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DIGGING DEEPER INTO BARRIERS TO  
RESEARCH PRODUCTIVITY IN PHILIPPINE 

HIGHER EDUCATION 
Mark Gabriel Wagan Aguilar1 

Abstract 
In the Philippines, many Higher Education Institutions (HEIs) fall short in 
the area of research. Several studies have already assessed the research 
competencies of Filipino educators, highlighting the need for improve-
ment in this field. However, even with HEIs providing programs address-
ing this issue, research accomplishments still do not meet the standard. 
This raises the question of whether previous research has truly uncov-
ered the real obstacles that educators face in terms of research produc-
tivity. Guided by a descriptive-concurrent mixed methods research de-
sign, this study sought to determine the primary reasons why many Fili-
pino educators do not present at research conferences and have few 
publications. Results revealed that key barriers include systemic bias in 
favor of Scopus and Web of Science-indexed journals, the high costs of 
presenting and attending research conferences, and the expense of pub-
lishing work, which many educators found demotivating. Furthermore, 
there is a lack of awareness of free conferences and journals that offer 
free publication, the reasons for which have also been identified. The 
findings provide valuable insights into opportunities for developing new 
policies and initiatives to enhance educators’ engagement in research, 
and in addressing current practices that may help improve the research 
landscape in the country. 
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INTRODUCTION 

Academic research aims to enhance human understanding 
in various fields (Bhattacherjee, 2012; Kivunja & Kuyini, 
2017). Its primary objective is to generate new knowledge that 
drives progress and improves lives. This type of research is 
based on scientific principles and follows a specific methodol-
ogy to ensure accuracy and minimize the risk of false conclu-
sions. Consequently, academic research is essential for the 
growth and development of institutions, benefiting not only 
students but also society and the nation as a whole. Das (2017) 
emphasized the significance of research in academic institu-
tions, particularly in a globalized world. It has been explained 
that knowledge-driven growth, founded on innovation, is cru-
cial for ensuring the sustainability and advancement of these 
institutions. Additionally, the pursuit of knowledge is at the 
core of research, and the quality of research work directly im-
pacts the quality of teaching and learning in the classroom. 
This, in turn, benefits students, society, and the country in gen-
eral (Sultana, 2019). By promoting research, academic institu-
tions can foster progress and innovation, leading to a deeper 
understanding of fundamental principles and the creation of 
new knowledge that can shape lives and the world. 

Conducting research has become a vital component of pro-
fessional development programs for teachers around the 
world. In the Philippines, the Department of Education [De-
pEd], through the implementation of DepEd Order No. 39, 
series of 2016, and the Commission on Higher Education 
[CHED], through the DBM-CHED Joint Circular No. 01, se-
ries of 2022, emphasize the importance of research. These pol-
icies encourage teachers from both private and public educa-
tional institutions to conduct research for their professional 
development and to identify and address teaching and learning 
challenges in their classrooms and schools (Department of 
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Budget and Management & CHED, 2022; DepEd, 2016; Ulla 
et al., 2017). As a result, research has become a mandatory 
component of teachers’ performance evaluations and apprais-
als at the end of the school year (Ulla, 2016). 

Moreover, research is one of the trifocal functions of faculty 
members in Higher Education Institutions (HEIs), alongside 
teaching and community extension services (Peñaredondo-Un-
tong, 2020). This mandates university faculty to play a crucial 
role in the academic and professional development of compe-
tent, service-oriented, and principled citizens through re-
search. Accrediting agencies have also recognized the signifi-
cance of research, making it a key criterion for assessing the 
quality of education provided by institutions. For instance, the 
Philippine Accrediting Association of Schools, Colleges, and 
Universities [PAASCU] includes research as Area 7 in its 2021 
Accreditation Guidebook (PAASCU, 2021). Similarly, the 
Philippine Association of Colleges and Universities Commis-
sion on Accreditation [PACUCOA] lists “Research Productiv-
ity as a Tool for Institutional Effectiveness” as Criterion 2 for 
assessing programs seeking Level IV accreditation 
(PACUCOA, 2020). 

Educators can also benefit from conducting research by en-
hancing their professional growth and demonstrating how 
they are expanding their own professional knowledge. One of 
the ways educators can examine their own practices is by un-
dertaking action research, which allows them to assess 
whether they are meeting their own expectations and the cri-
teria or standards used to evaluate their work (Francisco et al., 
2023; Ocal, 2018). Duran et al. (2012) also suggested that en-
gaging in research can significantly improve educators’ foun-
dational and technical skills, positively impacting their prepar-
edness to use technological tools in the classroom. Addition-
ally, engaging research dissemination activities such presenting 
at research conferences provides educators with opportunities 
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to receive feedback, gain new ideas, and receive suggestions 
for improvement, leading to future collaborations and higher-
quality research with greater impact (Corwin et al., 2018; 
Knott et al., 2020). Similarly, publishing research in academic 
journals helps educators gain recognition and promotion 
while contributing to the broader educational community’s 
professional development (Anderson, 2021; Khasawneh et al., 
2023; Wong, 2014). Consequently, these foster a sense of pro-
fessionalism, community, and identity development (Rimmer 
& Floyd, 2020). 

Research is more than just an additional task for educators; 
it plays a significant role in the development of education sys-
tems and society as a whole. Conducting quality research not 
only ensures the delivery of high-quality education in higher 
education institutions that is essential for the nation’s future, 
but also enhances educators’ qualifications for promotion and 
professional growth. However, despite these perceived bene-
fits, producing quality research among Filipino educators re-
mains a challenge. Many HEIs struggle in this area, particu-
larly during accreditation. According to Ulla et al. (2017) and 
Salazar-Clemeña and Almonte-Acosta (2007), a significant 
number of educators in the Philippines have conducted little 
to no research, with few having presented or published their 
work. Several studies have identified key reasons behind low 
research productivity, not only in the Philippines but also 
globally. The most frequently cited barriers include financial 
constraints, lack of awareness, and low confidence in one’s re-
search abilities (Alotaibi, 2023; Landingin et al., 2024; 
Okoduwa et al., 2018; Quimbo & Sulabo, 2013; Sayao et al., 
2023). Other contributing factors include limited funding, in-
sufficient institutional support, and lack of interest in research 
(Abrugena et al., 2020; Flores, 2024; Wa-Mbaleka, 2015).  

Despite these findings, the issue remains complex. This is 
particularly puzzling given that governing authorities and 
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HEIs have implemented various interventions to address these 
concerns, such as financial support and policies emphasizing 
research as a primary responsibility of educators through 
training programs (Quitoras & Abuso, 2021; Wa-Mbaleka & 
Gomez, 2017), and many, if not all, educators are likely aware 
of these opportunities before entering the profession. Exam-
ples of such support include CHED Regional Office III Mem-
orandum 146, Series of 2021, which calls for research pro-
posals eligible for funding (CHEDRO III, 2021), and the on-
going research grants provided by the National Research 
Council of the Philippines. These considerations suggest that, 
despite numerous studies on the topic, the true obstacles to 
research productivity may not yet be fully understood, under-
scoring the need for further investigation. 

This study is among the few that sought to determine the 
primary reasons for the limited research productivity of Fili-
pino educators. However, it is potentially the first to uncover 
unconventional barriers to participation in research confer-
ences and journal publications; barriers that arise not from the 
educators’ own capacities but from the shortcomings of HEIs. 
Specifically, this study aims to answer the following research 
questions: 

1. To what extent do financial difficulties, lack of confi-
dence in research, and lack of awareness of research presenta-
tion and publication opportunities serve as barriers to research 
productivity? 

2. What are the primary sources Filipino educators rely on 
to obtain information about research conferences where they 
could potentially present their work, as well as the sources 
they use to identify suitable research journals for publication? 

3. Are there significant differences in educators’ perceptions 
of the pre-determined barriers; financial difficulties, awareness 
of conferences and journals, and lack of confidence, when 



 
 

 

 

10 

grouped according to age, sexuality, and highest educational 
attainment? 

4. What additional barriers, aside from financial difficul-
ties, lack of confidence in research, and lack of awareness of 
presentation and publication opportunities, do educators face? 

REVIEW OF LITERATURE 

Challenges to research productivity all over the world 

Globally, many HEIs struggle with achieving high research 
productivity, largely due to the low research output of educa-
tors. In Pakistan, Iqbal and Mahmood (2011) identified heavy 
teaching loads as a major obstacle to research writing and 
presentation, with administrative duties further contributing 
to it. Similarly, research output among educators remains a 
challenge in Afghanistan; Orfan et al. (2024) found that 82% 
of educators in public HEIs in northern Afghanistan had never 
published in indexed international journals such as Web of 
Science, Scopus, or PubMed, while 54% had not published in 
any international journal in the previous year, citing a lack of 
funding as a key barrier. In Japan, young faculty members also 
face challenges in research productivity. Oyama et al. (2015) 
attributed this issue to limited research skills, insufficient re-
sources, and a lack of mentoring services. 

The situation in Tanzanian higher education is similar, with 
many educators falling short of research productivity expecta-
tions. Kadikilo et al. (2024) identified two categories of barri-
ers: institutional and individual. Educators cited inadequate 
research funding, heavy workloads, weak collaboration, frag-
mented research policies, limited mentorship opportunities, 
and a lack of formal rewards and incentives as key institu-
tional challenges. On an individual level, limited interest in re-
search and a lack of research expertise further contributed to 
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low productivity. Similarly, a study by Farzaneh et al. (2016) 
found that in Iran, professors face multiple obstacles when 
conducting research. Personal barriers include limited English 
proficiency, while work-related challenges stem from strict ad-
ministrative policies, which make it difficult for professors to 
allocate time for research due to their demanding workloads. 
Beyond these commonly cited barriers, this research high-
lighted an overlooked yet critical issue: the failure of HEIs to 
provide adequate access to research-related information and 
dissemination opportunities, further hindering educators’ re-
search productivity. 

Research productivity in the Philippines 

The Philippines ranks 5th in research productivity among 
Southeast Asian nations (Guido & Orleans, 2020). The coun-
try has made significant progress, increasing its research out-
put from just three publications in 1996 to 170 in 2018, which 
is an annual growth rate of 19.19% over 23 years. In total, 
the Philippines recorded 898 publications, placing it behind 
Thailand with 2,345, but ahead of Vietnam with only 488. 
Within the country, the most research-productive higher edu-
cation institutions (HEIs) are predominantly publicly owned 
(Gopez et al., 2024). Geographically, the National Capital Re-
gion (NCR) leads in research productivity, followed by Luzon, 
Visayas, and Mindanao, respectively. This trend suggests that 
research output is concentrated in government-funded institu-
tions and prestigious universities, as NCR is home to many of 
these. However, it also highlights a concerning disparity: de-
spite Mindanao having more public HEIs and a greater num-
ber of HEIs overall compared to the NCR (Commission on 
Higher Education, 2020), research productivity in Mindanao 
remains the lowest.  

Numerous studies have examined the research productivity 
of educators in the Philippines. Palmiano (2024) reported low 
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research output among educators at a public university, where 
only 27.5% of conducted research was presented in 2022, 
25% in 2020, and just 3.1% in 2021. Publication rates were 
even lower, with only 3 of 12 completed studies published in 
2021, 1 of 65 in 2020, and 2 of 40 in 2022, resulting in a mere 
5.1% publication rate. These findings align with those of 
Monsura et al. (2022), who found that approximately 75% of 
educators did not engage in research production, presentation, 
or publication, with overall participation below 26%. A simi-
lar trend was observed in a public university in northern Phil-
ippines, where only 46% of faculty members conducted re-
search, 25% presented their outputs at conferences, and just 
8.33% published their work (Cocal et al., 2017). 

This issue is not limited to public HEIs. Etcuban et al. 
(2016) found that faculty members at a private HEI in central 
Philippines exhibited low research productivity despite the 
availability of financial assistance and cash incentives from the 
university. Their research output in journal and book publica-
tions, conference presentations, and research projects re-
mained minimal. These findings suggest that while financial 
constraints are a significant barrier to research productivity in 
many HEIs, personal factors such as time management, re-
search knowledge, and technical skills also play a crucial role. 

METHODOLOGY 

Objectives 

While numerous studies have evaluated research productiv-
ity in various countries, including the Philippines, and ex-
plored factors contributing to low research output and publi-
cation rates among educators, few have examined educators’ 
familiarity with research conference presentation and research 
journal publication. As a result, the reasons behind limited 
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research output remain only partially understood and are of-
ten attributed to financial constraints, lack of academic writ-
ing skills, and low confidence in research abilities.  

This study shifts the focus to the research dissemination 
process itself rather than relying solely on perceptions or opin-
ions, aiming to uncover the true barriers to research produc-
tivity. For instance, a lack of awareness about the existence of 
free-to-publish journals may present a greater obstacle than 
financial difficulties. Similarly, low research output may stem 
from pressure to publish in specific journals rather than from 
the perceived value of research in an educator’s career. More-
over, this limited awareness of free-to-publish journals, free-
to-present research conferences, and the research dissemina-
tion process as a whole, may not stem from disinterest but ra-
ther from HEIs’ failure to effectively communicate these op-
portunities. This, in turn, may be linked to the limited 
knowledge of research heads in HEIs in the Philippines. 

This research sought to further examine the reasons behind 
the limited participation of Filipino educators in research con-
ferences and their low publication rates in academic journals. 
To provide a clearer understanding of the situation, the study 
also explored the primary sources Filipino educators rely on 
to discover research conferences where they can present their 
work, as well as the sources they use to identify suitable re-
search journals for publication. This analysis helped determine 
the extent of their exposure to research opportunities. Addi-
tionally, the study examined significant differences in educa-
tors’ perceptions of pre-determined barriers; financial diffi-
culty, awareness of conferences and journals, and lack of con-
fidence, when grouped according to age, sexuality, and highest 
educational attainment. These findings would facilitate the de-
velopment of targeted training programs tailored to specific 
groups. 
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Research design 

This study employed a descriptive-concurrent mixed-meth-
ods research design to achieve its objectives. This approach 
enables the simultaneous collection and analysis of both qual-
itative and quantitative data, providing a more comprehensive 
understanding of the research question (Creswell et al., 2003). 
By using this design, the questionnaire was structured to in-
clude both multiple-choice and open-ended questions, which 
respondents answered in a single sitting. Unlike the explana-
tory mixed-methods design, where quantitative data is gath-
ered first and followed by qualitative interviews to interpret 
the results, or the exploratory mixed-methods design, where 
the process is reversed, the concurrent approach used in this 
study required all respondents to answer both qualitative and 
quantitative questions simultaneously.  

Tools for data collection  

The study employed a survey method using a questionnaire 
consisting of 20 questions for the quantitative component. 
Among these, three questions gathered demographic infor-
mation, including respondents’ age, sexuality, and highest ed-
ucational attainment, while the remaining 17 questions fo-
cused on identifying barriers to research engagement among 
educators. To ensure validity, the questionnaire was reviewed 
by two experts in educational research, while two potential 
respondents assessed it for clarity and comprehension. Addi-
tionally, open-ended interview questions were used to explore 
further reasons behind educators’ limited participation in re-
search and to identify the sources they rely on for information 
about research conferences and journals. 



 
 

 

 

15 

Population and sampling procedure 

Due to the unavailability of exact data on the total number 
of educators in Philippine higher education institutions, pro-
vided that educators come and go, this study limited its sample 
to 300 randomly selected educators from various regions in 
the country. The final sample included respondents from 13 
higher education institutions across Region I, Region III, Re-
gion IV-A and B, NCR, Region VIII, Region IX, and Region 
X. The decision to sample 300 respondents was based on sta-
tistical considerations, as 100 is generally regarded as the min-
imum sample size necessary for meaningful results (Fox, 
2022). Additionally, applying Slovin’s Formula, which is com-
monly used when population data is available, typically results 
in a sample size of around 300 when using a 5% margin of 
error and a 95% confidence level. 

Data analysis 

Frequencies, percentages, and mean scores were computed 
to analyze the levels of agreement among respondents, where 
1.00–1.75 was equivalent to strongly disagree and interpreted 
as false, 1.76–2.50 was equivalent to disagree and interpreted 
as somehow false, 2.51–3.25 was equivalent to agree and in-
terpreted as somehow true, and 3.26–4.00 was equivalent to 
strongly agree and interpreted as true. To determine signifi-
cant differences based on respondents’ profiles, T-tests and 
Analysis of Variance (ANOVA) were conducted. Meanwhile, 
Thematic Analysis was used to process and analyze qualitative 
data from open-ended responses. 

Ethical considerations 

No person was forced to participate in the study, as partic-
ipation was strictly voluntary. Respondents expressed their 
willingness to participate by signing an informed consent form 
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before answering the questions. To ensure anonymity, no per-
sonal information that could directly identify respondents was 
collected, except for age, sexuality, and educational attain-
ment, which were necessary for the study’s objectives. All col-
lected personal data were kept confidential during the research 
process and were immediately disposed of after analysis. Data 
privacy laws, particularly Republic Act 10173 or the Data Pri-
vacy Act of 2012 in the Philippines, were strictly followed to 
uphold the privacy rights of respondents. Additionally, ethical 
guidelines established by the Directorate General for Research 
and Innovation of the European Commission, specifically 
those outlined in the document “Ethics in Social Sciences and 
Humanities”, were considered. These measures ensured the 
highest standards of ethical conduct, safeguarding the rights 
and welfare of all respondents throughout the study.  

RESULTS 

Perception on pre-determined barriers to research 
productivity  
Financial difficulty  

Data in Table 1 suggest that financial challenges being a 
barrier in terms of participating in research conferences and 
publishing work is somehow true, with a mean score of 2.98. 
The surveyed educators expressed that they limit the number 
of conferences they attend and publish fewer papers due to 
high registration and publication fees, as well as a lack of 
knowledge on where to seek funding. These findings align 
with studies by Duracinsky et al. (2017) and Raby and Mad-
den (2021), which highlighted financial constraints as a bar-
rier preventing researchers from attending conferences and 
publishing their work. This underscores the need for financial 
support from higher education institutions and the 
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government. However, numerous free research conferences 
exist, which indicates that there is more to know behind this 
problem. Free research conference includes the National Re-
search Conference on Physical Education hosted by Don 
Honorio Ventura State University, the 2nd CDSGA Research 
Gala: Gabrielian Festival hosted by Colegio de San Gabriel Ar-
cangel, and the 2nd Asian Summit on Business, Entrepreneur-
ship, Tourism, and Hospitality, funded and hosted by Nueva 
Ecija University of Science and Technology. Similarly, several 
reputable journals offer free publication, including the Tour-
ism and Sustainable Development Review Journal by Univer-
sitas Padjadjaran, Indonesia, in partnership with Research 
Synergy Press; the Journal of Global Awareness by St. John’s 
University, USA; Issues in Educational Research by Institutes 
for Educational Research in New South Wales, South Aus-
tralia, and Western Australia; and the Journal of Educational 
Studies by Adventus University, Cernica. Therefore, the real 
challenge for educators is not financial limitations but a lack 
of awareness regarding these opportunities, leading them to 
assume that research dissemination always requires significant 
financial investment when, in fact, free options are available.  

Table 1.  
Financial difficulty as a barrier in research conference presen-
tation and research publication 
Statements Mean Descriptive 

Meaning 
I limit the conferences I attend because they 
are costly; I need financial resources to be 
able to present.  

2.98 Agree 

I have a limited budget, making it difficult 
for me to join conferences.  2.82 Agree 

I don’t have many research publications in 
journals because the publication fees are ex-
pensive. 

3.01 Agree 
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My budget is limited, so I cannot afford to 
pay for journal publication fees. 3.08 Agree 

I do not know where to find funding to sup-
port my conference presentations and jour-
nal publications.  

3.03 Agree 

Composite Mean 2.98 Agree 

Lack of awareness in presentation and publication 
opportunities  

Table 2 shows that educators are well-informed about pro-
fessional development opportunities in research, indicating 
that it is false to think that a lack of awareness, specifically 
regarding research conferences and publishing in journals, is a 
barrier to research productivity, with a mean score of 1.75. 
The table reveals that the educators have a strong understand-
ing of the benefits of presenting at research conferences and 
publishing in journals, as well as where to find information 
about these opportunities. They also recognize that research 
conferences and journals provide platforms for sharing their 
research findings, contributing to the existing body of 
knowledge and its practical applications, which is the funda-
mental purpose of conducting research. These findings demon-
strate a high level of awareness of the importance of research 
engagement among Filipino educators, including its contribu-
tions to their fields of specialization, professional practice, and 
society. These also show that they are motivated to participate 
in research-related activities. This is consistent to the situation 
in Nigeria, where Okoduwa et al. (2018) found that the ma-
jority of educators and researchers consider research vital for 
their organization and believe that it should be mandatory for 
all academic staff. 
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Table 2.  
Lack of awareness as a barrier in research conference presen-
tation and research publication 
Statements Mean Descriptive 

Meaning 
I am not aware that a research conference 
serves as a platform for sharing the findings 
of my study. 

1.74 Strongly Disa-
gree 

I am not aware that presenting at confer-
ences can enhance my qualifications as an 
educator. 

1.67 Strongly Disa-
gree 

I am not aware that research conferences 
can be conducted online, face-to-face, or in 
a hybrid format. 

1.50 Strongly Disa-
gree 

I do not know where to find research jour-
nals where I can publish my research. 2.15 Disagree 

I am not aware that publishing in research 
journals will boost my qualifications as an 
educator. 

1.70 Strongly Disa-
gree 

Composite Mean 1.75 Strongly Disa-
gree 

Lack of confidence 

Educators do not view confidence as an obstacle to their 
participation in research conferences or publishing their re-
search, indicating that a lack of confidence is likely a some-
what false barrier to research productivity, with a mean score 
of 2.17, as seen in Table 3. They expressed confidence in the 
quality of their research papers, believing that they are likely 
to be accepted for presentation and publication should they 
submit them. Moreover, they feel comfortable speaking in 
public and believe they can handle questions raised during 
conferences. These findings suggest that educators are willing 
and able to present their research at conferences and publish 
it in journals if given the opportunity. These results are con-
sistent with Balangon (2022), who found that Filipino 
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educators are highly competent in writing research papers. 
These also indicate that Filipinos share the same belief with 
Pakistanis who do not exhibit apprehension or unease toward 
research, as engaging in research activities does not induce 
stress or nervousness in them (Khan et al., 2018). However, 
they contradict the study of Maravilla (2020), which revealed 
that anxiety prevented Filipino educators at a provincial uni-
versity from engaging in research. Nevertheless, given the 
broader scope of the present study, the results are deemed to 
be a better representation of educators in the country.  

Table 3.  
Lack of confidence as a barrier in research conference presen-
tation and research publication 
Statements Mean Descriptive 

Meaning 
I am not comfortable speaking in public, so 
I feel hesitant to present at research confer-
ences. 

2.09 Disagree 

I am hesitant to submit my paper to confer-
ences because I feel that it is not good enough 
to pass their review. 

2.27 Disagree 

I am afraid that my research might be re-
jected by journals, so I feel hesitant to submit 
my paper for publication. 

2.23 Disagree 

I am afraid that I might not be able to answer 
questions raised during conferences, so I 
don’t join as many conferences as possible. 

2.05 Disagree 

I am not confident enough in research writ-
ing, and I think that my work might not be 
of high quality. 

2.22 Disagree 

Composite Mean 2.17 Disagree 

Comparison of the three pre-determined barriers 

Table 4 shows that among the pre-determined factors serv-
ing as barriers to the research engagement of Filipino educa-
tors, financial difficulty recorded the highest mean score, 
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indicating that it is the primary reason why the production of 
quality research and maximum engagement in research activi-
ties among Filipino educators remain a challenge. This issue 
places HEIs in a delicate position during accreditation. On the 
other hand, a lack of confidence in presenting at conferences 
and publishing research in journals is only perceived to be 
somewhat of a barrier, meaning that the number of educators 
with a low level of trust in their abilities and those who see 
themselves as competent are relatively close. Meanwhile, a 
lack of awareness regarding research engagement opportuni-
ties, including the significance and benefits of research, has 
been determined not to be a contributing factor to the dilemma 
faced by many Philippines HEIs. Additionally, it was found 
that the differences among these variables were significant. 

Table 4.  
Summary of factors that serve as barriers in research confer-
ence presentation and research publication 
Variables Mean Descrip-

tive 
Meaning 

Interpreta-
tion 

Signifi-
cance 
Differ-
ence 

1.Financial Difficulty as 
barrier in accessing pro-
fessional development in 
research 

2.98 Agree Somehow 
True .000 

2. Lack of Awareness on 
conferences and publi-
cation opportunities as 
barrier in accessing pro-
fessional development in 
research 

1.75 Strongly 
Disagree False .000 

3.Lack of Confidence on 
engaging in research as 
barrier in accessing pro-
fessional development in 
research 

2.17 Disagree Somehow 
False .000 
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Significant differences of educators’ perception when 
grouped based on profile 
Age 

Data revealed significant differences in educators’ percep-
tions of financial difficulty, lack of awareness, and lack of con-
fidence as barriers to research conference presentations and 
research publication when grouped by age, as seen in Table 5. 
Results indicate that educators aged 48–57 and 58 years and 
above rated financial difficulty as the highest barrier to re-
search engagement, whereas those aged 28–37 rated it the low-
est. This suggests that millennial educators either have a larger 
budget allocated for research engagement or are more aware 
of the existence of funded conferences and journals. Mean-
while, educators aged 58 and above demonstrated the lowest 
level of awareness regarding the significance of research and 
the least confidence in research engagement. This indicates a 
weaker appreciation for and intention toward conference 
presentations and research publication. In contrast, educators 
aged 18–27 showed the highest levels of awareness and confi-
dence, recording the highest mean scores. This suggests that 
younger educators highly recognize the importance of research 
and possess strong confidence in their research abilities, lead-
ing them not to perceive a lack of awareness or confidence as 
barriers to engaging in research activities. 

Table 5.  
Significant difference in the perception towards financial diffi-
culty, lack of awareness, and lack of confidence as barriers in 
research conference presentation and research publication 
when grouped according to age 
Variables Mean 

Square 
F Signifi-

cance 
1. Financial Difficulty as barrier in 
accessing professional development 
in research 

5.292 6.194 .000 
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2. Lack of Awareness on confer-
ences and publication opportunities 
as barrier in accessing professional 
development in research 

16.515 38.798 .000 

3. Lack of Confidence on engaging 
in research as barrier in accessing 
professional development in re-
search 

3.219 3.478 .000 

Sexuality 

Table 6 suggests that sexuality cannot be used as an indica-
tor of whether an educator perceives a lack of awareness and 
lack of confidence as barriers to maximizing their research en-
gagement, particularly in participating in conferences and 
publishing their work in journals. Data reveal no significant 
difference in educators’ perceptions of these factors when 
grouped by sexuality. However, a significant difference is ob-
served in their perception of financial difficulty, with female 
educators viewing it as a greater challenge compared to males. 
This suggests that female educators may have fewer financial 
resources to support their research engagements or may be less 
aware of conferences with free presentation opportunities and 
journals that offer free publication. 

Table 6.  
Significant difference in the perception towards financial diffi-
culty, lack of awareness, and lack of confidence as barriers in 
research conference presentation and research publication 
when grouped according to sexuality 
Variables t df Significance 
1. Financial Difficulty as bar-
rier in accessing professional 
development in research 

3.245 297.953 .001 

2. Lack of Awareness on con-
ferences and publication op-
portunities as barrier in 

-.066 271.947 .947 
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accessing professional develop-
ment in research 
3. Lack of Confidence on en-
gaging in research as barrier in 
accessing professional develop-
ment in research 

1.207 297.604 .228 

Educational attainment 

Table 7 reveals a significant difference in how educators 
perceive financial barriers to research activities based on their 
highest educational attainment. Specifically, those whose high-
est educational attainment is a bachelor’s degree consider fi-
nancial difficulties to be a more significant obstacle to research 
engagement than those with master’s or doctorate degrees. 
Conversely, educators with a doctorate degree view financial 
difficulties as the least problem, which could be attributed to 
their perceived financial stability compared to the other 
groups. Meanwhile, there is no significant difference in educa-
tors’ perceptions of lack of awareness and lack of confidence 
as barriers to engaging in professional development opportu-
nities in research when grouped by educational attainment. 

Table 7.  
Significant difference in the perception towards financial diffi-
culty, lack of awareness, and lack of confidence as barriers in 
research conference presentation and research publication 
when grouped according to highest educational attainment 
Variables Mean 

Square 
F Signifi-

cance 
1. Financial Difficulty as barrier in 
accessing professional development 
in research 

2.175 4.757 .009 

2. Lack of Awareness on conferences 
and publication opportunities as bar-
rier in accessing professional devel-
opment in research 

1.763 4.254 .015 
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3. Lack of Confidence on engaging in 
research as barrier in accessing pro-
fessional development in research 

.598 .812 .445 

Other factors that hinder educators from being 
research-productive 

Figures 1 and 2 illustrate that limited participation in con-
ferences and publication in journals are also due to time con-
straints caused by heavy workloads and personal responsibili-
ties at home, as expressed by educators during the interview. 
This is supported by Sabharwal et al. (2020), who explained 
that female educators’ care responsibilities and family re-
strictions limit their research engagement.  

Aydin et al. (2022) also identified family responsibilities as 
a significant social barrier to educators’ research publication, 
as it makes time management significantly difficult. Mean-
while, Duracinsky et al. (2017) determined that the lack of 
time to write research due to overwhelming workloads pre-
vents educators from increasing their publications. Addition-
ally, the interview revealed that some educators are not moti-
vated to present at research conferences or make an effort to 
publish their work due to the lack of recognition given by 
Higher Education Institutions for such achievements, which 
undermines the value of their contributions to their institu-
tion’s success.  

Another identified barrier to maximizing the research pub-
lication of Filipino educators in journals is the systematic bias 
of HEIs towards journals indexed in Web of Science and Sco-
pus, which are known to be the most popular indexing data-
bases. 
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Figure 1.  
Other factors that serve as barriers to research conference 
presentation 

 
 
 
 
 
 
 
 
 
 
 
 

Figure 2.  
Other factors that serve as barriers to research publication 

 
 
 
 
 
 
 
 
 
 
 
 

Bias in favor of WoS and Scopus indexed journals 

A number of educators have expressed that their HEIs re-
quire them to publish their work only in Scopus and Web of 
Science (WoS) journals. In fact, some Filipino educators have 
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already been influenced by this bias, leading to misconcep-
tions, such as the belief that ‘refereed’ journals are distinct 
from Scopus-indexed journals (Rogayan & Verga, 2022). 
However, what some may call ‘refereed’ journals are, in fact, 
reputable publications defined as peer-reviewed and indexed 
in various databases, including Scopus, making them essen-
tially similar or at least falling under the same category. Addi-
tionally, this bias has led HEIs to become overly fixated on 
Scopus-indexed journals, unintentionally causing confusion 
on the legitimacy of others.  

It is also critical to understand that, although there are ex-
ceptions, journals indexed in these top databases typically 
have a stricter review process, longer submission-to-publica-
tion timeframes, tighter competition, and higher publication 
fees. This bias in favor of such journals reflects insensitivity 
toward the financial capabilities of researchers and disad-
vantages authors whose studies may not be as comprehensive, 
potentially failing to meet the stringent requirements of highly 
reputable journals. Additionally, contrary to this bias, educa-
tors are often given the option to publish their work in re-
search journals managed and published by the higher educa-
tion institutions (HEIs) to which they are affiliated. However, 
these journals are typically not indexed in Scopus or Web of 
Science (WOS), are of lower quality, and are considered less 
reputable than other international journals, including those 
not indexed in the said databases but where educators are still 
restricted from publishing.  The question arises: why are HEIs 
biased against journals not indexed in Scopus and WoS, yet 
display a positive attitude toward their own journals, which, 
like many others, are also not indexed in these databases?  

This bias in favor of certain indexing databases, particularly 
Scopus, sends a problematic message to educators and re-
searchers in the Philippines. It implies that other journals are 
illegitimate simply because they are not recognized by the 
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institution, or that their editorial and review processes are sub-
standard. If either assumption holds, then HEIs are also sug-
gesting that their own journals, including those established by 
other universities and colleges in the Philippines but not in-
dexed in Scopus, should not be recognized. This contradiction 
discourages educators and researchers from choosing local 
university and college journals as venues for their research. 
However, if no one publishes in these journals, how can they 
gain traction and eventually qualify for Scopus indexing? Fur-
thermore, this situation creates an unnecessary exclusion of 
other reputable journals, particularly those outside the juris-
diction of the Commission on Higher Education (CHED) in 
the Philippines. Many international journals do not require 
such accreditation to be considered legitimate and reputable, 
yet Filipino researchers are often discouraged or even prohib-
ited from submitting to them. This bias, therefore, not only 
limits the publishing opportunities for educators but also hin-
ders the broader dissemination of Filipino research on a global 
scale.  

Main sources relied on by Filipino educators to obtain 
information on research engagement opportunities 

Most educators learn about conference presentation oppor-
tunities and journal publication through social media, their 
HEIs’ research offices, and professional organizations they are 
affiliated with. However, since many educators express that 
presenting at conferences and publishing in journals are ex-
pensive, this suggests that they are primarily informed about 
paid opportunities rather than free-to-access ones. This could 
indicate that the conferences and journals they encounter are 
those that invest in aggressive social media marketing, includ-
ing paid promotions, to maximize their visibility. Moreover, 
the assumption that HEIs and professional organizations in 
the Philippines predominantly highlight paid conferences and 
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journals raises concerns about the commodification of re-
search in the country. This situation may indicate that these 
institutions either prioritize revenue-generating opportunities 
or lack awareness of fully funded conferences and no-cost 
publishing options. However, if research offices and profes-
sional organizations fail to promote cost-free research dissem-
ination options, educators would be left with the impression 
that financial constraints are an unavoidable barrier to re-
search engagement. Consequently, this reinforces the exclu-
sion of financially struggling educators from the global re-
search community and limits the accessibility of research dis-
semination opportunities for many Filipino scholars. 

DISCUSSION 

This study highlights the constraints that Filipino educators 
face in participating in research conferences and maximizing 
their research publication accomplishments. The findings sug-
gest that limitations in research engagement are shaped by the 
policies and practices of Higher Education Institutions (HEIs) 
and professional organizations than by educators’ capacity 
and interest. Additionally, social media plays a significant role, 
as it is a primary platform for advertising research opportuni-
ties. However, the prominence of paid conferences and jour-
nals in these advertisements suggests a potential bias toward 
commodified research engagement, further reinforcing finan-
cial barriers for educators. 

The surveyed educators identified financial challenges as a 
major barrier to research engagement, particularly the high 
costs associated with participating in conferences and publish-
ing in journals. Sadly, this financial burden appears to be re-
inforced by HEIs and professional organizations, which pre-
dominantly promote paid research opportunities. As a result, 
many educators develop the perception that financial 
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resources are a prerequisite for research engagement, remain-
ing unaware of the existence of free-to-present conferences 
and fully funded journals. This aligns with previous studies 
identifying financial constraints as a hindrance to research 
participation. However, the findings of the current study sug-
gest that the real issue may be a lack of awareness about free 
professional development opportunities rather than financial 
limitations alone. This underscores the urgent need to promote 
greater awareness of accessible, cost-free research opportuni-
ties. HEIs and professional organizations play a crucial role in 
this effort, yet their current focus on paid engagements sug-
gests either a commodification of research in the Philippines 
or a lack of knowledge about free alternatives. To foster wider 
participation in research activities, these institutions must di-
versify their promotions to include more accessible options, 
ensuring that financial constraints do not become an unneces-
sary barrier to academic and professional growth. 

The findings reveal that Filipino educators hold a positive 
perception of the significance of research engagement for both 
their careers and society. Despite facing various barriers, they 
remain confident in the quality of their research and their abil-
ity to present at conferences and publish in journals. This con-
tradicts previous studies that suggest anxiety and lack of con-
fidence as major obstacles to research participation among ed-
ucators. However, time constraints due to heavy workloads 
and personal responsibilities at home continue to hinder re-
search engagement. It is particularly ironic that HEIs, which 
push faculty members to be productive in research, also im-
pose demanding workloads that leave little time for scholarly 
activities. Additionally, interviews with educators highlighted 
a lack of motivation stemming from the absence of institu-
tional recognition for their research achievements. This under-
valuation of their contributions weakens their enthusiasm for 
participating in research-related activities. Another critical 
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barrier is the strong preference of HEIs for Scopus and Web of 
Science indexed journals, which inadvertently discourages fac-
ulty members from engaging in research. This bias not only 
limits the avenues for publication but also contributes to low 
research productivity within the institutions themselves. Ad-
dressing these systemic issues; workload constraints, lack of 
institutional support, and restrictive publication preferences, 
will be crucial in fostering a more inclusive and dynamic re-
search culture among Filipino educators. 

CONCLUSIONS 

The novelty of these findings underscores the need for fur-
ther investigation and potential advocacy for more inclusive 
and diverse publication opportunities in the Philippines. This 
research serves as a wake-up call for education managers to 
develop innovative strategies that enhance research engage-
ment and productivity, especially among educators who lack 
motivation or have limited appreciation for research. Addi-
tionally, the study challenges prevailing practices in Higher 
Education Institutions (HEIs) and the policies set by govern-
ment offices and accrediting agencies that supervise and eval-
uate these institutions. The findings have significant implica-
tions for fostering a genuine research culture within Philippine 
HEIs and the broader Philippine education system. If the iden-
tified barriers, such as restrictive publication preferences, lack 
of institutional recognition, and heavy faculty workloads are 
not addressed, many HEIs in the country may continue to 
struggle with research productivity. This could lead to difficul-
ties in meeting accreditation requirements and achieving insti-
tutional excellence. However, the impact of these findings de-
pends on the acceptance and application by key stakeholders, 
including educational policymakers, HEI administrators, and 
accrediting bodies. Nevertheless, this study marks an 
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important step toward initiating dialogue and action to im-
prove the research landscape in the Philippines and elevate the 
overall quality of education in the country. 

RECOMMENDATIONS 

Based on these findings, increasing financial support for ed-
ucators in conducting research is highly recommended. HEIs 
and the government should provide funding to enable faculty 
members to produce high-quality research with significant 
contributions to their field and society. However, financial 
support for conference presentations and research publication 
is deemed unnecessary given the abundance of free conferences 
and fully funded research journals. Instead, efforts should fo-
cus on ensuring that educators are well-informed about these 
opportunities. This highlights the need for HEIs, particularly 
research directors and deans, to be knowledgeable about such 
options, which is a responsibility that the Commission on 
Higher Education (CHED) could take. Additionally, HEIs 
may still provide financial support for other expenses, such as 
accommodation and travel costs for in-person conferences.  

If financial constraints remain an issue, this study suggests 
that CHED and other relevant government institutions con-
sider reallocating research budgets in HEIs. Currently, HEIs 
provide funding for faculty members to apply for sponsorships 
to present at conferences and publish their research. However, 
due to budget limitations and high conference fees, not all fac-
ulty members receive funding. A more effective approach 
would be for CHED to centralize and allocate this budget to 
support organizations and HEIs in organizing Regional, Na-
tional, and International Research Conferences. This strategy 
would maximize participation, as faculty members would no 
longer need grants to attend conferences, which, in turn, elim-
inates costly presentation fees as a primary barrier to research 
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productivity. It would also help change the prevailing miscon-
ception that presenting at conferences requires a large budget, 
ultimately encouraging more educators to engage in research 
activities. 

HEIs are also advised to encourage and support educators’ 
research engagement by recognizing their contributions. Ac-
knowledging the significance of research engagement and ed-
ucators’ efforts in this domain is crucial, as the lack of recog-
nition discourages faculty members from conducting research. 
This not only limits their professional growth but also nega-
tively impacts the institution’s research reputation. To address 
these challenges, HEIs should provide a more flexible work-
load and foster a supportive research environment. Through 
the initiative of Deans and Research Directors, a policy grant-
ing educators flexibility in their workload to engage in re-
search activities is recommended. Additionally, HEIs should 
offer research support in the form of mentorship and training 
programs to motivate educators to actively participate in re-
search.  

The findings of this study also highlight that Filipino edu-
cators have limited knowledge of research engagement oppor-
tunities, emphasizing the need for research collaboration. Ed-
ucators should seek to collaborate with colleagues from other 
institutions rather than limiting themselves to working only 
with co-workers. A noticeable trend in Philippine research is 
that many studies are conducted by authors from the same in-
stitution. While this practice is acceptable, it restricts learning 
and exposure, as researchers primarily interact with the same 
group of individuals. Hence, expanding collaboration net-
works allows researchers to gain new perspectives, acquire 
fresh insights, and deepen their understanding of research en-
gagement opportunities. 

There is also an urgent need to address the systematic bias 
in favor of journals indexed in Web of Science and Scopus. 
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HEIs should not limit educators to publishing only in these 
indexed journals but should recognize and value research pub-
lications in other refereed journals. However, to maintain re-
search integrity and avoid predatory publications, it is crucial 
to develop educators’ knowledge of ethical journal evaluation 
practices. Tools such as Prof. Jeffrey Beall’s Criteria for Deter-
mining Predatory Open-Access Publishers and the Journal 
Evaluation Tool by Rele et al. (2017) should be used to ensure 
that research publications remain credible and that cases of 
predatory publishing are avoided.  

Lastly, the review of related studies revealed that while nu-
merous studies have examined barriers to research productiv-
ity across different countries, there is a notable lack of com-
parative research. Specifically, studies that compare research 
productivity and its barriers between educators from public 
and private higher education institutions are scarce. A com-
parative approach could provide deeper insights into how in-
stitutional structures, funding mechanisms, and administrative 
policies impact faculty research engagement differently in 
these two settings. Additionally, there is a gap in studies com-
paring higher education institutions based on their years of 
operation. Understanding whether long-standing universities 
encounter different research barriers than younger or newly 
established institutions could offer valuable perspectives on in-
stitutional maturity, research culture, and resource allocation. 
Hence, future researchers are encouraged to explore these 
gaps, as such studies could contribute to a more nuanced un-
derstanding of the factors influencing research engagement in 
diverse institutional contexts. 
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Abstract
People’s interactions with their environment in life are greatly influ- 
enced by their emotions. The success of the social environment is 
influenced by each individual’s capacity to understand their own feel- 
ings, as well as those of others, and to control their behavior in ac- 
cordance. This study aims to explore the relationship between emo- 
tional intelligence and peer belongingness among undergraduate stu- 
dents. Grounded in Goleman’s Emotional Intelligence Theory, the 
study employs a quantitative research design with a correlation-al 
methodology. A sample of 130 undergraduate students (69 female, 
61 male) was selected using random sampling, ensuring representa- 
tion across gender, locality, and academic streams. Data were col- 
lected using the Assessing Emotions Scale (Schutte et al., 2009) and 
the Peer Belongingness Scale (Sameer & Neetha, 2021). The findings 
of this study elucidate that there is a significant positive correlation 
between emotional intelligence and peer belongingness in the total 
sample of undergraduate students. The female students showed a 
stronger positive correlation than the male undergraduate students. 
Locality-wise analysis revealed that rural students had a stronger re- 
lationship between emotional intelligence and peer belongingness
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than urban students. It shows that students from rural localities are 
better at regulating their emotions and are more engaged in develop-
ing their interpersonal relationships. Lastly, streamwise analysis re-
vealed that non-science students had a stronger relationship between 
emotional intelligence and peer be-longingness than science stu-
dents. The study provides educational implications, advocating for in-
terventions that enhance Emotional Intelligence to improve students’ 
sense of belonging in academic institutions. 

Keywords 
Emotional intelligence, peer belongingness, prosocial behavior, un-
dergraduate students 

INTRODUCTION AND DEFINITIONS 

The concepts of emotion and intelligence are combined 
in order to form what is known as emotional intelligence 
(EQ). In the course of their lives, people’s feelings play a 
significant role in the relationship they have with the world 
around them. Being conscious of one’s own feelings as well 
as being able to identify the feelings of other people and 
guide their behavior accordingly, has a significant impact 
on the quality of the interactions that take place in social 
settings. In order for any of these things to take place, a 
person must first be able to put himself ahead of other peo-
ple’s needs and wants. 

Emotional intelligence refers to a person’s capacity to 
understand not just their own feelings but also those of 
other people, as well as to respond appropriately to the 
emotions of both themselves and those around them. As hu-
mans, we are always evolving, which is why our emotional 
intelligence is something that can never stop growing. The 
capacity for emotional intelligence, often known as EQ, is 
one that must be cultivated.  

Mayer and Salovey (1990) defined the term Emotional 
Intelligence (EQ) as the capacity to recognize, access, and 
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produce emotions in order to support and comprehend 
emotions and their underlying meanings. 

Goleman (1998) explains: “the ability to understand 
one’s own and other people’s emotions in order to motivate 
and manage emotions in our own lives and in our relation-
ships is known as emotional intelligence. If emotions are 
handled well in a work environment, it can promote loy-
alty, trust, and commitment”. 

Components of emotional intelligence  

1. Self-awareness - having a realistic understanding of 
one’s strengths and flaws as well as awareness of one’s emo-
tions and their significance. It also includes having self-con-
fidence.  

2. Managing emotions - emotional regulation, being 
truthful and reliable, and exhibiting flexibility and commit-
ment that are appropriate to the situation. 

3. Motivation - regulating one’s emotions to direct them 
toward a purpose. 

4. Empathy - the ability to comprehend another person’s 
emotional viewpoint. 

5. Handling relationships - use one’s own and other peo-
ple’s personal information to manage social interactions 
and improve interpersonal skills. 

Peer belongingness 

Humans are social animals and cannot exist alone. No 
man is an island, as Aristotle correctly observed. In order 
to live a healthy life, people must have their needs met. Be-
ing social creatures, humans must also meet psychological 
requirements in addition to their physiological needs. The 
desire for belonging is one of these. Being associated with 
others is a basic need that involves a hierarchy of needs, 
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including those for safety, respect, self-actualization, and 
aesthetics. These needs combine to form the basis of the hu-
man drive. A person who misses their partner, friend or 
other important people in their life may wish to be a part 
of a family or group in order to fill the void left by these 
relationships. If a person’s need to belong is not satisfied, 
they may suffer the pain of alienation, rejection, exclusion, 
the loss of friendship, and the sensation of being uprooted. 
A common threat might be present when this need arises. 
It’s essential to satiate the need to belong in order to live 
and thrive. Here, we attempt to grasp the importance of be-
longing to one’s peer group during the development of ad-
olescence. 

Peer belongingness is described in terms of the group 
members’ feelings (i.e., like versus disliking) towards the 
child and the extent to which these feelings become consen-
sual. It pertains to children’s connections with peers (e.g., 
classmates) and is important for children to feel a sense of 
belonging (Ladd et al., 1997). It takes a lot of time and ef-
fort to be a part of a peer group, and friends frequently have 
more of an impact on a student’s life than family. The two 
ideas of peer and belongingness are combined to form peer 
belongingness.  

Defining belongingness  

According to Baumeister and Leary (1995), the desire to 
belong is so intrinsic to human nature that missing out on 
it has serious implications. Lack of sense of belonging 
would not have such severe effects on us if it were not so 
essential. The drive to belong is so pervasive that it perme-
ates all civilizations and sorts of individuals. 

According to Baumeister and Leary (1995), the degree to 
which an individual feels included, respected, accepted, and 
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supported by others in a variety of social circumstances is 
one of the characteristics that has been cited as constituting 
a sense of belonging in the research. 

Defining peer  

Children and adolescents who are roughly the same age 
or who have reached a similar level of development are con-
sidered to be peers. A group of people of equal rank is re-
ferred to as a peer group, and often, members of a peer 
group are children of the same age as one another. This is 
the first opportunity a youngster has to interact with others 
on an equal level. According to Seltzer (2006), the teenage 
peer group originates as a deliberate association of people 
who are in the same developmental stage as them and are 
looking for self-definition, integration, and prescription. 
These individuals go through the same physical, emotional, 
and cognitive changes, and they are in the same develop-
mental stage. As a child goes about their everyday activities 
and interacts with their peer group, they learn how to be-
have towards others outside of their home. They gain 
knowledge of cooperation, leadership, social roles, and 
teamwork. They gain the ability to respect others and to 
comprehend, evaluate, and appreciate their views and feel-
ings. Additionally, the peer group offers a safe foundation 
for stepping away from the supervision and protection of 
the family and toward greater independence. The group’s 
participants provide a source of moral support and inspira-
tion for one another. 

According to Brown and Larson (2009), a peer group is 
a collection of people who are on equal footing with one 
another. Peer groups gain respect, social position, and 
power in the eyes of other teenagers by living similar life-
styles. As a result, young adolescents with the strongest 
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social skills are more likely to be a part of a peer group that 
is well-regarded by peers their own age. Early adolescents’ 
conduct can be influenced by their desire to fit in with a 
group of friends even before they join; they adopt their 
classmates’ behaviors in order to fit in. Both the desire to 
be liked by others and the positive reputation that results 
from it help to moderate their interactions. 

According to Brown and Larson (2009), teenagers are 
capable of having both a beneficial and a bad influence on 
one another. The interaction between the processes of se-
lection (looking for “someone like me”) and socialization is 
what determines this (inter influence). 

Young adolescents who are having personal problems 
gather with others who are going through the same thing 
on one side (Catalano et al., 2004). Sieving et al. (2000) 
claim that, because younger teens are seen by their peers as 
more “with it,” they are more vulnerable to the influence 
of the “in group” on them to engage in dangerous behav-
iors.  

Adolescents are vulnerable to peer pressure, but this sus-
ceptibility varies from group to group and person to person. 
Teenagers locate their identities more in their peer groups 
than in their families. In order to get its members to follow 
the group’s rules and priorities, the peer group exerts influ-
ence and control over them. Peer groups are essential in 
forming a person’s attitudes, values, conduct, and person-
ality and can have either a positive or negative effect on the 
individual. Parents are extremely important in assisting 
their children in selecting their classmates. A sense of be-
longing, which is linked to improved academic success, pos-
itive behaviors, and beneficial social outcomes, is more 
likely to be felt by students who have active social 
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relationships with other kids and adults, such as teachers 
(Ellis et al., 1998; Kunc, 1992).  

METHODOLOGY 

Significance of the study   

People’s interactions with their environment in life are 
greatly influenced by their emotions. The success of the so-
cial environment is influenced by each individual’s capacity 
to understand their own feelings, as well as those of others, 
and to control their behavior in accordance. For this, a per-
son must be able to see himself as a priority in order to en-
able all these things to occur. This introduces the idea of 
emotional intelligence. Better social functioning is linked to 
the many dimensions of emotional intelligence. To put it 
another way, those who are better at identifying and man-
aging their own emotions appear to be more able to estab-
lish and sustain strong social ties with their parents and 
peers. College students who feel a sense of belonging, a cru-
cial component of social functioning, experience less anxi-
ety, melancholy, loneliness, and social anxiety. While a lack 
of social ties with their surroundings may be a contributing 
factor, these emotions are lessened when students have a 
sense of belonging. 

The connection between emotional intelligence and be-
longingness among college students is not entirely under-
stood, despite evidence pointing to a link between emo-
tional intelligence and better-quality social interactions 
with peers. To the knowledge of the researchers, some stud-
ies have been done to date in developed countries that have 
examined the relation of emotional intelligence with other 
variables, including relational engagement, cognitive out-
comes, mental health, and cooperative inclinations, but 
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none of the direct studies has been found with relation to 
peer belongingness (Güler, 2022; Moeller et al., 2020; 
Petrides, 2001). However, some of the studies have been 
done with variables like peer interactions, prosocial behav-
ior, and social competence (Anike et al., 2019; Wang et al., 
2021). In emerging nations like India, to the best of the 
knowledge of the researchers, no direct studies have been 
found with regard to emotional intelligence and peer be-
longingness. Although some studies have been conducted 
on emotional intelligence with other variables like social 
skills, cooperative tendencies, and social value orientation 
(Iqbal et al., 2021; Kumar, 2020).  

The studies were carried out, according to a review of 
related literature, in both a national and international con-
text. In the International context, the majority of the previ-
ous studies were carried out using emotional intelligence in 
relation to mental health, social competence, and relational 
engagement (Iqbal et al. 2021; Moeller et al., 2020; Shafait 
et al., 2021), but none of the direct studies has been found 
with relation to peer belongingness. Nevertheless, some re-
search has been done using variables social skills, prosocial 
behavior and peer relationships (Anike et al., 2019; Wang 
et al., 2021).  

Research gap 

In the Indian context, very few studies have been found 
related to emotional intelligence and peer belongingness 
(Iqbal et al., 2021; Kumar, 2020; Malekar & Mohanty, 
2009). Despite studies suggesting the link of emotional in-
telligence to better quality relationships with peers, it is still 
not completely understood how it relates to emotional in-
telligence and belongingness in college students. The re-
searchers experienced a gap in the research and the need for 
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additional studies to explore the relationship between emo-
tional intelligence and peer belongingness in the Indian sce-
nario. So, the researchers chose these variables and con-
ducted a study specifically focusing on undergraduate stu-
dents belonging to different localities and coming from dif-
ferent choices of steams. The findings will contribute to 
both theoretical and practical knowledge, helping institu-
tions foster emotionally supportive environments that en-
hance students’ social well-being and academic success. 

 Research problem 

In higher education, students’ ability to form meaningful 
peer relationships significantly impacts their emotional 
well-being, academic engagement, and overall develop-
ment. Emotional Intelligence (EI) plays a vital role in shap-
ing these interactions by helping individuals recognize, un-
derstand, and regulate emotions effectively. While existing 
literature has extensively explored EI in relation to mental 
health, academic success, and interpersonal skills, limited 
studies have focused on its direct relationship with Peer Be-
longingness (PB), particularly in the Indian context. The 
lack of research on how EI influences students’ sense of in-
clusion within their peer groups highlights a critical gap in 
understanding the social dynamics of higher education. 
Without a clear comprehension of this relationship, educa-
tors and policymakers may struggle to implement strategies 
that enhance students’ social and emotional well-being. 

Purpose of the study 

This study aims to investigate the relationship between 
Emotional intelligence and Peer belongingness among un-
dergraduate students. It seeks to determine whether stu-
dents with higher EI experience stronger peer connections 



 
 

 

 

52 

and how factors such as gender, locality, and academic 
stream influence this relationship.  

The researchers formulated the following questions to 
give the thrust to their research:  

1. Is there any relationship between emotional intelli-
gence and peer belongingness in the total sample of 
undergraduate students? 

2. Is there a gender difference in the relationship be-
tween emotional intelligence and peer belongingness? 

3. Whether a relationship exists between emotional in-
telligence and peer belongingness in undergraduate 
students belonging to different streams? 

4. Whether a relationship exists between emotional in-
telligence and peer belongingness in students of dif-
ferent locality? 

Objectives  

The objectives of the study are as follows: 
1. To find out the relationship between emotional intel-

ligence and peer belongingness in the total sample of 
undergraduate students. 

2. To find out the relationship between emotional intel-
ligence and peer belongingness in the sub-sample 
based on gender of undergraduate students. 

3. To find out the relationship between emotional intel-
ligence and peer belongingness in the sub-sample 
based on locality of undergraduate students. 

4. To find out the relationship between emotional intel-
ligence and peer belongingness in the sub-sample 
based on stream of undergraduate students. 
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Sample 

The sample consists of 130 undergraduate students (69 
female and 61 male students) of Aligarh Muslim University. 
The sample was selected through a random sampling tech-
nique giving due representation to sub samples gender, lo-
cality and stream. 

Tools 

The study is based on two scales: The Assessing Emo-
tions Scale (Schutte et al., 1998) and Peer Belongingness 
Scale (Babu & Neetha, 2021) with the established reliabil-
ity and validity. 

The Assessing Emotion Scale consists of 33 items under 
four factors, including the perception of emotion, managing 
own emotions, managing other emotions, utilization of 
emotions. 

In order to prove the internal consistency of AES, the in-
vestigators used Cronbach Alpha Test. Many other investi-
gations have proven the 33 item’s internal consistency scale. 
As determined by Cronbach’s alpha displays the internal 
consistency for various sample sizes. Over all samples, the 
mean alpha is .87, which signifies a high degree of internal 
consistency among the items. Thus, the scale is internally 
consistent. The Assessing Emotions Scale is a five-point Lik-
ert scale consisting of 33-item focusing on typical emotional 
intelligence under four factors.  

Peer Belongingness Scale: This scale was developed by 
Babu & Neetha (2021), and it has six components. Peer 
Belongingness refers to the relationships that children have 
with members of their peer group (such as their classmates), 
and it is characterized in terms of the sentiments (such as 
liking or disliking) that group members have toward the 
kid, as well as the degree to which these sentiments become 
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consensual. The following conceptual definitions of the 
peer belongingness sub-dimensions are slightly redefined- 
Connectedness, Inclusion in the group, Use of friends, Emo-
tions and Dynamic nature of friendship. 

RESULTS 

The null hypotheses were framed according to the afore-
mentioned objectives. 

Hypothesis 1  
There is no relationship between emotional intelligence 

and peer belongingness in the total sample of undergradu-
ate students. 

Table 1 displays the correlation matrix that shows the 
strength of the relationship between emotional intelligence 
and peer belongingness in the total sample of undergradu-
ate students. The result showed that there is a significant 
positive correlation between emotional intelligence and 
peer belongingness among undergraduate students, r (128) 
= .514, p = .000. This denotes that changes in emotional 
intelligence are associated with the same changes in peer 
belongingness. It can be interpreted that an increase in emo-
tional intelligence leads to a corresponding increase in peer 
belongingness. Thus, the null hypothesis that ‘there is no 
relationship between emotional intelligence and peer be-
longingness in the total sample of undergraduate students’ 
is rejected. 

Hypothesis 2  
There is no relationship between emotional intelligence 

and peer belongingness in the female sub-sample of under-
graduate students. 

Table 2 highlights the correlation matrix that shows the 
strength of the relationship between emotional intelligence 
and peer belongingness in the female sub-sample of 
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undergraduate students. The findings revealed that there is 
a significant positive correlation between emotional intelli-
gence and peer belongingness among female students, r (67) 
= .626, p = .000 It shows that the higher the emotional in-
telligence of female undergraduate students, the higher will 
be their peer belongingness. Thus, the null hypothesis that 
“there is no relationship between emotional intelligence 
and peer belongingness in the female sub-sample of under-
graduate students” is rejected. 

Hypothesis 3   
There is no relationship between emotional intelligence 

and peer belongingness in the male sub-sample of under-
graduate students. 

Table 3 indicates the correlation matrix that shows the 
strength of the relationship between emotional intelligence 
and peer belongingness in the male sub-sample of under-
graduate students. The result revealed that there is a posi-
tive relationship between emotional intelligence and peer 
belongingness among male students, r (59) = .417, p = .001. 
It can be inferred that with the increase in the emotional 
intelligence of male undergraduate students, their peer be-
longingness will also increase. Thus, the null hypothesis 
that ‘there is no relationship between emotional intelligence 
and peer belongingness in the male sub-sample of under-
graduate students’ is rejected. 

Hypothesis 4  
There is no relationship between emotional intelligence 

and peer belongingness in the rural sub-sample of under-
graduate students. 

Data tabulated in Table 4 shows the correlation matrix, 
which indicates the strength of the relationship between 
emotional intelligence and peer belongingness in the rural 
sub-sample of undergraduate students. The result showed 
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that there is a significant positive correlation between emo-
tional intelligence and peer belongingness among students 
belonging to the rural locality, r (35) = .682, p = .000. It 
can be assumed that the increase in the emotional intelli-
gence of undergraduate students belonging to rural locality 
is likely to be accompanied by an increase in their sense of 
belonging. Thus, the null hypothesis that ‘there is no rela-
tionship between emotional intelligence and peer belong-
ingness in the rural sub-sample of undergraduate students’ 
is rejected. 

Hypothesis 5  
There is no relationship between emotional intelligence 

and peer belongingness in the urban sub-sample of under-
graduate students. 

Table 5 displays the correlation matrix that shows the 
strength of the relationship between emotional intelligence 
and peer belongingness in the urban sub-sample of under-
graduate students. The result showed that there is a signifi-
cant positive correlation between emotional intelligence 
and peer belongingness among urban students, r (91) = 
.454, p = .000. It denotes that any change, whether increase 
or decrease in emotional intelligence, is liable to cause sim-
ilar changes in peer belongingness of undergraduate stu-
dents belonging to an urban locality. Hence, the null hy-
pothesis that ‘there is no relationship between emotional in-
telligence and peer belongingness in the urban sub-sample 
of undergraduate students’ is rejected. 

Hypothesis 6  
There is no relationship between emotional intelligence 

and peer belongingness in the non-science sub-sample of 
undergraduate students. 

Table 6 highlights the correlation matrix that shows the 
relationship between emotional intelligence and peer 
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belongingness in the non-science sub-sample of undergrad-
uate students. The result showed that there is a significant 
positive correlation between emotional intelligence and 
peer belongingness among non-science undergraduate stu-
dents, r (64) = .614, p = .000. It can be assumed that an 
increase in an undergraduate student’s sense of belonging 
will go hand in hand with an increase in their emotional 
intelligence if they are from the non-science stream. Hence, 
the null hypothesis that ‘there is no relationship between 
emotional intelligence and peer belongingness in the non-
science sub-sample of undergraduate students’ is rejected. 

Hypothesis 7  
There is no relationship between emotional intelligence 

and peer belongingness in the science sub-sample of under-
graduate students. 

Table 7 indicates the correlation matrix that shows the 
strength of relationship between emotional intelligence and 
peer belongingness in the science sub-sample of undergrad-
uate students. The result showed that there is a significant 
positive correlation between emotional intelligence and 
peer belongingness among science stream undergraduate 
students, r (62) = .429, p = .000. It can be inferred that the 
rise in emotional intelligence among undergraduate stu-
dents from science streams likely to be accompanied by a 
rise in their sense of belonging. Therefore, the null hypoth-
esis that there is no relationship between emotional intelli-
gence and peer belongingness in the science sub-sample of 
undergraduate students is rejected. 

 

The main purpose of the study was to examine the rela-
tionship between emotional intelligence and peer belong-
ingness among undergraduate students. In addition, it also 

DISCUSSION
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intended to comprehensively investigate the relationship be-
tween emotional intelligence and peer Belongingness in the 
sub-samples of undergraduate students based on their gen-
der, stream and locality. The result showed that there is a 
significant positive correlation between emotional intelli-
gence and peer belongingness in the total sample of under-
graduate students. It is also clear from the result that the 
students showing high emotional intelligence are also hav-
ing high peer belongingness. Peer relationships are signifi-
cantly influenced by emotion. Successful peer relationships 
are correlated with the capacity to control emotions. Indi-
viduals who are depressed and emotionally hostile are more 
likely to be rejected by their peers, whereas those who are 
happy and optimistic are more well-liked. In the study of 
Karaman and Tarim (2018), the findings stated that the stu-
dents would be happier if they felt like they belonged at the 
university. University students’ expectations, teacher sup-
port, and sense of community appear to be connected to 
their feelings of belonging to the university 

Zhoc et al. (2018) showed that students with high emo-
tional intelligence are more involved in their learning be-
cause of the relationships they make with their teachers and 
peers. Similarly, Olivier et al. (2019) found that emotional 
Intelligence positively influences relational engagement, a 
significant relationship was found between the two among 
the undergraduates. Fredricks et al. (2004) referred to the 
idea of relational engagement with peers, teachers, and the 
school as an emotional engagement. As social inclusion, so-
cial integration, social belonging, and social involvement 
are all characteristics of relational engagement, which is 
also related to one of the sub-dimensions of emotional in-
telligence, namely social skills.  
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Ciarrochi et al. (2001) have shown that higher emotional 
intelligence scores are linked to more social acceptance and 
fewer rejection experiences. These findings support the idea 
that having a higher emotional intelligence in multiple areas 
leads to better social functioning. To put it another way, 
people who are more adept at recognizing and controlling 
their own emotions seem to be better able to create and 
maintain wholesome social bonds with parents and other 
adults. Jaworowska and Matczak (2001) indicated that the 
ability to function in social situations improves with higher 
emotional intelligence levels. 

Levine et al. (1997) stated that people who are emotion-
ally dependent cooperate more frequently than people who 
are rationally dependent. Sun et al. (2015) indicated that 
good peer relationships could help people develop positive 
character traits and interpersonal trust as a beneficial con-
dition of social support. As a result, peers who trust one 
another tend to cooperate more than peers who haven’t de-
veloped that level of trust. This implies that college students 
should completely trust their peers when collaborating in 
order to effectively achieve shared objectives. As the peer 
group provides a supportive environment for identity devel-
opment. A climate for growth and self-knowledge that the 
family is ill-equipped to give and that very few others can 
provide them, including adolescent friendships. This is the 
distinctive advantage of friendship among adolescents. 

Another finding of the study revealed the strength of the 
relationship between emotional intelligence and peer be-
longingness according to gender sub-sample. The female 
showed a stronger positive correlation than the male under-
graduate students. It can be seen that females are better at 
building interpersonal relationships because they exhibit 
more nurturing behavior, an empathic mindset, and a 
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caring personality, the possible reason behind it the innate 
ability of parental care nature among females in compari-
son to males. Even though men are more adaptable, opti-
mistic, and self-assured. In comparison to girls, boys’ 
friendships tend to be more active and less personal. So, it 
can be said that boys are less susceptible to emotional 
trauma and can manage stress more effectively than 
women. 

As per the proposed ability model and mixed model of 
emotional intelligence illustrated that people with high 
emotional intelligence (EI) are able to recognize and express 
their emotions clearly, comprehend the feelings of others, 
and build and maintain mutually satisfying and responsible 
interpersonal relationships. They can also increase their so-
cial support while creating a reliable connection to the out-
side world. In the previous research (Brown et al., 1986; 
Brown & Lohr, 1987), it was found that adolescent girls 
place more significance on belonging to a group than boys 
and are more strongly bonded to their peer groups than 
boys. 

Similarly, the study of various other researches (Cairns 
et al., 1995; Galambos, 2004) revealed that female adoles-
cents have more friends than male adolescents do, and those 
female adolescents also exhibit higher levels of empathy, 
self-disclosure, and lower levels of overt hostility in their 
friendships. They also expect and demand more caring be-
havior from their friends. Nolen-Hoeksema and Girgus 
(1994), Rose and Meyer (2007) illustrated that girls are 
more likely than boys to engage in ruminative coping, 
which is dwelling on unpleasant circumstances and the neg-
ative emotions connected to issues and that they participate 
in greater co-rumination, which makes them more suscep-
tible to their companions’ suffering. Even though males 
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may not gain as much as girls from the sense of belonging 
that is a product of deep, lasting friendships, boys are less 
sensitive to the emotional agony that is likely to accompany 
high levels of disclosure and co-rumination. 

Boys and girls may have different ways of speaking 
about or describing their friends, which can hide the signif-
icance of how much a sense of association affects a person’s 
mental health. However, it implies that establishing a sense 
of peer group integration shows a range of healthy coping 
abilities, such as problem-solving, effective communication, 
and emotional control (Beam et al., 2002; Farrington, 
2004; Graber, 2004). Contrary to these findings, Ribera et 
al. (2015) revealed that gender and age had not found their 
role in peer belonging and institutional acceptance. 

Locality-wise analysis revealed that rural students had a 
stronger relationship between emotional intelligence and 
peer belongingness than urban students. It shows that the 
students belonging to a rural locality are better at regulating 
their emotions and are more engaged in developing their 
interpersonal relationships. It is a common observation that 
rural people have better social skills, more empathetic and 
caring behavior towards others, and also sustain healthy, 
responsible, and mutually satisfying relationships with one 
another than urban people. The possible reason for this 
may be that rural people have more time compared to ur-
ban and they spend it with their peers, family and relatives 
that, which fosters their interpersonal relationships. The re-
searchers also elucidate the findings in the context of the 
university residential hostels, where it is generally observed 
that the residential students belonging to rural localities are 
very attached to their peers of their same locality and show 
very cooperative attitudes toward them, it may be the cul-
tural impact of a rural community that influence their social 
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skills, which is one of the dimensions of the emotional in-
telligence and helps in managing peer relations while the 
individual belonging from urban locality having busy life 
schedule that restricts their relational engagement including 
social participation, inclusion, and integration, which is one 
of the aspects of the emotional intelligence that implies to a 
feeling of attachment to others. This suggests that social 
functioning is improved when a person has a higher emo-
tional intelligence 

Contrary to the above findings, Mahato (2016) revealed 
that urban adults have higher levels of emotional intelli-
gence as compared to adults from rural areas. The study of 
Ribera et al. (2015) highlighted that the students’ percep-
tion of institutional acceptance was unaffected by their liv-
ing conditions. After adjusting for student demographics, 
college experiences, and institutional features, individuals 
who lived on campus reported the same levels of institu-
tional acceptance as those who resided off campus. 

Lastly, streamwise analysis was done, and it was re-
vealed that non-science students had a stronger relationship 
between emotional intelligence and peer belongingness than 
science students. A study by Qayyum (2016) discovered a 
reduction in medical students’ emotional intelligence in this 
area; he also noted the necessity for future doctors to ac-
quire the skills necessary to manage their own emotions as 
well as those of their patients. Hence, the researchers sug-
gest that the skill set which is essential for emotional intel-
ligence is to be developed in science students, which will 
help them to establish prosocial behavior. Eisenberg’s the-
ory of prosocial behaviors states that people develop pro-
social behavior through paying attention to others’ needs, 
deciding to help others, and linking intention and behavior. 
The higher a person’s EI, the more accurately they will be 
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able to gauge the emotions of those around them and the 
greater the likelihood that they will participate in PSB. 

IMPLICATIONS OF THE STUDY 

The findings of the study sought to elucidate the rela-
tionship between emotional intelligence and peer belong-
ingness. These findings suggest intervention efforts for the 
stakeholders, including college students, teachers, univer-
sity or college administration and policymakers. 

To start with teachers, they should place a focus on stu-
dents’ relational engagement and involve them in various 
intellectual activities (such as promoting discussion, asking 
students to explore their ideas, and helping students to form 
positive relationships with their peers). In addition, educa-
tors must determine which pupils are lacking in emotional 
intelligence (EI) and instruct these students on how to raise 
their EI by delving deeper into the various aspects that com-
prise it (self-awareness, self-regulation, motivation, empa-
thy etc.) one at a time. Furthermore, collaboration between 
teachers and students is important for building trust in ed-
ucational institutions. As in academic institutions, trust is 
disappearing. This loss of faith makes educational institu-
tions’ services even poorer. Consequently, it is impossible 
for the administration, professors, and students to collabo-
rate efficiently. Emotional support from teachers can im-
prove students’ trust in the institution, their sense of belong-
ing there, their willingness to try new things and take risks, 
their motivation to learn, their ability to remember what 
they’ve learned, how satisfied they are with their studies, 
and their overall experience in class. 

Secondly, students should take part in co-curricular ac-
tivities and other pursuits since they enable them to bring 
out the best in their friends, view one another from new 
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perspectives, and enjoy common interests. These activities 
also play a crucial role in the development of their friend-
ships. Through these activities, they have a sense of famili-
arity with college. In addition to co-curricular activities, in-
volvement in learning communities and service-learning 
projects like participating in the students’ union, eco-club, 
drama club, literary club, different committees of the de-
partment etc., in which having a formal student leadership 
position also made them feel more accepted by their peers 
and by their institutions. Also, participating in psychologi-
cal seminars and workshops can help to increase the emo-
tional intelligence and social competencies among students. 

Thirdly, a university environment and its customs and 
traditions help students feel socially supported by their 
peers and other students, particularly significant for those 
who experience further marginalization at college as a re-
sult of their socioeconomic standing, gender, sexual orien-
tation, race, or ethnicity. Campus programs that encourage 
frequent and healthy contact between students must to be 
supported in order to continue functioning as effectively as 
possible. Lowering experiences of rejection should be a goal 
in addition to raising students’ sense of belonging. Further, 
targeting and enhancing emotional intelligence would also 
be a possible strategy for prevention and intervention ef-
forts associated with a sense of belongingness. They should 
organize engagement programs, including high-impact 
practices (HIPs) that have been shown to be beneficial in 
encouraging student learning, growth, and perseverance, 
therefore, institutions should establish programs including 
learning communities, service learning, undergraduate re-
search, internships, capstone projects, and study abroad. 
Further, group guidance and individual counseling should 
be organized regularly in which the guide or counselor acts 
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actively and offers support while the young adolescent is 
going through a trying time. The youth look forward to 
spending time with the counselor, having enlightening con-
versations with him or her, and making every effort to obey 
the counsel given. 

The administration also encourages student collabora-
tion on research as peer interactions are crucial to the 
growth of college students since they are in the transitional 
stage between adulthood and entering society. College stu-
dents will work more effectively in research collaboration 
if they respect and trust their collaborators more. So, the 
administration and organization of the research team 
should promote social support and not overlook peer rela-
tionships. All of these can increase interdependence and 
personal gain, which considerably encourages productive 
collaboration in scientific study. Further, workshops and 
training programs should be organized to address the issues 
with emotional intelligence and stress as students show 
more favorable perceptions of and relationships with teach-
ers who have higher emotional intelligence. Last but not 
least, Punishment should be avoided in school as prosocial 
people receive punishment, and their level of cooperation 
declines as a result of a decline in interpersonal trust. 

Lastly, policymakers and practitioners at higher educa-
tion institutions (HEIs) should reevaluate, redesign, and es-
tablish new policies and procedures to help well-trained 
professionals improve HEIs’ responsiveness to deal with the 
needs of demanding situations with resolve, emotional in-
telligence, and greater learning. In order to increase their 
capacity for learning, emotional intelligence teaches stu-
dents to make sensible assessments of the situation, to have 
faith in their professors, and to be aware of the institution’s 
principles and standards. It may be suggested to design 
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policies that address satisfying the needs of students for be-
longing in universities. In accordance with these principles, 
universities should, for instance, encourage the formation 
of student organizations by providing the chance for activ-
ities where students may feel the flow and by planning fun 
social events. Further, the emotional intelligence content 
should be a part of the curriculum because it will help chil-
dren cope with the challenging circumstances of post 
COVID-19 pandemic. 

 CONCLUSIONS  

The study takes inspiration from ideas found in previous 
works as well as the theory of student involvement. Both 
researchers and practitioners in the field of education can 
benefit from the findings. The researchers emphasized the 
significance of paying attention to the students’ connections 
with emotional intelligence and peer relations and found a 
positive relationship between them. Although there are a 
number of restrictions that need to be taken into account 
before generalizing the findings because of the small sample 
size this study opens the discussion about several ways the 
university community might cooperate to improve EI, as an 
individual with strong emotional intelligence can recognize 
their own emotions, express them effectively, comprehend 
others’ emotions, and build and maintain mutually benefi-
cial and responsible interpersonal connections with their 
peers and teachers in the university.  
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APPENDICES 
 
 
Table 1 
Pearson correlation matrix in the total sample of under-
graduate students 

Correlations 

 EI Score PB Score 

EI Score 
Pearson Correlation 
Sig. (2-tailed) 
N 

            1 
 
       130 

.514** 

.000 
130 

PB Score 
Pearson Correlation 
Sig. (2-tailed) 
N 

      
      514** 
     .000 
      130 

 
1 
 
130 

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

 
Table 2 
Pearson correlation matrix in the female sub-sample of under-
graduate students  

Correlations 
 EI Score PB Score 

EI Score 

Pearson  
Correlation 
Sig. (2-tailed) 
N 

 
         1 
   
       69 

 
.626** 
.000 
69 

PB Score 
Pearson Correlation 
Sig. (2-tailed) 
N 

 
   .626** 

.000 
 69 

 
1 
 

69 

**Correlation is significant at the 0.01 level (2-tailed). 
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Table 3 
Pearson correlation matrix in the male sub-sample of undergrad-
uate students 

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

 
 
Table 4 
Pearson correlation matrix in the rural sub-sample of undergrad-
uate students 

Correlations 
 EI Score PB Score 

EI Score 

Pearson Correla-
tion 
Sig. (2-tailed) 
N 

 
      1 

       
.682** 
.000 
37 

 
     37 

PB Score 

Pearson Correla-
tion 
Sig. (2-tailed) 
N 

 
     

.682** 
   .000 
      37 

 
    1 

 

    37 

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

Correlations 
 EI Score PB Score 

EI Score 
Pearson Correlation 
Sig. (2-tailed) 
N 

 
         1 
 
      61 
 

.417** 
.001 
61 

PB Score 
Pearson Correlation 
Sig. (2-tailed) 
N 

 
.417** 

   .001 
     61 

 
    1 

 
    61 
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Table 5 
Pearson correlation matrix in the urban sub-sample of under-
graduate students 

Correlations 
 EI Score PB Score 

EI Score 
Pearson Correlation 
Sig. (2-tailed) 
N 

 
       1 

 
     .454** 

   .000 
      93 

 
      93 

PB Score 
Pearson Correlation 
Sig. (2-tailed) 
N 

 
    .454** 

  .000 
     93 

 
      1 

 
      93 

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

 
 
Table 6  
Pearson correlation matrix in the non-science sub-sample of un-
dergraduate students 

Correlations 
 EI Score PB Score 

EI Score 
Pearson Correlation 
Sig. (2-tailed) 
N 

             
          1 

 
.614** 
.000 
66 

 
    66 

PB Score 
Pearson Correlation 
Sig. (2-tailed) 
N 

 
    .614** 

  .000 
    66 

 
1 
 

66 
**Correlation is significant at the 0.01 level (2-tailed). 
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Table 7 
Pearson correlation matrix in the science sub-sample of under-
graduate students 

Correlations 
 EI Score PB Score 

EI Score 

Pearson Corre-
lation 
Sig. (2-tailed) 
N 

  
       1 

 
.429** 
.000 
64 

 
     64 

PB Score 

Pearson Corre-
lation 
Sig. (2-tailed) 
N 

 
      .429** 

  .000 
   64 

 
1 
 

64 
**Correlation is significant at the 0.01 level (2-tailed). 

 

 
 
 
 
 
 



 
 

Journal of Educational Studies  
Volume 6, number 2, 2024, pp. 75–101 
 

ASSESSING POOR ATTENDANCE OF  
UNDERGRADUATE STUDENTS OF THE  

UNIVERSITY OF ILORIN IN GENERAL  
STUDIES CLASSES FOR A CHANGE 

Muhinat Bolanle Bello1  

Abstract 
Student attendance in General Studies (GNS) classes at the Univer-
sity of Ilorin has significantly declined despite institutional efforts to 
improve participation through scheduling adjustments and blended 
learning options. This persistent low attendance raises concerns 
about the effectiveness of GNS courses, which are designed to pro-
vide students with foundational knowledge across disciplines. The 
problem is multifaceted, with administrative, infrastructural, student-
related, and lecturer-related factors contributing to absenteeism. De-
spite the university’s policy requiring 75% attendance for eligibility to 
write examinations, students frequently disregard GNS classes, po-
tentially undermining their academic development and overall univer-
sity experience. To investigate this issue, the study adopted a quali-
tative case study design, allowing for an in-depth exploration of the 
factors influencing poor attendance. Data were collected through an 
unstructured, two-item interview instrument administered via Google 
Forms to ensure respondents’ anonymity and encourage honest re-
sponses. The study sampled undergraduates from ten faculties using 
a purposive sampling technique, selecting 24 participants through 
simple random sampling. Data were analyzed thematically using  
ATLAS.ti. The findings highlight the urgent need for institutional re-
forms, infrastructural improvements, and pedagogical innovations to 
enhance student engagement and attendance in GNS classes. 
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INTRODUCTION 

In the educational setting, schools bear the fundamental 
responsibilities of creating an environment conducive to 
learning and providing effective knowledge to students. 
However, the achievement of these goals is intrinsically tied 
to the consistent presence of students in classrooms. The 
learners need to be available in the school to learn. In the 
context of the autonomy granted to higher education stu-
dents, a noteworthy challenge persists in the form of poor 
attendance, particularly in General Studies (GNS) classes. 
Higher institution students have the freedom to attend class 
or not to some degree, yet a certain percentage of attend-
ance is required to qualify for entering final examinations. 
All higher institutions have their peculiar policy on the at-
tendance system that suits the situation of the school in-
volved. In the Undergraduate Academic Program of the 
University of Ilorin, this percentage was 75% as of 2024. 
Despite the knowledge of this, poor undergraduate attend-
ance is at a high level, especially in General Studies Classes. 

Proper attendance of students encourages both the 
teacher and the student in every institution of learning, 
from the primary session to the higher institution. The 
availability of students encourages the teachers to teach ef-
fectively, and it will enable the students to learn all they are 
supposed to learn as a whole. Half knowledge of a subject 
matter is not enough to create a positive and expected learn-
ing outcome. In every institution of learning, adequate at-
tendance is important for both the teacher and the student. 
Teaching cannot take place without the presence of 
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students; this is why adequate measures are put in place to 
better effective teaching and learning.  

The challenges associated with poor attendance are not 
confined to a specific geographical location or course disci-
pline. Ezeji’s (2017) research underscores that poor attend-
ance is a widespread issue across tertiary institutions. The 
advent of e-learning, as a potential solution, prompts ques-
tions about the effectiveness of different teaching modalities 
in addressing attendance concerns. The intricate web of fac-
tors influencing poor attendance in General Studies classes 
necessitates a thorough understanding of motivational, in-
stitutional, and personal aspects contributing to this phe-
nomenon. Addressing these factors is essential for develop-
ing targeted interventions, allowing institutions like the 
University of Ilorin to enhance attendance rates and foster 
a more enriching and effective learning environment for 
their students. 

REVIEW OF LITERATURE 

Attendance plays a pivotal role in establishing a dynamic 
and symbiotic relationship between teachers and students. 
Sekiwu et al. (2020) highlight that consistent attendance is 
a prerequisite for academic success, creating an environ-
ment where teachers can effectively impart knowledge, and 
students can actively engage with course content. Attending 
school regularly is essential to developing the abilities and 
knowledge needed for academic achievement (Reid, 2005). 
It makes it possible for each student to acquire new 
knowledge that will support the growth of the intended 
abilities and potential. But this cannot happen in the con-
text of poor attendance.  

School absenteeism or poor attendance is defined as a 
student’s excused or unexcused absences from school (Reid, 
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2005). Students’ absenteeism is commonly characterized as 
“intentional or frequent absence from the class without a 
justifiable explanation, excluding sickness or accidents”, 
according to Teixeira (2013). Students’ absence from class 
is defined as the period of time during which students do 
not attend classes (Teasley, 2004).  

According to Teasley (2004) and Ruel et al. (2021), stu-
dents’ attitudes and passion for learning have a significant 
role in their absenteeism, with less motivated students miss-
ing more school than more motivated ones. According to 
Schwartz et al. (2009), absenteeism is negatively related to 
future-oriented academic goals. This indicates that stu-
dents’ lack of enthusiasm to attend class may have a more 
negative influence on their academic development. For pu-
pils who consistently attend the class, it would be different. 
Because they pay attention to all of the courses and tests, 
kids who attend class regularly will advance academically. 
Students who have paid attention to all of the class lessons 
are well-prepared and knowledgeable for the test (Teixeira, 
2013). However, the opposite is true when attendance is 
low. Class attendance and academic performance of sec-
ond-year university students in organic chemistry courses 
were examined by researchers like Ayoko et al. (2023). The 
findings indicated a substantial positive correlation be-
tween exam scores and class attendance. Similarly, Sekiwu 
et al. (2020) investigated the connection between attend-
ance and academic achievement in Uganda’s universal pri-
mary education system. Even if, in this case, academic per-
formance was not significantly impacted by the school at-
tendance variable, one of the results indicated a favorable 
association between the two. 

According to Balkis et al. (2016), low attendance dis-
rupts the dynamic teaching-learning environment. Chronic 
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absenteeism puts the teaching-learning environment at risk 
by making the classroom a tedious and unpleasant place 
where students are irritable and uncomfortable when they 
attend. To put it another way, people who miss courses for 
any reason miss out on the chance to acquire the knowledge 
and skills necessary to succeed academically and hence lose 
out on long-term advantages. According to Crede and 
Kieszcynka (2010), consistent attendance at school does 
not ensure academic success because many students may at-
tend courses, but not participate in learning activities. 
Crede and Kieszcynka went on to suggest that to maximize 
academic value, both teachers and students should actively 
participate in class attendance. Therefore, to guarantee that 
students have a smooth teaching and learning experience, 
care must be taken to manage absenteeism at the tertiary 
education level. Numerous earlier studies show a wide 
range of absentee rates in higher education, which has wor-
ried instructors and school officials. Since absenteeism is a 
major factor in subpar academic performance, higher edu-
cation institutions are becoming concerned about the drop 
in student attendance (Sekiwu et al., 2020).  

Absence from lectures by students in higher education is 
becoming a more widespread issue that cuts across nations, 
institutions, and subject areas. This may be because of the 
new order of e-learning, where different platforms can be 
employed for effective teaching and learning. Additionally, 
it has drawn a large number of studies in which interested 
parties have attempted to explain the difficult trend by out-
lining the contributing variables in many academic settings 
and potential remedies for it through a variety of strategies 
(Egede & Bivwiere, 2021). 

The reasons students struggle with attendance are varied. 
These include academic difficulty, financial struggles, 
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mental health issues, family responsibilities, and social pres-
sures (Egede & Bivwiere, 2021). These challenges intersect 
to create barriers to attendance, prompting the need for in-
stitutions to provide targeted support to address these mul-
tifaceted issues and improve attendance rates.  

Academic difficulty is a major factor in poor attendance 
among undergraduate students (Knoster, 2016). Students 
who are struggling with academics may feel overwhelmed 
or discouraged and therefore avoid attending classes. Addi-
tionally, students may feel as though their lack of under-
standing will be evident to their peers, and they may be-
come embarrassed or ashamed (Penteado, 2024). Financial 
struggles are another factor that can lead to poor attend-
ance in undergraduate students (Blad, 2023). College tui-
tion and living costs can be expensive, and many students 
struggle to pay for their education. This may lead to stu-
dents working long hours and finding it difficult to attend 
classes (Knoster, 2016).  

Mental health issues are another factor that can influ-
ence the turnout of undergraduate students in General stud-
ies classes (Blad, 2023). Students who are struggling with 
depression or anxiety may find it difficult to motivate them-
selves to attend classes. Additionally, students may not be 
aware of the resources available to them on campus and 
may not seek help. Additionally, research has found that 
students who have poor attendance are more likely to be 
delinquent and have poorer mental health (Knoster, 2016). 
Good attendance is essential for academic success. To im-
prove attendance, teachers and administrators should cre-
ate a positive school environment that encourages students 
to be in class (Golann, 2015). This can include providing 
incentives for good attendance and reinforcing positive 
messages about the importance of attending school (Amalu 

https://unidel.academia.edu/bernadetteegede?swp=tc-au-49451548
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& Abang, 2016). Additionally, schools should provide re-
sources and support to students who may need additional 
assistance to attend school regularly (Ayoko et al., 2023). 

Poor attendance is paramount among university under-
graduate students as they move from high school to post-
secondary education, and university undergraduate stu-
dents encounter several difficulties. While they may be pre-
pared academically, the shift in expectations and demands 
can be difficult to adjust to (Tinto, 1993). Common issues 
include increased workloads, increased academic competi-
tion, and new social dynamics (Vanderkam, 2016). Stu-
dents may also struggle with time management, stress, and 
feelings of isolation. University students can benefit from 
the support of peers, faculty, and university resources to as-
sist students in acclimating to their new surroundings 
(Schwartz et al., 2009). However, all these have also af-
fected their academic commitment to General Studies. 

General studies are a broad subject area that encom-
passes a wide range of topics, from the natural sciences and 
technology to the humanities and social sciences. It is a field 
of study often seen as a stepping stone to further academic 
studies but can also be used as a foundation for specialized 
academic fields. General Studies is an important part of any 
educational system. It is the foundation for all other areas 
of study, providing students with the skills and knowledge 
to become informed and responsible citizens. It helps to cre-
ate well-rounded individuals who can think critically and 
make informed decisions. General studies also help to equip 
students with the skills to communicate and work with oth-
ers effectively. Recent research has shown that General 
Studies is particularly important for helping to develop stu-
dent resilience and self-awareness. The National Leadership 
Council for Liberal Education and America’s Promise 
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[LEAP] (2007) said that “General education courses help 
students to understand their behaviours and the behaviour 
of others, to think critically and creatively, to understand 
the complexities of the world, and to develop the skills 
needed to effectively navigate the world” (p. 4). The report 
also found that General studies courses can help promote 
student engagement and help build a sense of purpose and 
civic engagement.  

General Studies provide a strong foundation for students 
to improve their communication, problem-solving, and crit-
ical thinking abilities as they create well-rounded individu-
als who can effectively engage with the world around them. 
Overall, general studies continue to be an important field 
of study, as they provide a comprehensive view of the global 
context and investigate the impacts of globalization and 
other social issues on contemporary society.  

Tinto’s Student Integration Theory (1975, 1993) ex-
plains student retention based on academic and social inte-
gration. In the context of this study, academic disengage-
ment due to the perceived irrelevance of GNS courses, poor 
teaching methods, and infrastructural challenges reduces 
student motivation to attend classes. Similarly, social dis-
connection, influenced by peer influence, poor institutional 
communication, and financial constraints, further weakens 
attendance. To improve GNS class participation, the uni-
versity must enhance course relevance, adopt interactive 
teaching strategies, improve learning environments, and 
strengthen institutional support. Addressing both academic 
and social integration will foster a culture of consistent at-
tendance and meaningful engagement in GNS classes. 
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METHODOLOGY 

Background of the research 

In recent times, attendance at the General Studies Classes 
at the University of Ilorin has raised a source of concern in 
both physical and online classes; during physical classes, a 
lot of undergraduates in the locale university are usually 
outside the classroom while the lecturers are teaching. This 
has been a source of concern for the University, the timing 
was seen as a challenge, and thereby, it was changed from 
8 am - 10 am to 12 pm-2 pm on the university timetable. 
After two academic sessions of teaching with the resched-
uled timetable, the population of attendees kept reducing. 
This made the University implement blended teaching, 
meaning accommodating both physical and online classes. 

In a scenario of 100 level GNS class of over 13,000 stu-
dents, only 40 students attended class for week one, 101 for 
week two, and 63 for week three, while the highest attend-
ance for that session was 210 students at the end of thirteen 
weeks of lecture in a virtual class. The same was the case of 
GNS for 200 Level with a student population of over 
14,000 in virtual class; the attendance was very low. This 
was what prompted the researcher not to ask the lecturers 
but the students why they were not attending both the phys-
ical and online General Studies Classes and the factors that 
could be responsible for the poor Attendance of Undergrad-
uates of the University of Ilorin in General Studies Classes. 

Research gap   

Despite extensive research on student absenteeism in 
higher education, limited studies have specifically examined 
attendance challenges in General Studies (GNS) courses, 
particularly in Nigerian universities. Existing literature 
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often focuses on course-specific attendance patterns rather 
than multi-disciplinary courses like GNS, which are com-
pulsory but perceived as non-essential by students. Addi-
tionally, while prior studies address institutional and infra-
structural barriers, they rarely explore student perceptions 
and motivations for non-attendance within the Nigerian 
context. 

Furthermore, research on blended learning and attend-
ance in large-scale GNS classes remains scarce, especially in 
West African institutions, where digital learning infrastruc-
tures are still evolving. This study fills these gaps by explor-
ing the underlying reasons for poor GNS attendance from 
the students’ perspective and proposing context-specific in-
terventions to improve engagement. 

Objectives 

The study explores Factors contributing to the Low At-
tendance of Undergraduates of the University of Ilorin in 
General Studies Classes. Specifically, the study examines: 

1. factors responsible for Poor Attendance in GNS Clas-
ses at the University of Ilorin as assessed by undergraduates; 

2. possible solutions to factors responsible for poor at-
tendance in GNS Classes at the University of Ilorin as as-
sessed by Undergraduates. 

Research questions 

To direct this study, the following research questions 
were developed:  

1. What do undergraduate students at the University of 
Ilorin consider to be the main causes of their low attendance 
in GNS classes?  
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2. What are the probable solutions to causes related to 
poor attendance in GNS Classes as assessed by Undergrad-
uate Students at the University of Ilorin? 

Research design 

The research adopted a qualitative approach of a case 
study design. Creswell and Creswell (2017) emphasize that 
qualitative research is particularly useful for gaining in-
depth insights into complex phenomena. Assessing poor at-
tendance is a multifaceted issue, and qualitative methods 
allow for a comprehensive exploration of the reasons be-
hind it. 

Data collection methods 

An unstructured 2-item interview with psychometric 
qualities of content validity was the only instrument that 
was adopted to elicit the needed data for the study. It was 
presented to the respondents in a Google Form, the essence 
of Google Form is to allow the respondents to express them-
selves without fear of intimidation or cancelling infor-
mation. This was in line with the opinion of Creswell 
(2012), who maintains that administering a research instru-
ment through Google Forms gives respondents a good op-
portunity to express themselves freely behind the was used. 

Participants and sampling procedure 

The population used for this study were all undergradu-
ate students of the University of Ilorin. Purposive sampling 
techniques were used to sample 10 faculties out of the 16 
faculties in the university; Faculties of Education, Agricul-
ture, Social Sciences, Basic Medical Sciences, Physical Sci-
ences, Life sciences, Arts, Veterinary Medicines, Law and 
Communication and information sciences. A total of 24 
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undergraduates were sampled using a simple random sam-
pling procedure in ratio 2:2:2:2:2:2:2:2;2;2:2;2 and 4 
across the sampled faculties.    

Data analysis 

The ATLAS.ti statistical package was used to analyze the 
qualitative data with thematic coding. According to Cre-
swell (2012), it is used to make the process of storing, sort-
ing, coding, analyzing, and performing data representation 
easier.  

Ethical considerations 

The study reported the participants’ perceptions using a 
pseudonym to preserve their privacy, following the recom-
mendation of McCann and Clark (2003). Creswell (2012) 
points out that the researcher needs to be aware of how to 
maintain the anonymity of the people and the location 
where the data is being collected.  

RESULTS 

The results of this investigation were presented following 
the inquiries for the study using ATLAS.ti, data collected 
were coded through thematic coding. 

Research Question One: What do undergraduate stu-
dents at the University of Ilorin think are the main causes 
of their low attendance in GNS classes?  

The first figure shows the analysis of the data in themes.  
Figure 1 shows the responses on reasons for poor attend-

ance in four main themes, which are; Administrative, infra-
structural, students and lecturers, which means that these 
four are all factors responsible for why students’ attendance 
to GNS classes is poor.  
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Each of these factors is responsible for students’ poor at-
tendance is not expanded and explained further. 

Figure 2 revealed the students identified the factors that 
contributed to their poor attendance in GNS classes as, first, 
administrative reasons, which have to do with the lack of 
importance placed on class attendance by the school admin-
istration, so students don’t show up for class since they felt 
the class is not important. Also, the public address system 
is not audible enough to reach all the students in the class-
room, and the lack of proper planning of the team teaching 
by lecturers is another reason for poor attendance. Lack of 
communication on class cancellations to the students dis-
courages most of them, leading to poor attendance.  

Figure 3 shows that the second reason for poor attend-
ance in GNS classes is infrastructural factors; first on the 
list is poor internet access, especially during online classes. 
The majority of the students find it very difficult to join the 
class because the network is poor, while those who joined 
can’t make any meaning from the class because the network 
keeps fluctuating. It was also pointed out that the class at-
mosphere is always unbearable due to the heat when it is 
physical. It is either the case of non-functional air condi-
tioning to none non-functioning ceiling fans in most of the 
lecture halls. Another major reason is insufficient space for 
sitting; GNS classes are general classes which makes them 
too large to be effective. 

Figure 4 revealed that the third factor revealed students’ 
reasons, such as lack of phone and data required for the 
virtual classes, poor network, time management, and trans-
portation problems. Some students felt the classes were un-
interesting and lacked relevance to their major course of 
study in the university, so they felt their major course of 
study was more important than the GNS course. Some do 
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not attend classes because their friends do not attend, and 
some refuse to attend because they believe they can read the 
textbook and pass on their own without attending classes. 

Figure 5 revealed the teachers teaching the GNS as one 
of the reasons for their poor attendance. This is because lec-
turers sometimes come late to class and lack proper class 
management as the class is mostly noisy. The lecturers also 
lack the will to make the lecture explanatory and interesting 
enough to make the students understand and be willing to 
always come for more classes. Many lecturers failed to 
make virtual teaching and learning activity-based. Also, 
postponement and cancellation of classes without timely in-
formation passed across to the students. 

Research Question Two: What are the probable solu-
tions to causes related to poor attendance in GNS Classes 
as assessed by Undergraduate Students at the University of 
Ilorin? 

Data on possible solutions were also presented under 
three themes in line with the responses. Figure 6 revealed the 
categories of possible solutions to poor attendance in GNS 
classes based on institution, students and lecturers. 

Figure 7 revealed an institution solution that can en-
courage or promote positive class attendance at GNS, as 
it ranges from; making the classes be on a departmental 
basis rather than on a faculty basis. The students want the 
university to provide a more conducive seating arrange-
ment and a hall that can accommodate the specified num-
ber of students who are required to be present in the class 
for physical classes. The lecturers should be time-conscious, 
and the unit load should be increased. The students prefer 
a physical class to a virtual class. Good teaching, which is 
the present practice, should be discouraged; classes should 
be less cumbersome, among others. 
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Figure 8, explains that some students felt eradicating the 
course is the solution since it is not relevant to their field of 
study, while others felt making the class virtual is the best 
once a working Wi-Fi is put in place. Figure 9 also explains 
the lecture-based solutions that there is the need for lectur-
ers to always take class attendance very seriously and at-
tract scores to it. Also, new and interesting topics should be 
introduced for discussion in the GNS classes. 

 

The relevance of GNS in every university is to widen the 
horizon of students beyond their area of specialization. 
Every undergraduate in a Nigerian university they are ex-
pected to undertake general studies in key courses that help 
to shape moral values, societal values and entrepreneurial 
skills. That is why GNS 111 and 112 use English. GNS 211; 
Philosophy, logic and Nigerian Culture and 212: Introduc-
tion to the Social Sciences and Citizenship Education. GSE 
202 theoretical aspect of entrepreneurial skills. GNS 311; is 
History and Philosophy of Science while GNS 301 is on 
practical entrepreneurial skills to be undertaken by all stu-
dents despite their faculties or course of study in the Uni-
versity. The recent surprise now is that students are absent 
from these general courses’ classes. It was changed from 
physical class to virtual, yet the attendance is low. Reasons 
for attendance were revealed to be in four categories based 
on the findings of the study—administrative, Infrastruc-
tural, Student and Lecturer factors. 

From the findings of the study, it was revealed that four 
bodies are responsible for students’ poor attendance at GNS 
classes. The reasons listed are administrative, infrastruc-
tural, students and lecturers. The school administration 
failed to make adequate provisions for a conducive 

DISCUSSION
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teaching-learning environment, especially when classes 
were held physically. Facilities such as a public address sys-
tem that will make lecturers audible for students to enjoy 
lessons are lacking. Students also consider a constant change 
of lecturers as a vital reason for their poor attendance. They 
wanted a situation where only one lecturer would handle all 
the content, meaning the whole idea of team teaching was 
not a welcome development by the students. There is also 
the administrative reason for poor recording during virtual 
classes. When recordings are not clear and audible, students 
will fail to interact with such material. At times classes are 
cancelled with prior information regarding the class. This 
corroborated with the findings of Akomolafe and Adesua 
(2016) that there was a significant relationship between 
physical facilities and students’ level of motivation to class 
attendants. 

Infrastructure was another reason students’ attendance 
at GNS was poor, such as poor or epileptic internet access 
and overcrowded lecture halls without electricity to power 
the Fan and the Air conditioners, thus making the lecturer 
hall so hot for effective teaching and learning process. This 
is in agreement with previous findings of Ayoko et al. 
(2023) on the inadequacy of infrastructural facilities in pub-
lic universities in Nigeria, that influences effective teaching 
and learning in public universities. 

On the part of the students constituting reasons for their 
poor attendance at GNS class, some of their reasons are 
time management on the part of the lecturers taking the 
class; they also claim that so many times the class are so 
boring. It is also a teaching center and lacks students’ active 
participation. They also gave the irrelevance of some of the 
contents of the course as a reason for poor attendance. Poor 
transportation to school was also mentioned as a reason, 
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insufficient data or no data at all to join the virtual class. 
Some even complain that because the class is virtual, others 
maintain the fact they can read the textbook that is availa-
ble for them, so attending class is not compulsory peer in-
fluence was also pointed out as a reason, meaning because 
my friend did not participate in GNS class so do I. This is 
in agreement with the work of Oweikpodor et al. (2022), 
which revealed that “most students show a negative atti-
tude toward lectures because they can borrow lecture notes 
from fellow students, buy a textbook, create a study group 
or engage in personal reading” (p. 11). 

Lastly, it was revealed that lecturers also contribute to 
why students’ attendance at GNS classes is so poor; in a 
sense, most time, they fail to keep to lecture time, thus al-
ways going late to class. Even when they come for lectures, 
they fail to make the lesson interesting and lack motivation. 
Students also claim that most class schedules are not clear. 
Thus, students don’t always have an idea of who or which 
lecturer is coming for the next class. Among the reasons 
given by the students is that lecturers also display a lacka-
daisical attitude towards the lecture, which was why most 
of the time they failed to control their class and the class 
became so noisy. Even when classes were virtual, so many 
lecturers were very inactive and used a teacher-centered ap-
proach. This agrees with Penteado’s (2024) findings, which 
revealed that the primary excuses for skipping lectures are 
poor motivation by the teachers and the teaching approach 
which is teacher-centered.   

The second finding on the possible ways of promoting 
students’ attendance at GNS classes, the study revealed 
some solutions suggested by the students, and it was cate-
gorized under three categories, which are institutional-
based, student-based and lecturer-based. One of the 
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institutional-based suggested solutions is consistency in a 
physical class, meaning that the university administration 
should stick to one physical class. There should be an in-
crease in the unit load of GNS. Maybe students will be more 
serious with class attendants when they know that it is not 
just two credits but three or four units. The provision of an 
adequate hall with good space to take care of the student 
population can go a long way in promoting good class at-
tendance. The University administration should reorganize 
GNS to be departmental-based rather than Faculty wield. 
This will help to reduce the cumbersome nature of the class, 
and the problem of space will not arise. Also, a lecturer can 
conveniently handle the course without changing lecturers 
weekly. Institutions of learning should provide good and 
spacious learning spaces to promote class attendance. 

Moreover, the students and lecture-based solutions sug-
gested that emphasis should be more on the online classes, 
and there should be working Wi-Fi for students and the lec-
turers. Class attendance should be made compulsory, and 
it should attract marks. The lecturers also suggested that 
some of the topics in the GNS are obsolete; the GNS unit 
should try and review the content and inject more current 
and relevant content. The student also considers outright 
cancellation of the course since it is not relevant to some of 
their area of discipline. This is in support of the recommen-
dations made by Ajiboye and Tella (2006) that the admin-
istration of the school should create a system for giving 
grades to students who attend lectures to motivate those 
who dislike them.  

CONCLUSIONS 

From the study, it was clear that undergraduates of the 
University of Ilorin’s poor attendance to GNS classes are 
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centered on four major premises, which are administrative, 
infrastructural, students and lecturers. All these four consti-
tute, in one way or the other, why GNS class attendees are 
poor. At the same time, solutions or suggestions were also 
institutional, student and lecturer-based. The study’s con-
clusions lead to the following recommendations:  

1. To effectively eradicate poor attendance, necessary 
and conducive infrastructural facilities should be put in 
place such as students would be encouraged to attend GNS 
class lectures with convenience. 

2. Lecturers should be dynamic and flexible in their 
teaching approaches, making it more lively and engaging 
for students. This will reduce the level of boredom in a gen-
eral class. Marks can be awarded for attendance; this will 
also serve as reinforcement not to miss class. 

3. The institution should provide enough means of trans-
portation to reduce the stress of getting to school for hours 
of lectures. This will enable the students to have a settled 
mind to learn and encourage them to be encouraged to at-
tend classes. 

4. The course contents for general classes should be re-
viewed to address current social problems, making the class 
interactive and helping the students to get the most out of 
the lectures. 
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The theme for reasons 
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The administrative reasons 
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Figure 3  
Infrastructural factors 
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Figure 5  
Lecturer factor 
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Figure 7 
Institutional base solution 
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Figure 9 
Lecturers-based solution 
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Abstract 
This phenomenological study examined the roles of vision, action 
plan, and incentives in implementing a standards-based curriculum in 
La-Nkwantanang, Ghana, using the Knoster (1991) model. Pre-tertiary 
teachers have indicated they are experiencing challenges implement-
ing the new curriculum; however, only a few studies have examined 
the role of vision, action plan and incentives in curriculum reforms. 
The purpose of this paper was to discover the roles vision, action plan 
and incentives play in implementing the standards-based curriculum 
in La-Nkwantanang. The selected participants were: a circuit supervi-
sor, a headteacher, and seven trained pre-tertiary teachers. Data were 
collected through interviews, observation, and document analysis. 
Data were analyzed using Saldana’s (2013) sub-coding method. The 
results of this work strengthened the generalization of Knoster’s 
change management theory as an effective model for examining 
teachers’ concerns during a reform. Teachers recommended a) com-
mitment to the reform action plan, b) re-communication of the reform 
vision, and c) provision of external incentives. 
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INTRODUCTION 

In 2019, the government of Ghana introduced a stand-
ards-based curriculum to replace the existing objectives-
based curriculum (National Council for Curriculum and 
Assessment [NaCCA], 2018). The Standards-based curric-
ulum focuses on meeting standards. According to NaCCA 
(2018), the purpose of this reform was to discourage learn-
ers from memorizing content to pass exams. This curricu-
lum will encourage them to be problem solvers, critical 
thinkers, lifelong learners, and creative. It is expected that 
the standards-based curriculum will enable Ghana to meet 
its demand for skilled human re-sources. This objective has 
led to the emphasis on Science, Technology, Engineering, 
and Mathematics (STEM), and Technical and Vocational 
training.  

The educational sector is expected to meet all the objec-
tives of the curriculum by 2030 (NaCCA, 2018); however, 
the curriculum is facing challenges in its implementation in 
La-Nkwantanang. The problem is that pre-tertiary teachers 
have indicated that they are experiencing challenges imple-
menting the new curriculum introduced in 2019 (Danquah 
& Poku, 2024); however, existing literature has not paid 
much attention to how reform vision, action plan, and in-
centives contribute to the experiences of teachers imple-
menting the standards-based curriculum in La-Nkwanta-
nang, Ghana. The findings of this study have added to the 
effectiveness of Knoster’s (1991) change management 
model. This research has added that the provision of reform 
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vision, incentives, and an action plan contributes to the ex-
periences of teachers implementing curriculum reforms. 

LITERATURE REVIEW 

 In this research, two main theoretical approaches - the 
Concerns-Based Adoption Model (CBAM) and the Knoster 
(1991) management model were reviewed, together with 
other works. This review informed the decision to employ 
the Knoster (1991) change management model. Fuller 
(1969) did the first research on teacher concerns. He postu-
lated in a Developmental Conceptualization that teacher 
concerns progressed in stages: self-concerns, then task-con-
cerns, and impact-concerns. In Fuller (1969), the CBAM 
was used, and subsequently, the majority of studies have 
been done using the CBAM (Alshammari, 2000; Ani-Boi, 
2009; Apau, 2021; Christou et al., 2004; Cobbold & Ani-
Boi, 2011; Kwarteng, 2016; Kwarteng et al., 2018; McCul-
loch & Thompson, 1981; McKinney et al., 1999; Min, 
2017; Lo, 2018). Recently, there has been criticism about 
the validity of the generalization of CBAM (Charalambous 
& Philippou, 2010; Cheung & Yip, 2004; Conway & 
Clark, 2003; Danquah & Poku, 2024; Kwok, 2014; Min, 
2017) where the findings indicated that teachers’ concerns 
during reforms are neither fixed, generalized, nor hierar-
chical. The literature showed the lapses in the use of the 
CBAM in examining teachers’ concerns. 

There has been a slight shift from the use of the CBAM 
to Knoster’s (1991) change management model (Danquah 
& Poku, 2024; Ebert, 2018; Kirchner, 2023; Travers, 
2021). All six elements of Knoster’s (1991) change manage-
ment model-action plan, incentives, skills, vision, consen-
sus, and resources were used in most of this literature. The 
effectiveness of Knoster’s (1991) change management 
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model in examining the concerns of teachers during reforms 
was highlighted in such studies. The findings of this litera-
ture (Ebert, 2018; Kirchner, 2021; Travers, 2021) affirmed 
the assumptions of Knoster (1991) that if change leaders 
fail to provide an action plan, incentives, skills, resources, 
consensus, and vision, curriculum reforms will fail.  

While the majority of research that used Knoster’s 
(1991) change management model used all six elements, a 
recent study conducted by Danquah and Poku (2024), done 
in La-Nkwantanang, Ghana, employed only three of 
Knoster’s (1991) change management elements: skills, re-
sources, and consensus in examining pre-tertiary teacher 
concerns during a standards-based curriculum reform. 
Findings revealed that a lack of provision of resources, con-
sensus, and skills during a curriculum reform will lead to 
teachers having challenging experiences. While the research 
employed just three elements, findings affirmed the effec-
tiveness of Knoster’s (1991) change management model in 
examining teacher concerns during reforms. While the find-
ings of Danquah and Poku (2024) aligned with the assump-
tions of Knoster (1991), the elements used were three: cre-
ating a gap for the unused components: vision, action plan, 
and incentives. This gap makes it difficult to accept 
Knoster’s (1991) change management model as a tool for 
examining teacher experiences during a curriculum reform 
in La-Nkwantanang, Ghana. 

The majority of existing research examining the roles of 
vision, incentives, and action plan in curriculum reform im-
plementation in Ghana was not based on Knoster (1991). 
Most of this literature was also not limited to La-Nkwan-
tanang. Ampomah (2020) found that while tutors may be 
happy with the provision of training, resources, and sup-
port systems, the absence of incentives negatively affects the 
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curriculum implementation, making it difficult to imple-
ment the curriculum effectively. Abudu and Mensah 
(2016), and Wongnaa and Boachie (2018) also identified a 
lack of incentives as one of the major factors contributing 
to the poor implementation of reforms in Ghana.  However, 
these studies were not limited to La-Nkwantanang and also 
failed to examine the role of vision and action plan in 
teacher concerns during reforms (Abudu & Mensah, 2016; 
Ampomah, 2020; Wongnaa & Boachie, 2018).  

In their research, Poku et al. (2013) identified a lack of 
an action plan and commitment as one of the main reasons 
behind the continuous failure and introduction of curricu-
lum reforms in Ghana. In another work conducted in 
Ghana, but not limited to La-Nkwantanang, Mohammed 
and Kuyini (2021) argued that the lack of commitment to 
the reform action plan due to the over-politicization of re-
forms in Ghana has led to the neglect of vital implementa-
tion stages, causing hiccups in the reform. Another re-
search, which is also not limited to La-Nkwantanang, by 
Owusu et al. (2016), found that a lack of commitment to 
the action plan has led to the failure of several reforms in 
Ghana. Notwithstanding, these researchers also did not ex-
amine the role of vision and incentives in curriculum re-
forms (Mohammed & Kuyini, 2021; Owusu et al., 2016; 
Poku et al., 2013). Abudu (2023) identified reform vision 
as an important factor for curriculum design. However, he 
did not examine the role of action plans and incentives in 
curriculum implementation, and this work was also not 
limited to La-Nkwantanang.  

For change managers to successfully diagnose and man-
age concerns during reforms, all six elements: vision, action 
plan, incentives, skills, resources, and consensus need to be 
pre-sent; otherwise, the reform will not be successful 
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(Knoster, 1991). These reviewed articles showed the fol-
lowing gaps: (a) only few studies have been conducted using 
the Knoster (1991) change management model in examin-
ing the concerns of teachers during curriculum reforms 
(Danquah & Poku, 2024; Ebert, 2018; Kirchner, 2021; 
Travers 2021); (b) existing study done in La-Nkwantanang 
did not look at how reform vision, action plan, and incen-
tives contribute to teacher concerns (Danquah & Poku, 
2024); (c) only a few studies have been done on teacher ex-
periences during curriculum reforms in Ghana (Agormedah 
et al., 2019;  Ani-Boi, 2009;  Apau, 2021;  Cobbold & Ani-
Boi, 2011; Danquah & Poku, 2024; Donkoh, 2016; Kwart-
eng, 2016; Kwarteng et al., 2018); and (d) existing litera-
ture did not look at the roles of vision, action plan and in-
centives in curriculum reforms concurrently (Abudu, 2023; 
Abudu & Mensah, 2016; Ampomah, 2020; Mohammed & 
Kuyini, 2021; Owusu et al.; 2016; Poku et al., 2013; 
Wongnaa & Boachie, 2018). The identified gaps informed 
the decision to examine the role of vision, action plan, and 
incentives in teachers’ experiences during a curriculum re-
form in La-Nkwantanang concurrently. Figure 1 is an illus-
tration of Knoster’s (1991) change management model. 

The theoretical framework of this study is the Knoster 
(1991) change management model. This model was origi-
nally designed by Mary Lippitt in 1985. Initially, vision, in-
centives, an action plan, skills, and resources were assumed 
to be the elements that affect change. In 1991, Timothy 
Knoster added consensus to Lippitt’s change management 
model. According to Caredda (2020), this model serves as 
a diagnostic tool that can determine what is missing in an 
ongoing change process. This means that this model can be 
used to manage a reform that is being implemented. Ac-
cording to Knoster (1991), for any change process to be 
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successful, all six elements must be present simultaneously. 
Failing to present the six elements, change implementers 
will exhibit confusion, sabotage, anxiety, resistance, frus-
tration, and false starts. Danquah and Poku (2024), Ebert 
(2018), Kirchner (2021), and Travers (2021) found that 
Knoster’s (1991) change management model is effective at 
managing change concerns, and that the absence of consen-
sus, skills, and resources caused implementation challenges. 
The results of these findings prompted the use of Knoster’s 
(1991) change management model to examine the experi-
ences of pre-tertiary teachers in this current study.  

METHODOLOGY 

This qualitative study examined the roles of vision, ac-
tion plan and incentives in pre-tertiary teachers during a 
curriculum reform in La-Nkwantanang concurrently. Ha-
ven and Van Grootel (2019) argue that qualitative research 
allows the researcher to collect and analyze in-depth infor-
mation about issues from participants. The qualitative ap-
proach used in this research allowed the researchers to col-
lect in-depth information on how vision, action plan, and 
incentives has contributed to teachers’ experiences during 
the new curriculum (2019) implementation in La-Nkwan-
tanang.  

Objectives 

The objectives of this study were to: 
1. Find out how reform vision contributes to the expe-

riences of teachers implementing the standard-based 
curriculum in La-Nkwantanang, Ghana. 
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2. Ascertain the role incentives play in teachers’ expe-
riences in implementing the standard-based curricu-
lum, 

3. Find out how an action plan contributes to the ex-
periences of teachers implementing the standard-
based curriculum.  

Research questions 

From the literature review, here are the research questions 
for this research: 

1. What role does the provision of incentives play in 
the experiences of pre-tertiary teachers regarding im-
plementing the new curriculum? 

2. What role does the reform action plan play in teach-
ers’ experiences regarding implementing the new 
curriculum? 

3. How does reform vision contribute to the experi-
ences of pre-tertiary teachers implementing the new 
curriculum? 

Research design 

In this study, the phenomenological approach allowed 
for the collection of in-depth information on the roles of 
vision, action plan, and incentives on the experiences of 
teachers implementing the new curriculum (2019). Haven 
and Van Grootel (2019) argue that phenomenology allows 
the researcher to get the essence of a phenomena through 
enquiry. 

Data collection methods 

Data was collected through semi-structured interviews, 
observation, and document analysis. Interview responses 
were recorded from all nine participants. Important 
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documents like the Educational Strategic Plan (2018-2030), 
text-books, teachers’ resource and training packs, Guide-
lines for the Operation of Parent Association, the new cur-
riculum, and the Education Sector Medium-term Develop-
ment Plan (2018-2021) were further analyzed, and finally, 
all the schools’ facilities-classroom, resources, teaching and 
learning materials were observed. 

Population 

This study was conducted in La-Nkwantanang, a munic-
ipality in Ghana. The population of La-Nkwantanang is 
244,676 people, 63.3% youth; and 72% literates (Ghana 
Statistical Service, 2021) La-Nkwantanang is known for its 
vibrant economy activities—health, education, commercial 
and service sectors. Nine pre-tertiary teachers were purpos-
ively selected from the kindergarten to junior high school 
from the nine circuits; one headteacher, one circuit supervi-
sor and seven teachers. A criterion selection method was 
used in order to select teachers who were experiencing the 
new curriculum (Cresswell & Plano Clark, 2011).  

Data analysis 

The collected data were transcribed and analyzed with 
Saldana’s (2013) sub-coding approach. The codes were 
identified, followed by the generation of categories, and fi-
nally, the themes. Participants were given pseudonyms for 
confidentiality and anonymity reasons. A manual data 
analysis was used due to the small sample size, nine partic-
ipants. 

Ethical considerations 

All necessary ethical considerations were made. Permis-
sion was sought from the District Education Office of La-
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Nkwantanang. To control bias, a triangulated data collec-
tion method was employed. Pseudonyms were used for con-
fidentiality purposes. Collected data, recorded responses, 
consent forms, and other documents were kept away from 
the view of others during and after data collection. The con-
sent of participants was sought before collecting the data. 
The criterion sampling process was used to purposively se-
lect only pre-tertiary teachers experiencing the new curric-
ulum in La-Nkwantanang. 

RESULTS 

Saldana’s (2013) sub-coding method was used to analyze 
the data. This enabled us to identify the themes, subcatego-
ries, and codes. Table 1 is the representation of the summa-
rized findings of this study. The data represented here are 
interview responses from the nine participants (seven teach-
ers, one circuit supervisor, and one headteacher), observa-
tion, and document analysis.  

Theme 1: Experience of ineffective curriculum 
implementation due to lack of extrinsic motivation 

Participants emphasized that their intrinsic motivation 
had kept them in their delivery of duties all these years. 
However, the effectiveness of this new curriculum (2019) 
depends on external motivators such as student perfor-
mance, supervision, resources, and free, continuous train-
ing. According to Teacher 1, 

We wish policymakers could do more because of the cost 
of the internet to download lesson notes and other learn-
ing material. They gave us some money, but they are tak-
ing them back with the cost of workshops. Now when we 
go for workshops, we pay for everything. We are not even 
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motivated to attend workshops; unfortunately, our lives 
depend on them. The more workshops we go to, the more 
we will get promotions. If we go for less, our license will 
get revoked, which has become a challenge for us. We 
wish they had better incentives given to us. (Teacher 1, 
Interview 3: Folder 1) 

Response from Teacher 1 revealed that teachers were in-
curring costs that were resulting from implementing the 
new curriculum. Participants said the costs of internet and 
training were making it difficult to implement the new cur-
riculum. Participants revealed that they had some money; 
however, the system was swallowing back the money due 
to the cost of workshops. Letters from Ghana Education 
Service and online E-pay slips of teachers revealed that, 

The money given to teachers as part of this curriculum 
reform was a Continuous Professional Development Al-
lowance to pay for workshop costs. The annual allow-
ance that was supposed to be received by every teacher is 
1,200 cedis. However, this money is taxed and reduced 
from source. It is this same money (1,200) that an amount 
of 547 is deducted from as payment of 30% cost of lap-
tops to be given to teachers. (Document Analysis: Folder 
3: Bulletin 15) 

Teacher 1 and the document analysis findings showed 
that teachers were not given any monetary incentive, bonus, 
or a salary increment for implementing the new curriculum. 
Response from Teacher 1 indicated that teachers wished 
they had some form of monetary incentives for implement-
ing the new curriculum. This is because the new curriculum 
came with extra costs- internet, buying new textbooks, and 
other teaching materials. Teachers wished for continuous 
professional development, and the laptops were free. This 
would have motivated them. However, the implementation 
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of the new curriculum seems to be putting an extra toll on 
their incomes, and this is demotivating them. Teacher 6 had 
this to say: 

There is no incentive or any form of motivation. Even 
sometimes, we search the internet and do not get any 
meaningful information to give the students. The perfor-
mances of the kids are becoming worse. How do we get 
motivated to teach learner-centered pedagogy without in-
frastructure? No one comes to supervise to see what is 
happening. (Teacher 6, Interview 8: Folder 1) 

Participant 6 believed that learners’ performances were 
getting worse. This demotivated them from implementing 
the new curriculum. Assessment provides the teacher with 
information on the learners’ strengths and weaknesses. Re-
sponse from the teacher 6 indicated that if students’ perfor-
mances were good, they would have been motivated to im-
plement the curriculum. It could also mean that if they had 
supervision, they would have been guided as to what to do 
in order to improve students’ performances, and the ab-
sence of supervision is demotivating them. Tanner (2010) 
argued that if change is time-consuming, then the efforts of 
the teacher must be appreciated. One of the tools to assess 
teachers’ performance is student assessment. The perfor-
mances of students help the teacher to know how well the 
lesson was delivered. Hiatt (2006) argues that for change to 
be successful, there should be reinforcement. Though teach-
ers always dwell on intrinsic motivation, employers must 
provide teachers with other extrinsic rewards like teacher 
involvement in school development, professional training, 
and supportive evaluation (Amos & Loko, 2015). Theme 1 
affirms Knoster’s (1991) assumption that without the pro-
vision of incentives, change implementers will experience 
challenges implementing a change. Analysis of Guidelines 
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for the Operation of Parent Association, homework books, 
the new curriculum, and the Education Sector Medium-
term Development Plan (2018-2021) revealed: 

The Parent’s Association was involved in the curriculum 
development and also recognized by GES. The group is 
still allowed to give out incentives to support schools; 
however, the group is suspended from levying students to 
pay monies to support schools.  Parents are not obliged 
to pay fees- feeding fees, boarding fees, exams, tuition fee, 
etc., or buy textbooks or uniforms. Everything is catered 
for by the government of Ghana. Most students had un-
submitted homework assignments. (Document Analysis: 
Folder 3: Bulletin 16) 

This analysis indicated that parents were excused from 
all monetary obligations. Though parents were part of de-
veloping the curriculum, parents are not obliged to support 
its implementation. Parents are at liberty not to motivate or 
support their wards’ schools. Even in challenging times, 
parents are not obliged to come in with their support. Why 
are students not being guided to do their homework? The 
circuit supervisor also had this to say: 

We used to have a school system where parents could 
support whenever we fell short, but now, the government 
says parents should not pay for anything, which is a big 
challenge. We look up to the government for everything. 
We do not have any source of funds to pay for security, 
refuse, and cleaners. We are in filth. However, the gov-
ernment is yet to bring us support. We are at the mercy 
of God. (CS; Interview 1: Folder 1) 

The response from the Circuit Supervisor suggested that 
support from parents was a great incentive in curriculum 
implementation. Contributions from parents served as a 
source of incentives to support the school in implementing 
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curriculum reforms in La-Nkwantanang. According to the 
CS, they were experiencing challenges of filth and unpaid 
bills because of a lack of support from the government. 
Document analysis revealed that the President has sought 
financial support from the International Monetary Fund 
(IMF). How will the government cater to the needs of stu-
dents, teachers, and schools? Araghieh (2022) established 
that parental involvement in curriculum development and 
implementation is key to curriculum success. These findings 
are reflected in the observations made: 

Students writing exams were borrowing basic things like 
pencils, and crayons from their peers. The schools’ back-
yards were engulfed in filth with unavoidable stench. 
(Observation: Folder 2) 

Observations made revealed that teachers were strug-
gling. Imagine teaching students without books, pencils, 
and textbooks. This was the situation of teachers imple-
menting the new curriculum in La-Nkwantanang. Teachers 
were not allowed to ask parents to buy these essential ma-
terials. Teachers could only wait and hope parents see the 
need to provide for them, or wait for the government to 
take care of the needs of the learners. If the parents have 
neglected essential needs for their wards, what shows will 
they voluntarily support the school? Teachers were demo-
tivated because problems that could have been solved easily 
with parental involvement were left unattended.  

Theme 2: Experience of fear of unmet objectives due 
to lack of commitment to implementation strategy - 
politics and unfulfilled promises 

Participants were of the view that they were afraid of not 
meeting curriculum objectives because of a lack of leader-
ship commitment to the implementation strategy. Knoster 
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(1991) argued that change leaders must provide and com-
mit to implementation strategy before and during organiza-
tional reforms; otherwise, there will be a false start. The 
long-term roll-out plan of this reform (2019) is that the 
country should meet the objectives of the curriculum by 
2030. Participants feared that this reform would be 
changed when a new government comes. According to the 
CS, 

This reform is a window opportunity that will allow 
learners to explore all the courses before they select their 
favorite courses through self-assessment. This reform will 
guide their course choices in tertiary school. It will pre-
vent the diversion of courses, provided the implementa-
tion of this policy will continue regardless of the political 
party in power. We cannot implement an educational 
policy and expect to see good results within 4-8 years. 
(C.S., Interview 1: Folder 1) 

The strategies put in place to meet the objectives of this 
new curriculum have been spread out from 2018 to 2030, 
and terminating the curriculum before 2030 will not be a 
good idea. (Document Analysis: Folder 3: Bulletin 15) 

Findings from document analysis buttressed the point 
that if the curriculum is changed before 2030, the country 
will not be able to meet the set objectives of the curriculum. 
In the same vein, if the strategies put in place are not com-
mitted to, the curriculum will eventually fail. Cunningham 
(2018) also emphasized that too many shines in this new 
curriculum (2019). For a country to meet curriculum objec-
tives, curriculum implementation must be void of political 
interference (Adu et al., 2016). Analysis of the Education 
Sector Medium-term Development Plan 2018-2021 and the 
Educational political ambitions have led to Africa’s failures 
in 21st-century curricula reforms. According to Teacher 6, 
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The rollout plan has met many contradictions. The lead-
ership said they would train all of us at once, but they 
trained the primary teachers before us. They also said we 
were all going to use the curriculum, but later, we heard 
J.H.S. teachers were supposed to revert to the old curric-
ulum. They said it would be a semester-based program, 
but we have now gone back to the old system. We began 
to write the lesson notes, but they said we should not 
write them; we should download them. They rushed with 
the implementation of the new curriculum. (Teacher 6, 
Interview 8: Folder 1) 

Response from Teacher 6 indicated that teachers were 
un-happy about the several contradictions in the implemen-
tation strategy. The Circuit Supervisor revealed how much 
teachers wished this curriculum (2019) could be allowed to 
reach its maturity stage before it is either changed or re-
vised. This response indicated teachers like the new curric-
ulum (2019), despite its challenges, as Aboagye and Yaw-
son (2020) concluded in their study. However, they were 
scared that continuous political interference in educational 
reforms, as seen over the years, would destroy the new cur-
riculum. The Strategic Plan 2018-2030 revealed that the 
new curriculum (2019) implementation was in a rush, and 
also without considering the formulated strategies. Unful-
filled promises were a concern to teachers because it was 
causing teachers to worry about whether they would be 
able to meet curriculum objectives by 2030. Document 
analysis revealed that, 

Educational leadership promised teachers teaching and 
learning resources before the implementation of the cur-
riculum in September 2019; however, the Education Sec-
tor Medium-term Development Plan 2018-2021 indi-
cated that the provision of teaching and learning 
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resources will be made available from 2022 to 2025. 
(Document Analysis: Folder 3: Bulletin 16) 

Document analysis and response from Teacher 6 showed 
that there have been contradictions in the strategy plan at 
the implementation stage. What is causing these contradic-
tions? Unfulfilled promises are negatively affecting the im-
plementation of this curriculum, and if they are not re-
solved, it could lead to the possible failure of the curriculum 
(2019). Eppler et al. (2010) argued that the success of re-
form strategy is not solely dependent on strategy formula-
tion but also on a commitment to the formulated strategy. 
Knoster (1991) advised change leaders to commit to the im-
plementation strategy because it serves as the roadmap de-
scribing the who, what, when, and how. 

Theme 3: Experience of ineffective curriculum 
implementation due to insufficient understanding of 
reform vision 

 Participants believed insufficient understanding of the 
reform vision has made the implementation of the new cur-
riculum ineffective. Participants believed they were experi-
encing challenges in implementing the new curriculum be-
cause they were not informed about the vision of the cur-
riculum reform before its introduction. Teacher 5 had this 
to say: 

I heard about the information on the radio, but it was at 
the training that we heard of the need to change the new 
curriculum. We had no policy document to pre-inform us 
on the need for the change. As of now, some of us are 
even struggling to do certain things the curriculum de-
mands, making things difficult. (Teacher 5, Interview 7: 
Folder 1) 
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From Teacher 5, no policy document informed teachers 
about the need and urgency for this curriculum reform 
(2019), making their work difficult. Participants believed 
that if they had been pre-informed about the vision of the 
reform, they would have gotten enough time to assimilate 
and understand the reform vision better. Understanding the 
reform vision before its commencement would have helped 
teachers to meet the expectations of the new curriculum. 
Kotter (1996) said that one of the steps for organizational 
leaders to take when introducing a change is to bring those 
outside the change inside by creating a sense of urgency. By 
creating a sense of urgency, policymakers could have dis-
cussed the performance of the old curriculum against the 
performance of other countries using the Standards-Based 
Curriculum. These prior discussions would have prepared 
the teachers enough for this reform. The discussion about 
the performance of the Objective-Based Curriculum and the 
Standard-based Curriculum could have given the teachers a 
clearer picture of the need for this change. Analysis of the 
Complete Overview of the New Curriculum and other 
online documents revealed that: 

The former Education Minister of Ghana, Professor 
Kwasi Opoku-Amankwah, spoke about the vision of the 
curriculum on 11th April 2019. This was after the curric-
ulum was prepared and introduced. (Document Analysis: 
Folder 3: Bulletin 3) 

From the document analysis, the former Education Min-
ister of Ghana, Professor Kwasi Opoku-Amankwah, spoke 
about the vision of the new curriculum (2019) at its launch. 
Mentioning or reading something to someone is not the 
same as explaining it to the person. Every reform vision an-
swers the question of why we have to change. The intro-
duction of the reform vision should have been a detailed 
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explanation of the essence of the change. The launch of the 
new curriculum was at a national press briefing conference, 
and not a compulsory teachers’ meeting. To address these 
gaps, Vukotich (2011) advised agents of change to allow 
their employees to come to a complete understanding of the 
purpose and impact of the change before introducing or-
ganizational reforms. Wentz (2017) also advised that in en-
gaging the public about a policy, change leaders must go to 
where the people can be found. Meeting teachers at the lo-
cal level to discuss the reform vision would have given 
teachers better chances to understand the vision. Teacher 2 
said this, 

Nothing has changed; it is only the terminology that has 
changed. Formerly, we used to say syllabus, but now, it 
is called curriculum. We used to say activities, but now, 
it is exemplars. The approach has changed. (Teacher 2, 
Interview 4: Folder 1) 

Teacher 2’s statement revealed that teachers are experi-
encing insufficient understanding of the reform vision. 
Teacher 2 believed the only thing in their curriculum was 
terminology. This response revealed a lack of understand-
ing. Educational leadership must address every misunder-
standing of reform objectives to prevent teachers from at-
tributing different meanings to the curriculum vision. This 
will prevent teachers from using different maps to imple-
ment curriculum reforms, and this will be chaotic 
(Bantwini, 2010). Analysis of the Teacher Resource Pack 
and National Pre-tertiary Curriculum Framework 2018 
also revealed that, 

There is a difference between the new curriculum and the 
old curriculum in terms of their objectives, philosophies, 
methodologies, rationale, and classroom implications for 
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teachers and learners. (Document Analysis: Folder 3: Bul-
letin 5) 

This revelation from the Teacher Resource Packs and 
National Curriculum Framework indicated that teachers 
might not have read these documents, or they have read 
them; however, they did not understand the difference and 
its application in the classroom. If Teacher 2 understood 
the vision of the new curriculum, she should have known 
that it is not only the terminologies that have changed, but 
the pedagogy, content, philosophy, and objectives have also 
changed. This lack of ability to differentiate between the 
old and new curricula could be a result of teachers failing 
to read the new curriculum framework. Bantwini (2010) 
found that teachers refuse to read curriculum documents 
because they see them as voluminous, and that it is the re-
sponsibility of educational leadership to explain the curric-
ulum to them. Jensen et al. (2018) advised that organiza-
tional leadership must use face-to-face means to communi-
cate the reform’s vision and any information about the im-
plementation to employees. Theme 3 indicated that though 
educational leadership considered the reform vision on pa-
per, it is missing at the implementation stage because teach-
ers do not understand it. Theme 3 also showed how the re-
form vision affects the concerns of teachers and the need to 
resolve these concerns, as suggested by Knoster’s (2019) 
model. 

  

The findings of this study revealed that pre-tertiary 
teachers in La-Nkwantanang, Ghana, were experiencing 
challenges in implementing the new curriculum (2019) due 
to a lack of understanding of the reform vision, a lack of 

DISCUSSION
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commitment to the reform action plan, and incentives. 
Teachers stressed the role of students’ performance and pa-
rental involvement in external motivation. This was an un-
usual revelation. These findings showed that, aside from the 
findings of Danquah and Poku (2024), which indicated that 
the pre-tertiary teachers in La-Nkwantanang were experi-
encing challenges due to a lack of resources, skills, and con-
sensus. This study found that the teachers in La-Nkwanta-
nang were also experiencing additional challenges due to a 
lack of leadership commitment to the action plan, a lack of 
incentives, and vision.  

This study has shown that if curriculum leadership were 
to use the initial findings of Danquah and Poku (2024), the 
challenges of the teachers implementing the new curriculum 
would persist. The findings have shown the importance of 
providing action plans, reform vision, and incentives during 
reforms. It has been shown that none of the elements stated 
by Knoster (1991) can be overlooked. It has been shown 
that if leadership provides skills, resources, and consensus 
but fails to provide an action plan, incentives, and vision, 
the reform will fail, as posited by Knoster (1991). This is 
why this study needed to be conducted, so that the in-depth 
information on the teachers’ experiences will be brought to 
light, so that educational leadership will be able to provide 
the correct solutions to their challenges. This study has 
bridged the theoretical gap that existed in the previous 
study done in La-Nkwantanang concerning the experiences 
of teachers implementing the new curriculum in La-
Nkwantanang. These current findings have shown that it 
was necessary to conduct this study to ascertain the full ex-
periences of teachers implementing the new curriculum in 
La-Nkwantanang. This study has strengthened the general-
ization of Knoster’s (1991) change management model. 
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CONCLUSIONS 

The standards-based curriculum has been adopted as a 
tool to help Ghana achieve the Sustainable Development 
Goals by 2030. However, the pre-tertiary teachers in La-
Nkwantanang in Ghana have indicated that they are expe-
riencing challenges implementing the curriculum. For this 
curriculum implementation to be successful, the educa-
tional leadership must not only provide teachers with re-
sources, skills, and consensus forums, but they also need to 
provide the teachers with incentives, commitment to an ac-
tion plan, and reform vision. 
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APPENDICES 

Table 1 
Summarized data of findings 

Research questions Themes Categories Key Concepts 
1. What role does 
the provision of in-
centives play in the 
experiences of pre-
tertiary teachers re-
garding implement-
ing the new curricu-
lum? 
 
2.What role does 
the reform action 
plan play in teach-
ers’ experiences re-
garding implement-
ing the new curricu-
lum? 
 
3. How does reform 
vision contribute to 
the experiences of 
pre-tertiary teachers 
implementing the 
new curriculum? 
 

Experience of Inef-
fective implementa-
tion of curriculum 
due to lack extrin-
sic motivation              
 
 
 
 
Experience of Fear 
of unmet objectives 
due to lack of com-
mitment to imple-
mentation strategy 
 
 
 
Experience of  
Ineffective curricu-
lum implementa-
tion due to insuffi-
cient knowledge on 
reform vision 
 
 

No Extrinsic 
Motivation 
 
 
 
 
 
 
 
Politics in educa-
tional reforms in 
Ghana 
Unfulfilled 
Promises 
 
 
 
Lack of ability to 
differentiate  
Old and new cur-
riculum 
 

Cost of C.P.D. train-
ing; Cost of Internet;  
Cost of textbooks; 
No T.L.M.s; no ex-
ternal supervision; 
Worsening perfor-
mance of students 
 
 
Changing curriculum 
before its maturity 
date 
So many changes in 
action plan 
 
 
 
Implemented the cur-
riculum in a rush  
Vision rushed over 
and ineffective large 
No difference 
No prior information 
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Figure 1 
Knoster Change Management Model 

 
Themes book example  
Themes Categories Quotations 

Theme: Insuffi-
cient under-
standing  
of reform vision 
 

Insufficient Prepara-
tion time 
 
Lack of 
ability to 
differenti-
ate old 
and new 
curricu-
lum 

As a municipality, whatever information that 
GES has, it sends the information to our re-
gional directors through to our municipal di-
rectors to give us the purpose for the change. 
All this information was given to the teachers 
at the training to give them insight about the 
new curriculum so that they can use the new 
curriculum. We were educated and some of 
the staff (CS) were selected for a training to 
impart the knowledge on the teachers. We 
were informed, but the time limit was too 
short. Because the time notice was too short, 
many people were taken aback. (CS) 
I see that nothing has changed; it is 
only the terminology that has 
changed. Formerly, we used to say 
syllabus but now, its curriculum. 
We used to say activities but now, 
its exemplars. It is the approach 
that has changed” (Teacher2) 
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Theme: lack of 
teacher motiva-
tion 
 

No Extrinsic Motiva-
tion 
 

I wish policy makers could do better because 
of the cost of the internet and other costs we 
incur, they have to do better for us. They gave 
some money the last time but they are taking 
them back with workshops. Now when you 
go for workshops, you pay for everything. So, 
we are not even motivated to go for some of 
the workshops and unfortunately, our lives 
depend on it. The more workshops you go to, 
the more you will get promotions. If you go 
for less, your license will be revoked and this 
has become a challenge to us. We wish they 
had better the incentives given to us. (Teacher 
1) 
There is no incentive or any form of motiva-
tion. Even sometimes you search through the 
internet and don’t get any meaningful infor-
mation to give to the students. The perfor-
mance of the kids is becoming worse. How do 
you get motivated to teach learner centered 
pedagogies without infrastructure? No one 
comes to supervise to see what is happening. 
(Teacher 6) 
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Abstract 
This research aimed at investigating the impact of teacher educators’ 
practices on pre-service teachers’ during their teacher preparation 
program. The study focused on practices such as preparation of 
teaching and learning materials, instructional strategies, leadership as 
well as the incorporation of gender, inclusion and diversity in teaching 
and learning. Data for this study was collected from longitudinal re-
search which employed a mixed-method design, following a prag-
matic philosophical worldview. Fourteen teacher educators and 108 
pre-service teachers were purposively selected from one public 
teacher education college in southern Tanzania. The findings indicate 
that teacher educators’ practices have an impact on pre-service 
teachers’ pedagogical practices. The pre-service teachers’ experi-
ences focused is rooted all the way back to their previous levels of 
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education such as pre-primary and primary, which in turn motivated 
some of them to opt for a teaching career. Based on the given find-
ings, teacher educators play a role in shaping pre-service teacher ed-
ucators understanding about teaching and learning. 

Keywords 
Pre-service teachers’ experiences, educators’ practices, teacher 
preparation program, teaching and learning environment, teacher ed-
ucation 

INTRODUCTION  

Teachers’ competences rely on the teacher educator’s ef-
ficacy and continuous teacher’s professional learning. 
Therefore, it is critical to showcase how significant the 
teacher educator’s practices influence novice teachers in 
building their competencies in the teaching profession. This 
study is based on the intervention designed and carried out 
by the Aga Khan University Institute for Education Devel-
opment East Africa (AKU-IED-EA) through the Foundation 
for Learning (F4L) project. F4L program, among other 
things, conducted workshops and seminars to build teacher 
educators’ capacity in inclusive education, gender sensitiv-
ity and diversity pedagogy. The intervention was tailored to 
equip teacher educators with knowledge, skills, and dispo-
sitions that would enable them to implement pre-primary 
and primary education programs for pre-service teachers to 
become effective in their pedagogical and instructional 
practices.  

Apart from the intervention, the F4L project has a longi-
tudinal study research component that was designed to doc-
ument the nature of the interventions and the kind of ob-
servable pedagogical changes in both the teacher educators 
and the pre-service teachers. This study examines how the 
F4L interventions influenced changes in the pedagogical 
practices of teacher educators, and how these modifications 



 
 

 

 

135 

in teaching approaches affected the experiences and prac-
tices of pre-service teachers. In Tanzania, the F4L project 
interventions were implemented in the Lindi region, located 
in southern Tanzania, where teacher educators underwent 
re-training. Data for this paper was gathered from the long-
term study of the F4L program. 

The process of educating learners ought to be imple-
mented by competent teachers who went through effective 
teacher preparation programs. What matters most is not 
just how long the program lasts, but the entire experience 
of how the program is carried out.  The teaching and learn-
ing materials, as well as instructional and pedagogical strat-
egies used by teacher educators in teacher preparation pro-
grams, have a great influence on student teachers’ (pre-ser-
vice teachers) knowledge, attitudes and skills concerning 
their teaching career. The aforementioned aspects can be 
observed through pre-service teachers’ teaching and learn-
ing practices. It is clear that if pre-service teachers are pro-
ficient, they are anticipated to excel in their teaching ca-
reers, thereby enhancing the significance of teacher educa-
tion (Feuer et al., 2013). The role of teacher educators is 
crucial in training teachers who can significantly influence 
the education system as a whole, by demonstrating strong 
learner performance that assists students in navigating the 
challenges they face in everyday life. 

LITERATURE REVIEW 

Teacher preparation programs  

Teacher preparation programs serve as foundational 
spaces where pre-service teachers acquire pedagogical 
knowledge, subject mastery, and initial classroom experi-
ence (Denuga & Nkengbeza, 2022). These programs are 
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crucial in shaping competent teachers for pre-primary, pri-
mary, and secondary education.  

Scholars emphasize the need to integrate crosscutting is-
sues such as gender, inclusion, and diversity into teacher 
preparation (González-Gil et al., 2013; UNESCO, 2015). 
While these elements are increasingly acknowledged as fun-
damental, their implementation remains inconsistent. Botes 
and colleagues argue that inclusive teaching should be cen-
tral to general teacher education rather than treated as an 
add-on (Botes et al., 2022). This resonates with the social 
constructivist perspective, which underscores that learning 
occurs within social contexts and that pre-service teachers 
develop their teaching identities through interactions with 
their educators and peers (Shah, 2019). Thus, teacher edu-
cation must move beyond content delivery and embrace ex-
periential learning that fosters critical reflection on real 
classroom challenges.  

A critical examination of existing literature reveals a per-
sistent gap between theoretical coursework and practical 
application, a challenge that practicum components in 
teacher preparation programs aim to address (Akyeam-
pong, 2017). However, practicum experiences often remain 
constrained by institutional limitations, leading to a discon-
nect between pre-service teachers’ training and their real-
world teaching expectations. 

Additionally, the contemporary teaching landscape ne-
cessitates that teachers stay abreast of global trends, includ-
ing digital innovations like artificial intelligence (AI) and 
environmental education (UNESCO, 2015). While teacher 
preparation programs acknowledge these needs, their cur-
ricula often fail to equip pre-service teachers with the req-
uisite skills to integrate them effectively into classroom 
practice. Theoretical discussions on lifelong learning and 
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competency-based education should be matched with con-
crete pedagogical strategies that enable teachers to adapt to 
changing educational demands. 

Teacher educators’ practices  

Teacher educators play a pivotal role in shaping the ped-
agogical and professional identities of pre-service teachers 
(Feuer et al., 2013; Namamba & Rao, 2017). Their instruc-
tional approaches, feedback mechanisms, and modeling of 
best practices significantly influence how pre-service teach-
ers internalize and apply teaching strategies. Yet, the effec-
tiveness of teacher educators varies widely, often influenced 
by their own training, institutional policies, and available 
resources. 

While studies suggest that teacher educators should ex-
emplify innovative teaching practices such as learner-cen-
tered pedagogy and inclusive education, research reveals 
that many still rely on traditional, didactic methods (Mufi-
dah, 2019). Theoretically, social constructivism posits that 
learning is mediated by social interactions (Seel, 2012), 
meaning that pre-service teachers are more likely to adopt 
pedagogies they observe in action rather than those merely 
discussed in lectures. Kihwele and Mtandi (2020) empha-
size that teacher educators who advocate for inclusive and 
gender-responsive pedagogy must also model these ap-
proaches in their own teaching. The failure to do so results 
in a superficial understanding of these concepts among pre-
service teachers, reinforcing traditional teacher-centered 
practices in schools. 

Moreover, assessment practices in teacher education re-
main an area of concern. Feedback provided during practi-
cum is critical for professional growth, yet research indi-
cates that many pre-service teachers receive generic or 
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inconsistent feedback, limiting their ability to refine their 
teaching strategies (Zhao & Zhang, 2017). Constructive 
feedback, grounded in reflective practice, is essential for de-
veloping adaptive teaching skills, yet it is often sidelined in 
favor of summative evaluations. A shift toward mentor-
ship-driven assessment, where teacher educators engage in 
ongoing professional dialogue with pre-service teachers, is 
necessary to foster deep learning and skill acquisition. 

Pre-service teachers’ experience  

Pre-service teachers enter training programs with pre-
conceived beliefs and expectations about teaching, largely 
shaped by their prior educational experiences (Denuga & 
Nkengbeza, 2022). Social constructivist theory suggests 
that these beliefs influence how they assimilate new peda-
gogical knowledge and navigate their professional identity 
formation (Shah, 2019). However, studies highlight that 
pre-service teachers often struggle to reconcile their initial 
perceptions with the realities of classroom teaching (White 
& McSharry, 2021). 

Zhao and Zhang (2017) assert that pre-service teachers 
undergo a complex transformation during their training, 
often oscillating between adopting new methodologies and 
reverting to familiar, traditional practices. This process is 
compounded by the tendency of pre-service teachers to val-
idate rather than critically examine their preconceived no-
tions of teaching (Denuga & Nkengbeza, 2022). Conse-
quently, if teacher educators fail to engage in reflective and 
interactive teaching methodologies, pre-service teachers 
may leave training programs ill-equipped to implement in-
novative pedagogies in their own classrooms. 

Furthermore, mentorship plays a crucial role in shaping 
pre-service teachers’ pedagogical development. Studies 
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show that effective mentorship fosters professional confi-
dence and instructional adaptability (Florian & Camedda, 
2020; Mufidah, 2019). However, when mentorship is in-
consistent or overly directive, it can stifle the critical think-
ing and autonomy needed for sustained professional 
growth. Thus, teacher education programs should prioritize 
mentorship frameworks that encourage dialogue, reflec-
tion, and gradual independence. 

A critical review of the literature reveals that while 
teacher preparation programs, teacher educators’ practices, 
and pre-service teachers’ experiences are interconnected, 
significant gaps persist in their alignment. Social construc-
tivism underscores the importance of interactive and expe-
riential learning, yet much of teacher education remains 
rooted in traditional, transmission-based methods. The ev-
idence suggests that for meaningful improvements in 
teacher preparation, there must be a deliberate effort to in-
tegrate reflective practice, contextualized mentorship, and 
adaptive pedagogical training. Without such shifts, pre-ser-
vice teachers risk perpetuating outdated teaching models 
rather than engaging in transformative education practices. 

Statement of the problem  

Teacher educators play a crucial role in teacher prepara-
tion, teacher education, and the overall education system. 
However, on a global scale, limited research exists on 
teacher preparation practices which directly impacts pre-
service teachers’ learning experiences. For instance, a study 
conducted by Stutchbury (2019) found a disconnect be-
tween theory and practices in teacher educators’ prepara-
tion, which affected their professional practices. Similarly, 
in Uganda, O’Sullivan (2010) observed that the quality of 



 
 

 

 

140 

initial teacher education was inadequate, further hindering 
their effectiveness.  

The professional practice of teacher educators has a last-
ing influence on pre-service teachers’ teaching experiences 
and professional growth. In Tanzania, like any other coun-
tries in Africa, and particularly with the East African re-
gion, teacher educators face similar challenges (Chambu-
lila, 2013; Namamba & Rao, 2017). According to Hamil-
ton and Margot (2019), teacher educators are a key driving 
force in preparation of quality teachers. Therefore, this 
study aims to investigate the impact of teacher educators’ 
practices on pre-service teachers’ learning experiences,  
focusing on a teacher preparation college in Southern Tan-
zania.  

Theoretical framework 

The study was underpinned by the social-constructivist 
theory (SCT) invented by Lev Vygotsky in 1968 (Seel, 2012; 
Shah, 2019; Thomas et al., 2014) which postulates that 
learners construct their knowledge through social interac-
tions of what they believe and already know (Shah, 2019). 
They also learn through events and activities which they 
come into contact with (Thomas et al., 2014). The SCT 
stresses education for social transformation and positions 
the individual learner in a socio-cultural learning situation 
(Shah, 2019). Although the SCT is not a theory of teaching, 
its emphasis on learners’ active participation in construct-
ing knowledge and creating meaning through interaction; 
makes it relevant to the proposed longitudinal study which 
intends to investigate how F4L interventions have impacted 
teacher educator’s practices, to the extent of influencing 
pre-service teachers learning experiences. 
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METHODOLOGY 

Research design and approach 

This section outlines the research design, data collection 
methods, sampling strategies, and data analysis used in the 
study where a mixed-methods design in the form of (QUAL 
+ quant) was employed (Reid et al., 2014); taking a prag-
matic philosophical view (Festl, 2021; Kaushik & Walsh, 
2019). The mixed method approach enabled confirmation 
of the information obtained through triangulation (Johnson 
& Christensen, 2017). In addition, the combination of the 
two approaches enables the development of the analysis 
framework which provides richer information (Creswell & 
Poth, 2016). Further, the quantitative aspect of the study 
will provide measurable patterns, trends and statistical val-
idation to complement its qualitative aspect providing gen-
eralizability while enhancing thematic interpretation with 
statistical evidence. Nonetheless, the study was carried out 
in two circles in the first circle we collected data from four-
teen teacher educators and in the second circle from the pre-
service teachers. The two circles of data collection represent 
the first data collection phase in the longitudinal study of 
the foundation for the learning project. This data collection 
phase was conducted from August to December 2022.  

Research objectives 

This research study intends to achieve the following ob-
jectives as it explores the impacts of teacher educator’s 
practices on pre-services teachers’ experiences: 

1. Examine various teaching practices and methodolo-
gies employed by educators in training pre-service teachers. 

2. Determine how these practices affect pre-service 
teachers’ experiences, development, and preparedness. 
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3. Provide recommendations for educators on improving 
their practices to better provide support and prepare pre-
service teachers for their future careers. 

Research questions 

1. How do teacher educators’ practices impact pre-ser-
vice teachers’ learning experiences? 

2. How do pre-service teacher’s learning experiences in-
form their pedagogical practices? 

3. What teacher educator’s practices can yield better out-
comes for pre-service teacher’s experiences? 

Research participants 

A total number of fourteen teacher educators and 108 
pre-service teachers were involved in this research. Out of 
the selected pre-service teachers, 54 (27 females and 27 
males) were selected from pre-primary pre-service teachers 
and 54 (27 females and 27 males) were selected from pri-
mary and pre-service teachers. Both sets of participants in-
volved in this study were purposively selected (Creswell & 
Clark, 2017). 

Data collection procedures 

Data were gathered at a time that was convenient for the 
research participants, during which both teacher educators 
and pre-service teachers completed questionnaires followed 
by interview sessions. Furthermore, all the selected teacher 
educators completed questionnaires followed by interview 
sessions. In addition, all the selected pre-service teachers 
filled out the questionnaires. Additionally, from this group, 
twenty student teachers were chosen for interviews based 
on their gender and courses they taken (i.e., pre-primary 
and primary). The questionnaires and the interviews for 
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both the teacher educators and the pre-service teachers were 
filled out using the CSEntry App. Both quantitative data 
from the questionnaires and qualitative data from the inter-
views were coded and uploaded to OneDrive for data secu-
rity and organization. 

Data analysis procedures  

According to Nowell et al. (2017), qualitative data anal-
ysis involves identifying, assigning codes, organizing data 
into themes, describing and reporting themes generated 
from decontextualized, and recontextualized data. There-
fore, qualitative data was thematically analyzed to obtain 
themes and sub-themes while the questionnaires were de-
scriptively analyzed to obtain the percentages and frequen-
cies. Audio-recorded interviews were transcribed and there-
after the transcripts were read through to obtain themes 
and sub-themes. Additionally, the information was catego-
rized and organized into clusters of statements that con-
veyed consistent concepts. Next, an analysis of the data 
gathered for each theme and sub-theme was conducted. The 
quantitative data analysis was gathered through question-
naires and structured observations employing IBM SPSS 
software version 26 and Microsoft Excel to calculate de-
scriptive statistics that generated tables and charts relevant 
to a particular parameter. The interpretation of the quanti-
tative findings was conducted in accordance with the liter-
ature (Pallant, 2020).  

RESULTS AND DISCUSSIONS 

This section gives a summary of the results which an-
swers the two stipulated research questions as follows: 
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Impact of teacher educators’ practices on pre-service 
teachers’ learning experiences 

Most of the responses extracted from respondents indi-
cated that pre-service teachers have had experience in teach-
ing and learning strategies and the content learned. The ma-
jority of the pre-service student teachers who were involved 
in interviews, and who attended pre-primary education 
when they were young, highlighted learning strategies that 
were used by their pre-primary teachers to include songs, 
plays and games. Additionally, the pre-primary teachers 
noted that their teachers used teaching and learning mate-
rials to facilitate their learning and development of literacy 
skills (reading, writing and arithmetic). These experiences 
were evident in pre-service teachers’ interview responses to 
a question that asked them about their pre-primary experi-
ences: “…the experience I have had is teacher teaching 
practice using various activities like singing while learning 
how to write different letters of the alphabet and being able 
to pronounce letters” (ST 30). 

The above response implies that pre-service teachers de-
veloped literacy skills when they were engaged in pre-pri-
mary learning through songs and games. This kind of expe-
rience forms a basic foundation which improves pre-service 
teachers’ attitudes and opinions on aspects like lesson prep-
aration and presentation skills (Kihwele & Mtandi, 2020). 
Additionally, the experiences increase pre-service teachers’ 
general interest in teaching (Denuga & Nkengbeza, 2022; 
Paris et al., 2010). This is because it is not all pre-service 
teachers join teacher preparation programs out of the in-
trinsic motivation that comes from within (Feuer et al., 
2013). The implication of this finding may inform the kind 
of strategies that pre-service teachers might be using when 
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engaged in real classroom practice just because they saw 
their teachers modelling. 

Furthermore, the pre-service teachers admitted to being 
involved in teaching and learning, and other extra-curricu-
lar activities based on gender. The data on their experiences 
show how males and females are engaged in answering 
questions during the classroom teaching and learning pro-
cess. Such strategies have been demonstrated by Al-Samar-
rai and Tamagnan (2020) to be successful in improving ed-
ucational outcomes, especially for girls. In addition, pre-
service teachers highlighted that they were involved in ex-
tracurricular activities such as sports, gardening, and gen-
eral cleanliness. Their experiences explain that males and 
females were equitably engaged during classroom teaching 
and learning. This is because in any effort to address the 
factors that contribute to gender disparities in the imple-
mentation of teacher preparation curricula must adopt a di-
verse strategy since these factors are complex (Mrutu et al., 
2022). There is hope that by growing a comparable strategy 
and learning from these experiences, education results can 
be greatly improved, and gender gaps can be closed (Al-Sa-
marrai & Tamagnan, 2020). Likewise, in sports, some 
games and plays were specifically for males and females. 
This was evidenced through the pre-service teachers’ re-
sponses during interviews as one commented: 

My experience as a learner and the way our teachers treat 
males and females is as follows. First, we learn through 
sharing. For example, when the teachers formulate 
groups during teaching, they divide in a sense of equality. 
If males were five, females were also supposed to be five. 
Even in a seating arrangement, for example, the desk 
must seat three people, then there will be two males and 
one female. This can be the other way round based on the 
number of boys and girls in the class. (ST 84) 
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… in groups, our teachers divided the groups based on 
gender and group leaders were also chosen based on gen-
der for example, if the chairman is male and then the sec-
retary is female. So, the teachers considered gender in 
terms of learning, also all assignments were given based 
on gender equality, and we were also given advice for the 
benefit of all of us. (ST 82) 

Notwithstanding, profound changes that are supporting 
the changing and diverse requirements of humankind are 
noted in teacher preparation programs. These changes are 
impacted by the reforms, which call for modifications to the 
structures that are now in place for the delivery of educa-
tion (Campbell-Barr, 2017). Although the impact was 
noted not to be profound, F4L project interventions con-
ducted had a significant impact on the teacher educators’ 
practices which later influenced pre-service teachers’ prac-
tice. This was perhaps because the project was still in its 
foundational stage when this study was undertaken. The 
impact of F4L interventions was evident by having a peek 
at the open-ended questions of a survey administered to 
teacher educators which indicated how the intervention im-
pacted their practice and mentioned these practices, as il-
lustrated in Figure 1.  

The teacher educators’ responses showed that the train-
ing they received from Aga Khan University has been very 
helpful and has transformed their instructional practice. 
Teacher educators stated to have great improvement in the 
implementation of gender-responsive pedagogy by 50%, 
curriculum interpretation and analysis by 37.5% and iden-
tification of students’ needs for intervention by 37.5%. Be-
sides, the results depict that teacher educators still need 
more professional assistance on the issues related to the de-
velopment of quality and balanced tests as well as improve-
ment in their pedagogical leadership skills. In the context of 
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this view, therefore, teacher educators are seen to have 
made a notable improvement in their instruction and peda-
gogical practice except in the aforementioned areas that still 
need intervention.  

Similarly, some of the teacher educators’ interview ex-
cerpts confirm the quantitative results as follows:  

…I can now say that I have better knowledge in the three 
courses that I mentioned earlier. This has helped me due 
to the training that has been run at work by Aga Khan, 
they have helped us a lot in building and creating tech-
niques that will increase our implementation and those 
that helped us, especially us who have not learnt about 
pre-primary education, through the workshops con-
ducted recently, we got various instructional strategies 
and more knowledge to improve our teaching practice. 
(TE9) 

Before the training, it was very hard as we used to rely on 
the summative examinations to assess our students. For 
instance, these days student teachers are more involved in 
practical activities than it was before. The daily practical 
activities help us to continuously assess them on the les-
son content. Assessment has become part of teaching and 
learning, not waiting on the summative examination but 
rather from the beginning through practical activities. 
(TE4) 

The results from the student teachers and teacher educa-
tors established that both the prior experiences from pre-
primary and primary teachers and the experiences induced 
by the teacher educators have a great impact in shaping 
teacher educators’ professional practices. This is why stu-
dents’ teachers should be involved in all steps of their learn-
ing process from the preparation, implementation and as-
sessment stage (Kihwele & Mtandi, 2020). This is because 
pre-service teachers must demonstrate proficiency in time 
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management, subject content, teaching techniques, behav-
ior control over students, personal attributes, and the use 
of teaching resources during actual classroom presentations 
to manage classroom teaching and other activities. In addi-
tion, the interaction between student teachers and teacher 
educators with the environment should involve a mentor-
ship aspect that will enable their professional growth 
(Mpate et al., 2023). This interaction provides pre-service 
teachers with an environment where they can learn ap-
proaches, methods, strategies, and experiences that encour-
age them to develop and solidify their competencies.  

How do pre-service teacher’s learning experiences 
inform their pedagogical practices 

Pre-service teachers’ experiences contributed to the im-
provement of both their instructional and pedagogical prac-
tices. For instance, it was noted that there are experiences 
acquired by the pre-service teachers after engaging them-
selves within the teacher preparation program and those 
gained due to teacher educators’ practices as seen in Table 
1. Pre-service teachers admitted that they were very conver-
sant in engaging themselves in various forms of students’ 
motivations by 61.1% and identification of student’s so-
cial-emotional development by 60.2%. About 62% of the 
pre-service teachers highlighted that they were conversant 
in applying different types of instructional strategies ac-
cording to the needs and abilities of the learners. This is in 
line with the findings by Kihwele and Mtandi (2020), that 
student teachers’ competencies in teaching are strengthened 
when they are engaged in the actual selection and applica-
tion of instructional resources, designing of teaching and 
learning materials that are suitable for certain classes and 
for building learners competencies based on their 
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diversities. On the other hand, student teachers’ ability to 
implement multiple teaching strategies requires to be given 
more attention as it was seen to be low. Instructional strat-
egies that range from hands-on with locally made materials 
to the use of digital tools in teaching and learning ought to 
be the point of focus by the teacher educators (Paris et al., 
2010). Moreover, other aspects of the pre-service teachers’ 
instructional and pedagogical practices were seen to be 
moderately impacted by the experiences acquired.  

Generally, the findings show that there is a need to give 
student teachers enough time for practice to enable them to 
consolidate their teaching skills. This is because student 
teachers’ experiences are seen to be strengthened when ex-
posed to the environment where practice is more than mem-
orization kind of learning.  

CONCLUSIONS AND RECOMMENDATIONS 

This section gives the conclusion to the study findings 
and then presents the corresponding recommendations. The 
study concludes that pre-service teachers’ experiences im-
proved despite the study being conducted and reported 
within the short period after they joined the teacher educa-
tion program. The conclusion goes with the assumption 
that pre-service teachers’ experiences may continue to im-
prove within the course of project implementation. The re-
lationship between pre-service teachers and teacher educa-
tors strengthens the pre-service teachers’ experiences which 
in turn improve their instructional and pedagogical prac-
tices. Teacher educators act as mentors and coaches to pre-
service teachers by impacting them with good practices in 
both pre-primary and primary education. Pre-service teach-
ers learn through experiences and gain various skills, 
knowledge, and competencies such as interpretation of 
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curriculum, lesson design, setting lesson objectives and 
goals as well as setting learners’ learning outcomes. Further-
more, they gained experiences in measuring learners’ com-
petencies, creating a conducive learning environment, iden-
tifying the individual and social-emotional differences 
among individual learners and implementing various moti-
vation skills. Moreover, the application of various instruc-
tional strategies based on learners’ abilities, use of ICT and 
media in teaching and learning as well as identification of 
individual learners’ special learning needs. Lastly, pre-ser-
vice teachers gained experiences in the use of gender-re-
sponsive teaching methods, managing clouded classes, 
providing career guidance to learners as well as engaging 
learners in peer learning and support. 

The study recommends that the host institution of the 
foundation for learning i.e., AKU-IED should continue to 
monitor the implementation of the knowledge acquired 
from the foundation for learning interventions by the 
teacher educators to continue to strengthen the pre-service 
teachers’ experiences. The interventions should continue to 
encourage mentorship and coaching relationships between 
teacher educators and pre-service teachers to enable them 
to work together with one another for the maximization of 
the desired project and intervention outcomes. Further, a 
similar study should be conducted to assess how the pre-
service teachers implement the gained instructional and 
pedagogical practice in real classroom settings. 
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APPENDICES 

Figure 1  
Aspects of teacher educators’ practices 
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Table 1  
Pre-service teachers improved instructional and pedagogi-
cal practices 
Aspect Very 

conver-
sant 

Conver-
sant 

Not con-
versant  
at all 

The interpretation and analysis of the curriculum to 
suit the teaching and learning needs of my class 

50.0% 46.3% 3.7% 

Lesson design 54.6% 42.6% 2.8% 

Setting lesson objectives and goals 45.4% 47.2% 7.4% 

Setting student learning outcomes 56.5% 41.7% 1.9% 

Measuring student competencies 57.4% 42.6% 0.0% 

Creating a learning-conducive classroom climate 55.6% 43.5% 0.9% 

Identifying individual differences among students 42.6% 55.6% 1.9% 

Identifying student’s social and emotional develop-
ment 

60.2% 38.9% 0.9% 

Engaging various forms of student motivation 61.1% 37.0% 1.9% 

Applying different types of instructional strategies ac-
cording to the ability of the learner (differentiated 
learning) 

26.9% 62.0% 11.1% 

Using ICT in a lesson 36.1% 59.3% 4.6% 

Using media in a lesson 53.7% 45.4% 0.9% 

Identifying learning difficulties in students 38.9% 54.6% 6.5% 

Different communication styles among the students 
and between teacher and student (classroom dis-
course) 

49.1% 46.3% 4.6% 

Identifying students with special learning needs 42.6% 51.9% 5.6% 

Integrating the learning styles of students with special 
learning needs in a lesson 

38.0% 52.8% 9.3% 

Using gender awareness and responsive teaching 
methods 

38.0% 56.5% 5.6% 

Managing a class with more than 80 students 29.6% 52.8% 17.6% 

Providing career guidance to students 49.1% 46.3% 4.6% 

Engaging peer review and peer support 28.7% 48.1% 23.1% 
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icantly enhance language learning by providing tailored educational 
experiences and fostering student engagement, it is crucial to ad-
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cational contexts, particularly in private schools and higher education 
institutions, to gain a comprehensive understanding of its benefits 
and challenges. 
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REVIEW OF LITERATURE 

The educational landscape has undergone significant 
transformations due to globalization demands and rapid 
advancements in Artificial Intelligence (AI), particularly in 
the context of disruptions created by the pandemic (Lu-
engo-Oroz et al., 2021; Toh & Floresca-Cawagas, 2018). 
In response, various countries are implementing strategic 
initiatives to equip future generations with the skills and 
knowledge necessary to thrive in the digital era (Touretzky 
et al., 2019). Acknowledging the inevitability and exponen-
tial growth of AI, the United Nations Educational, Scientific 
and Cultural Organization (UNESCO) has published im-
portant documents focused on AI curricula (UNESCO, 
2022a), guidelines on AI and education (UNESCO, 2022b, 
2023a, 2023b, 2023c), as well as competency frameworks 
for both students (UNESCO, 2024a) and teachers 
(UNESCO, 2024b). These documents serve as indispensa-
ble guides for all AI initiatives, particularly in the fields of 
education and research. 

The integration of AI in English Language Teaching 
(ELT) holds the potential to transform traditional educa-
tional structures (Ayala-Pazmiño & Alvarado-Lucas, 
2023). Technological advancements in AI have enhanced 
accessibility and effectiveness in foreign language instruc-
tion. Jeon (2022) posits that the incorporation of AI-driven 
technologies, such as neural networks for speech recogni-
tion and machine learning, could revolutionize foreign lan-
guage education. Furthermore, education professionals en-
vision a future where administrative tasks are automated, 
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allowing students to learn at their own pace and facilitating 
a more efficient and accessible educational system. 

In the Philippines, AI has the capacity to address educa-
tional challenges, thereby enhancing accessibility and effi-
cacy. De La Salle University - Dasmariñas (2023) empha-
sizes its commitment to the UN’s advocacy for equitable ac-
cess to high-quality education and ongoing learning oppor-
tunities. This can be achieved through a comprehensive pro-
gram that prioritizes academic success, social awareness, 
and personal growth, ultimately preparing students to be-
come responsible and engaged citizens in an AI-driven 
world.  Moreover, the Department of Education (DepEd) 
undersecretary Epimaco Densing III, during discussions 
about the proposed 2024 budget, noted that the administra-
tion is actively exploring alternative approaches to mitigate 
the issue of insufficient classrooms in public schools (Begas, 
2023). This includes looking at technology, particularly AI, 
as a possible solution. One advantage of AI language mod-
els is their ability to support asynchronous learning, which 
Li and Xing (2021) found enhances student engagement by 
allowing them to ask questions and engage in discussions at 
their convenience. Additionally, Pérez et al. (2020), and 
Smutny and Schreiberova (2020) observed that conversa-
tional AIs are widely accepted in language education due to 
their ability to motivate learners. 

The successful integration of AI tools in language educa-
tion requires careful consideration of linguistic, cultural, 
and ethical factors. By examining emerging trends in AI and 
evaluating their suitability for educational contexts, educa-
tors can develop effective and culturally appropriate AI-
driven interventions (Dalan, 2023). However, access to AI 
resources remains a challenge, particularly for schools and 
communities with limited financial means (UNESCO-UN-
EVOC, 2021). An analysis of the disparities and limitations 



 
 

 

160 

of AI integration in Philippine education reveals that while 
AI has the potential to transform education, its implemen-
tation faces significant obstacles. 

AI tools for English language learning 

Integrating AI with English language studies—including 
literature, linguistics, and cultural courses—can signifi-
cantly enhance language proficiency. This approach allows 
students to engage with the subject matter in English, 
thereby improving their language learning effectiveness 
(Chen & Yuan, 2022). Estrellado and Miranda (2023) re-
port a comprehensive compilation of digital tools and re-
sources available to teachers and students in academic set-
tings. These AI technologies can enhance the efficiency and 
customization of the educational process through various 
materials, such as e-learning platforms, digital pinboards, 
collaborative tools, and lesson planning software. 

In addition, popular search engines like Google have be-
come key research instruments for both educators and stu-
dents. According to Tsai (2022), 94% of teachers indicate 
that their students primarily associate research with Google 
usage. Beyond traditional resources, learning can be rein-
forced with digital tools, such as flashcard generators, edu-
cational quiz programs like Quizlet, citation generators, 
plagiarism checkers, copywriting tools, and virtual assis-
tants, all of which provide interactive support. These re-
sources immerse learners and educators in vast knowledge, 
facilitating innovative teaching practices that reshape tradi-
tional instruction. 

Geng et al. (2021) assert that AI integration in language 
learning requires educators’ endorsement and the develop-
ment of effective instructional strategies. For instance, in 
higher education, educators might utilize tools like 
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Grammarly as AI assistants alongside high-quality teaching 
materials. This integration allows for more informed revi-
sions and a deeper understanding of the material. Addition-
ally, students commonly use QuillBot, another AI tool de-
signed to help avoid plagiarism through effective para-
phrasing options (Fitria, 2021). Chun (2020) emphasizes 
that AI presents new opportunities for educators to enhance 
their teaching effectiveness, streamlining labor-intensive 
tasks like manual grading and allowing a focus on person-
alized instruction. 

Advantages of using AI in English language learning 

Given the global significance of English, particularly in 
regions where it is not the primary language, AI integration 
in English education is seen as a transformative moment in 
enhancing student engagement and teacher effectiveness 
(Dewi et al., 2021). AI assists teachers in providing person-
alized lessons, managing student progress, and assessing 
performance (LLS English, 2023). Additionally, AI can fos-
ter the development of various language skills through a 
range of exercises tailored to reading, writing, speaking, 
and listening (Ramdhani, 2021). 

To create a personalized learning environment, the edu-
cational process must be tailored to meet each student’s 
unique needs and capabilities. The AIContentfy team 
(2025) highlights that this involves leveraging data and in-
sights to craft customized learning experiences that align 
with individual learning styles, preferences, and interests. 
Active involvement of stakeholders, including educators, is 
crucial throughout the development and implementation 
stages of AI in education (Langran et al., 2020; Qin et al., 
2020). 
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Challenges faced by teachers using AI in English 
language learning 

The foundational technologies of AI are under rigorous 
scrutiny. While some educators demonstrate enthusiasm for 
integrating AI, others express reluctance or anxiety (Chen 
& Yuan, 2022; Eslit, 2023; Fabro et al., 2024; Giray et al., 
2024; Herminigildo et al., 2023; Obenza et al., 2023). 
There is a concern that overreliance on AI may hinder the 
development of critical and creative thinking skills (Santi-
ago et al., 2023). Large Language Models (LLMs), gener-
ated from extensive textual data, encapsulate established 
language patterns, but they may also propagate biases pre-
sent in their data sources (Brady et al., 2023), which can 
lead to misinformation or hallucinations (Crawford, 2023). 

Fear surrounding AI’s implications—particularly its po-
tential effects on foreign language communication skills, in-
cluding body language and expression—has also surfaced 
among educators (Amaral & Meurer, 2011). The Philip-
pines faces significant challenges, such as insufficient inter-
net access, digital literacy issues, and technology gaps, es-
pecially in rural areas, impeding equitable AI adoption in 
education. Ethical concerns regarding privacy, bias, and 
transparency pose risks for marginalized groups and could 
compromise student data security (Dalan, 2023). Despite 
the various AI tools available—such as chatbots, machine 
translation, bidirectional text-to-speech systems, and writ-
ing aids (Jiang et al., 2021)—important ethical considera-
tions must be taken into account. The complex landscape 
of AI in education necessitates that instructors be acutely 
aware of their roles in protecting student welfare as they 
navigate the integration of evolving technologies (Melo, 
2023). English teachers are particularly concerned about 
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the rapid expansion of AI and the absence of ethical guide-
lines governing its use. 

Consequently, the adoption of AI is hindered by its sus-
ceptibility to misuse, including the potential for learners to 
exploit AI for unethical purposes. Although the integration 
of AI in education presents both advantages and challenges, 
it is essential for language educators to thoroughly under-
stand these dynamics to prepare for future developments. 
Hockly (2023) explored the current applications of AI in 
ELT, examining the potential benefits and obstacles that AI 
poses for learners, educators, and educational institutions. 
Instances of malevolent misuse of AI also present significant 
risks (Hagendorff, 2020). 

While AI promises to enhance English language learning 
experiences, it is vital to acknowledge and rectify existing 
gaps and limitations to ensure equitable inclusion in the 
Philippine educational framework. English language teach-
ers must demonstrate advanced competencies that embrace 
cultural and linguistic diversity while fostering intercon-
nectedness through globalization. Educational institutions 
must prioritize integrating AI-powered tools and resources 
into curricula and teaching methods to harness AI’s trans-
formational potential (Umali, 2024). Studies reveal readi-
ness among educators to integrate digital resources after at-
tending technological literacy seminars (Geng et al., 2021). 
Local studies show positive perceptions of generative AI 
tools among teachers and students (Arguson et al., 2023; 
Prestoza & Bantao, 2024). 

Previous research predominantly focused on the technol-
ogies utilized in foreign language teaching and the engage-
ment of students with AI tools, often overlooking senior 
high school education and the perspectives of Filipino lan-
guage teachers. This study aimed to fill that gap, serving as 
a valuable resource for language learners and teachers to 
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promote responsible and intentional AI utilization, ulti-
mately fostering a dynamic and student-centered learning 
environment that prepares learners for success in an AI-
driven future. 

METHODOLOGY 

Objectives 

This study aimed to investigate the use of AI by Senior 
High School English teachers in Tanza, Cavite. The central 
question was: “How have English language teachers inte-
grated AI into language learning?” 

Research questions 

Specifically, it sought to answer the following sub-re-
search inquiries: 

1. What were the AI tools employed by Senior High 
School educators to facilitate language learning? 

2. How did language educators incorporate AI into their 
pedagogical practices? 

Methods  

Transcendental phenomenology was employed as the re-
search methodology, following the approach of Moustakas 
(1994). This qualitative research focused on the lived expe-
riences of teachers and their use of AI tools in ELT. The 
researchers explored the internal process of awareness, fo-
cusing on the patterns and interactions between phenomena 
and the individual. Moustakas (1994) outlined a systematic 
process for analyzing phenomenological data. Co-research-
ers shared their personal experiences, and the researchers 
identified significant statements, grouped them into mean-
ingful units, and categorized them into themes. These 
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themes were then combined to create a comprehensive de-
scription of the co-researchers’ experiences, including tex-
tual and structural descriptions. 

Participants in the study 

The participants were selected using purposive sampling 
to ensure that individuals with direct knowledge and expe-
riences of the phenomena are carefully chosen and included 
in the study. To gain a comprehensive understanding of in-
dividuals’ life experiences, it is necessary to select partici-
pants from a homogeneous sample (Alase, 2017). Purposive 
sampling was utilized, with specific criteria set to identify 
the co-researchers. The criterion-based selection included: 
(1) Regular English language teachers who have been teach-
ing for at least two years in Senior High public schools;  
(2) English teachers from three Senior High Schools in the 
Municipality of Tanza, namely Tanza National Trade 
School, Amaya School of Home Industries, and Tanza Na-
tional Comprehensive High School; and (3) Language 
teachers who use AI tools to support language teaching. 

In accordance with Moustakas’ framework, the re-
searchers adopted the term ‘co-researchers’ to refer to par-
ticipants, as they were integral to comprehending the fun-
damental nature of the phenomenon alongside the research-
ers. The researchers’ primary goal was to make the co-re-
searchers aware of their status and role. Ten co-researchers 
were chosen and labeled with numbers (C1-C10) to main-
tain anonymity and confidentiality. 

Data collection 

Data were collected from individuals who experienced 
the phenomenon under investigation. In phenomenological 
studies, data collection typically involves multiple in-depth 
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interviews with participants until data saturation is 
achieved. This research included 10 co-researchers, reflect-
ing a participant size generally ranging from 2 to 25, which 
is standard in phenomenological research. The selection of 
these participants aimed to capture the homogeneity of the 
sample to provide a more comprehensive understanding of 
the phenomenon. 

The researchers allocated four weeks for data collection, 
employing in-person or online interviews through Zoom. 
Semi-structured interviews were conducted in a series to en-
sure data saturation. A research protocol consisting of ten 
questions and ten follow-up questions was prepared to 
guide the semi-structured interview process. Prior to the 
main interviews, the researchers conducted pre-interviews 
to assess the willingness and openness of potential partici-
pants. Informed consent was obtained and signed by all co-
researchers, and confidentiality of their responses was as-
sured. The recorded interviews were transcribed, and the 
audio recordings served as a repository of research material 
for further analysis. 

Classroom observations were conducted with each lan-
guage teacher co-researcher, focusing on the AI tools and 
applications used during instruction. Additionally, lesson 
plans that incorporated Information and Communication 
Technologies (ICT) and AI tools were reviewed. To gain a 
comprehensive understanding of the topic, data triangula-
tion was utilized, combining information from interviews, 
observations, and document analysis of lesson plans. Vali-
dation and cross-checking of the transcriptions were carried 
out in collaboration with the co-researchers to ensure accu-
racy and reliability in the findings. 
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Data analysis 

In light of Moustakas’ (1994) transcendental phenome-
nology, eight steps (Fig. 1) were followed in data analysis.  
Figure 1  
Steps in phenomenological analysis  

 
 
The epoché represents bracketing the researchers’ sub-

jective feelings. Data included verbatim transcripts of inter-
views analyzed continuously, allowing insights from initial 
interviews to inform later ones. 

1. Horizontalizing: The interview transcripts were re-
viewed, highlighting significant statements related to AI us-
age by language teachers. This step involved discarding per-
sonal judgments and redundancy to focus on unique hori-
zons. 

2. Reduction of experiences to invariant constituents: In-
significant statements were filtered out, retaining only those 
experiences relevant to AI usage in language teaching. 
These significant statements were then clustered into mean-
ingful themes, each characterized by a singular meaning. 

3. Thematic clustering to create core themes: The invar-
iant constituents, or horizons, were thematized and 
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clustered to identify the core themes reflective of partici-
pants’ experiences. 

4. Comparison of multiple data sources to validate the 
invariant constituents: Themes from participant interviews 
were compared with observations to ensure accuracy and 
consistency across data sources. 

5. Crafting individual textural descriptions of partici-
pants: Verbatim excerpts from co-researchers’ interviews 
were used to describe their experiences in a narrative for-
mat, enhancing clarity and comprehension. 

6. Construction of individual structural descriptions: 
This step focused on integrating textural descriptions with 
imaginative variation to develop a personal understanding 
of how experiences occurred. 

7. Construction of composite structural descriptions: 
Textural descriptions were woven into a unified structure 
to explain how collective experiences unfolded, with each 
paragraph concluding with a structural analysis. 

8. Synthesis of texture and structure into an expression: 
Narratives were prepared for each participant, capturing 
“what” occurred and “how” it happened. Common units 
of meaning were synthesized into composite descriptions, 
merging textural and structural insights to portray the es-
sence of the phenomenon. 

Trustworthiness 

Trustworthiness was ensured through credibility, trans-
ferability, dependability, and confirmability (Lincoln & 
Guba, 1985). Ensuring trustworthiness in data interpreta-
tion was essential to providing valuable insights from the 
research. The findings were validated to accurately reflect 
the co-researchers’ intended meanings, minimizing re-
searcher bias. To enhance credibility, the study employed 
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prolonged engagement, persistent observation, data trian-
gulation, and peer debriefing for external evaluation. Addi-
tionally, referential adequacy was achieved by comparing 
initial findings with original data, and supplementary ma-
terials, including documents and field notes, were main-
tained separately for context and future reference. Trust-
worthiness was ensured through triangulation, including 
data collection from interviews and class observations. In-
terviews with participants were conducted at different times 
to assess consistency. The phenomenological analysis began 
with epoché, where researchers suspended preconceived no-
tions.  

Moreover, member checking allowed participants to re-
view initial findings and verify authenticity through verba-
tim files. Transferability was addressed by providing de-
tailed descriptions of the phenomenon studied: the experi-
ences of Senior High School language teachers in Tanza, 
Cavite, using AI tools during the 2022-2023 academic year. 
In terms of dependability, this was ensured by involving an 
independent researcher to assess consistency in findings and 
clearly delineating study processes. Confirmability focused 
on accurately representing co-researchers’ responses rather 
than researcher perspectives. An external audit by an inde-
pendent researcher verified that conclusions were based on 
collected data and ensured reflexivity throughout the re-
search process. Finally, the Epoché process was consistently 
applied from horizontalizing to synthesizing findings, with 
documentation maintained at each stage, including an audit 
trail of lesson plans and observational analysis. 

Ethical considerations 

To ensure ethical research, procedures were imple-
mented to safeguard the well-being of participants. 
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Following De La Salle University Dasmariñas ethical proto-
cols and DepEd guidelines, teacher co-researchers and 
school heads were provided with written consent forms. 
These forms informed them about the study’s goal and ob-
tained their consent. Participation was voluntary, and sig-
natures were required to validate their consent. Participants 
were assured that all findings would be treated with the 
highest level of confidentiality, ensuring their identities 
were not disclosed, particularly during data transcription. 
They were also given copies of the transcriptions. Numeri-
cal participant labeling was employed to preserve anonym-
ity and confidentiality. Participants felt at ease during the 
interviews, as their schedules, interview preferences, and 
desired locations were considered. Respect for their re-
sponses was maintained at all times. 

RESULTS 

This section presents the analysis and discussion of the 
findings derived from the data gathered. Core themes, tex-
tural, structural, and composite descriptions of teachers’ 
experiences corresponding to the study’s two specific re-
search questions were developed and presented using ta-
bles. Table 1 shows the core themes on the AI tools em-
ployed by Senior High School educators to facilitate lan-
guage learning. 

 
Table 1. 
Core themes of English teachers’ integration of AI tools to 
facilitate language teaching 

Core Themes Description 
 

T1 AI for Personalized Learning Analyzing learners’ strengths and weak-
nesses to tailor lesson plans and provide in-
dividualized feedback. 
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T2 AI for Adaptive Learning 
Platforms 

Adjusting content difficulty based on 
learner progress to enhance engagement 
and effectiveness. 

T3 AI for Automated Assess-
ments and Grading 

Utilizing language assessment, automated 
grading, and interactive language practice 
activities. 

T4 AI for Virtual Assistants Integrating AI chatbots or virtual tutors for 
instant feedback, language practice, and an-
swering questions. 

T5 AI for Language Learning 
Applications 

Developing AI-driven mobile apps for im-
mersive experiences like real-time transla-
tion, pronunciation correction, and cultural 
insights. 

T6 AI for Data-driven Insights Leveraging AI to analyze learning data, 
identify patterns, and optimize teaching 
strategies. 

T7 AI for Gamification and Sim-
ulation 

Creating AI-powered language games and 
simulations for engaging and interactive 
learning. 

T8 AI for Content Creation and 
Curation 

Using AI to generate learning materials, cu-
rate authentic resources, and create person-
alized learning pathways. 

T9 AI for Accessibility and Inclu-
sivity 

Implementing AI technologies to support 
learners with disabilities, offering features 
like automatic transcription, translation, 
and text-to-speech. 

T10 Ethical and Cultural Consid-
erations in AI Usage 

Addressing ethical concerns in AI use, pro-
moting cultural sensitivity, and ensuring re-
sponsible integration. 

 
Table 1 shows the ten core themes related to the use of 

AI in English language teaching. These themes included per-
sonalized learning (co-researchers 1, 4, 5, 6, 7, 8, and 10), 
creativity enhancement (all co-researchers), automated as-
sessment (all co-researchers), instant feedback (co-research-
ers 3, 4, 6, 7, 8, and 10), immersive experiences (co-re-
searchers 1, 2, 5, and 9), data analysis and optimization (co-
researchers 3, 4, and 5), interactive learning (co-researchers 
2 and 3), personalized learning pathways (all co-research-
ers), accessibility for students with disabilities (co-research-
ers 6, 8, and 9), and various challenges (all co-researchers). 
Table 2 shows the textural descriptions of the AI tools 
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employed by Senior High School educators to facilitate lan-
guage learning. 
Table 2. 
Textural descriptions of English teachers’ experience using 
AI tools to facilitate language teaching 

 
Par-
tici-
pant 

Textural Descriptions 
 

C1 Grammarly, Canva, Quillbot, and other paraphrasing tools employed in 
teaching English resulted in idea generation and customization of teaching 
materials. 

C2 Quillbot, Grammarly, Talkpal, and Perplexity were the AI tools incorporated 
in teaching, checking of grammar, structure and content of both lessons and 
students’ outputs, while B-bytes and Trichea were used for interactive games. 

C3 Grammarly, Canva, ChatGPT, Curipod, ELSA Speak, Invideo, SlidesGo, 
DALLE-E, and Perplexity generated interactive learning and created person-
alized teaching resources and assessments. 

C4 Grammarly, Canva, TalkPal, and ChatGPT were employed in composition, 
proofreading, and language structures. 

C5 Murf Ai, Curipod, Quillbot, Parlay Genie, Character AI, Canva, and Gram-
marly were used in synthesizing and data source evaluation. 

C6 Canva, ChatGPT, Co-Pilot, and Quillbot were the AI tools employed in facil-
itating teaching, adapting lessons, and customization of lesson plans. 

C7 Grammarly, Kahoot, ChatGPT, and Turnitin were the incorporated AI tools 
in teaching, data gathering, and writing assistance. 

C8 Canva, ChatGPT, and Quillbot incorporated with translating tools, content 
and idea generators. 

C9 Grammarly, Quillbot, and Plagiarism Checker facilitated language assess-
ments, evaluating student performance and automated grammar checkers.  

C10 ChatGPT, Co-pilot, Grammarly, Copyleaks, Get Pronounced, Canva Image 
Generator, and other phonological applications were used. 

 
Table 2 lists the AI tools used by Senior High School 

teachers, the co-researchers. They utilized various AI tools 
to enhance language teaching. Grammarly, Canva, Quill-
bot, and Perplexity were employed for personalized learn-
ing and lesson creation. AI chatbots and virtual language 
tutors offered instant feedback, language practice, and an-
swering questions. Adaptive learning platforms like Parlay 
Genie adjusted content difficulty based on student progress. 
These tools were integrated into lesson plans to supplement 
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classroom instruction and support self-directed learning. 
Specifically, co-researchers 1, 2, and 8 used AI to assist in 
lesson planning, analyzing learner strengths and weak-
nesses, and tailoring instruction accordingly. Co-researcher 
3’s lesson plan incorporated Grammarly for engagement 
activities. AI-driven mobile applications like TalkPal, ELSA 
Speak, Get Pronounced, and AI translators were used for 
real-time translation and pronunciation correction. Co-re-
searcher 4 used TalkPal to enhance students’ conversational 
skills, and Canva Write was used for visual representation 
in lesson plans. 

Interactive platforms like Kahoot, B-bytes, ELSA Speak, 
Get Pronounced, and Talkpal offered engaging lessons, vo-
cabulary drills, and language practice exercises. Parlay Ge-
nie, observed in some classrooms, adapted material diffi-
culty in real-time, fostering student interest and perfor-
mance. These applications were integrated into lesson plans 
to supplement classroom instruction and support self-di-
rected learning. 

Table 3 shows the structural descriptions of the AI tools 
employed by Senior High School educators to facilitate lan-
guage learning.  
Table 3. 
Structural descriptions of English teachers’ experience us-
ing AI tools to facilitate language teaching 

 
Partici-
pant 

Structural Descriptions 
 

C1 Incorporating Grammarly, Canva, and Quillbot for language teaching, tai-
loring lessons, and authenticating teaching materials for idea generation, 
grammar checking, and phrase construction, despite connectivity chal-
lenges.  

C2 Integrating AI tools like Quillbot, Grammarly, Talkpal, and Perplexity to 
improve grammatical accuracy, structural integrity, and content quality, 
emphasizing accelerated revision and individualized feedback without re-
ducing human interaction. 
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C3 Employing Grammarly, Canva, ChatGPT, Curipod, ELSA Speak, Invideo, 
SlidesGo, DALL-E, and Perplexity to enhance language learning, promote 
active participation, and create personalized materials and evaluations.  

C4 Using automatic transcription and text-to-speech functions with TalkPal, 
Grammarly, ChatGPT, and PDF Tender for special needs students, and 
Canva for visual reinforcement. 

C5 Integrating Murf AI, Curipod, Quillbot, Parlay Genie, Character AI, 
Canva, and Grammarly for exploring literary themes, synthesizing mate-
rial, grammar checking, and evaluating sources, while emphasizing re-
sponsible use. 

C6 Employing Quillbot, Canva, ChatGPT, and Co-Pilot to create a dynamic 
classroom, balancing traditional and modern methods, improving prepa-
ration, resources, and information access, while considering misuse and 
resource availability. 

C7 Creating activities to improve writing accuracy and plagiarism evaluation 
using Grammarly, Kahoot!, ChatGPT, and Turnitin.  

C8 Using Canva, ChatGPT, and Quillbot to enhance reading and writing in-
struction, translation, and content conceptualization, motivating students 
while acknowledging gadget availability.  

C9 Integrating Grammarly, Quillbot, and Plagiarism Checker for participa-
tory and self-directed learning, providing immediate feedback, discovering 
writing styles, and promoting ethical composition, with a need for train-
ing. 

C10 Using ChatGPT, Co-pilot, Grammarly, Copyleaks, Get Pronounced, and 
Canva Image Generator for real-time translation, pronunciation correc-
tion, specialized examples, grammar correction, and engaging multimedia 
resources, without over-reliance 

 
Co-researchers utilized a variety of AI tools to enhance 

language teaching. Grammarly was used for writing assis-
tance, Canva for visual resources, TalkPal, ELSA Speak, 
Get Pronounced, and AI translators for phonological appli-
cations, Quillbot for paraphrasing, and Turnitin for plagia-
rism detection. These tools were integrated into lesson plans 
to create personalized learning experiences, foster creativ-
ity, and support student development. While leveraging AI, 
educators balanced efficiency with the integrity of student 
learning, addressing challenges related to technology acces-
sibility and preventing over-reliance on AI. 

Co-researchers 6, 8, and 9 emphasized the importance of 
availability and connectivity to AI technologies. Gadgets 
such as laptops with good technical specifications and cell-
phones are essential not only in classrooms but also in 
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6 

students’ households. Additionally, there is a scarcity of De-
pEd-sponsored seminars on navigating and using various 
AI tools and applications for language learning. 

Table 3 highlights the importance of teaching students 
about the misuse, overuse, and abuse of AI applications. 
During classroom observations, teachers emphasized ethi-
cal usage, addressing concerns around AI in language edu-
cation, promoting equal opportunities, and ensuring re-
sponsible AI integration. This was particularly evident with 
Co-researcher 2 and Co-researcher 6, as shown in the tran-
scripts below: 

Co-researcher 2: “Incorporating AI to language teaching 
can actually lead to, of course, less humanized experience, 
depth of human interaction, the students can actually de-
pend much on the use of AI, and of course AI could be 
costly, in terms of subscription.” 

Co-researcher 6: “Honestly, I believe we have a lot of 
concerns with AI. It’s something that I use myself because 
I’d rather have them really use it than me feeling betrayed 
because I have no awareness that they’re actually using it. 
It’s inevitable, so might as well just integrate it in the class. 
But really, in my context, I still am very skeptical with the 
presence of AI right now, honestly. Despite all the benefits 
that I told you earlier, I think it’s very predatory, I must 
say.” 

Co-researcher 10: “I think the number one challenge 
here is there are students who cannot use AI properly. They 
tend to search everything for AI and then just copy and 
paste it. There’s a lot of AI tools that are really free, acces-
sible. However, don’t rely much on that particular AI. I’m 
always telling my students that AI is just a guide, AI is a 
trainer, but don’t use or see AI as a teacher.” 

Box 1 presents the composite descriptions, combining 
the textural and structural descriptions of the AI tools 
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employed by Senior High School educators to facilitate lan-
guage learning. 
Box 1 
Composite descriptions of English teachers of ai tools em-
ployed to facilitate language teaching 

Language teachers employed AI to develop language learning materials, gather 
authentic resources, and customize learning paths to meet each student’s individual-
ized needs, while also incorporating traditional methods. AI is crucial for analyzing 
students’ proficiency and areas for improvement, providing immediate translation, 
and offering accurate pronunciation correction and feedback. AI chatbots evaluate 
linguistic expression, assign scores automatically, and provide interactive learning. 
Additionally, AI facilitates text-to-speech and transcription for students with disabili-
ties, identifies trends, and promotes gamification and simulation. 

Co-researchers highlight the benefits of AI technology in learning language skills 
and emphasize its appropriate application. Both educational institutions and students’ 
households need access to high-quality smartphones and laptops. The Department of 
Education (DepEd) should provide instructors with training on AI applications and 
language learning technology, as well as students with instruction on the ethical use 
of AI. AI efficiently assesses the language, structure, and content of both student and 
class work 

 

Language teachers use AI to enhance learning by provid-
ing customized examples, correcting grammar, ensuring ac-
ademic integrity, and creating visual aids. AI tools offer 
real-time translation and pronunciation correction, creating 
immersive experiences. In advanced classrooms, students 
benefit from abundant digital resources and uninterrupted 
internet access. 

Box 1 shows how AI enhances language learning with 
automatic grammar checks, improving writing skills, and 
providing prompt feedback. It helps avoid plagiarism 
through paraphrase assistance, fostering ethical writing 
practices. These tools create a collaborative and autono-
mous learning environment, improving lesson planning, 
presentation materials, and information retrieval. Educa-
tors balance efficiency with maintaining authenticity and 
quality in student learning. Addressing technology accessi-
bility, proper utilization, educator training, and avoiding 
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overdependence on AI is crucial to enhancing the learning 
environment. 

Table 4 shows the textural descriptions of English teach-
ers’ experiences in terms of integrating AI in language 
teaching. 
Table 4 
Textual descriptions of language educators in incorporating 
AI into their pedagogical practices 

 

Participant Structural Descriptions 
 

C1 Using AI to produce personalized learning materials, curate authentic 
resources, and customize learning alongside traditional assessment 
methods. 

C2 Integrating AI language games, simulations, and other AI tools to cre-
ate formative and summative evaluations. 

C3 Incorporating AI tools to create individualized lessons and assessments 
tailored to students’ learning capacity, style, and progression. 

C4 Incorporating AI tools for writing composition, proofreading, lan-
guage structure enhancement, visual concept production, automatic 
transcription, translation, and text-to-speech. 

C5 Leveraging AI for language evaluation through interactive exercises, 
question construction, paraphrasing, and grammar checking. 

C6 Employing AI in lesson plans, feedback, and developing interactive 
content alongside traditional teaching methods. 

C7 Using AI for data collection, writing, grammatical accuracy, interac-
tive learning, and originality verification. 

C8 Embracing translator and visual idea generator AI tools in teaching 
reading and writing skills while preserving traditional methods. 

C9 Utilizing AI for writing assignments, assessments, paraphrasing, writ-
ing structures, and plagiarism checking, reinforcing conventional 
strategies.  

C10 Employing AI to customize lessons, edit outputs, and create formative 
assessments while using traditional summative evaluations. 

 

Table 4 illustrates how English teachers integrated AI in 
language teaching. Co-researchers extensively integrated AI 
tools into their language teaching practices, utilizing them 
for various purposes. These tools included AI-generated 
materials, curated resources, and personalized learning 
pathways. Classroom observations revealed the effective 
use of AI for individual and group needs, such as automated 
writing evaluations, personalized rubrics, and intelligent 
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tutoring systems. AI also supported learners with disabili-
ties through features like transcription and text-to-speech.  

Additionally, co-researchers employed AI for language 
assessment, automated grading, and interactive practice ac-
tivities, such as virtual language assistants and computer-
ized dynamic assessments. These integrations enhanced the 
precision and depth of grammar, structure, and content in 
student work. Specifically, co-researchers 1 and 2 used AI 
to generate materials and curate resources. Co-researcher 1 
used Canva for assessments and personalized rubrics, while 
Co-researcher 2 leveraged Grammarly and Quillbot for 
grammar feedback.  

Co-researchers 2, 4, and 10 integrated AI tools into in-
telligent tutoring systems, with Co-researcher 2 demon-
strating their effectiveness in enhancing writing abilities. 
Co-researchers 4 and 9 used AI to support learners with 
disabilities, with Co-researcher 4 using Transcribe AI for 
transcription and Co-researcher 9 adjusting font sizes. Co-
researchers 3 and 5 incorporated AI tools for speech recog-
nition and chatbots, with Co-researcher 5 using Murf AI 
for voiceovers.  

Co-researchers 6, 7, and 8 used ChatGPT and other vir-
tual language assistants for various purposes, including idea 
generation, language practice, and answering learner ques-
tions. Co-researcher 2 used AI tools like Grammarly and 
Quizzes for assessments, while Co-researcher 10 used 
ChatGPT and Co-pilot to generate specific questions and 
organize AI-generated ideas. 

Meanwhile, Table 5 presents the structural descriptions 
of English teachers’ experiences in terms of integrating AI 
in language teaching. 
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Table 5 
Structural descriptions of language educators in incorporat-
ing AI into their pedagogical practices. 

Participant Structural Descriptions 
 

C1 Incorporating AI tools and applications into pedagogical practices for 
teaching English for Academic and Professional Purposes involves gen-
erating language learning materials, curating authentic resources, and 
creating personalized learning pathways for lessons, despite the chal-
lenge of data connectivity in schools. 

C2 Incorporating AI tools in teaching Practical Research to check gram-
mar, structure, and content of lessons and student outputs, and creat-
ing AI-powered language games and simulations for more engaging 
and interactive learning. 

C3 Incorporating AI tools in teaching Practical Research to create person-
alized materials and assessments that adjust content difficulty based 
on learner progress, enhancing engagement and effectiveness through 
dynamic and interactive learning. 

C4 Incorporating AI tools in teaching English for Academic and Profes-
sional Purposes to aid in composition, proofreading, and language 
structure checks, supporting individual student needs and learners 
with disabilities through features like automatic transcription, trans-
lation, and text-to-speech. 

C5 Incorporating AI tools in teaching 21st Century Literature from the 
Philippines and the World for language assessment, automated grad-
ing, and interactive language practice activities to enhance student 
skills. 

C6 Incorporating AI in teaching Creative Nonfiction to identify learners’ 
strengths and weaknesses, tailor lesson plans, and provide individual-
ized feedback, while considering ethical concerns in AI use for lan-
guage education. 

C7 Incorporating AI in teaching Practical Research for data gathering, 
language practice, and writing compositions, aiding in answering 
learner questions while ensuring responsible AI integration. 

C8 Incorporating AI in teaching Reading and Writing Skills using trans-
lator and visual idea generator tools, while addressing concerns about 
overdependence. 

C9 Incorporating AI in teaching Practical Research for data analysis, pat-
tern identification, and optimizing teaching strategies. This includes 
creating assessments and using grammar checkers for instant feedback 
on student outputs. 

C10 Incorporating AI in teaching Oral Communication in Context using 
phonological applications to enhance speaking abilities, offering im-
mersive experiences like real-time translation and pronunciation cor-
rection. 

 
Table 5 shows how AI tools were used in language edu-

cation. Co-researchers modified instructional content based 
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on learner performance, using AI to provide tailored learn-
ing experiences. For subjects like English for Academic and 
Professional Purposes and Creative Nonfiction, co-re-
searchers 3, 4, 5, and 7 found Curipod and other AI tools 
helpful for collaborative lesson creation, sharing, and gen-
erating interactive activities. In Practical Research, co-re-
searchers 2 and 7 integrated AI tools like ChatGPT, Gram-
marly, and Turnitin into the curriculum, emphasizing re-
sponsible AI use. Co-researchers 7 and 8 used translator 
and visual idea generator tools to enhance Reading and 
Writing skills, though they expressed concerns about de-
pendency. Co-researcher 10 used AI to analyze learner per-
formance and identify effective instructional tactics for 
speaking practice. Learner-generated context-based AI 
tools provided one-on-one tutoring and immediate feed-
back for phonological exercises, used by co-researchers 2, 
4, and 10 in teaching Oral Communication. 

Despite efforts to integrate AI tools, co-researchers faced 
challenges. Co-researcher 1 noted connectivity issues, co-
researcher 6 encountered ethical concerns, co-researcher 7 
focused on teaching responsible AI use, and co-researcher 8 
feared overdependence on these tools. 

Co-researcher 1: “We do not have a wide internet con-
nection for our particular lessons and then students also as 
well, do not have internet in accessing their outputs, so 
those have internet so they could be able to use those AI 
tool, but those do not have, then they could.” 

Co-researcher 6: “It is hard to detect if the student is the 
genuine writer or maker of ones’ world. . . transparency is 
hard. Too much accessibility is dangerous if not inside the 
school, then outside, there is a danger in identity theft and 
all.” 

Co-researcher 7: “. . . we might as well integrate tools 
that are necessary for them to be equipped. I think it helps 
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them be more familiar, helps them gain some access. But I 
think we really need to find a way as to how to regulate it 
for the responsible usage.” 

Co-researcher 8: “Overreliance or overdependence on 
these AI tools of the students, because it is easy for them to 
use Quillbot or any other tools that can make their work 
easier. Some of them will not synthesize or analyze and try 
on their own. That’s one claim. Maybe that is why other 
teachers may not allow the use of AI tools in their subject, 
any subject they teach, not just in English.” 
Box 2 
Composite descriptions of language educators in incorpo-
rating AI into their pedagogical practice 

Integrating AI in teaching English for Academic and Professional Purposes, Prac-
tical Research, 21st Century Literature, Creative Nonfiction, Reading and Writing 
Skills, and Oral Communication involves a complex interplay of technology, peda-
gogy, and learner engagement. Personalized AI-driven environments enhance language 
learning by tailoring experiences to individual trajectories. Adaptive systems adjust 
task difficulty, feedback, and content. Speech recognition technology improves pro-
nunciation and listening skills, providing immediate feedback on pronunciation, flu-
ency, and phonetic precision. These tools significantly increase spoken language prac-
tice with real-time corrections and recommendations, often not possible in traditional 
classrooms due to time constraints or teacher availability. However, challenges in-
clude connectivity issues, ethical usage, responsible information sharing, and fear of 
overdependence. 

 
Box 2 highlights the use of AI in collaborative English 

language learning to tailor instruction and assessments, 
support written and spoken communication, shape class 
content, and develop materials. Personalized AI-driven en-
vironments enhance learning by customizing experiences to 
individual paths. Adaptive systems adjust task difficulty, 
feedback, and content presentation to meet learners’ needs. 
AI technologies analyze vast linguistic data, providing edu-
cators with insights into student progress and areas for im-
provement. Data analytics and machine learning help iden-
tify performance patterns, personalize learning pathways, 
and offer targeted interventions. 
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In collaborative research, teachers use AI to tailor in-
struction and assessments, support communication, shape 
content, and develop materials. AI-driven environments en-
hance learning by customizing experiences to individual 
paths. Adaptive systems adjust tasks, feedback, and content 
to suit learners’ needs. AI-powered tools also promote col-
laborative learning through virtual classrooms with chat-
bots and editing tools, fostering peer interaction, problem-
solving, and knowledge sharing. These environments en-
hance linguistic skills and critical competencies like critical 
thinking, communication, and teamwork. However, chal-
lenges include data connectivity and ethical, responsible 
tool usage, such as avoiding overdependence. 

 

The study revealed that language instructors integrated 
AI to augment traditional teaching approaches. AI was used 
to create materials, curate resources, and personalize learn-
ing paths. It evaluated students, offered translations, and 
provided feedback on speech, pronunciation, and fluency. 
Additionally, AI systems assisted in language assessment 
and provided interactive instruction. Teachers also em-
ployed text-to-speech and transcription technologies, par-
ticularly to support learners with disabilities. AI was inte-
grated into various areas, including lesson plans, language 
assessments, data analysis, composition, proofreading, and 
language structure checking. The development of speaking 
abilities and content adaptation were emphasized. While 
co-researchers highlighted the importance of appropriate 
AI integration, they also noted challenges such as connec-
tivity issues, misuse, overuse, and abuse of applications; un-
availability of gadgets and resources; irresponsible AI tool 
usage; incorrect acknowledgment of sources; insufficient 
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training and seminars; a less humanized teaching experi-
ence; fear of predatory use; and concerns regarding trans-
parency and information sharing.  

AI tools employed to facilitate language learning 

Interviews with 10 English teachers revealed the use of 
conventional teaching methods alongside AI technologies, 
emphasizing the importance of proficiency in AI tools as 
highlighted by UNESCO (2022b). AI supports asynchro-
nous learning, allowing students to learn at their own pace, 
thereby increasing engagement and collaboration (Li & 
Xing, 2021). 

Teachers who incorporated AI tools like ChatGPT, Co-
pilot, and Bing Chat significantly improved language teach-
ing by providing feedback and language practice, poten-
tially transforming traditional educational structures 
(Ayala-Pazmiño & Alvarado-Lucas, 2023). Quillbot, Murf 
AI, and Perplexity facilitated personalized learning and les-
son creation, while Canva and DALLE-E supported visual 
learners with tailored lesson plans and individualized feed-
back. Turnitin, Plagiarism Checker, and Copyleaks ensured 
academic integrity, and Grammarly provided comprehen-
sive grammar checks, editing, and proofreading. Platforms 
like Parlay Genie adapted content difficulty based on 
learner progress. 

The integration of AI into language learning requires 
teacher support and tailored teaching strategies (Geng et al., 
2021). AI tools like Canva Write and Character AI analyzed 
learning data, identified patterns, and optimized teaching 
strategies. Engaging tools like B-bytes, Curipod, and Ka-
hoot! introduced interactive language games and simula-
tions, making learning more enjoyable and effective. Vir-
tual reality simulations enabled students to interact with 
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native speakers, hone conversational abilities, and explore 
different cultures (AlContentfy, 2025). Conversational AIs 
motivated learners to engage in language settings (Pérez et 
al., 2020; Smutny & Schreiberova, 2020). For transcrip-
tion, translation, and pronunciation needs, TalkPal and Get 
Pronounced offered automatic and real-time solutions, es-
pecially for those with speech difficulties. 

Incorporating AI into language pedagogical practices 

AI was integrated into English Language Learning envi-
ronments to teach. Incorporating AI into English Language 
Learning environments involves teaching subjects like Eng-
lish for Academic and Professional Purposes, Practical Re-
search, 21st Century Literature, Creative Nonfiction, Read-
ing and Writing Skills, and Oral Communication. This in-
tegration requires a complex interplay between technology, 
pedagogy, and learner engagement. Geng et al. (2021) as-
sert that AI integration in language learning requires edu-
cators’ support and effective instructional strategies.  AI 
tools support students with disabilities in composition, 
proofreading, and language structure checking, including 
automatic transcription, translation, and text-to-speech. 
However, AI may struggle with context comprehension and 
precise translations due to the evolving nature of languages 
(LLS English, 2023). 

In Practical Research, AI verifies grammar, structure, 
and content, and develops language games and simulations 
to enhance learning. AI also assisted in data analysis, pat-
tern discovery, and teaching method optimization. Langran 
et al. (2020) highlighted AI’s role in creating customized 
educational resources and assessments that adapt to student 
progress.  
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AI integration in English education is seen as transform-
ative in enhancing student engagement and teacher effec-
tiveness (Dewi et al., 2021). In Creative Nonfiction, AI 
adapts lesson plans and provides personalized feedback, 
considering ethical implications. In 21st-Century Litera-
ture, AI enhances skills through language assessment, auto-
mated evaluation, and interactive practice. For Oral Com-
munication, AI assists in developing speaking abilities and 
providing immersive experiences, such as real-time transla-
tion and pronunciation correction. AI can foster the devel-
opment of various language skills (Ramdhani, 2021). 

While some educators embrace AI, others express reluc-
tance or anxiety (Chen & Yuan, 2022; Eslit, 2023; Fabro 
et al., 2024; Giray et al., 2024; Herminigildo et al., 2023; 
Obenza et al., 2023). The study revealed challenges in inte-
grating AI tools, including connectivity issues, ethical con-
cerns, overreliance, lack of resources, insufficient training, 
and the need for technical expertise (Melo, 2023). Enhanc-
ing critical and creative thinking and avoiding overreliance 
on AI tools are equally important challenges for language 
teachers (Santiago et al., 2023). Ultimately, AI tools are aids 
and should not replace the human agency of a language 
teacher (UNESCO, 2024a, 2024b). 

CONCLUSIONS 

The integration of technology tools and applications in 
teaching English in Senior High School offers numerous 
benefits for both educators and students. Teachers can en-
hance the learning experience, promote student engagement 
and proficiency, and use AI for creating and designing edu-
cational materials. Platforms like Grammarly, Canva 
Write, Quillbot, and ChatGPT support writing instruction 
by providing grammar and spell-checking tools, writing 
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guides, and idea generation assistance. Tools like Co-pilot, 
TalkPal, and ELSA Speak customize instruction and assist 
students in written and spoken communication, influencing 
class content and creating educational materials. AI’s inno-
vative approach to visual reinforcement and design empow-
ers educators to create dynamic and engaging learning ex-
periences that inspire creativity and foster collaboration. 

Deploying AI in Senior High School language education 
requires understanding both AI technologies and the peda-
gogies that support language learning. By leveraging these 
resources effectively, educators can empower students to 
become confident and proficient communicators in English, 
equipped with the skills needed to thrive in an intercon-
nected and multicultural society. Educational institutions 
should develop strategies to address the ethical guidelines 
associated with AI in language teaching and prioritize ef-
forts to tackle the digital divide. Academic discourse among 
educators and policymakers is necessary to preserve the hu-
man element in teaching and learning. By addressing AI in-
tegration issues collaboratively, educators and stakeholders 
can harness AI’s transformative potential to optimize lan-
guage education practices and empower learners for success 
in a digitized world. 

There is a demand for training and seminars focused on 
the proper implementation of AI technologies and applica-
tions. Future studies should explore the firsthand experi-
ences of educators and students in private schools and 
Higher Education Institutions to gain a comprehensive un-
derstanding of AI’s impact on language teaching and learn-
ing. The integration of AI in English language learning en-
vironments involves a complex interplay of technology, 
pedagogy, and learner engagement. Personalized AI-driven 
environments can enhance language learning by providing 
experiences tailored to individual learning trajectories. 
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Adaptive systems modify task difficulty, feedback methods, 
and content presentation. Speech recognition technology 
enhances pronunciation and listening abilities, enabling 
learners to engage in vocal interaction with AI systems and 
receive immediate feedback. These tools significantly in-
crease the quantity of spoken language practice and provide 
real-time corrections and recommendations, often not pos-
sible in traditional classroom settings due to time limita-
tions or teacher availability.  

Finally, incorporating these tools presents challenges 
such as connectivity constraints, ethical usage, responsible 
information sharing, and the fear of overdependence.  
Given the challenges in integrating AI into language teach-
ing, future studies could explore how AI integration ad-
vances or hinders the realization of the UN’s Sustainable 
Development Goal 4 (SDG 4). This goal aims to ensure in-
clusive and equitable quality education and promote life-
long learning opportunities for all, especially in developing 
countries. 
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