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Abstract 

 
Non-native educators play a crucial role in Indigenous Peoples Education (IPEd), requiring cultural sensitivity, adaptability, 

and an open mind to effectively engage with students from diverse cultural backgrounds. This study explored the lived 

experiences of non-native educators implementing the IPEd Program in the Tampakan District, South Cotabato Division, 

Tampakan, South Cotabato, Philippines. Using a qualitative approach, it employed transcendental phenomenology, guided 

by Moustakas’ framework, to uncover the essence of their experiences. Ten (10) non-native educators participated in the 

study. The findings revealed key themes in their lifeworld, including language and communication adaptation, cultural 

sensitivity and integration, adaptive pedagogical strategies, community and parental involvement, emotional investment and 

personal growth, and overcoming stereotypes. Additionally, participants described their experiences in terms of 

interpersonal and communication dynamics, emotional responses, social changes, challenges, and coping strategies. Their 

future self-perceptions emphasized continuous learning, professional growth, pedagogical innovation, and advocacy for 

effective Indigenous education. This study highlights the transformative nature of teaching in Indigenous communities, 

demonstrating that non-native educators must go beyond traditional instruction by immersing themselves in cultural 

understanding and developing flexible teaching methods. It underscores the importance of community engagement and 

institutional support in enhancing learning outcomes. Ultimately, fostering culturally responsive education through 

professional development and policy support ensures that non-native educators can effectively contribute to both academic 

success and cultural preservation in Indigenous communities. 

 

 
Keywords: Indigenous Peoples Education, non-native educators, cultural sensitivity, adaptive teaching, community     

                                 engagement. 

 

 

I. INTRODUCTION 

 

For non-native educators working with 

students from diverse cultural backgrounds, 

particularly in indigenous or rural areas, it is 

essential to approach teaching with cultural 

sensitivity, adaptability, and an open mind. 

Understanding the unique experiences, traditions, 

and values of the students not only enriches the 

learning environment but also builds stronger 

connections that promote effective education.  

Around the world, the growth of indigenous 

people’s education has been impressive between 

2010 and 2015. It deserves to be prospectively 

monitored to assess trends in the availability of 

dedicated personnel and infrastructure to support 

Indigenous people’s education (Clay, 2018). In this 

context, the makeup of diverse society and school 
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communities calls for a political framework that 

promotes equal education and ensures a way of 

constructing knowledge that is accessible to all, a 

perspective in education that respects traditional 

groups and cultures, especially those who are 

usually financially disadvantaged, such as 

indigenous people (Sánchez-Cruz et al., 2021).  

Indigenous Peoples (IPs) in the Philippines, 

comprising 10–20% of the population, have 

historically faced discrimination and limited 

educational access. Rooted in the neo-colonial 

structure of the Philippine education system, 

cultural minorities encounter systemic injustices 

even when they attend school (Eduardo et al., 2021). 

To address this, Republic Act No. 10533 and 

DepEd Order No. 62 (2011) established the 

National Indigenous Peoples Education (IPEd) 

Policy Framework, promoting a culture-sensitive 

curriculum to support IPs' well-being (Romero, 

2020). By 2021, 2.529 million IP students in 42,176 

public schools benefited from the IPEd program. 

However, a significant education gap remains, with 

many IPs unable to fully realize their right to 

education (Eduardo, 2021). 

Although there are studies conducted to 

examine and evaluate the quality of indigenous 

education which uses collaborative method 

involving elders, teachers, researchers, and school 

administrators, as well as parents, students, and 

elders (King & Schielmann, 2004; (Ishimaru, 2014; 

Whiteford,; Townsend, & Hocking, 2017; McCarty 

& Lee, 2014; Simpson, 2014; May, 1999) there is 

only few literatures on the live experiences of Non-

Indigenous People teachers implementing the 

Indigenous Education Program in 

Tampakan. Despite the existing studies that 

presented the struggles that teachers abroad 

encountered, there are still more experiences to be 

discovered, covering the recent years, to fully 

inform the Filipino teachers (Sumalinog, 2020). 

The researcher found the urgency to bridge 

the gap between education policies in the 

Philippines and their actual implementation, 

focusing on mismatches for non-native educators in 

Indigenous education. This is critical for cultural 

preservation, equitable education, improved 

teaching quality, community empowerment, and 

global inclusivity discussions. Understanding the 

evolution and challenges of specific programs helps 

planners and implementers grasp current obstacles 

and prioritize future concerns. Thus, this study aims 

to explore the lived experiences of non-native 

educators in the implementation of Indigenous 

People's Education within the Department of 

Education's Program. 

This study is theoretically based on three 

interconnected theories that offer a thorough 

framework for comprehending non-native 

educators' views on the execution of the Indigenous 

People Education Program. Vygotsky's Social 

Constructivism (1968), Mezirow's Transformative 

Learning Theory (1978) and Tajfel and Turner's 

Social Identity Theory (1970s). 

First off, Vygotsky's Social Constructivism 

(1968) serves as the foundation for this 

investigation. This theory places a strong emphasis 

on how social interactions and cultural settings 

influence people's beliefs and behaviors. Social 

constructivism can be used to examine how non-

native educators' perspectives on the Indigenous 

People Education Program are implemented, taking 

into account how their interactions with students, 

coworkers, and community members shape their 

ideas and methods of teaching Indigenous 

education. 

Another theory that supports this study is 

Transformative Learning Theory of Mezirow 

(1978). This theory emphasizes the importance of 

critically reflecting on one's experiences, beliefs, 

and practices to promote continuous learning and 

improvement. Non-native educators' experiences 

with implementing Indigenous education programs 

can be analyzed through critical reflection, 

exploring how they critically assess their practices, 

navigate challenges, and adapt their approaches to 

become more effective educators in this context. 

Last but not least, the Social Identity Theory, 

which was put forth by Henri Tajfel and John 
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Turner in the 1970s, asserts that people get some of 

their sense of who they are from belonging to social 

groups. The theory aims to clarify the social 

dynamics and cognitive processes that underlie 

intergroup behaviors, particularly those involving 

bias, discrimination, and prejudice. 

This study explored the lived experiences of 

non-native educators in the implementation of 

indigenous education program in Tampakan District, 

Schools Division of South Cotabato. 

Specifically, this study addressed the 

following research questions:  

1. What are the non-native educators’ 

lifeworld in the implementation of 

indigenous education program in Tampakan 

District, Schools Division of South 

Cotabato? 

2. How do non-native educators describe the 

contexts of the lifeworld teaching in 

indigenous peoples education program  

implementing schools? 

3. How do non-native educators in Indigenous 

Education Program implementing schools 

view themselves in the future? 

 

 The study has important implications for 

education stakeholders, including influencing 

policy choices, improving teacher retention and 

support, empowering educators who are not local, 

advancing research, and directing future directions 

for study, particularly in underprivileged areas.  

 To the Non-native educators, their 

experiences and contributions written through this 

study would lead to increased support and advocacy 

within the education system. The study also 

contributes to the existing body of knowledge on 

teacher experiences in diverse settings and provides 

a foundation for future research to explore deeper 

aspects of non-native educators' experiences and 

compare practices across regions. 

 To the School Administrators this research 

provides the opportunity to enhance educator 

training, improve cultural responsiveness, and 

promote inclusivity within the school environment. 

This can ultimately lead to better educational 

outcomes for Indigenous students and foster a 

greater understanding of Indigenous cultures among 

all students and educators. 

To the IP schools, this research could shed 

light on the role of non-native educators in 

delivering education in culturally diverse 

environments. By understanding their experiences, 

IP schools can identify areas for improvement in 

teacher integration, instructional practices, and 

curriculum development that resonate with the local 

context.  

To the Schools Division of South Cotabato, 

the study may serve as valuable information on the 

challenges and successes of non-native educators 

working in Indigenous People Education (IPEd) 

programs. The findings can guide the development 

of policies, training, and support systems to better 

equip teachers for the cultural and pedagogical 

demands of these settings.  

 To the Department of Education, this study 

offers insights into challenges non-native educators 

face in implementing the Indigenous People 

Education Program, aiding policy and resource 

allocation. Schools can use findings for targeted 

support like professional development and mental 

health services, adapting teaching to Indigenous 

education's unique needs.  

 To the IP community, this study is 

significant to the IP community as it provides 

insights into how non-native educators navigate and 

adapt to the unique cultural dynamics within 

Indigenous settings. Understanding the lifeworld of 

these educators can promote stronger partnerships 

between schools and the IP community, ensuring 

that education is culturally responsive and 

respectful of their traditions and values. This could 

lead to improved trust and collaboration between 

the community and the education system. 

To the researcher herself, this study 

contributes to personal and academic growth by 

deepening their understanding of intercultural 

education and the realities faced by non-local 

educators. It allows the researcher to engage with 
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complex sociocultural issues and reflect on their 

implications for teaching and learning in 

Indigenous contexts. This knowledge can also be 

applied to future educational practices, especially in 

areas where cultural diversity is a significant factor. 

Future Researcher, this study shall serve as 

a foundation for future researchers interested in 

exploring the intersection of education, culture, and 

teacher experiences in Indigenous settings. It opens 

avenues for further inquiry into topics such as 

teacher preparation, cultural adaptation, and 

community engagement. The findings can inspire 

more in-depth studies that contribute to the 

continuous improvement of the IPEd program and 

enhance the body of knowledge on intercultural 

education in the Philippines and beyond. 

The study explored the experiences of 10 

non-native educators within the Indigenous People 

implementing school of Tampakan District, South 

Cotabato Division in the school year 2024-2025, a 

locale where majority of the schools implementing 

indigenous education program have non-native 

educators. It focused on understanding the 

challenges encountered by these teachers and also 

examined the coping strategies they employ.  

Through qualitative methods like in-depth 

interviews, the study uncovered insights into how 

non-native teachers perceive how these experiences 

effectively impact their teaching. However, it 

recognizes limitations inherent in qualitative 

research, such as potential biases in self-reporting 

and the contextual specificity of Tampakan, which 

may restrict generalizability to broader educational 

contexts. 

The following terms are operationally 

defined for clarity and understanding of their 

meaning in this study. 

 

Challenges refer to the difficulties, obstacles, or 

issues that non-native educators encounter 

while working in the IPEd program. 

Coping Strategies, in the context of the study, are to 

the    specific actions,  behaviors, or 

techniques employed by non-native 

educators to manage and adapt to the 

demands, pressures, and stressors associated 

with teaching in Indigenous People 

Education (IPEd) programs. 

Deep Dive refers to an extensive exploration into 

the experiences, challenges, perspectives, 

and impact that non-native educators face 

when teaching Indigenous Peoples 

Education, particularly in light of the 

program's development and integration. 

Indigenous People Education Program refers to a 

government initiative in the Philippines 

designed to provide culturally responsive 

and  contextually relevant education to 

Indigenous learners. 

Lifeworld refers to the personal, subjective 

encounters, perceptions, and interpretations 

of non-native educators while immersed in 

the daily realities, interactions, and activities 

within the context of implementing  the 

IPED program. 

Non-native educators are the teachers who come 

from outside the Indigenous communities 

where they are teaching under the IPED 

program. These teachers may have different 

cultural backgrounds, languages, and 

experiences compared to the local 

Indigenous population. 

 

II. METHODOLOGY  

 

The research design used in this study was 

qualitative phenomenological. Understanding 

people's experiences and the meanings they ascribe 

to them was the main goal of this design. This 

strategy was in line with the study's main goal, 

which was to investigate the lived experiences of 

non-native teachers in carrying out the DepEd 

Indigenous People's Education (IPED) program.  

This study was conducted in Tampakan District 

due to its unique context, where four Indigenous 

Peoples (IP) Implementing Schools are located and 

the majority of teachers are non-native. The district 
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provides an ideal setting to explore how non-native 

educators adapt to teaching in indigenous 

communities, engage with Indigenous Knowledge 

Systems and Practices (IKSPs), and explore their 

intercultural challenges. This locale allowed for an 

in-depth examination of teacher preparedness, 

cultural competence, and the integration of 

indigenous perspectives in education, making it a 

scientifically relevant site for research on 

intercultural education and policy. 

This study focused on 10 non-native public 

elementary school teachers, regardless of gender 

who have direct experience in implementing the 

Indigenous People's Education (IPED) program. 

The inclusion criteria for participants were: (1) a 

minimum of three years of teaching experience 

specifically within Indigenous People's 

implementing schools; and (2) they must be non-

native teacher.  This aimed to ensure that the 

selected teachers had substantial expertise and 

insights into the experiences of the IPED program. 

The study exclusively included non-native teachers 

who met the inclusion criteria, excluding 

Indigenous People (IP) teachers and those with less 

than three years of relevant experience.  

The study utilized purposive sampling, a 

method where participants were chosen according 

to certain criteria pertinent to the research aims. 

According to Arikunto (2010), purposive sampling 

entails selecting individuals based on a specific aim 

rather than their level or area. Creswell and Plano 

Clark (2011) define purposive sampling as the 

method of selecting individuals or groups with 

significant expertise or experience pertinent to the 

phenomena being studied.  

The primary tool for data collection was a 

semi-structured interview. The primary objective of 

employing semi-structured interviews for data 

gathering is to obtain insights from key informants 

regarding their personal experiences, attitudes, 

perceptions, and beliefs pertinent to the subject 

matter (De Jonckheere et al., 2019).  

The researcher utilized the validated interview 

guide questions based on Moustakas Framework. It 

was composed of twelve (12) probing questions to 

explore the lifeworld, context, and views of non-

native educators in Indigenous People Education 

implementing school. 

This study followed a systematic and 

rigorous process to explore the essence and 

significance of participants' lived experiences. The 

researcher began by seeking the approval of the 

graduate school of Sultan Kudarat State University 

and Department of Education. Upon approval, the 

researcher purposefully selected participants who 

have directly experienced the phenomenon under 

investigation. These participants were chosen based 

on their capacity to provide detailed and meaningful 

insights into their experiences, as suggested by 

Moustakas (1994). Before initiating data collection, 

participants received clear and comprehensive 

information about the study's objectives, procedures, 

and potential risks.  

The researcher conducted these interviews 

using open-ended questions, encouraging 

participants to express their experiences in their 

own words (Moustakas, 1994). To accurately 

capture participants’ responses, the interviews were 

audio-recorded, and the recordings were transcribed 

verbatim, preserving the original expressions and 

nuances as recommended by Creswell (2013). To 

minimize the influence of personal biases during 

data collection and analysis, the researcher 

practiced bracketing, which involved setting aside 

personal assumptions and preconceptions to focus 

solely on the participants' perspectives (Finlay, 

2009). 

Data collection continued until data 

saturation was achieved when no new themes or 

significant insights emerged from the interviews. 

This ensured the comprehensiveness and 

sufficiency of the data to address the research 

question (Creswell, 2013). Following data 

collection, the researcher engaged in a systematic 

analysis of the transcripts, employing 

phenomenological reduction to identify common 

themes and uncover the essence of the phenomenon 

(Moustakas, 1994). 
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To ensure the accuracy and credibility of the 

findings, the researcher conducted member 

checking, allowing participants to review and 

validate the interpretations of their experiences 

(Creswell, 2013). Throughout the process, the 

researcher emphasized providing rich, detailed 

descriptions of participants' experiences to vividly 

convey the essence of the phenomenon (Moustakas, 

1994). 

To enhance the study's trustworthiness, the 

researcher employed credibility, dependability, 

transferability, and confirmability, addressing 

potential biases and ensuring the rigor of the 

research process (Creswell, 2013). These measured 

collectively ensure the study's validity and its 

capacity to provide meaningful insights into the 

participants' lived experiences.  

In doing data analysis, the researcher used 

thematic analysis for this study. Braun and Clarke 

(2006) stated that thematic analysis emphasized 

identifying, analyzing, and reporting patterns 

(themes) within the data. It organized and described 

all data in detail.  

 

III. RESULTS AND DISCUSSION  

 

Non‐Native Educators’ Lifeworld in the 

Implementation of Indigenous Peoples’ 

Education Program 

 

The themes on non‐native educators’ 

lifeworld in the implementation of indigenous 

peoples’ education program are presented in Table 

1. Sixteen (16) clustered themes served as bases to 

formulate the six (6) emerging themes after a 

thorough process of data analysis and interpretation. 

It was revealed that language and communication 

adaptation; cultural sensitivity and integration; 

adaptive pedagogical strategies; community and 

parental involvement; emotional investment and 

personal growth; and challenging stereotypes and 

overcoming barriers were the description of the 

lifeworld of non-native teachers in the 

implementation of indigenous peoples’ education 

program. 

 

Table 1. Non‐Native Educators’ Lifeworld in the  

Implementation of Indigenous Peoples’ 

Education  Program 

Emerging Theme 

Language and Communication Adaptation 

Cultural Sensitivity and Integration 

Adaptive Pedagogical Strategies 

Community and Parental Involvement 

Emotional Investment and Personal Growth 

Challenging Stereotypes and Overcoming Barriers 

 

Language and Communication Adaptation 

This theme refers to the strategies and 

processes non-native teachers undergo to 

effectively interact with and teach indigenous 

learners. Since non-native teachers often come from 

different linguistic and cultural backgrounds, they 

need to bridge communication gaps to foster 

meaningful learning experiences.  

This theme is characterized by two (2) 

clustered themes; translating lessons and materials 

into the learners’ mother tongue; and overcoming 

language barriers and decoding unfamiliar dialects. 

Non-native teachers describe their lifeworld 

in indigenous people education program as 

language and communication adaptation when they 

said: 

 “I have to translate my lessons 

into their mother 

tongue... ”participant 1 

 

 “...sometimes we cannot 

understand each other because 

most of my students speak Blaan... 

I tend to decode...”Participant 3 

“...the FLALOK stories are in 

Blaan…, but I’m afraid I might 

mispronounce some 

words...”Participant 4 

 

“ Flalok” refers to the traditional 

art of oral storytelling practiced 

by the Blaan indigenous 

community in Southern Mindanao, 
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Philippines , serving as a way to 

transmit knowledge , culture and 

history from one generation to the 

next. 

“I think it would be better if I 

could learn their language while 

they are also learning Filipino 

and English.” Participant 6 

 

“...a successful conversation in 

the student's native language 

marked a significant turning 

point...”Participant 8 

 

“...I had to adapt to their 

language… so that I could 

connect my lessons...”Participant 

9 

Non-native teachers often translate lessons 

into indigenous languages and adapt to unfamiliar 

dialects, ensuring that students understand the 

content while honoring their cultural identities. This 

adaptation goes beyond simple translation; teachers 

need to collaborate with community members, such 

as elders or language experts, to ensure that lessons 

are culturally relevant and linguistically accurate.  

The findings align with O'Donnell and Gallagher 

(2019) on the importance of language access and 

with Vygotsky’s (1978) Social Constructivism 

Theory, which emphasizes learning as socially 

mediated. 

Cultural Sensitivity and Integration 

Cultural Sensitivity refers to the awareness, 

respect, and understanding of cultural differences, 

particularly in how people think, communicate, and 

interact while Cultural Integration is the process of 

embedding indigenous knowledge, values, and 

traditions into the educational system. In IPEd, 

cultural integration involves adapting curriculum, 

teaching strategies, and classroom interactions to 

align with the indigenous way of life. 

This theme is characterized by three (3) 

clustered themes; incorporating indigenous cultural 

elements; celebrating and respecting cultural 

identity; and adapting teaching to indigenous 

values. 

 Non-indigenous teachers describe their 

experience in indigenous people education program 

as importance of cultural sensitivity and integration 

when they said: 

“...indigenous people today have 

become more integrated into 

modern culture. And have 

adopted Christian practices and 

language...” Participant 2 

 

“So, the most significant aspect is 

the implementation of IP day in 

our school”Participant 3 

 

“The Indigenous Peoples 

Education Program that closely 

connects to my experience as a 

non-native educator is the IPED 

program, specifically FLALOK, 

which is a series of Blaan stories. 

These stories are written in 

Blaan.”Participant 4 

 

“Maybe in their music, they're 

encouraged to participate. 

Because of their education, we 

are proud that even if we do not 

belong to the tribe yet, we can 

play their music.”Participant 5 

 

“...programs… emphasize 

equality and cultural sensitivity 

among the pupils...”Participant 7 

 

“...a successful conversation in 

the student's native language 

marked a significant turning point, 

showing the importance of 

embracing their learning 

styles...”Participant 8 

 

“I had to adapt to their language. 

I tried to learn their language so 

that I could connect my lessons 

with them.”Participant 9 
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“...it's been a journey of learning 

and adoption… implementing 

indigenous education programs 

requires adopting respect for the 

community knowledge and when 

and a willingness to integrate it 

into the curriculum.”Participant 

10 

 

 Non-native educators incorporate 

Indigenous cultural elements into their 

teaching, such as celebrating Indigenous 

Peoples' Day and using culturally relevant 

materials like traditional stories. In 

addition, using culturally relevant 

materials like traditional stories or oral 

histories enriches the learning experience 

by connecting academic content to 

students' cultural backgrounds. These 

practices foster respect and understanding 

of Indigenous cultures, aligning with We 

Are Teachers (2023) and ABC Life 

Literacy (2023), which highlight the 

importance of cultural authenticity in 

teaching. 

 

Adaptive Pedagogical Strategies 

Adaptive Pedagogical Strategies refer to 

flexible and responsive teaching methods that 

accommodate the diverse learning needs, cultural 

backgrounds, and abilities of students. In the 

context of Indigenous Peoples Education (IPEd), 

adaptive pedagogy ensures that teaching aligns with 

indigenous knowledge systems, traditions, and 

ways of learning rather than imposing rigid, 

mainstream educational models. This theme is 

characterized by three (3) clustered themes; 

tailoring instructional methods to match diverse 

learning styles; creating alternative materials (e.g., 

self-made stories); and using remedial and 

collaborative strategies  

Non-indigenous teachers describe their 

experience in indigenous people education program 

as adaptive pedagogical strategies when they said: 

 “For every lesson, I create my 

own stories in Filipino and then 

have them translated by our 

elders... ” Participant 4 

 

 “...you must adjust your 

approach to meet them where they 

are... simplify things, explain 

concepts in different 

ways... ”Participant 5 

 

 “...conducting a remedial class 

would be a good approach... ” 

Participant 6 

 

“...I initially tried to teach using a 

myth method familiar to me, only 

to find the children were 

engaging...”Participant 10 

 

Teachers adjust their instructional methods 

to accommodate diverse learning needs through 

differentiated instruction. By simplifying lessons 

and using multimedia, they create inclusive 

environments where all students can succeed. These 

strategies align with Ben Milam Academy (2023) 

and The Australian (2023), which emphasize the 

use of varied teaching materials to support different 

learning styles. 

Community and Parental Involvement 

Community Involvement refers to the active 

participation of local community members, 

including elders, leaders, and cultural practitioners, 

in the educational process. In the context of 

Indigenous Peoples Education (IPEd), this means 

ensuring that the school system respects and 

integrates indigenous knowledge, traditions, and 

values. Community involvement fosters a sense of 

shared responsibility in shaping the educational 

experience of indigenous learners. 

Parental Involvement refers to the 

engagement of parents in their children's education, 

both at home and in school. This includes 

supporting learning activities, participating in 

school events, and reinforcing cultural identity 

through storytelling, traditions, and mentorship. In 

IPEd, parental involvement is crucial because 
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indigenous families often serve as the primary 

transmitters of cultural knowledge. 

This theme is characterized by three (3) 

clustered themes; support from parents/guardians; 

collaboration with community elders, tribal leaders, 

and co-teachers; and peer support among 

non‐native educators 

Non-indigenous teachers describe their 

experience in indigenous people education program 

as community and parental involvement when they 

said: 

 “Okay, so the ones who played a 

role, of course, are their parents, 

and of course, the learners 

themselves.” Participant 1 

 

“...the individuals who play a 

significant role in my experience 

are the parents...”Participant 2 

 

 “Okay, so the individuals who 

play a significant role in my 

experience as a non-native 

educator are, of course, the 

parents of my learners, their 

guardians and also the IP leaders 

in our locality, and also the 

teachers in our school who are 

also, who also belongs to the tribe 

or to the native.”Participant 3 

 

 “...I have a co-teacher who is an 

IP teacher, and that has been a 

huge help.”Participant 4 

 

 “...visit the tribal elders and 

tribal leaders...”Participant 5 

 

The non-native educators collaborate among 

teachers, families, and local leaders is essential for 

creating an inclusive educational environment that 

respects and integrates diverse cultural perspectives. 

Parental involvement is critical, as active 

engagement from parents in their children's 

education has been shown to improve academic 

performance and social-emotional development.  

Collaboration with families and local leaders is 

crucial for an inclusive learning environment. 

Parental involvement improves academic 

performance, as noted by Naite (2021), which 

underscores the need for greater parental awareness 

and support. 

Emotional Investment and Personal Growth 

Emotional Investment refers to the deep 

personal commitment, passion, and emotional 

energy that an individual dedicates to a task, 

relationship, or experience. It involves feelings of 

care, responsibility, and attachment that go beyond 

mere obligation. In education, emotional investment 

means that teachers do not just instruct—they build 

meaningful connections with students, empathize 

with their struggles, and are personally committed 

to their success. 

This theme is characterized by three (3) 

clustered themes; acting as a second parent and 

feeling responsible for students’ futures; and 

ongoing personal learning, humility, and 

self‐evaluation in the indigenous context  

Non-indigenous teachers describe their 

experience in indigenous people education program 

as emotional investment and personal growth when 

they said: 

 “...we act like a second parent to 

our students... We worry about 

how this might impact them if they 

aren't properly 

guided.”Participant 1 

 

 “For seven years, I’ve learned to 

comprehend and speak Blaan, 

and that’s been a huge help to me 

over the years.”Participant 4 

 

 “It sounds like you’re saying that 

your past involvement with a 

similar community has been very 

fulfilling, especially as you see 

them learning from the little 

knowledge you have.” Participant 

7 

 “...meeting an Indigenous elder... 

maintained a strong sense of 
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cultural pride... deeply impacted 

me...” Participant 8 

 

 “...witnessing the joy and 

resilience of Indigenous learners 

in a similar rural city inspired me 

to dedicate my career to 

supporting their education.” 

Participant 10 

 

Teaching in Indigenous settings is described 

as a profoundly personal journey, where non-native 

educators' roles extend beyond traditional 

instruction to include responsibilities to those of 

surrogate parents and lifelong learners. In many 

Indigenous communities, educators are seen as 

surrogate parents, offering not only academic 

support but also emotional guidance and 

mentorship.  

This aligns with Gay (2018) and Mezirow’s (1978) 

Transformative Learning Theory, which 

emphasizes the impact of cultural immersion on 

personal and professional development. 

 

Challenging Stereotypes and Overcoming 

Barriers 

Challenging stereotypes means actively 

addressing and dismantling misconceptions, biases, 

and prejudices about indigenous peoples, their 

culture, and their educational abilities. 

Overcoming barriers refers to addressing 

challenges that hinder indigenous learners' access to 

quality education. These barriers can be cultural, 

linguistic, economic, systemic, or social. 

This theme is characterized by three (3) 

clustered themes; affirming the equality of all 

learners; countering negative assumptions and 

cultural practices; and confronting language and 

cultural obstacles  

Non-indigenous teachers describe their 

experience in indigenous people education program 

as challenging stereotypes and overcoming barriers 

when they said: 

 “...we are all equal in terms of 

education, no matter what your 

social status is...” Participant 3 

 

“...I realized there was no 

difference… we should treat them 

like family... and not uphold 

negative stereotypes about 

them...” Participant 4 

 

“...I can relate to this because I 

also came from a non‐influential 

family…”Participant 5 

 

“As an Ilonggo, I grew up in 

Iloilo, and my perception of 

Indigenous Peoples (IPs) was 

shaped by our IPs in Iloilo. I 

thought that their way of life was 

very different from ours in Iloilo, 

especially compared to non-IPs. 

This is also the perception I had 

when I came to know the Blaan 

people here in Tukaymal, during 

my assignment in Tampakan. I 

thought that the lives of native 

people were far from the lives of 

non-natives. But when I went 

there, the first thing I noticed was 

their looks. The natives there were 

beautiful and handsome, which 

was different from the appearance 

of the IPs we have in Iloilo. In 

terms of relationships, I realized 

that our natives should build good 

relationships with their parents, 

even with our students, to gain 

full support for education.” 

Participant 9 

 

As described by non-native educators, they 

are confronted and dispelled with negative 

stereotypes about indigenous learners. They affirm 

equality and challenge assumptions by focusing on 

students’ strengths. This aligns with Battiste (2013) 

the importance of decolonizing education and 

addressing stereotypes about Indigenous learners. 

She argues that educators need to recognize and 

challenge the negative assumptions that exist about 
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Indigenous students and instead foster 

environments that acknowledge their strengths, 

culture, and identity. 

 

The Contexts of Lifeworld Teaching in 

Indigenous Peoples Education Program  

The emerging theme regarding the context 

of the lifeworld of non-native teachers in the 

Indigenous Peoples Education Program is presented 

in Table 2. Five (5) emerging themes were derived 

from seventeen (17) clustered themes following 

data analysis and interpretation. 

It was revealed that interpersonal and 

communication dynamics; emotional responses and 

perceptions, physical, emotional, and social 

changes; joys and challenges of participation; and 

coping strategies and adaptations were the 

descriptions of non-indigenous teachers of the 

contexts of lifeworld in teaching in 

IPED‐implementing schools. 

 

Table 2. The Contexts of Lifeworld Teaching in  

               Indigenous Peoples Education Program 

Emerging Theme 

Interpersonal and Communication Dynamics 

Emotional Responses and Perceptions 

Physical, Emotional, and Social Changes 

Joys and Challenges of Participation 

Coping Strategies and Adaptations 

 

Interpersonal and Communication Dynamics 

This theme reflects that non‐native 

educators actively adapt their communication styles 

and collaborate with colleagues to connect with 

both students and community members.  

This theme is characterized by four (4) 

clustered themes; Flexibility in language use and 

learning the indigenous language (e.g., “know their 

language”); Collaborative exchanges with 

colleagues (e.g., “asked for help”); Adjusting 

communication to overcome language barriers; 

Engaging through shared cultural activities 

Non-indigenous teachers describe the 

context of their experience in indigenous people 

education program interpersonal and 

communication dynamics when they said: 

 “...my Implementing school 

teachers should be flexible in 

terms of their language... I also 

asked for help from them on how 

to teach...” Participant 1 

 

 “...I always tend to decode or 

sometimes I ask those students of 

mine who can understand Bisaya 

well... that’s my primary 

problem...” Participant 3 

 

 “Interaction through, maybe by 

playing basketball… You can sit 

in the activities of the tribe. You 

can sit and eat. You can sit and 

play with them. You can hold a 

stick. Those are the first things 

that you can interact with them.” 

Participant 5 

 

 “...I encourage them to learn… 

and they need to have a high level 

of patience...” Participant 6 

  

 “...I always ask my superior or 

other colleagues what is the best 

thing to do...” Participant 7 

 

  Non‐native educators actively adapt their 

communication styles and collaborate with 

colleagues to connect with both students and 

community members. This context is related to the 

description of the non-native educators of their 

lifeworld as language and communication 

integration. 

This aligns with Dobia et al., 2024 who 

emphasized that collaboration with colleagues and 

the broader community plays a vital role in 

ensuring culturally relevant education. Such 

collaborations not only enrich the educational 

experience but also empower Indigenous 

communities by incorporating local knowledge 
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systems. These findings collectively highlight that 

non-native educators' ability to adapt their 

communication and collaborate with the community 

is essential for fostering culturally inclusive and 

effective learning environments. 

 

Emotional Responses and Perceptions 

Emotional responses refer to the feelings 

and emotional reactions that individuals experience 

in response to specific events, situations, or 

interactions. In the context of Indigenous Peoples 

Education (IPEd), emotional responses often arise 

due to the complex cultural dynamics, challenges, 

and rewards associated with teaching in indigenous 

communities. Relatively, perceptions refer to the 

way individuals interpret or make sense of the 

world around them, including their beliefs, attitudes, 

and viewpoints. 

Theme 2 is characterized by four (4) 

clustered themes; feelings of challenge and need for 

patience; sense of responsibility to honor cultural 

identity; experiences of fulfillment, joy, and 

inspiration; and mixed emotions including 

frustration and hope. 

Non-indigenous teachers describe the 

context of their experience in indigenous people 

education program emotional response and 

perception when they said: 

 

It's challenging because, as a 

teacher, you need to have high 
patience. It's a challenge in the 
lesson because how can you make 

them understand something they 

find difficult to grasp? So, you 

have to bring it down to the 

lowest level, to a simpler standard, 

so they can connect and learn 

even just a little from you.” 

participant 1 

  

 “...I feel a sense of responsibility 

to ensure that the unique identity 

and culture of these learners are 

respected...” Participant 2 

 

 “...the feelings generated as I 

teach IP learners is my patience, 

of course. I always try to be 

patient with my students and try to 

understand their culture 

especially.” Participant 3  

 

Educators’ work is imbued with a range of 

emotions—from pride and fulfillment to frustration 

and responsibility. This description of context 

supports the description of the non-native educators 

of their lifeworld as challenging stereotypes and 

overcoming barriers.  

 Recent research underscores that teachers 

frequently navigate between positive emotions, 

such as joy and satisfaction, and negative ones, like 

stress and frustration, in their daily interactions and 

instructional practices (Burić et al., 2020). These 

emotional experiences are often influenced by 

classroom dynamics, student behavior, and the 

broader educational environment. For instance, 

teachers may feel pride and fulfillment when 

students achieve learning milestones, while 

encountering frustration when facing persistent 

classroom challenges or systemic constraints 

(Fierro-Suero et al., 2022).  

Physical, Emotional, and Social Changes 

Physical, emotional, and social changes 

refer to the transformations that individuals 

experience over time in different aspects of their 

lives. These changes are interconnected and often 

occur as people adjust to new environments, 

challenges, or stages of life. In the context of 

Indigenous Peoples Education (IPEd), non-native 

teachers, as well as indigenous students, may 

undergo such changes as they interact with each 

other and navigate the complexities of indigenous 

education settings. 

Physical changes refer to observable 

transformations in the body or physical 

environment. In educational contexts, these changes 

may impact both students and teachers. On the 

other hand, emotional changes involve shifts in 

feelings, moods, and emotional states that may 
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occur due to personal or external factors. 

Meanwhile, social changes involve shifts in how 

individuals interact with others, their roles in 

society, and their relationships within communities. 

Social changes in education often affect both the 

teacher-student dynamic and the broader 

community. 

Theme 3 is characterized by three (3) 

clustered themes; Physical challenges and extra 

effort (e.g., increased energy expenditure, learning 

pronunciation); Emotional impacts (stress, empathy, 

resilience); and Social changes (building bonds, 

expanded networks, improved community relations). 

Non-indigenous teachers describe the 

context of their experience in indigenous people 

education program physical, emotional, and social 

change when they said: 

 “...at times, I see myself 

ineffective,… but… I become 

aware of my own capability...” 

Participant 7 

 

“...in physical, it has increased 

my energy expenditure… 

emotionally, it increased my 

empathy and compassion… And 

lastly, in social, it is an expanded 

social network. My social network 

has expanded to include 

individuals from diverse 

backgrounds, leading to greater 

cultural understanding and 

appreciation” Participant 8 

 

“...I became emotional when I 

saw the students... and then there 

were social changes, like 

educating the parents...” 

Participant 9 

 

Teaching in remote Indigenous settings 

presents educators with significant physical, 

emotional, and social challenges. Physically, 

educators often experience increased energy 

expenditure due to the demanding geographical and 

environmental conditions of remote areas. The 

rugged terrain, extreme weather, and limited 

infrastructure require teachers to adapt to physically 

strenuous conditions (Heffernan et al., 2023).  

Additionally, the emotional demands of 

teaching in these settings can be overwhelming. 

Many educators face high levels of stress due to 

exposure to traumatic events within the community, 

such as natural disasters and domestic violence, 

compounded by the lack of access to effective 

support services (Campbell & Barnett, 2023).  

Socially, teachers undergo notable 

transformations as they integrate into Indigenous 

communities, requiring them to build trust and 

adapt their teaching to align with local cultural 

values. Research highlights that successful teaching 

in these settings depends on respecting Indigenous 

culture and incorporating it into the curriculum 

while maintaining open communication with 

community members (Lowe et al., 2024). These 

experiences shape educators' personal and 

professional growth, often leading them to reassess 

their cultural assumptions and pedagogical 

approaches. Addressing these challenges 

necessitates strong professional support systems, 

culturally responsive training, and collaborative 

community engagement to enhance both teacher 

well-being and student outcomes. 

 

Joys and Challenges of Participation 

Joys and challenges of participation refer to 

the emotional, social, and practical aspects that 

individuals experience when engaging in an activity, 

program, or process. In the context of Indigenous 

Peoples Education (IPEd), participation can include 

the involvement of teachers, students, parents, and 

the broader community in educational activities and 

decision-making.  

Theme 4 is characterized by two (2) 

clustered themes; Joys, fulfillment, pride, 

self‐satisfaction, witnessing student progress, 

cultural affirmation 

Challenges: language barriers, physical hardships, 

cultural adjustments, risks, separation from family  

Non-indigenous teachers describe the 

context of their experience in indigenous people 
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education program as Joys and  

Challenges in participation when they said: 

 

 “...it’s fulfilling, self-satisfaction 

because… you learn from them; 

yet, it's challenging...” 

Participant 1 

 

“...the greatest joy is seeing my IP 

learners thrive,... However, one of 

the challenges is ensuring lessons 

are culturally sensitive...” 

Participant 2 

 

“...it's a bit fulfilling and, at the 

same time, challenging because 

every day is very demanding...” 

Participant 3 

 

“...it's challenging,… difficult, but 

you need to join their activities… 

it hurts your heart, but you have 

to endure...”Participant 5 

  

“...I can see that they will be 

successful in the future, though I 

worry about cultural practices 

like early marriage...” Participant 

6 

 

Teaching in remote Indigenous settings 

offers profound rewards, such as witnessing student 

success and cultural affirmation; however, these 

experiences are accompanied by significant 

challenges. Educators often face increased energy 

demands due to the demanding geographical and 

environmental conditions of remote areas. The 

necessity to adapt to rugged terrains, extreme 

weather, and limited infrastructure can lead to 

significant physical exertion.  

Emotionally, teachers may encounter high 

levels of stress due to exposure to traumatic events 

within the community, including natural disasters 

and domestic and family violence, compounded by 

a lack of access to effective support services.  

Socially, integrating into Indigenous 

communities requires building trust and adapting 

teaching methods to align with local cultural values, 

which can be both transformative and demanding. 

Despite these challenges, many educators find the 

role deeply fulfilling, as they contribute to 

meaningful educational outcomes and cultural 

preservation. 

The findings conform to Castagno (2008) 

explores the emotional challenges experienced by 

educators, including non-native teachers, when 

working with Indigenous students in environments 

that may not be culturally supportive. These 

emotional challenges can affect educators’ sense of 

efficacy, as well as their ability to emotionally 

connect with students who may be experiencing 

their own struggles in a non-Indigenous educational 

environment. 

 

Coping Strategies and Adaptations 

Coping strategies and adaptations refer to 

the ways in which individuals or groups manage 

stress, challenges, and changes in their environment. 

In the context of Indigenous Peoples Education 

(IPEd), non-native teachers, indigenous students, 

and communities may employ specific coping 

strategies to address the unique challenges they face 

in educational settings. 

Theme 5 is characterized by four (4) 

clustered themes; emphasizing patience and 

resourcefulness; maintaining open communication 

with learners, parents, and colleagues; learning the 

indigenous language and engaging in community 

immersion; embracing indigenous culture and 

continuous learning 

Non-indigenous teachers describe the 

context of their experience in indigenous people 

education program as coping strategies and 

adaptations when they said: 

 “...I actively seek out 

opportunities to learn about 

indigenous cultures and engage in 

ongoing dialogue...” Participant 

8 

 

 “...coping activities with my co-

teacher… involve requesting 
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assistance from the barangay to 

provide food...” Participant 9 

 

 “...coping strategies, continuous 

learning, and seeking guidance 

from community members are 

essential...”Participant 10 

 

Educators in remote Indigenous settings 

employ various coping mechanisms to navigate the 

multifaceted challenges they encounter. Cultivating 

patience is essential, as it allows teachers to adapt 

to different cultural norms and learning paces, 

fostering a more inclusive and effective educational 

environment. Maintaining open communication is 

equally crucial; engaging with local Aboriginal and 

Torres Strait Islander educators and community 

members helps build trust and rapport, facilitating 

culturally sensitive classroom management and 

collaborative decision-making (Australian Institute 

for Teaching and School Leadership, n.d.).   

Immersing themselves in Indigenous culture 

enables educators to gain a deeper understanding of 

the community's values and traditions, which is 

vital for creating relevant and respectful learning 

experiences. This immersion not only enriches the 

curriculum but also empowers students by 

validating their cultural identity and knowledge 

systems (Lowe et al., 2021). By integrating these 

strategies, educators can better manage the physical, 

emotional, and social challenges inherent in 

teaching within remote Indigenous communities. 

 

Non‐Native Educators’ Future Self‐Perceptions 

in Indigenous Education Program Implementing 

Schools 

The emerging theme regarding the future 

self‐perceptions of non-native educators in 

indigenous education program implementing 

schools is presented in Table 3. Three (3) emerging 

themes were derived from nine (9) clustered themes 

following data analysis and interpretation. 

It was revealed that continuous learning, growth, 

and adaptability; innovation and adaptation in 

teaching practices; and professional identity, 

advocacy, and vision for effective education were 

the descriptions of non-indigenous teachers of the 

future self‐perceptions in indigenous education 

program implementing schools. 

 

Table 3. Non‐Native Educators’ Future 

Self‐Perceptions in Indigenous Education 

Program Implementing  Schools 

 

Emerging Theme 

Continuous Learning, Growth, and Adaptability 

Innovation and Adaptation in Teaching Practices 

Professional Identity, Advocacy, and Vision for 

Effective Education 

Continuous Learning, Growth, and Adaptability 

Continuous learning, growth, and 

adaptability are essential concepts for individuals 

and organizations, particularly in environments that 

are constantly evolving or facing new challenges. 

These concepts emphasize the importance of 

lifelong learning, personal and professional growth, 

and the ability to adapt to changes or new situations. 

In the context of Indigenous Peoples Education 

(IPEd), these ideas are crucial for both non-native 

teachers and indigenous students, as they navigate 

complex cultural, social, and educational 

environments. 

The theme is characterized by three (3) 

clustered themes; lifelong learning and being open 

to new experiences; constant personal and 

professional growth; and developing greater 

patience and cultural sensitivity. 

Non-indigenous teachers describe the future 

self‐perceptions in indigenous education program 

implementing schools as continuous learning, 

growth, and adaptability when they said: 

 “I should always be open to new 

things... always learn from new 

things.” Participant 3 

 

“It's a journey of constant 

learning... the challenges are 

many, but your dedication speaks 

volumes.” Participant 6 
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“They really grow into your 

personality, especially your 

patience, sensitivity...” 

Participant 7 

 
Non‐native educators envision their future 

selves as perpetual learners and adaptable 

professionals. Fox Tree (2024) emphasizes that 

transforming anti-racist professional development 

requires centering Indigenous experiences, which 

involves ongoing learning from Indigenous 

community members. Sharma and Shannon-Baker 

(2023) highlight the necessity of integrating 

Indigenous content and teaching practices into 

curricula, requiring flexibility and a willingness to 

adjust traditional pedagogical methods. 

Additionally, collaborative professional 

development plays a crucial role in helping non-

native educators refine their teaching approaches. 

Programs offered by organizations like the National 

Indian Education Association (NIEA) provide 

educators with opportunities to learn from 

Indigenous peers, share best practices, and develop 

culturally responsive strategies (NIEA, 2024).  

Innovation and Adaptation in Teaching 

Practices 

Innovation and adaptation in teaching 

practices refer to the continuous efforts of educators 

to evolve and adjust their methods, strategies, and 

materials to improve teaching effectiveness, meet 

student needs, and respond to changes in 

educational environments. In the context of 

Indigenous Peoples Education (IPEd), innovation 

and adaptation are crucial for creating teaching 

practices that respect and incorporate indigenous 

cultures, knowledge, and traditions, while still 

achieving academic success. 

The theme is characterized by three (3) 

clustered themes; simplifying and tailoring lessons 

to meet learners’ needs; integrating indigenous 

knowledge and modern tools; and employing 

differentiated instruction in multi-grade settings. 

Non-native educators describe the future 

self‐perceptions in indigenous education program as 

innovation and adaptation in teaching practices 

when they said: 

P1: “It’s about simplifying the 

lesson as much as possible... you 

need to break it down for them.” 

 

P4: “The lessons I learned from 

Tukaymal are that you need to be 

committed and passionate... 

integration and conceptualization 

of Indigenous Peoples 

knowledge... makes the class more 

interactive.” 

 

P9: “The key is to tailor the 

lesson plan to fit the different 

competencies... using 

differentiated instruction 

techniques...” 

 

Educators focus on refining their 

instructional methods to better meet the diverse 

needs of their students. Embracing small-group 

instruction and learning stations allows for 

personalized teaching, enabling educators to tailor 

lessons to individual student needs. Incorporating 

consistent visuals, like classroom schedules, 

supports students with delayed processing and 

enhances understanding. By adopting these and 

other differentiated instruction techniques, teachers 

create inclusive environments that promote success 

for all learners. 

Wilson, S. (2008) discusses Indigenous 

research methods that focus on relationship-

building, reciprocity, and respect for cultural 

knowledge. While primarily about research, her 

work provides valuable insights for non-native 

educators looking to innovate their teaching 

practices. She argues that innovation in Indigenous 

education comes from adopting an ethical approach 

that respects Indigenous knowledge, traditions, and 

ways of knowing, while adapting to the educational 

needs of the students. 
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Professional Identity, Advocacy, and Vision for 

Effective Education 

Professional identity, advocacy, and vision 

for effective education are interconnected concepts 

that relate to a teacher’s sense of self, their role in 

supporting educational equity, and their long-term 

goals for improving student outcomes. These 

elements are particularly significant in the context 

of Indigenous Peoples Education (IPEd), where 

educators must navigate cultural, social, and 

historical factors to provide inclusive, culturally 

responsive, and equitable learning opportunities for 

indigenous students. 

The theme is characterized by three (3) 

clustered themes; seeing oneself as a confident, 

effective, and role‐model teacher; advocating for 

inclusive, culturally sensitive, and equitable 

education; and emphasizing responsibility, 

preparedness, and the use of modern tools in 

teaching. 

Non-native educators describe the future 

self‐perceptions in indigenous education program 

implementing schools as professional identity, 

advocacy, and vision for effective education when 

they said: 

P5: “For a good life, maybe. 

Good life.” 

 

P6: “When you witness their 

progress through your teaching, it 

brings you happiness... 

consistency and example-setting 

are powerful tools.” 

 

P7: “I see myself as a grown 

person who values being flexible... 

balancing tradition and 

modernity.” 

 

Educators perceive themselves as role 

models and advocates for inclusive, culturally 

sensitive education. They express pride in being 

effective teachers. Educators often view themselves 

as role models and advocates for inclusive, 

culturally sensitive education, expressing pride in 

their effectiveness as teachers. By promoting an 

environment that respects and celebrates the unique 

characteristics of each student, teachers act as 

advocates for diversity and inclusion. This begins 

with creating a welcoming atmosphere where 

students from all backgrounds feel safe and 

appreciated.  

This is consistent to Social Identity Theory 

which explains how individuals derive their sense 

of self from their membership in social groups 

Taijef & Turner, 1970).  

 

IV. CONCLUSIONS 

 It is crucial for non-native teachers 

to approach teaching with cultural sensitivity, 

adaptability, and an open mind when working with 

students from diverse cultural backgrounds, 

especially in indigenous or rural areas. Gaining an 

understanding of the students' individual 

experiences, customs, and values enhances the 

learning environment and forges closer bonds that 

support successful education. 

This study explored the lifeworld of non-

native educator in the implementation of indigenous 

people education program. This study explored the 

lived experiences of non-native educators in 

implementing the Indigenous Peoples Education 

(IPEd) Program. Employing the Transcendental 

Phenomenological research design, grounded in 

Moustakas’ framework, this study uncovered the 

essence of participants' lived experiences. The study 

engaged ten (10) non-native educators from the 

Tampakan District, South Cotabato Division.  

The findings revealed that: 

 

1. participants described their lifeworld as 

language and communication 

adaptation; cultural sensitivity and 

integration; adaptive pedagogical 

strategies; community and parental 

involvement; emotional investment and 

personal growth; and challenging 

stereotypes and overcoming barriers. 
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2. In terms of the context of the lifeworld 

of non-native educators, the participants 

describe them as interpersonal and 

communication dynamics; emotional 

responses and perceptions; physical, 

emotional, and social changes; joys and 

challenges of participation; and coping 

strategies and adaptations. 

3. The non-native educators described their 

future self‐perceptions in indigenous 

education program implementing 

schools as continuous learning, growth, 

and adaptability; innovation and 

adaptation in teaching practices; and 

professional identity, advocacy, and 

vision for effective education. 

   There is a complex and transformative nature 

of non-native educators' experiences in Indigenous 

education. They indicate that teaching in these 

contexts extends beyond traditional instruction, 

requiring educators to immerse themselves in 

cultural understanding, adapt their communication 

styles, and develop innovative pedagogical 

strategies. For non-native educators to be effective, 

they must not only possess subject expertise but 

also demonstrate cultural sensitivity, flexibility, and 

emotional resilience. 

Furthermore, the findings highlight that 

non-native educators do not work in isolation; their 

success is deeply tied to their ability to build 

relationships with students, parents, and the wider 

Indigenous community. This underscores the 

necessity of community involvement and parental 

engagement in enhancing learning outcomes. The 

study also suggests that teaching in Indigenous 

settings is personally and professionally 

transformative. Educators undergo emotional, 

social, and cognitive growth, reinforcing the idea 

that learning is a lifelong process not just for 

students but for teachers as well. 

In a broader sense, these findings emphasize 

the need for institutional support, professional 

development, and policies that equip educators with 

the skills and knowledge to navigate the 

complexities of Indigenous education. It also points 

to the importance of decolonizing education by 

integrating Indigenous knowledge systems and 

perspectives into mainstream curricula. Ultimately, 

the findings suggest that non-native educators, 

when supported and empowered, can serve as 

catalysts for culturally responsive education, 

fostering both academic success and cultural 

preservation in Indigenous communities.  

 DepEd may strengthen its support for 

Indigenous Peoples Education (IPEd) by 

developing comprehensive professional 

development programs focused on cultural 

competency, language integration, and inclusive 

pedagogical strategies. This can ensure that non-

native educators are well-equipped to teach in 

Indigenous communities while respecting and 

preserving Indigenous knowledge systems. 

Schools may promote a culturally inclusive 

environment by actively engaging Indigenous 

communities in the educational process. 

Establishing partnerships with local elders, cultural 

experts, and parents can enhance curriculum 

development, making learning more relevant and 

meaningful for Indigenous students. 

Non-native educators may commit to 

continuous learning and self-reflection to enhance 

their cultural awareness and teaching effectiveness. 

Participating in immersion programs, language 

training, and community-based learning initiatives 

can help them build stronger relationships with 

Indigenous students and their families. 

 Future researchers may explore the long-

term impact of Indigenous education programs on 

both learners and educators. Studies that assess the 

effectiveness of culturally responsive teaching 

methods and their influence on student outcomes 

can contribute to the continuous improvement of 

Indigenous education policies and practices. 
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