requirements into tangible, paper-based, or demonstration-heavy activities.
Learners’ Background:

Socioeconomic Constraints: The curriculum must account for the reality that students have domestic and agricultural responsibilities that compete with their time in school.
Design for Accessibility: Adaptation is necessary to maintain equity, ensuring that lessons are modular enough that students do not fall behind due to unavoidable absenteeism.

	4. How has MATATAG affected your daily planning, assessment, and instructional time?
	KS2-006








	Daily Planning: It takes way more time to plan because I have to physically create or adapt my own teaching materials since I cannot just download the digital stuff provided.
Assessment: We have had to stop using tech-based tests. Now, we mostly use portfolios or have students demonstrate what they learned through hands-on tasks.
Instructional Time: We have to be realistic—we focus heavily on the basics, like reading and math, because trying to cover every single part of the curriculum is impossible with our limited time and resources.
	Contextualization: Aligning instructional content with the socioeconomic background and lifestyle of learners.
	Planning Burden: The absence of ready-to-use digital resources significantly increases the daily workload for teachers, who must create their own physical materials from scratch.
Shift in Assessment: The lack of technology has forced a move away from standardized digital assessments toward more traditional, hands-on, and portfolio-based evaluation methods.

	5. Tell me about the support you received (or didn’t receive) — what helped you adapt successfully?
	KS1-003








KS3-012

	What Helped: The biggest help is actually talking to other teachers in the area. When we get together and share physical materials or teaching tips, it is way more useful than any official memo from the central office.
What Was Missing: The curriculum materials often assume we have reliable internet or instant access to digital platforms, which is just not our reality. Plus, waiting for printed modules to be delivered can really stall our progress.
	Peer-to-Peer: Collaborative, informal support networks among teachers that replace formal central guidance.
Adaptation: The process of tailoring the national curriculum to fit local, resource-constrained realities.

	Teacher Resilience: Support networks among fellow teachers are more influential and effective than official directives from the central office.
Policy Gaps: There is a critical need for local funding that allows schools to bypass logistical delays in the distribution of printed materials.

	6. What challenges did you face in implementing MATATAG, and how did you try to overcome them?
	KS3-015
	"The most challenging part was ... because we lacked the necessary resources." We were able to overcome them through the support system of our peers and other teachers.
	Resource Scarcity: This theme highlights the fundamental material limitations (e.g., lack of digital tools, physical materials) that act as the primary barrier to implementation.
Peer Resilience: This indicates the reliance on collaborative, informal support networks as the primary mechanism for overcoming systemic challenges.
Problem-Solving: This keyword captures the active, iterative process teachers use to bridge the gap between curriculum demands and classroom reality.
	Systemic Reliance on Informal Support: A critical observation is that the formal, official support structure is often insufficient or inaccessible, forcing teachers to create their own "support system of our peers and other teachers" to survive the implementation process.
The Resource-Capability Gap: The statement confirms that the difficulty of the curriculum is not necessarily the content itself, but the lack of necessary resources required to deliver it.
Teacher-Led Success: Success is not attributed to top-down directives but rather to bottom-up, community-based cooperation, where teachers become each other's primary professional resource.

	7. How do you perceive the impact of your adaptations on learners’ engagement and learning outcomes?
	KS3-013
	I think we need to focus more on internal training before rolling out new programs."
	Capacity Building: This is the central theme, emphasizing that the workforce must be prepared before operational changes are made.
Readiness: This keyword highlights the necessity of ensuring staff are equipped with the knowledge and tools required for success.
Prioritization: The statement suggests a strategic shift in the order of operations, moving training ahead of implementation.
	Proactive Approach: The speaker is advocating for a proactive strategy rather than a reactive one, suggesting that premature implementation may lead to failure or operational inefficiency.
Risk Mitigation: By focusing on internal training first, the speaker is likely attempting to reduce the risks associated with rolling out new programs, such as staff confusion or lack of engagement.
Systemic Alignment: There is an underlying observation that organizational programs often fail not because the programs are poor, but because the internal team is not sufficiently trained or aligned to deliver them

	8. If you could change one thing about the implementation process or the curriculum materials, what would it be and why?
	KS2-006







KS3-011
	Offline-First Materials: I wish the materials were designed to work perfectly without any internet access from the start. Digital add-ons should be a bonus, not a requirement.
Local Budgeting: I would love it if we were given more control—and the budget—to print and create our own learning materials right here in the community, instead of waiting for shipments that often take too long to arrive.
	Offline-First: A strategy prioritizing materials that function without internet dependency.
Decentralization: The move toward giving schools control over budgets and production of their own learning materials.
	Prioritizing Accessibility: There is a clear need to redesign core curriculum assets to function independently of internet connectivity.
Reversing Hierarchy: Digital components should be reclassified as supplemental "bonuses" rather than mandatory prerequisites, acknowledging that connectivity cannot be assumed in remote areas
Local Budgeting: Operational Autonomy: The current reliance on centralized shipment and distribution is identified as a bottleneck that hinders timely classroom instruction.
Empowering Local Production: Providing schools with direct control over their budgets would allow for the localized production of learning materials, effectively bypassing logistical delays
The Digital Divide: A significant disconnect exists between the design of the MATATAG curriculum—which often assumes digital access—and the reality of remote, non-connected schools.



Legend:
· KS1 – Key Stage 1 (Grades 1-3 teachers)
· KS2 – Key Stage 2 (Grades 4-6 teachers)
· KS3 – Key Stage 3 (Grades 7-10 teachers)

Summary and Discussion of Qualitative Results

The thematic analysis of in-depth interview responses with teachers from the Pintuyan and San Ricardo Districts generated three overarching themes that collectively illuminate the complex, context-dependent character of MATATAG Curriculum implementation in remote public secondary schools. These themes — Pedagogical Adaptation and Teacher Agency, Challenges: The Resource–Capability Gap, and Support Systems: Informal versus Formal — converge to produce a rich interpretive account of how teachers enact curriculum reform under conditions of geographic isolation, infrastructural constraint, and institutional variability.

Theme 1: Pedagogical Adaptation and Teacher Agency

The first theme establishes teachers as active, reflective agents of curriculum enactment rather than passive conduits for policy directives. Consistent with sociocultural and constructivist frameworks of teacher professionalism, participants in this study demonstrated remarkable pedagogical creativity by localizing learning experiences through the integration of community-based examples, indigenous knowledge systems, and culturally familiar contexts that enhanced both comprehension and motivation among students. This process of instructional localization — what Cochran-Smith and Lytle (as cited in Darling-Hammond et al., 2023) describe as knowledge-in-practice — illustrates how professional judgment mediates the relationship between national curriculum standards and local educational realities.

Particularly significant was the widespread practice of analog conversion: the deliberate transformation of digital learning resources into printed modules, demonstration-based instructional sequences, and paper-and-pencil tasks in response to the pervasive absence of reliable internet connectivity in geographically isolated schools. This adaptive strategy speaks directly to the persistent digital divide that continues to stratify educational access across Philippine communities. UNESCO (2023) and OECD (2023) have both emphasized that sustainable digital transformation in education requires flexible implementation frameworks that acknowledge unequal technological access rather than assuming universal digital readiness — a principle that the adaptive practices described by participants in this study actively embody.

Teachers also demonstrated what may be characterized as temporal flexibility, strategically renegotiating lesson pacing, assessment deadlines, and instructional sequencing to accommodate the irregular attendance patterns driven by agricultural obligations, seasonal economic activities, and household responsibilities among students. Darling-Hammond et al. (2023) argued that such adaptive expertise — the capacity to continuously redesign instruction in response to students' diverse academic and social circumstances — is among the most critical competencies for effective teaching in reform contexts. These findings reinforce the theoretical position that teacher agency is not a peripheral concern but a fundamental determinant of curriculum reform success.

Theme 2: Challenges — The Resource–Capability Gap

The second theme identifies a pervasive and consequential resource–capability gap between the aspirational demands of the MATATAG Curriculum and the operational realities of remote schools. Participants consistently described inadequate internet connectivity, insufficient printed instructional materials, delayed delivery of learning resources, and limited digital infrastructure as the primary barriers to effective implementation. These constraints are not incidental — they represent structural inequities that are systemic in nature and require policy-level redress rather than teacher-level improvisation.
This finding aligns with OECD (2023), which emphasized that curriculum reforms generate sustainable impact only when accompanied by corresponding investments in school infrastructure, instructional resource provisioning, and teacher capacity development. When these enabling conditions are absent, teachers are effectively compelled to serve as curriculum developers, materials producers, and technology workarounds simultaneously — roles that extend far beyond the legitimate scope of professional teaching practice. Fullan (2023) characterized this phenomenon as implementation burden: the cumulative professional and cognitive load that accumulates when educational change is mandated at the systemic level without adequate systemic support.

Participants further reported that the absence of ready-made instructional materials — particularly for newly introduced learning competencies — substantially increased preparation time and planning workload. In many cases, teachers independently developed contextualized teaching materials from primary sources, digital platforms accessed through personal mobile data, and peer-shared resources — a form of grassroots materials development that, while demonstrating commendable professionalism, also reflects a critical gap in the DepEd's resource provisioning infrastructure. UNESCO (2024) noted that decentralized resource production and localized instructional material development can improve curriculum responsiveness in isolated communities, but only when systematically supported through adequate funding, capacity building, and quality assurance mechanisms.
Theme 3: Support Systems — Informal versus Formal

The third theme highlights the differential effectiveness of informal and formal support systems in facilitating curriculum implementation. Across participant responses, peer collaboration consistently emerged as the most immediately reliable and contextually relevant source of professional support. Informal teacher networks — operating through department meetings, text message groups, shared drives, and face-to-face collegial exchanges — enabled the rapid circulation of lesson plans, instructional materials, classroom management strategies, and practical solutions to implementation challenges that formal administrative structures were often too slow or too generalized to address effectively.

This finding is consistent with a growing body of research on professional learning communities (PLCs) as mechanisms for embedded, sustainable teacher learning. OECD (2023) reported that collaborative teacher cultures are among the strongest institutional predictors of instructional quality, curriculum implementation depth, and teacher professional confidence, precisely because they promote collective problem-solving and the co-construction of contextually appropriate knowledge. The informal networks described by participants in this study functioned, in effect, as organic PLCs — responsive, peer-driven, and grounded in the shared realities of their school communities.

Participants also underscored the critical enabling role of school leadership, particularly the extent to which principals granted teachers the autonomy to contextualize instruction and make professionally informed curricular decisions. Those who experienced empowering leadership reported greater flexibility, reduced anxiety, and more confident implementation. This finding is theoretically consistent with transformational leadership frameworks. Leithwood et al. (2022) demonstrated that school leaders who cultivate professional autonomy while maintaining accountability foster higher levels of teacher efficacy, instructional innovation, and organizational commitment — all of which are essential for sustained curriculum reform.
Conversely, participants identified significant deficiencies in formal professional development systems, particularly the widespread practice of providing training after implementation had already commenced. This sequencing was experienced as fundamentally counterproductive: teachers were expected to implement unfamiliar curriculum frameworks without adequate prior preparation, effectively learning the curriculum and delivering it simultaneously. The Department of Education (2023) explicitly recognized that sustained, competency-aligned professional development is indispensable for ensuring that teachers possess the knowledge, skills, and dispositions necessary to implement the MATATAG Curriculum with fidelity and effectiveness. UNESCO (2024) similarly concluded that continuous, job-embedded teacher learning remains one of the strongest empirical predictors of educational reform success at the classroom level.
[image: ]

Integrated Discussion: Convergence of Quantitative and Qualitative Findings

The integration of the quantitative and qualitative strands of this study produces a coherent and mutually reinforcing account of MATATAG Curriculum implementation in remote secondary schools. Rather than standing as separate bodies of evidence, the numerical patterns generated through survey analysis and the rich, situated narratives obtained through interviews converge to explain not only the magnitude of teachers' attitudes and behaviors but also the underlying mechanisms that produce them. This convergence is examined below across three integrative threads: fidelity and adaptation as complementary rather than competing behaviors, the resource-driven nature of weak institutional indicators, and the primacy of informal peer support over formal administrative structures.
Convergence on Fidelity and Adaptive Agency
The relatively high composite mean for Curriculum Use and Fidelity (M = 3.92) and the moderately high mean for Pedagogical Adaptation (M = 3.61) suggest, on quantitative grounds alone, that teachers are simultaneously compliant with prescribed standards and willing to modify their instructional delivery. The qualitative data clarify how these two behaviors coexist without contradiction. Under Theme 1, Pedagogical Adaptation and Teacher Agency, participants described practices such as analog conversion of digital resources and temporal flexibility in pacing and assessment scheduling, which were enacted precisely to preserve the integrity of prescribed learning competencies under adverse local conditions. This pattern supports the view that fidelity and adaptation are not opposing poles but interdependent dimensions of professional practice, consistent with contemporary scholarship characterizing teachers as active interpreters rather than passive transmitters of curriculum policy (Darling-Hammond et al., 2023; Priestley & Philippou, 2024). The quantitative finding that instructional adaptation was statistically unrelated to either teacher readiness or institutional support (r = -.030, p = .748; r = -.027, p = .766) is illuminated directly by this theme: because adaptation emerges from teachers' professional judgment and contextual responsiveness rather than from formally measured readiness or institutional provisioning, it is unsurprising that survey-based predictors failed to capture it statistically. The qualitative narratives therefore do not merely supplement the regression results; they substantively explain why the regression model showed negligible predictive power (R² = .001).
Convergence on the Resource–Capability Gap
The neutral quantitative ratings recorded for Instructional Practice and Supports (M = 3.38) and for Outcomes, Workload, and Attitudes (M = 3.21) initially appear as ambiguous or unremarkable findings when considered in isolation. However, when read alongside Theme 2, the Resource–Capability Gap, these neutral means acquire clear substantive meaning. Interview participants consistently identified unreliable internet connectivity, delayed delivery of instructional materials, and inadequate digital infrastructure as structural barriers that forced teachers into the role of de facto materials developers. This qualitative evidence reframes the neutral quantitative ratings not as indifference but as a restrained, almost diplomatic, expression of unmet institutional obligation. The convergence here aligns with OECD (2023) and with more recent analyses of education system resilience, which argue that curriculum reforms produce durable gains only when matched by sustained infrastructural and material investment (Hargreaves & O'Connor, 2025). The elevated workload and cautious optimism captured under the fourth quantitative construct mirror Fullan's (2023) concept of the implementation dip, and the qualitative accounts of teachers absorbing curriculum-development functions beyond their formal job descriptions provide the experiential texture behind that statistical ambivalence.
Convergence on Informal versus Formal Support Structures
The weak but statistically significant correlation between institutional support and teacher readiness, r(118) = .196, p = .032, indicates that formally measured institutional support does contribute, however modestly, to teachers' sense of preparedness. Theme 3, Support Systems: Informal versus Formal, adds critical interpretive depth to this otherwise modest statistical relationship. Participants described peer networks, department-level collaboration, and informally circulated materials as more immediate and contextually responsive than formal professional development, which was frequently delivered only after implementation had already begun. This sequencing problem, also recognized by the Department of Education (2023) and reaffirmed in subsequent guidance on competency-based professional learning (DepEd, 2026), helps explain why the measured relationship between institutional support and readiness, though significant, remained weak in magnitude: much of the support that meaningfully shapes teacher readiness in this context operates outside the formal channels typically captured by institutional-support survey items. The qualitative theme also surfaces the enabling role of school leadership in granting professional autonomy, consistent with transformational leadership research showing that principal-level support for teacher agency strengthens efficacy and instructional innovation (Leithwood et al., 2022; Guskey & Yoon, 2025).
Taken together, the quantitative and qualitative strands converge on a single integrative conclusion: instructional adaptation under the MATATAG Curriculum in remote school contexts is driven primarily by teacher professional agency operating in response to a pronounced resource-capability gap, rather than by formally measured readiness or institutional support mechanisms. The statistical weakness or absence of relationships among readiness, support, and adaptation is not an analytical limitation but itself a meaningful finding, one that is fully intelligible only when triangulated with the lived accounts of teachers who described improvising, localizing, and informally collaborating to sustain curriculum delivery under conditions of geographic isolation and infrastructural scarcity. This convergence reinforces calls in recent curriculum-implementation literature for context-sensitive, capacity-building approaches to reform that recognize teacher agency as a central, rather than peripheral, mechanism of educational change (Priestley & Philippou, 2024; UNESCO, 2024).



CHAPTER V

CONCLUSION AND RECOMMENDATIONS
Conclusion
This study demonstrates that the early implementation of the MATATAG Curriculum in the Pintuyan and San Ricardo Districts is characterized by high fidelity to prescribed standards, moderate but uneven pedagogical adaptation, and only neutral perceptions of institutional support and reform-related outcomes. Statistical analysis revealed that institutional support is weakly but significantly associated with teacher readiness, while instructional adaptation itself is not significantly explained by either readiness or institutional support, a finding that quantitative methods alone could not fully account for. The convergent qualitative evidence resolves this apparent gap by showing that teachers' adaptive practices are substantively rooted in professional agency, informal peer collaboration, and necessity-driven improvisation rather than in formal institutional mechanisms. Overall, the study affirms that curriculum reform in geographically isolated public secondary schools succeeds or falters less because of measurable institutional inputs and more because of the resilience, creativity, and professional judgment that teachers themselves bring to the classroom, often despite, rather than because of, the support structures formally available to them. Teacher resilience is not a substitute for systemic adequacy; it is, rather, a professional resource that must be honored, sustained, and structurally supported (Darling-Hammond et al., 2023; Fullan, 2023; Leithwood et al., 2022). The present study contributes empirical evidence toward this understanding and calls upon educational policymakers, school division administrators, and school leaders to ensure that the aspirations embedded in the MATATAG Curriculum are matched by the institutional conditions necessary for their realization.


Recommendations
Based on the integrated findings, the following recommendations are offered to strengthen the sustainable implementation of the MATATAG Curriculum in remote and resource-constrained school contexts:
· Strengthen teacher professional development. DepEd, school administrators, and district supervisors should provide sustained, pre-implementation, and job-embedded training focused on MATATAG lesson planning, differentiated instruction, assessment design, and learner-centered strategies. 
· Improve instructional resource support. Schools should ensure the timely provision of learning materials, printing support, ICT tools, and ready-to-use exemplars to reduce teacher workload and improve the consistency of curriculum delivery. 
· Support collaborative teacher planning. School leaders should institutionalize professional learning communities, peer mentoring, and collaborative planning sessions so teachers can share strategies, troubleshoot implementation issues, and co-develop localized instructional materials.
· Strengthen formal institutional support systems, particularly the timely delivery of instructional materials and reliable connectivity infrastructure, to close the resource-capability gap identified in both the quantitative and qualitative data (OECD, 2023; Hargreaves & O'Connor, 2025).
· Address teacher workload and welfare. Administrators should monitor workload distribution and provide time allowances for lesson preparation, adaptation, and assessment review to protect teacher well-being and sustain implementation quality.
· Institutionalize workload-management strategies, such as collaborative lesson planning and shared materials banks, to mitigate the implementation dip and sustain teacher commitment over the long term (Fullan, 2023).
· Enhance assessment literacy. Because assessment adaptation emerged as a weaker area, training should prioritize alternative assessment methods, performance-based evaluation, and rubric development aligned with MATATAG goals.
· Provide targeted assessment-literacy training, given the markedly low rating on assessment-method adaptation, to help teachers translate instructional flexibility into corresponding assessment innovation (UNESCO, 2024).
· Strengthen leadership and monitoring. School heads and district officials should offer responsive coaching and regular monitoring so that implementation challenges are identified early and support can be targeted where needed.
· Encourage contextualized implementation. Teachers should continue adapting lessons to local culture, learner readiness, and available community resources, as these practices help make the curriculum more relevant and engaging. 
· Conduct follow-up longitudinal and mixed-methods research as MATATAG implementation matures, to examine whether the weak statistical relationships observed in this early phase strengthen, persist, or shift as systemic supports evolve.
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