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Editorial 

The rapid proliferation of large language models (LLMs), particularly generative AI tools such as 
ChatGPT, has challenged the validity of writing-based assessment in educational contexts. When 
AI-generated text is submitted as authentic student work, assessment instruments lose their 
capacity to measure the constructs they were designed to evaluate, rendering grades epistemically 
unreliable and educationally meaningless. 
Current institutional responses have focused predominantly on AI detection technologies. 
However, evidence indicates that such tools demonstrate significant methodological limitations, 
including elevated false-positive rates among non-native English writers whose linguistic patterns 
are characterised by restricted syntactic variation and high-frequency lexical choices  that are 
systematically misclassified as machine-generated. This raises substantive concerns regarding the 
fairness of assessments, construct validity, and the equitable treatment of linguistically diverse 
student populations. 
In second- and foreign-language education specifically, AI-mediated writing production displaces 
the productive cognitive struggle that research consistently identifies as essential to language 
acquisition. When learners bypass the writing process entirely, the formative dimension of 
assessment is eliminated, reducing the written task to an inauthentic performance with no 
measurable learning outcome. 
This editorial argues that sustainable institutional responses must move decisively beyond 
detection toward the redesign of principled assessment. Effective alternatives include process-
oriented portfolios, oral defense components, and tasks requiring critical engagement with AI-
generated output. The integrity of educational measurement depends not on technological 
surveillance, but on reconceptualising assessment as a transparent, process-visible, and 
pedagogically accountable practice. 
In this context, it remains obligatory upon the researcher to assert their cognitive presence through 
a distinct personal imprint, subordinating AI tools to their scholarly agency rather than the reverse. 
Generative artificial intelligence,  regardless of its purported efficacy,  constitutes nothing more 
than an assisting resource that neither substitutes for the authorial voice nor absolves the researcher 
from mastering methodological rigor or from the repercussions of intellectual plagiarism or 
uncritical imitation. 
The articles gathered in this issue — Volume 2, Issue 1 (2026) —shape the themes explored above, 
drawing from classrooms, institutions, and communities across Iraq, the Philippines, Palestine, 
and Egypt. Together, they reflect the uneven terrain on which educational reimagining must occur, 
where policy ambitions collide with pedagogical realities and local challenges demand locally 
grounded responses. Each contribution, in its own way, interrogates the gap between what 
education promises and what it delivers, and each offers pathways, however partial, toward more 
responsive and equitable practice. 
Opening the issue at the classroom level, Abdali (2026) investigates the pronunciation difficulties 
encountered by Iraqi EFL teachers in Babylon Province. His study identifies systemic obstacles 
— including limited institutional support, insufficient curriculum time, and low phonetic 
awareness among learners — and proposes remedies ranging from professional development 
programmes to technology-enhanced, personalised instruction. Shifting the focus from language 
pedagogy to institutional service quality, Oray et al. (2026) evaluate student services at the City 
University of Pasay's Office of Student Affairs against the institution's revised Student Manual. 
Drawing on responses from over 1,200 students, they find high satisfaction with guidance, health, 
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and orientation services, while flagging campus safety and security as areas requiring urgent, 
targeted improvement. 
Moving from service delivery to institutional leadership, Awad (2026) examines change 
management practices among government school principals across four directorates in the northern 
West Bank. Their mixed-methods study reveals moderate implementation overall, with future 
vision scoring highest and innovation-related dimensions lagging, and recommends deeper teacher 
involvement in shaping institutional change. Broadening the lens to curriculum reform, Capulong 
et al. (2026) explore teachers' lived experiences during the early rollout of the Philippines' 
MATATAG curriculum reform, finding genuine professional commitment alongside persistent 
gaps in resources, training depth, and institutional support structures. Closing the issue with a 
critical policy perspective, Hassan (2026) offers a gender-sensitive, intersectional synthesis of how 
legal status, socioeconomic vulnerability, and social expectations shape refugee children's access 
to and continuity in education across Egypt, calling for equity-oriented policy responses that move 
beyond formal guarantees of access. 
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Abstract - This study investigates the major difficulties faced by English Language Teachers 
(ELTs) in Iraq, particularly in Babylon Province, while teaching pronunciation to EFL 

learners. The main aim is to identify these challenges and suggest effective remedies to 
overcome them. A quantitative research method was employed, and data were collected from 
Iraqi ELTs. The analysis involved calculating the mean, standard deviation, percentage, and 
estimated levels. The results show that ELTs face a number of challenges such as lack of 
institutional backing of the Ministry of Education, lack of awareness of phonetic elements 
among learners, lack of teaching resources, and enough time, which the curriculum should 
dedicate to pronunciation. The study suggests the use of professional development programs, 
certification courses, revised and specific pronunciation material, explicit phonetic 

instructions and application of technology to interactive and personalized learning to curb the 
issues. The research will assist in minimizing the teaching difficulties in pronunciation and 
improving pronunciation intelligibility as well as general language proficiency among the 
Iraqi EFL learners. 

Keywords: Encountered difficulties; teaching pronunciation; EFL learners; English 
language teachers (ELTS); Iraqi context. 
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1. INTRODUCTION 

1.1 Background of the Study 

English as a lingua franca is deemed essential as a medium of communication 

around the globe, which instigates to foster it in the EFL curriculum being taught at schools, 

colleges, and even at the university level. It is found out that many Iraqis are facing 

numerous difficulties as far as learning and teaching English as a Foreign Language is 

concerned, particularly teachers as well as learners, struggle concerning learning and 

teaching pronunciation. Many EFL learners come across phonetic elements as a barrier to 

communicate as an essential component of oral interaction (Berry, 2021). Hence, without 

proper and acceptable pronunciation, oral communication is hampered and rigorously 

impaired. Keeping in view the significant place of pronunciation in EFL, there has been an 

exponential growth of interest that has been laid on teaching and instruction of 

pronunciation in recent years (Abdul-Abbas et al., 2021). 

Gilakjani (2016) stressed the idea that pronunciation is the product of English 

sounds that are produced repeatedly by learners, if these are not correctly produced or 

pronounced it leads to ineffective interaction. Richard and Schmidt (2013) are of the view 

that the art of pronunciation is a way of perceiving sounds on the part of the speaker to 

produce correct sounds that are accepted as intelligible speech. Khau et al. (2022) put the 

entire idea as “pronunciation as the expression that a learner showed his or her image to 

seek to change someone’s pronunciation –whether of the first or second language is to 

temper with their self-image, and hence unethical –morally wrong” (p.7). Pronunciation 

plays a vital role in enabling language users, i.e., learners and teachers, to communicate 

amply. Fraser (2000) pointed out that clear pronunciation leads to intelligible speech with 

some or few errors, while weak or faulty pronunciation leads to unintelligible speech 

despite having proficiency in other language skills. 

There has been an increasing interest in the phonological dynamic of language from 

linguistic, social, and cognitive aspects of language (Troike, 2006). Despite all this interest 

in English as an EFL, the area of pronunciation is still in the realm of infancy as depicted 

by Roach (2009) as “Pronunciation teaching has not always been popular with teachers and 

language teaching theorists” (p. 5). Reed and Levis (2019) consider language as a way of 

perceiving and conceiving systems. The speech system is one of them that is related to the 

speech unit, meant to speak and articulate clearly. Generally, this unit of speech is 

associated with vocabulary that humans make use of during communication. The meaning 

system is associated with grammar, and to have meaningful communication, EFL learners 

need to be proficient in these interconnected systems (Berry, 2021). 

The most effective way to comprehend people is to have a heedful heart when they 

pronounce. Many EFL learners who don't pay much heed to when others are speaking face 

anxiety and restlessness when it is their turn to speak or articulate themselves. It results in 

low confidence and faulty pronunciation (Nakazawa, 2012). To overcome such anxiety and 
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fears, it is recommended to make the instruction process free from such menaces so that 

learners can learn pronunciation interactively and in a friendly manner. Another major 

reason why pronunciation is being stressed is that English has turned into a lingua franca 

of global discourse and citizenship across cultures and regions (Crystal, 2003). Teaching 

pronunciation to any level program to EFL learners is a key aspect of language teaching 

which is crucial as well as unavoidable. Moreover, understanding the significance of 

pronunciation is an effective way to inculcate awareness among EFL to correctly master 

the art of pronunciation (Roach, 2009). 

1.2 Statement of the Problem 

Though there is no denying the fact that teaching and learning pronunciation is an 

indispensable component of English as a Foreign Language instruction, ELTs are 

encountering diverse levels of difficulties while teaching pronunciation to Iraq EFL 

learners. The encountered difficulties range from a lack of awareness of phonetic elements 

on the part of learners to a lack of support from the system i.e. lack of training, dearth of 

feedback, lack of quality contents and materials and less emphasis on pronunciation in 

curricula. These encountered difficulties highlight the significant gap between the existing 

teaching and instructional scenario and the desired instructional mechanism as far as 

teaching pronunciation in the Iraq context is concerned. 

Learners in Iraq often demand more focus on pronunciation stress, which has 

indicated the gap that exists between the current and desired pronunciation teaching. It also 

unearths that current teaching, contents, approaches, and practices are insufficient to 

effectively inculcate pronunciation skills among Iraqi EFL learners. To bridge the gaps 

there is a need to incorporate teacher training, engaging activities, personalized instruction, 

and an integrated approach towards teaching pronunciation. Implementing the key and 

radical steps in the Iraq context about teaching pronunciation can not only address the 

encountered difficulties but also offer to enhance the pronunciation and overall language 

persona of EFL learners. 

1.3 Research Objectives 

The under-view study is meant to explore the difficulties faced by ELTs in Iraq and 

to propose empirical remedies to address those difficulties. Specifically, the study is 

concerned with accomplishing the subsequent research objectives: 

 To explore ELTs of Iraqi’s perceptions towards encountered difficulties that 

hinder the intelligibility of EFL learners towards pronunciation in language 

classrooms. 

 To explore the key difficulties faced by the teachers of Iraq while teaching 

pronunciation in language classrooms.  
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 To suggest empirical remedies to address those encountered difficulties to 

enable English Language Teachers in Iraq to effectively teach 

pronunciation. 

1.4 Research Questions 

Keeping in view the objectives of the study, it is anticipated to find answers to the 

following research questions 

1. How do English Language Teachers perceive encountered difficulties that 

hinder EFL learners’ intelligibility in terms of pronunciation? 

2. What are the key difficulties that are faced by Iraqi ELTs while teaching 

pronunciation? 

3. What remedies can be used to resolve encountered difficulties to enable 

ELTs to teach effective pronunciation in Iraq context? 

1.5 Significance of the Study 

As stated above, the current study is anticipated to explore encountered difficulties 

faced by ELTs in Iraq and proposes assorted remedies to address those difficulties through 

a comprehensive analysis. Hence, the significance of the study is multifaceted. It delves 

into the difficulties the ELTs in Iraq encountered while teaching pronunciation to EFL 

learners, which has highlighted the role of teaching pronunciation in language classrooms 

in general and Iraq context in particular. 

The study is significant as it not only underlines the encountered difficulties but 

also recommends numerous remedies to address those difficulties. In addition, it provides 

guidelines to policymakers to draw policies and curricula in line with the needs of teachers, 

learners, and instructional needs. In addition, it has highlighted the gap that existed in terms 

of professional development, content, and lack of support from the Ministry of Education, 

which instigates the need for improvement and development. The study also stresses the 

professional development of ELTs to enhance their proficiency in teaching pronunciation. 

Besides that, the study focuses on the holistic, inclusive, and integrated approaches to be 

incorporated in instructional process to effectively teach pronunciation and hence increase 

overall proficiency of Iraqi EFL learners. 

2. LITERATURE REVIEW 

2.1 Challenges in Teaching English Pronunciation 

Pronunciation is one of the most persistent issues in teaching and learning English 

language. Although the level of communicative competence has gained more recognition, 

pronunciation remains an issue to the majority of EFL learners, impacting their oral fluency 

and intelligibility. Alshehri (2020) pointed out the necessity of pronunciation in oral 

material comprehension and attainment of comprehensible speech. According to Al-

Rubaat and Alshammari (2020), EFL students find consonant clusters very challenging, 
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and they use reduction, substitution, or deletion. On the same note, Vadakalur Elumalai et 

al. (2021) have determined that there have been consistent issues in the development of 

pronunciation and speaking skills, and the significance of inclusion of pronunciation 

awareness in curricula. Abker (2020) also noted that pronunciation is an essential part of 

knowledge of the language, whereas Khaleghi et al. (2020) focused on the necessity of 

phonetic training to enhance the accuracy of articulation. 

      Previous studies in different contexts have also demonstrated language-specific 

challenges. Sahatsathatsana (2017) identified phonetic disability, lack of motivation, and 

native language influence as major pronunciation barriers for Thai university students. 

Ahmed (2017) found that word stress, intonation, and mother tongue interference were 

common problems among EFL learners. Shak et al. (2016) revealed that Malaysian learners 

encountered difficulties in pronouncing vowels, diphthongs, and consonants such as 

affricates and fricatives. The same research by Barros (2003) revealed that Arabic EFL 

students were having problems with the production of accurate phonemes, whereas 

according to Brown (2010), pronunciation has been sidelined in most ESL programs. 

Similarly, Bouchair (2018) stated that pronunciation was one of the key elements of 

communicative competence and must be included in linguistic education programs. 

     The same is further supported by recent findings. According to Putra (2023), 

Indonesian EFL students had major problems in vowel digraphs and were not very aware 

of the sound patterns in English. Abdulwahid (2023) noted that Iraqi EFL teachers faced 

the issues of the lack of phonetic training, resource deficiency, and curriculum constraints. 

Paudel (2024) discovered the challenges that Nepali EFL teachers had to grapple with to 

include first language interference, insufficient training, and not paying attention to 

pronunciation during classroom delivery. The MEXTESOL Journal research (2024) found 

out that Kurdish EFL teachers were shackled with poor teaching resources, insufficient 

teaching time, and they were not fully confident with teaching pronunciation. In the same 

vein, Khan and Hussain (2025) emphasized that the lack of institutional backing and 

exposure to native models remains to be an obstacle in the pronunciation instruction in the 

Asian EFL settings. Altogether, the studies considered show that the question of 

pronunciation lesson is still a serious issue of EFL learners and teachers in different 

settings. The constant problems are the interference of the mother tongue, teacher training, 

absence of instructional resources, and curriculum inadequacy in pronunciation. These 

results highlight the further necessity of better pronunciation instruction and teacher 

training and incorporation of phonetic training into EFL education. 

2.2 Existing Remedies and Strategies 

     In a bid to overcome the dilemma of EFL students and instructors experiencing 

in mastering the pronunciation of the English language, researchers have offered various 

remedies and measures over time. As Tahereen (2015) noted, it is important to learn about 

the Phonetic Alphabet (PA) and acquire the knowledge about articulatory phonetics to 
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make learners recognize and produce the correct sounds.  Similarly, Cook (2008) 

encouraged the use of phonetic transcription using the International Phonetic Alphabet 

(IPA) to make communication and pronunciation clearer among English language learners. 

Gilakjani (2016) also pointed to the usefulness of smartphones and dictionary applications 

that allow learners to check pronunciation and imitate correct sounds. Personalized and 

individualized teaching has also been established to assist students in dealing with their 

special pronouncing challenges. 

     Kelly (2000) implied the use of tongue twists and minimal pairs as effective 

classroom exercises that could help students to be aware of their sounds and improve their 

pronunciation accuracy. Four-González and Mompeán (2021) emphasized the inclusion of 

phonemic symbols and phonetic elements in the classroom to build learners’ speech 

production skills. Couper (2011) supported the strategy of critical listening to help learners 

distinguish between correct and incorrect pronunciation. Foote and McDonough (2017) 

highlighted the importance of technology-based approaches such as shadowing and 

Automated Speech Recognition (ASR), which improve pronunciation accuracy and 

fluency simultaneously. 

     The importance of digital tools and learner autonomy has received more recent 

research. Zhang and Rahimi (2023) established that pronunciation training that involves 

the use of mobile aids boosts the confidence and motivation of learners, whereas Abid and 

Alghamdi (2024) discovered that artificial intelligence-based feedback systems are 

effective in enhancing the phoneme articulation. According to Lu and Lee (2025), 

Computer-Assisted Pronunciation Training (CAPT) tools (especially ASR-involving ones) 

can enable students to learn self-regulatory, and this learning can be sustained through 

practice. Sardegna (2022) highlighted the role of the independence and self-observation of 

learners in addressing pronunciation challenges, and Szyszka (2021) indicated that the 

emphasis should be made on the stress-related patterns and syllable awareness to be able 

to achieve better pronunciation results. In total, the analyzed literature indicates that in the 

case of EFL, a combination of explicit teaching of phonetics, technology-based learning, 

and student-centered interventions can be the best solutions to problems with 

pronunciation. 

3. METHODOLOGY 

3.1 Research Design 

 The current research design was quantitative in nature and was used to 

examine the difficulties that English Language Teachers (ELTs) in Babylon Province. The 

reason why this method was selected is that it is able to quantify perceptions and detect, 

see common patterns in a large sample. The statistical analysis was done by using SPSS in 

which we have mean, standard deviation, percentage, and estimated level to interpret the 

data. 
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3.2 Data collection tool 

     The data collection instrument will be a survey comprising 20 questions: 17 

closed-ended and 3 open-ended questions. A survey that includes 20 questions namely 17 

closes ended and 3 open-ended questions. The participants were English Language 

Teachers who will be selected based on working in the English Language Teaching 

Department of the public secondary schools located within Babylon City in 2024-2025-

academic year.                        The questionnaire was taken from a study conducted by 

Baidoun (2020) under the title “Difficulties of Teaching Pronunciation in the Perspective 

of Both School Teachers and University Scholars in Palestine and Suggested Remedies” 

at An-Najah National University. The reason behind the choice of this instrument is its 

validated structure and reliability in investigating the existence of similar pronunciation-

related difficulties during EFL settings. To guarantee many participants and accessibility, 

the questionnaire was disseminated electronically via WhatsApp, email, and other internet 

sources. 

3.3 Sampling and Population 

     The survey was conducted among the English Language Teachers (ELTs) at the 

Babylon Province in Iraq among the secondary schools which are government-run. 

Convenience sampling method was used because of the availability and accessibility of 

participants and the researcher was able to obtain data easily within the stipulated time. 

The last sample was a total of 102 English language teachers, 40 males and 62 females: all 

of them were currently teaching English as a foreign language in the secondary level. 

     This sample was regarded as a representative of the wider population of the Iraqi 

ELTs, who teach in such institutional and educational settings. The participants had 

different degrees of teaching experience and qualifications, which offered different 

information on the challenges involved in teaching pronunciation. 

3.4 Reliability and Validity 

     To determine the internal consistency of the questionnaire, Cronbach’s Alpha 

was computed, yielding a value of 0.813, which indicates a high level of reliability and 

suitability for this study. The instrument’s prior use in Baidoun (2020) further supports its 

validity and relevance to pronunciation pedagogy research. 

3.5 Ethical Considerations 

     All participants were informed about the purpose and scope of the study and gave their 

informed consent before participating. The researcher ensured confidentiality by keeping 

all responses anonymous and using the data solely for academic and research purposes. 

Participation was voluntary, and respondents had the right to withdraw at any stage without 

any repercussions. 
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4. DATA ANALYSIS AND FINDINGS 

4.1 Measurement Results 

Table 1: English Language Teachers ELTs’ perception towards encountered difficulties 
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1 0
4 

“Students environment and cultural 
backgrounds affect the pronunciation 

intelligibility” 

4
.20 

0
.85 

8

4.0 

Hi

gh 

2 0

8 

“I motivate students to practice sounds, 

syllables, stress, rhyme and intonation” 

4

.10 

0

.90 
8

2.0 

Hi

gh 

3 1

2 

“I never hesitate to focus on any aroused 

problem of pronunciation while giving any 

English language lesson” 

4

.05 

0

.87 
8

1.0 

Hi

gh 

4 1

6 

“I use audiovisual aids to improve 

students' pronunciation” 

3

.98 

0

.88 
7

9.6 

Hi

gh 

5 2
0 

“Pronunciation is an important part of 
any annual plan” 

3
.92 

0
.85 

7

8.4 
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gh 

6 2

1 

“I feel fully competent to teach 

pronunciation at any time and for all levels” 

3

.90 

0
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7
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3 

“Feel fully competent to teach 
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3
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0
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“Students satisfied when they get 
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3
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1
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0.0 

Mo

derate 

1
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teachers to test pronunciation as a regular 
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2
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0
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“The Ministry of Education provides us 
with continuous guidance on teaching micro 
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2
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0
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5
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2
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1
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“Students are usually aware of 
diphthongs” 

2
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0
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5
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0
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  Total  3

.51 

0

.84 

6
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Source: Derived from Baidoun (2020) study under the title “Difficulties of Teaching 

Pronunciation in the Perspective of Both School Teachers and University Scholars in 

Palestine and Suggested Remedies” at An-Najah National University. 

4.2 Findings and Discussion 

The results of the given study demonstrate that the perception of English Language 

Teachers (ELTs) about teaching pronunciation can be characterized as rather positive, 

though they also have significant problems because of the absence of institutional support 

and the poor phonological awareness of students. The statement which has the highest 

mean score of (4.20) was the one that states that the environment and cultural backgrounds 

of students’ impact on the pronunciation intelligibility thus indicating that teachers have 

knowledge on the sociolinguistic factors that contribute to the acquisition of pronunciation. 

Such a discovery is consistent with the studies by Abker (2020), who discovered that 

pronunciation problems of Saudi EFL learners are frequently determined by their mother 

tongue and cultural practice. In line with this, Abdul-Abbas, Rashid, and Younus (2021) 
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highlighted that the exposure of learners to the English language in their sociocultural 

domain is a decisive attribute in influencing intelligibility. Nevertheless, the current 

research goes further to present the evidence that the described cultural barriers are not 

only identified by teachers, but they also strive to overcome them by using motivational 

techniques and incorporating pronunciation tasks in their lesson plans. 

The second important result, which is expressed in high means of statements like: 

I motivate students practice sounds, syllables, stress, rhyme and intonation (M = 4.10) and 

I never hesitate to focus on any aroused problem of pronunciation when giving any lesson 

in the English language (M = 4.05) is the high level of pedagogical commitment of the 

teachers. This is aligned with Derwing and Munro (2015) who reported that the most 

effective way to teach pronunciation is to focus on communicative practice and offer 

immediate corrective feedback to the students. On the same note, Gilakjani (2016) found 

that oral fluency and confidence in students are enhanced by teachers that promote regular 

practice of pronunciation. Although previous research commonly covers the attitudes of 

the learners, the present study makes an addition because it records the self-reported 

pedagogical involvement of the teachers and their willingness to solve pronunciation 

difficulties on the spot in the classroom setting. 

     The other to be mentioned is the use of audiovisual aids by teachers (M = 3.98) 

and the way they are incorporating pronunciation in planning of their annual lessons (M = 

3.92). This indicates a sensitivity of the advantages of a multimodal and technological 

teaching of pronunciation. This finding is in line with Mahboob and Elyas (2014) who 

maintained that technology-mediated pronunciation instruction improves the awareness of 

segmental and suprasegmental aspects in students. In addition, the application of 

audiovisual material as a critical part of pronunciation as a teaching method in the digital 

world was advocated by Levis (2018). Quite the contrary, other previous studies including 

Burri, Baker and Chen (2017) hypothesized that many EFL teachers do not have or do not 

train in technological applications. The current research demonstrates a more promising 

development: educators do not only employ such tools, but also believe that they are 

efficient tools in the process of pronunciation teaching, which indicates the increase in the 

utilization of technological resources in EFL classroom. 

     Teachers also showed moderate levels of satisfaction with institutional support 

and training opportunities in the mid-range results. Such statements as Teachers books and 

instructional guides provide adequate guidance in teaching pronunciation (M = 3.48) and 

The Ministry of Education provides constant guidance on the teaching of micro skills (M 

= 2.85) point to the fact that the teachers are independent, yet they feel they are not offered 

structured guidance and follow-up by the educational authorities. This is in line with 

Abdul-Abbas et al. (2021), who discovered that the same teachers in Iraq had a low 

institutional support of the pronunciation teaching. By contrast to this, Derwing, Thomson, 

and Munro (2012) emphasized the need of continuous teacher training and policy-based 

systematic support of effective pronunciation pedagogy. The comparison implies that even 
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at the personal level, teachers in the current study exhibit personal initiative; no 

institutional systems have flourished and standardized the teaching of pronunciation in the 

institutions. The present study is therefore relevant because it unveils the disconnect 

between the energy of the teachers and the little involvement of the Ministry due to the 

lack of official training sessions and supervision by the administration. 

The least rated statements are- Students are usually aware of diphthongs (M = 2.75) 

and Students are aware of short and long vowel (M = 2.60) which points to the fact that the 

phonological awareness of the students is weak. The observation is aligned with the 

observation of Abker (2020), who mentions that L1 interference is a problem facing Saudi 

EFL learners because of vowels in English. In the same manner, Ali and Siddiqui (2019) 

conclude that Arab students often mix up the sounds of vowels due to the lack of phonetic 

training at school. Nevertheless, the current study is a new dimension since it has 

previously been seen that the research has been carried out mainly on the difficulties 

encountered by students, but now they have also approached the issue of analysing the 

teachers in their view on such issues encountered by learners. It highlights the fact that the 

little a student knows about vowel length and diphthongs not only impairs their 

pronunciation intelligibility but to some extent also influences their capacity to ensure that 

teachers can deliver communicative competence in the classroom environment. 

Overall, the results of the given research indicate that English language teachers are 

positively balanced with the positive attitude towards pronunciation teaching and show 

active participation with motivation strategies, spontaneous correction and the use of 

audiovisual aids. Nonetheless, a moderate overall mean score (3.51) implies the current 

existence of such challenges as the absence of institutions support, no specific training, and 

low phonological awareness among students. These findings are consistent with the 

existing literature on the relationship between pedagogical commitment and systemic 

barriers but are given a special contribution by integrating both teacher and contextual 

influences in the same framework. The research therefore adds value to the current body 

of knowledge by providing a balanced perspective of teacher proficiency, student 

difficulty, and institutional constraints as well as providing a holistic view of the teaching 

of pronunciation in the EFL environment. 

5 IMPLICATIONS FOR EFL TEACHING PRACTICE AND TRAINING  

     The findings of the study have certain assorted implications for both EFL 

teaching and teacher training, especially in the Iraq context with regard to teaching 

pronunciation. For EFL teaching, the study focuses on enhancing stress on the essentiality 

of pronunciation by fostering it into the curriculum by utilizing weekly scheduled periods 

to practice and drill phonetic elements in the form of consistent instruction. It also has an 

interactive persona to enhance the pronunciation skills of EFL learners through interactive 

activities such as rhymes, songs, tongue twisters and minimal pairs. The study also stresses 
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the need to supply high-quality content and materials for teaching pronunciation, including 

textbooks, workbooks and digital sources. Utilization of technology is also yet another 

suggested avenue in the study, which assists EFL teachers in teaching pronunciation 

through apps and software for correct and acceptable pronunciation. 

Lastly, the analysis of the under-view study highlights the need for learners-centred 

approach through personalized productive and timely feedback which fosters engagement 

and involvement of EFL learners to readily learn pronunciation. As far as the implications 

for teacher training are concerned, the study unearths the need for comprehensive, regular 

and pronunciation-specific training for EFL teachers to instruct pronunciation effectively. 

The findings also stress the need for continuous feedback and follow-up of such training 

to attain optimal results. Support from the Ministry of Education is deemed indispensable 

by researchers to enhance the competencies of English teachers to teach pronunciation 

following the needs of EFL learners. The findings of the study also encapsulate community 

of collaborative learning where teachers can learn, share and collaborate best practices for 

more supportive instructional environment.  

6. Conclusion 

     The current research paper is relevant to the existing knowledge of the lingering 

problems faced by the English Language Teachers in Iraq when instructing pronunciation 

to EFL students. In addition to the enumeration of the particular barriers, which include the 

absence of institutional assistance, poor phonetic skills, and absence of instructional 

materials, the research highlights the necessity of the systemic change in teaching 

pronunciation in the EFL setting of Iraq. The research provides a valid structure to examine 

the problems related to pronunciation in a similar educational environment by adapting and 

validating the questionnaire provided by Baidoun (2020). 

The results show the vital influence of teacher training and integration of 

technology and learner centered technique in improving the effects of teaching 

pronunciation. Such observations can also be added to the increasing amount of evidence 

supporting open phonetic instruction, lifelong learning, and curriculum change. The paper 

also creates the possibility of future research investigating the pedagogy of pronunciation 

using mixed-method designs, larger sample sizes, and inter-regional and inter-proficiency 

comparisons. Finally, the study does not only provide the educational policymakers, 

teacher trainers in Iraq, with information but also contributes to the global discourse of 

EFL pronunciation teaching, offering context-related evidence and practical suggestions to 

enhance intelligibility and communicative competence among learners. 
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Abstract - This quantitative-descriptive study evaluates the student delivery services 
provided by City University of Pasay's Office of Student Affairs (OSA) based on the updated 
Student Manual. A self-administered questionnaire completed by 1,209 students (14.8% of 
the student body) via random sampling was used in the study.  To assess service quality and 
pinpoint areas for development, data analysis techniques included t-tests, weighted means, 

and response ranking.  High satisfaction with information and orientation services, guidance 
and counselling services, and health services was identified as a key finding.  But Safety and 
Security scored lower, indicating an improvement. Age-based perceptions of safety and 
Security showed notable differences.  Students generally expressed favourable perceptions 
of key OSA functions, particularly Information and Orientation Services, Guidance and 
Counselling, and Health Services, all of which received high satisfaction ratings. These 
results highlight the effectiveness of the OSA in providing foundational support to students 
in crucial areas of academic and personal development. It is recommended to improve 

accessibility by providing multiple interactive mediums, boost security presence, upgrade 
campus facilities, and diversify the range of cultural and student-driven events. 

Keywords: Office of Student Affairs (OSA); student services; student satisfaction; revised 
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1. INTRODUCTION 

The Office of Student Affairs (OSA) plays an important role in providing student support services 

within the evolving educational setting of the Philippines, from academic proposals to personal growth 

initiatives. According to Mendoza-González et al. (2022), the guidelines for establishing Student 

Accessibility Services (SAS) offices in higher education institutions are proposed to enhance support for 

students with disabilities. It presents a multifocal literature review and expert appraisal to validate the 
guidelines, supporting the integration of consistent and effective accessibility services. Thus, it is important 

to structure guidelines to create inclusive environments and enhance service quality for all students. 

 Martínez et al. (2022) suggest that promoting strong student leadership can stimulate peers and raise 

participation. This determines the effectiveness of OSA’s leadership programs in aligning with the student 

manual and institutional goals, and whether the programs contribute to increased student participation in 

academics. Calamayo et al. (2022) discussed plans to provide better student services programs. They 

discovered that the institution had successfully implemented student services but encountered challenges 

with facilities and personnel. They suggested changes to hire credentialed personnel and to increase 

counselling and health services, as these are important for institutions to work on so they can provide the best 

for learners' welfare and development. 

 Students' expectations and the services they receive are not aligned, which affects their level of 

involvement and satisfaction (Yidana et al., 2023).  To determine where they might assist students in 
developing relationships in face-to-face classes, they must compare what students say with the goals. Johnson 

et al. (2022) emphasise the importance of student services in student success. This calls for increased service 

availability and the promotion of help-seeking to improve student outcomes. Luciano (2022) highlighted the 

student affairs services at Nueva Ecija University, which offer a relevant point of comparison for assessing 

these services and ensuring they align with students' needs and expectations.   

 It is evident in the findings of Rizos et al. (2022) that students’ satisfaction levels on HEIs 

administration services in Greece show the existence of consumer-firm perceptual gaps of expectations and 

perceptions of students on five service quality dimensions -reliability, assurance, tangibility, empathy and 

responsiveness. They advise that focused reforms in these areas indicate that attention to these deficiencies 

is essential if the quality of administrative services in higher education is to be improved. 

Chugani et al. (2020) give importance to effective and efficient structures in student affairs, 
particularly in addressing mental health problems such as suicidality. According to the revised Student 

Manual, their perceptions are relevant to the assessment of the Office of Student Affairs' delivery of Services. 

They emphasise that issues in mental health care are often caused by poor interdepartmental cooperation, 

lack of clarity in roles and limited resources. These concerns reinforce the need for clear communication and 

cohesive support plans. This study could assess how improving administrative processes in the Office of 

Student Affairs could address these challenges, particularly by facilitating better mental health support. 

The changing demands of learners have guided the development of the Office of Student Affairs 

(OSA) within colleges and have increased the functions of Higher Education Institutions (HEIs). As 

institutions evolve to meet students' needs, the City University of Pasay acknowledges the importance of 

offering a student-centred, accessible, and up-to-date framework for campus life and student support. The 

University Student Manual is a resource for guiding students through university policies, academic standards, 
and available services, and is an important document for students and staff. The quality of OSA's services 

has a significant impact on student progress, engagement, and satisfaction at the City University of Pasay.  

The Commission on Higher Education (CHED) Memorandum Order No. 9, s. 2013 establishes the 

need for student affairs programs focused on students' assistance, guidance, and welfare. However, the OSA 
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services delivered might vary greatly across institutions due to various circumstances, including student 

profiles, institutional missions, and available resources. 

Like other institutions, the Office of Student Affairs (OSA) at the City University of Pasay faces 

challenges in providing comprehensive student support. Two of these are managing growing student numbers 

and changing student expectations. The analysis of the study may show how the OSA's function changed 
over time to better meet students' evolving needs, highlighting areas where service improvements could be 

made to better meet expectations and standards. This study aims to assess the Office of Student Affairs' 

delivery of services at the City University of Pasay and its effectiveness in improving the service.  

This study tests the null hypothesis: there is no significant difference in the assessment of the Office 

of Student Affairs' service delivery to students when grouped by profile, based on the student manual. 

2. METHODOLOGY 

2.1 Research Design 

This study examined how students perceive the efficacy and quality of services 

provided by the Office of Student Affairs (OSA) at the City University of Pasay, using a 

quantitative descriptive research design.  Creswell (2002) noted that quantitative research 

is the process of collecting, analysing, interpreting, and writing the results of a study. 

2.2 Data Collection 

A self-administered questionnaire was used to collect primary data from 1,209 

students, or roughly 14.8% of the student body.  Participants were selected through random 

sampling to ensure a representative, diverse group, and the sample comprised students from 

all year levels, specifically from first to fourth year.  To support the conclusions drawn 

from the survey responses, secondary data were also used, including institutional 

documents, relevant literature, and earlier research on student affairs services.  

A survey questionnaire was used as a research tool to gather data on students' 

satisfaction with the OSA's services.  To ensure consistency and dependability, the surveys 

were administered under the supervision of research assistants during the academic year. 

The survey questionnaires were divided into three parts. Part I focuses on the respondents' 

profiles regarding age and sex. Part II addresses the weighted mean, verbal description, 

and rank distribution of the delivery of services in the Office of Student Affairs at City 

University of Pasay. Part III examines the challenges encountered in delivering these 

services in the Office of Student Affairs. In this study, a 5-point Likert scale was used to 

assess the verbal interpretation of each item's weighted mean. The Strongly Agree (4.50 - 

5.00), Agree (3.50 - 4.49), Neutral (2.50 - 3.49), Disagree (1.50 - 2.49) and Strongly 

Disagree (1.00 - 1.49). 

2.3 Data Analysis 

The gathered data was analysed through descriptive statistical methods like 

weighted mean (WM) calculation and response ranking to assess the advantages and 

disadvantages of OSA services. ANOVA was used to determine the significance of age-
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based perception differences, and t-tests were used to look at significant differences. This 

methodical approach provided a thorough understanding of students' satisfaction with the 

Office of Student Affairs (OSA) services, as well as identifying areas that needed 

improvement for better student support. 

3. RESULTS AND DISCUSSION 

This section presents the data gathered from the respondents. The analysis and 

interpretation of the data were conducted through tabular presentation. 
Table 1: The respondents/ Sample of Study 

Respondents Population Sample Percentage 

First Year 2282 341 

 

6.7% 

Second Year 1435 312 

 

4.6% 

Third Year 1059 294 

 

3.6% 

Fourth Year 759 262 

 

2.9% 

Total 5535 1209 

 

14.8% 

 

Table 1 presents the demographic descriptions of the respondents. The total student 

population is 5535, and the total number of respondents after applying the Slovin formula 

is one thousand two hundred nine (1209) students at the City University of Pasay.  Among 

the respondents, first-year students constitute the largest group at 6.7%, while fourth-year 

students represent the smallest group at 2.9%. 

 
Table 2: Distribution of Respondents according to Age 

Age Total Per cent (%) 

16-25 1062 87.84% 

26-40 116 9.59% 

41-55 28 2.32% 

56 and above 3 0.25% 

Total 1209 100% 

 

Most of the respondents (87.84%) belong to the 16-25 years age group, indicating 

the majority. Age: 9.59% of respondents were 26-40 years old, 2.32% were 41-55 years 

old, and 1.95% were 56+ years old. It is evident that most students at CUP are adults aged 

20-40, which is the university's general age range. 
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Table 3: Distribution of Respondents according to Sex 

Sex Total Percent (%) 

Male 428 35.40% 

Female 781 64.60% 

Total 1209 100% 

 

The proportion of females in the data is far higher than that of males: 781 (64.60%) 

compared to 428 (35.40%). Hence, females make up the larger part of the students in CUP.  

The sum of respondents by sex is 1209. This sizable skew in female responses 

reflects the distribution of students' sex in this study. 

 
Table 4: Summary of Weighted Mean Distribution and Verbal Description of the Delivery of 

Services in the Office of Student Affairs in City University of Pasay 

N Areas of Delivery of Services Mean 

Verbal 

Description 

1 Information and Orientation Services 4.38 Agree 

2 Guidance and Counseling Services 4.38 Agree 

3 Career and Job Placement 4.09 Agree 

4 Health Services 4.36 Agree 

5 Safety and Security 3.69 Agree 

6 Culture and Arts Programs 4.25 Agree 

7 Monitoring and Evaluation 4.29 Agree 

             Grand Mean 4.21 Agree 

 

Table 4 presents the summary/mean distribution, verbal information description, 

orientation services, and guidance and counselling services for CUP students from first to 

fourth year. The service categories with the highest means are information and orientation 

services and guidance and counselling services (weighted mean = 4.38, verbal description 

= agree), suggesting that students find these services useful because of their accessibility.  

Moreover, Guidance and Counselling Services and Information and Orientation 

Services have the highest average satisfaction ratings, both at 4.38. This suggests a high 

level of satisfaction in these domains. Safety and Security, on the other hand, had the lowest 

average score (3.69), indicating that there is room for improvement.  

However, there are key areas for improvement, including the provision of student 

services at convenient times, increased safety precautions, and further upgrading of OSA 

personnel in technology. Although OSA provides important services, targeted 

improvements could enhance student satisfaction with OSA and the services they receive. 
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Budwig and Alexander (2020) indicated that students highly value faculty 

approachability and knowledge, findings consistent with the current study. Similarly, a 

study by Garcia (2022) emphasised the importance of meaningful extracurricular activities 

in improving student engagement and overall satisfaction. Financial challenges and limited 

mental health support were also identified in a study by Park et al. (2021), reinforcing the 

current study’s conclusions about the need for enhanced financial and mental health 

support systems. 

Table 5: Significant difference between the respondents’ perception of the Delivery of Services of 

the Office of Student Affairs when grouped according to Age 

Variables Age Group Mean Variance F 

p-

value 

F 

crit Decision 

Information and Orientation 

Services 16-25 4.38 0.13 1.309 0.270 2.612 

Accept 

H₀ 

 26-40 4.37 0.12     

 41-55 4.31 0.18     

 

56 and 

above 4.73 0.01     

Guidance and Counselling 

Services 16-25 4.38 0.35 1.196 0.310 2.612 

Accept 

H₀ 

 26-40 4.38 0.36     

 41-55 4.27 0.49     

 

56 and 
above 4.93 0.01     

Career and Job Placement 16-25 4.11 0.37 2.005 0.112 2.612 

Accept 

H₀ 

 26-40 4.01 0.29     

 41-55 3.92 0.37     

 

56 and 
above 4.47 0.05     

Health Services 16-25 4.36 0.10 1.306 0.271 2.612 
Accept 
H₀ 

 26-40 4.38 0.11     

 41-55 4.28 0.16     

 

56 and 

above 4.60 0.00     

Safety and Security* 16-25 3.71 0.12 12.838 0.001 2.612 Reject H₀ 

 26-40 3.52 0.08     
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Variables Age Group Mean Variance F 

p-

value 

F 

crit Decision 

 41-55 3.54 0.16     

 

56 and 

above 3.87 0.01     

Culture and Arts Programs 16-25 4.26 0.27 1.480 0.218 2.612 

Accept 

H₀ 

 26-40 4.24 0.21     

 41-55 4.13 0.32     

 

56 and 
above 4.73 0.01     

Monitoring and Evaluation 16-25 4.29 0.34 1.378 0.248 2.612 

Accept 

H₀ 

 26-40 4.29 0.29     

 41-55 4.14 0.38     

 

56 and 

above 4.80 0.00     

Note: *Significant at p < .05. H₀ = null hypothesis (no significant difference between age 

groups). 

The table shows differences in ratings of the delivery of student services by age 

group. One-way ANOVA was performed for all service categories.  

The value in the Information and Orientation Services. The computed F (1.309) is 

greater than the critical value of F (0.27) at a p > 0.05 level. The decision is to fail to reject 

the null hypothesis. This means there are no substantial differences between age groups in 

the delivery of information and guidance services. Second, the F-value for Guidance and 

Counselling Services is 1.196, and the p-value is 0.31. The null hypothesis was therefore 

retained, as the p-value was greater than 0.05, which implies that age does not significantly 

affect the perception of guidance and counselling services. Third, the F-value of 2.005 and 

the p-value of 0.112 from Career and Job Placement Services indicate that there is 

insufficient evidence to reject H0. The difference between the age groups is not significant 

regarding the appraisal of career counselling and job-placement assistance services. 4th 

Health Services of F-value 1.306 and p-value 0.271, again non-significant. There is no 

difference in how health services are perceived by respondents, regardless of age. 

The Complete F-value for Safety and Security was 12.838, exceeding the F-critical 

value (2.612), and the P-value was less than 0.05 (0.001, or 2.928 × 10⁻⁸), indicating that 

we rejected the null hypothesis. This demonstrates that there is a statistically significant 

age difference in the sense of safety and security. 
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In the Culture and Arts Programs, the analysis shows that F = 1.48 and p-value = 

0.218; therefore, the null hypothesis will be accepted. Therefore, there is no statistically 

significant difference among age groups regarding the college's culture and arts programs. 

Finally, the Monitoring and Evaluation (F=1.378, p=0.248) suggests that there’s no 

significant difference between the age groups. The null hypothesis is retained, and we infer 

that there is no significant difference in perception of monitoring and evaluation services 

by the different age groups. 

Table 6: Significant difference between the respondents’ perception of the Delivery of Services of 

the Office of Student Affairs when grouped according to Sex 

Variables Sex Mean t-Test P-value Description Decision 

Information 

and Orientation 

Services 

Fe
male 

4.41 

1.805 0.071 
Not 

Significant 
Accept Ho 

Ma

le 
4.37 

Guidance and 

Counselling 
Services 

Fe
male 

4.44 

1.555 0.120 
Not 

Significant 
Accept Ho 

Ma

le 
4.38 

Career and Job 
Placement 

Services 

Fe

male 
4.38 

0.169 0.866 
Not 

Significant 
Accept Ho 

Ma
le 

4.38 

Health Services 

Fe

male 
4.09 

-1.151 0.880 
Not 

Significant 
Accept Ho 

Ma
le 

4.10 

Safety and 

Security 

Female 4.36 
0.411 0.681 

Not 

Significant 
Accept Ho 

Male 4.35 

Culture and 

Arts Programs 

Female 4.26 
0.650 0.516 

Not 

Significant 
Accept Ho 

Male 4.24 

Monitoring and 

Evaluation 

Female 4.29 
0.361 0.718 

Not 

Significant 
Accept Ho 

Male 4.28 

 

Table 6 analysed the significant dissimilarities between male and female students 

on the presentation of services of the Office of Student Affairs. The mean scores of male 

and female respondents' ratings of different services across service categories were 

compared using an independent samples t-test.  

Between male and female students, an independent-samples t-test was performed 

to examine mean differences in perceptions of receiving the various types of student 

services. For Information and Orientation Services, the outcome was t = 1.805, p = 0.071. 
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Because the p-value is > 0.05, we accept the null hypothesis that there is no significant 

difference in male and female students’ perceptions of the service. For GC Services, t = 

1.555, p = 0.120. As the p-value is greater than 0.05, one would again fail to reject the null 

hypothesis, which means that perceptions don’t differ significantly between the sexes. 

Career and Job Placement Services is insignificant as well, with t = 0.169 and p = 

0.866 (p-value is even above 0.05). Therefore, the null hypothesis that male and female 

students perceive equally is accepted. For Health Services, the (t = -0.151) and the (p = 

0.880) reveal that there is no significant difference, since the p-value is much greater than 

0.05. In terms of Safety and Security, t = 0.411 and p = 0.681; thus, the null hypothesis is 

not rejected, and the perception do not perceive differences between sex. The t value = 

0.650 and p value = 0.516 again support the null hypothesis, indicating that no significant 

difference was found between male and female students in their evaluation of culture and 

arts programs. 

Finally, with respect to Monitoring and Evaluation, t = 0.361 and p = 0.718, also 

proving that there is no statistically significant difference between male and female 

respondents’ perceptions. These findings imply that, in most service fields, reporting sex 

does not play a significant role in determining student perceptions (Pineda et al., 2025). In 

their findings, Hoffman and Blessinger (2021) encouraged institutions to create programs 

such as online orientation, success coaching, and predictive analytics for student success. 

The study suggests that existing support mechanisms need to be reviewed systematically 

to better meet the needs of online students. 

Table 7: Challenges and Problems Encountered by the Office of Student Affairs at City University 

of Pasay Based on the Revised Student Manual 

Indicators 

Weighted 

Mean 

Verbal 

Description Rank 

1. Student services aren’t available during 

convenient hours for students. 5.00 Strongly Agree 1 
2. The services lack sufficient resources or 

Materials (e.g., telephone, computer and 

other equipment or machines to be practical. 4.00 Agree 3 

3. The staff providing student services don’t 
have adequate skills or training. 4.35 Agree 2 

4. Mental health and wellness services are 

sufficient to meet student needs. 3.19 

Moderately 

Agree 4.5 
5. The challenges encountered in accessing 

student services have negatively influenced 

my college experience. 3.19 

Moderately 

Agree 4.5 

Grand Weighted Mean 3.95 Agree  
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Table 7 indicates that student services aren’t offered at convenient times, with a 

mean of 5.00 (Strongly Agree), suggesting there are many problems with scheduling 

services. 

The lowest of 3.19 (Moderately Agree) were, “Mental health and wellness services 

are adequate in meeting student needs” and “The obstacles I have faced when trying to 

access student services has negatively impacted my college experience,” indicating that 

students are appreciative of the services, work is required in mental health and overall 

accessibility of student services. 

The overall weighted mean of 3.95 (Agree) indicates that students generally find 

the services satisfactory, while they face some challenges. According to Veerasamy and 

Ammigan( 2021), scheduling and staffing limitations are common barriers to effective 

student service delivery. (Lee, 2024) emphasised that flexible service hours and increased 

mental health resources improve student satisfaction.  

Perez and Sabato (2023) accentuated the significance of wellness, peer support and 

academic systems in student services. They recommend peer support programs and 

wellness programs, such as mindfulness, to address students’ needs. This study can 

leverage the findings to assess whether the OSA has comparable initiatives and the extent 

that they’re meeting student needs. Building on these changing requirements, research may 

help inform enhancements to wellness initiatives or even the design of new initiatives to 

increase student satisfaction and psychological capital. 

4. CONCLUSION 

Students generally expressed favourable perceptions of key OSA functions, 

particularly Information and Orientation Services, Guidance and Counselling, and Health 

Services, all of which received high satisfaction ratings. These results highlight the 

effectiveness of the OSA in providing foundational support to students in crucial areas of 

academic and personal development, but the report also identified areas for improvement. 

Lower satisfaction was found in Safety and Security, Culture and Arts, Career and Job 

Placement Services, indicating which areas need improvement. These results imply that 

students are generally aware of and have positive opinions about the OSA’s work, though 

some programs are not fully achieving their potential.  

Additionally, students listed barriers such as inconvenient service hours, a lack of 

mental health professionals, outdated career support materials, and safety concerns on 

campus. These points highlight the need for more seamless, user-centred, and responsive 

support services that focus on academic and extra-academic (student life) purposes. 

Based on the findings of this study, it is recommended to improve accessibility by 

providing multiple interactive mediums (e.g., student portals or mobile applications) 

through which orientation information can be shared.  In addition, the institution should 

enhance security presence and upgrade campus facilities (e.g., more lighting, additional 
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surveillance). It is also recommended to regularly re-evaluate the emergency protocol and 

conduct safety drills so that everyone knows how to respond. Security should be enhanced 

to help ensure campus safety, with increased guard visibility and access control measures, 

and infrastructure improvements (e.g., more security lighting, cameras). Diversify the 

range of cultural events to include more modern, student-driven offerings. Engage students 

in the planning and performance, and promote diversity by focusing on minority cultural 

groups. It motivate students to participate by providing rewards or by explicitly explaining 

how their inputs lead to specific offerings.  

This study is limited to one local institution and may not be generalisable to other 

contexts of student delivery services. Additionally, further research could expand on this 

study by using a mixed-methods approach to explore student delivery services in other 

Higher Education Institutions (HEIs). 
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Abstract - This study aimed to identify the extent of change management practice among 

government school principals from the perspective of teachers. The study adopted a mixed-
methods approach combining quantitative and qualitative data collection. A stratified random 
sample of 368 teachers was selected from a population of 8,457 teachers in government 
schools across four directorates. Data were collected using a validated questionnaire 
measuring three dimensions of change management and semi-structured interviews with 20 
teachers. The results showed that the total score on the change management scale among 
government school principals in the northern governorates was moderate, with an arithmetic 
mean of 3.62. The dimension "Future Vision for the School" ranked first at a high level (3.67), 

followed by "Building Organizational Culture Supporting Change" (3.61) and "Encouraging 
Innovation and Creativity" (3.58), both at moderate levels. The results revealed no 
statistically significant differences at the significance level (α ≤ .05) based on educational 
qualification and years of experience. However, significant differences emerged by gender 
(favoring female teachers), age (favoring teachers 30 years or younger), and directorate 
(favoring Ramallah and Al-Bireh). The study recommends involving teachers in formulating 
the school's future shared vision and providing the necessary professional development 
programs to support change management implementation. 

Keywords: Change management; educational leadership; school administration; government 
schools; teacher perspectives; organizational culture. 
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1. INTRODUCTION 

The world is moving and changing rapidly around us, moving forward, and this 

change results from discoveries and developments in the field of technology (Ahmed, 

2019). Change is a continuous and inevitable process in this universe. For humans to 

develop, they must keep pace with this change in all its fields and positions, and in all their 

administrative and functional positions and titles. The school, led by its principal, is 

considered one of the most important institutions that keep pace with this change. It works 

by educating and developing individuals, fostering their ideas, convictions, and cultures so 

they become good citizens who contribute to society. The school principal seeks to achieve 

its objectives and move it forward (Merle et al., 2022). Thus, he manages change toward 

success. The need has become urgent in light of rapid changes and the information 

revolution to elevate the role of the teacher, which is reflected positively on the student 

who is the centre of the educational learning process and to raise the level of educational 

outcomes, especially since there is a need in school education to keep pace with these 

accelerating changes (Zhou et al., 2023). 

Change management is considered an emerging skill in organisations and a 

continuous process that does not stop at a certain point. It requires strong management and 

experience, the ability to participate, persuade, and be creative, to develop and train skills, 

and to build mutual trust between managers and employees, and to focus on human capital 

and invest it in the right way that benefits the institution (Al-Hariri, 2011; Phillips & Klein, 

2023). 

Therefore, the school principal must be a leader, not merely an administrator, 

because every leader is an administrator, but not every administrator is a leader. So, it is 

necessary for the educational administrator to transform from a facilitating manager to a 

change leader, and for the educational administration official to transform from traditional 

management to creative leadership (Siyam, 2017). The successful leader is the one who 

adopts innovative methods in paving the way toward a better future to maintain the 

administrative position he occupies, especially since his workplace has great sensitivity. It 

drives him to develop the school's administrative activity, so it aligns with the changes 

happening around him (Malek & Almarri, 2023). This is consequently reflected in directing 

school employees toward advancing society and building a future free from dependency 

and imitation (Mirlinda, 2018). 

Any change process in an educational institution requires a successful manager and 

a leader to lead it. The role of the modern school principal does not stop at a certain level 

of competence and effectiveness. Rather, he must have the ability to absorb changes and 

deal with them, and must be completely prepared to adapt to the requirements of the age, 

present new ideas, and bring about change in the school through changing the prevailing 

culture in the school, improving the future vision of the school, building good relationships 

with school employees and unleashing their creative energies, and making innovation, 
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creativity, and flexibility the basis of managing the school community (Taha, 2014; 

Marshall, 2019). The institution's change process aims to develop and adapt to its 

surrounding circumstances. Thus, the main aspects of the objective of change are 

represented in adapting to surrounding circumstances, whether internal or external, to bring 

about organisational development in the institution, or both (Muhammad, 2014). The use 

of change management as an approach to develop educational administration, which is 

considered an important starting point toward improving the qualitative quality of 

education, eliminates many defects of the traditional management prevailing, which did 

not help current educational systems to face new current and future challenges, and to 

confront the new concept of management in general and educational administration as part 

of general administration through the ability to innovate and be creative. These are factors 

leading to growth, excellence, and modernisation (Al-Zaebi, 2010). 

Hence, based on the brief review above and on the researcher's work as a teacher 

for over 10 years, the researcher observed that traditional school administration struggles 

to keep pace with development and implement change management. Many teachers in 

schools reject and sometimes resist change without justification. The change benefits them 

personally by maintaining the existing situation at the school where they work, or it is due 

to limited material resources that hinder development and change. Therefore, this study 

aims to identify the extent of change management practice among government school 

principals in the northern Palestinian governorates from the perspective of teachers. 

Second, it seeks to reveal whether there are statistically significant differences at the level 

of significance (α≤.05) in the estimates of the study sample members of teachers in the 

northern Palestinian governorates regarding the degree of practice of change management 

by government school principals attributed to variables: (gender, age, educational 

qualification, years of service, and directorate). 

Thus, this study aims to answer these questions: 

What is the degree of practice of change management by government school 

principals from the perspective of teachers in the northern Palestinian governorates? 

Are there differences between the mean responses of teachers toward the degree of 

practice of change management by government school principals in the northern 

Palestinian governorates, attributed to variables: (gender, age, educational qualification, 

years of service, and directorate)? 

This study may provide officials and decision-makers with feedback to take into 

account the most important recommendations for developing change management among 

school principals. This study also benefits those responsible for preparing development 

programs for government school principals in Palestine by including in those programs the 

approaches of change management and modern management, which are primarily based 

on change, to improve and develop their functional and professional performance in an 
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effective manner. It helps government school principals in Palestine advance their 

professional development, which is reflected positively in their performance and 

achievement, as well as in the desired results and recommendations intended for 

presentation to decision-makers in the Ministry of Education and Higher Education. 

2. LITERATURE REVIEW 

In recent times, the world has witnessed development in all fields. The science of 

management, like other sciences, has been affected by these developments and has faced 

different challenges because of the information and communications revolution (Rashid & 

Kausik, 2024). With this progress, administrative methods have emerged to align with 

these developments and changes. Modern management, in its modern orientation, seeks to 

be creative in thinking and methodology and to bring about change in organisations. 

Educational studies and research have shown that traditional administrative methods are 

unable to address modern variables (Sousa & Moço, 2017). Therefore, modern 

organisations work on presenting a flexible administrative mechanism that focuses on 

results and expands its scope to become capable of creativity, innovation, and change (Al-

Zaebi, 2011). 

The process of management and leadership succeeds only with the presence of a 

distinguished leader with qualities that enable him to perform his functional tasks and 

achieve the desired objectives (Schuetz, 2017). He must be influential and motivating to 

them, because successful leadership brings about the necessary change in employees' 

behaviour and morale in a positive, motivating way (Harris, 2018). 

To expand participation in making and taking educational decisions, some call for 

reviewing the educational objectives themselves and reconsidering the school's function. 

Educators find no way to accommodate these rapid transformations except by adopting 

change (Perry-Hazan & Somech, 2023). Change can help absorb technological, economic, 

and social developments, adapt to the information revolution, and improve the quality of 

the educational process. Educational change requires careful study and precise calculations 

about knowing the forces that help support change factors and the forces and factors against 

it (Michael & Jambo, 2015). 

Similarly, the position of the school principal plays an important role in the change 

process. Change management is the management that moves the principal away from 

traditional work and away from the ordinary, and develops his role to be capable of 

bringing about change in his institution through improving methods of communication and 

contact with employees and the local community, and adopting cooperative consultative 

decisions (Hussein, 2025). School principals must possess the ability to create an 

appropriate climate, set effective strategies, implement them, follow them up, foster 

enthusiasm and motivation among employees, and encourage them toward cooperative 
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work to advance the educational institution and confront new developments and changes 

to achieve the required objectives (Rabai'a, 2018; Jhanatri et al., 2024). 

Al-Qathami (2013) sees that change is the basis of all development, improvement, 

and correction of past mistakes, as stagnation and monotony in anything gradually lead to 

its death and end. Change management is what directs it, sets its objectives, selects its 

means, and follows it up. Therefore, change management is a science of utmost importance 

for any society that wants to develop on a solid foundation. For change management to 

succeed, it must have a qualified leader. The qualified leader can perform miracles with 

the little resources available, while others may waste much of them. 

Institutions of all types are considered open systems that interact with the external 

environment, are affected by it, and affect it. The organisation is not in a state of stability 

and stillness. Rather, it changes continuously in order to achieve through this change the 

goal of continuity and survival, and the goal of adaptation. The manifestations of 

continuous change in the organisation clearly express the organisation's continued life and 

its interaction with surrounding factors. Change does not occur without developments and 

changes in the organisation's circumstances that necessitate changes in the system and the 

identification of the resources and organisation that lead the change (Al-Issa, 2020). 

Performance is considered one of the most widespread educational concepts in 

educational institutions, as it receives attention from many thinkers, especially in 

educational sciences. However, there is no unified definition regarding the concept of 

performance. This difference is due to the variation in the perspectives of researchers and 

thinkers. Some viewed it from a quantitative perspective, that is, numbers and percentages, 

the use of modern technology in analysis, while others viewed it from a social and 

economic perspective (Al-Mohassana, 2013). 

Many studies have explored the change management in Arab and foreign countries 

under different conditions. One example is Marbu' and Ramana's 2023 study. This study 

aimed to see how much government school principals in the Ramallah and Al-Bireh 

Directorate practice change management in relation to dialogue culture, from teachers' 

views. The researchers used a descriptive analytical method and surveyed 103 male and 

female teachers using a questionnaire. The results showed that principals practice change 

management considering dialogue culture at a high level, according to teachers. The study 

also found that teachers' views did not differ based on gender, educational qualification, 

years of service, or age. Additionally, there was a positive relationship between change 

management and dialogue culture from teachers' perspectives. 

Hassyan's (2021) study looked at how much school leaders in special education 

schools in Kuwait practice change management and how it relates to school culture. The 

study used a descriptive method and a questionnaire to collect data. The researchers 

randomly selected 251 male and female teachers. The study found that school leaders in 

special education schools in Kuwait practice change management at a high level. The 

results also showed a relationship between the different aspects of change management and 
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the overall level of school culture. The study recommended to include organisational 

culture in training programs for special education school leaders, hold training courses for 

teachers and managers in special education schools to teach them about their rights and 

duties at work, and give awards to schools that show innovation and excellence in teaching 

(Mohammed, 2025). 

Rababa's 2020 study examined how government and private basic school principals 

in the Education Directorate of Al-Ramtha District in Jordan practice change management 

skills from teachers' views. The study used a descriptive method and a questionnaire. The 

sample included 303 teachers. The results showed that both government and private school 

principals practice change management skills at a high level across all areas, according to 

teachers. The study found that teachers' views did not differ based on gender. However, 

there were significant differences based on school type. The private schools scoring higher 

than government schools. 

Korumaz's 2020 study examined school principals' experiences during change 

processes. The study used qualitative research methods. It collected data through a 

descriptive analysis of phenomena. The study included 15 school principals working in 

government schools in Istanbul, Turkey. The researchers used interviews to collect data 

and content analysis to identify patterns, categories, and themes in the interview records. 

The study found that school principals view change management as a process and a set of 

procedures within the school. 

Sharif and Al-Zubaydi's 2019 study examined how secondary school leaders in Al-

Makhwah Governorate in Saudi Arabia practice change management and how it relates to 

administrative creativity, from teachers' views. The researchers used a descriptive 

correlational method and a questionnaire to collect data. They selected the sample using 

stratified random sampling (355 teachers in total). The study found that secondary school 

principals practice change management at a high level. The results showed that teachers' 

views did not differ based on educational qualification. 

Al-Qahtani's 2019 study examined how secondary school principals in Hawtat Bani 

Tamim and Al-Hariq Governorates in Saudi Arabia implement change management. The 

study used a descriptive method and a questionnaire to collect data. The sample included 

135 teachers. The results showed that principals' implementation of change management 

was at a moderate level across all areas, according to teachers. The study also found that 

teachers' views did not differ based on years of experience. 

Mei Kin et al.'s (20180 study examined the relationship between key change 

leadership competencies and teachers' attitudes toward change. The study used a 

quantitative method. The sample included 936 male and female teachers from 47 high-

performing secondary schools in Malaysia. The results showed that key change leadership 

competencies are closely related to teachers' beliefs about change. The study found that 

when school principals develop strong competencies to lead change, teachers' beliefs about 

change improve. The results also showed that teachers' beliefs about change are 
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significantly related to their attitudes toward change. In other words, the stronger teachers' 

beliefs in change, the more positive their attitudes toward change become. 

The study of Chang et al. (2018) sought to identify change leadership of principals 

from the perspective of teachers and discover any impact of change that affects the 

professional development of teachers in the primary stages in Taipei/Taiwan. A 

questionnaire was applied to a sample consisting of (490) male and female teachers in the 

primary stages. The analytical descriptive method was used. The results showed that plans 

for building a supported environment and "modifying organisation and performance" 

included in change leadership contribute to explaining 23.2% of teacher professional 

growth. The results also showed that change leadership positively impacts teacher 

professional growth. 

Previous studies show that change management has received attention from 

researchers, despite variations in results. It is clear from the above that studies related to 

the current study do not directly address its subject, which necessitates conducting this 

study to identify the degree of change management practice among government school 

principals from the perspective of teachers in the northern Palestinian governorates. 

3.  METHODOLOGY 

Research Design 

This study adopted the mixed method (quantitative and qualitative) as it is suitable 

for the purposes of the study, applying a questionnaire to collect quantitative data, and 

applying personal interviews to collect qualitative data in order to understand the study 

topics. Previous work completed by Donahue (2025) used the same method as it proved its 

effectiveness. The qualitative method helps in understanding and describing the 

phenomenon with a precise qualitative description, to reach the desired conclusions and 

necessary recommendations (Rana & Chimoriya, 2025). 

Population and Sample 

The study population consisted of all teachers in government schools in the 

northern Palestinian governorates, specifically the education directorates in Ramallah and 

Al-Bireh, Jericho, the suburbs of Jerusalem, and Hebron. The total number of male and 

female teachers was 8457 according to the Ministry of Education and Higher Education 

statistics for the year 2023/2024 (See Table 1). 
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Table (1): Distribution of the Study Population in the First Stage According to the Variables of 
Gender and Directorate 

Gender Ramallah and Al-Bireh Jericho Suburbs of Jerusalem Hebron Total 

Male 963 150 412 1,427 2,952 

Female 1,931 356 1,009 2,209 5,505 

Total 2,894 506 1,420 3,636 8,457 

Study Sample 

As for the study sample, it was selected as follows: 

First: The Pilot Study 

We selected a pilot sample of 30 teachers from government schools in the northern 

Palestinian governorates to test the study tools. These teachers came from the education 

directorates in Ramallah and Al-Bireh, Jericho, the suburbs of Jerusalem, and Hebron. 

They were chosen from the study population but were not part of the main sample. We 

used this pilot sample to check the validity and reliability of the tools. 

Second: Study Sample 

The study sample was selected as representative by gender and directorate using a 

stratified random sampling method. The sample size was determined based on Robert 

Mason's formula, and the sample size was (368) male and female teachers from the 

education directorates in Ramallah and Al-Bireh, Jericho, the suburbs of Jerusalem, and 

Hebron. 

Table 2 shows the distribution of the study sample according to the variables of 

gender and directorate. Table 3 also shows the distribution of the study sample according 

to its independent (categorical) variables. 

Table 2: Distribution of the Study Sample According to the Variables of Gender and Directorate 

Gender Ramallah and Al-Bireh Jericho Suburbs of Jerusalem Hebron Total 

Male 42 7 18 62 129 

Female 84 15 44 96 239 

Total 126 22 62 158 368 
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Table 3: Distribution of the Study Sample According to Independent (Categorical) Variables 

Variable Level Number Percentage (%) 

Gender Male 129 35 
 Female 239 65 
 Total 368 100.0 

Age 30 years or less 39 11 
 31–40 years 126 34 
 41–50 years 123 33 
 51 years or more 80 22 
 Total 368 100.0 

Educational Qualification Bachelor's degree or less 286 78 
 Master's degree or higher 82 22 
 Total 368 100.0 

Years of Experience 5 years or less 59 16 
 6–10 years 78 21 
 More than 10 years 231 63 
 Total 368 100.0 

Directorate Ramallah and Al-Bireh 126 34 
 Jericho 22 6 
 Suburbs of Jerusalem 62 17 
 Hebron 158 43 
 Total 368 100.0 

Data Collection tools 

To achieve the study's objectives, the researcher used two tools; a change 

management scale and a questionnaire. 

First: Change Management Scale 

To achieve the intended purpose of the current study, the researcher used previous 

studies in preparing this scale (Hasban, 2021; Siyam, 2017) and developed the scale to 

align with the objectives, sample, and Palestinian environment of the study. 

Validity and Reliability of Tools 
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To verify the validity and reliability of the study tools, the following procedures 

were followed: 

First: The Questionnaire 

Two types of validity were used, as follows: 

a) Validity 

We sent the change management scale to 10 experts and specialists with doctoral 

degrees for review. The original scale had 36 items. We set 80% agreement as the minimum 

level needed to accept an item. Based on the experts' feedback, we made changes to the 

scale. We paraphrased some items and added one new item. 

b) Construct validity 

To check the validity of the scale, we used construct validity with a pilot sample of 

30 teachers from government schools in the northern Palestinian governorates. These 

teachers worked in the education directorates of Ramallah and Al-Bireh, Jericho, the 

suburbs of Jerusalem, and Hebron. They were selected from the study population but were 

not part of the main sample. We used Pearson Correlation to calculate how each item 

related to its dimension, and how each dimension related to the total score of the scale. The 

correlation coefficients for the items ranged from 0.74 to 0.91. These values were 

acceptable and statistically significant. According to Garcia (2011), a correlation 

coefficient below 0.30 is weak, between 0.30 and 0.70 is moderate, and above 0.70 is 

strong. Since all our values were above 0.70, we did not remove any items from the scale. 

2- Reliability of Change Management Scale 

To ensure the reliability of the change management scale and its dimensions, the 

scale was distributed to a pilot sample of 30 teachers from government schools in the 

northern Palestinian governorates, including the education directorates from the study 

population and outside the targeted study sample. To verify the scale's internal consistency 

and dimensions, Cronbach's Alpha was computed from the pilot sample data. See Table 4. 

Table (4): Values of the Reliability Coefficient of Change Management Scale According to Its 
Dimensions and Total Score Using Cronbach's Alpha Method 

Dimension Number of Items Cronbach's Alpha 

Future Vision for the School 14 0.95 

Building Organizational Culture Supporting Change 12 0.96 

Encouraging Innovation and Creativity 11 0.97 

Total Score 37 0.98 

The reliability values are excellent—all above 0.90, which indicates very high 

internal consistency for each dimension and the overall scale.It is clear from Table 4 that 

the value of Cronbach's Alpha reliability coefficient for the dimensions of the change 

management scale ranged between 0.95 and 0.97. It is also noted that the Cronbach's Alpha 
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reliability coefficient for the total score was 0.98. These values are considered high and 

makes the scale applicable to the original sample. 

Second: Interview  

The researcher used individual interviews by posing questions separately to 

members of the study sample from teachers in the study population and outside the sample 

(20 male and female teachers) distributed across the directorates of Ramallah and Al-Bireh, 

Jericho, the suburbs of Jerusalem, and Hebron. To achieve the objectives of the study, the 

researcher adopted a predetermined system of open-ended questions that allow respondents 

to express themselves in their own language based on their personal experience. Through 

this type of interview, questions are directed to respondents using the same wording and 

order. 

Study Variables 

The study included the following independent (categorical) and dependent 

variables: 

a) Independent Variables 

1. Gender: It has two levels: male and female. 

2. Age: It has four levels: (1- 30 years or less, 2- from 31 to 40 years, 3- from 

41 to 50 years, 4- 51 years or more). 

3. Educational Qualification: It has two levels: bachelor's degree or less, 

master's degree or higher. 

4. Years of Experience: It has three levels: 1- 5 years or less, 2- from 6 to 10 

years, 3- more than 10 years. 

5. Directorate: It has four levels: Ramallah and Al-Bireh, Jericho, suburbs of 

Jerusalem, Hebron. 

b) Dependent Variable 

• The total score and sub-dimensions that measure change management. 

Data Analysis 

After collecting the data, we used the Statistical Package for Social Sciences (SPSS, 

version 28) to analyse it. We applied the following statistical methods: 

1. Arithmetic means, standard deviations, and percentages. 

2. Cronbach's Alpha coefficient to test reliability. 

3. One-Way ANOVA test to examine hypotheses related to differences in 

variables of years of experience and directorate. 

4. Independent Samples t-test to examine hypotheses related to differences in 

variables of gender, educational qualification, and age. 
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4. RESULTS AND DISCUSSION 

To answer the first question, we calculated the average scores and standard 

deviations for the dimensions of the change management scale. These measured how 

teachers viewed change management practice among principals in government schools 

across the northern Palestinian governorates (See Table 5). 

Table (5): Arithmetic Means and Standard Deviations for Dimensions of Change Management Scale 

Among Government School Principals Arranged According to Arithmetic Means 

Rank 
Dimension 

Number 
Dimension 

Arithmetic 

Mean 

Standard 

Deviation 
Level 

1 1 Future Vision for the School 3.67 0.74 High 

2 2 
Building Organizational Culture 
Supporting Change 

3.61 0.81 Moderate 

3 3 
Encouraging Innovation and 
Creativity 

3.58 0.85 Moderate 

  
Total Score 3.62 0.76 Moderate 

Table 5 shows the results of the average score for the total change management 

scale among government school principals in the northern Palestinian governorates was 

3.62, which was rated as moderate. The average scores for the dimensions of the scale 

ranged from 3.58 to 3.67. The dimension "Future Vision for the School" had the highest 

score of 3.67, rated as high. The dimension "Encouraging Innovation and Creativity" had 

the lowest score of 3.58, rated as moderate. Based on these results, the population's 

estimated score is 3.62. This finding agreed with Al-Qahtani's 2019 study, which found 

that change management in secondary schools was at a moderate level. However, this result 

differed from Marbu' and Ramana's 2023 study, which found that change management in 

Ramallah Directorate was at a high level. It also differed from Sharif and Al-Zubaydi 

(2019), who found that change management practice by principals in government and 

private basic schools was high. We calculated the average scores and standard deviations 

for how the study sample members rated each item in every dimension of the change 
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management scale among government school principals in the northern Palestinian 

governorates. 

Future Vision for the School 

Table (6): Arithmetic Means, Standard Deviations, and Ranking of Items for the Dimension of 

Future Vision for the School Arranged According to Arithmetic Means 

Item 

Number Rank Item 

Arithmetic 

Mean 

Standard 

Deviation Level 

1 13 

The school principal shares teachers in 

formulating the shared future vision of the 
school. 3.55 0.91 Moderate 

2 5 

The school principal helps employees 
understand the mission and objectives of 

the school it seeks to achieve. 3.70 0.85 High 

3 2 

He ensures that the school's vision is 

characterised by ambition. 3.74 0.94 High 

4 1 

The school principal develops plans 

(annual and semester) that cover aspects 

of school activities. 3.83 0.90 High 

5 8 

The school principal utilises previous 
school plans when developing future 

programs for the school. 3.64 0.99 Moderate 

6 11 

The school principal is keen to clarify the 

future vision of the school to the local 

community including guardians. 3.59 0.97 Moderate 

7 4 

The school principal takes into account 

flexibility in advance planning for the 
school's capabilities (material and 

human). 3.71 0.93 High 
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Item 

Number Rank Item 

Arithmetic 

Mean 

Standard 

Deviation Level 

8 3 

The school principal works to know the 

variables or developments related to the 

directorate on an ongoing basis. 3.73 0.83 High 

9 6 

The school principal works with teachers 
to identify the type of change the school 

needs. 3.68 0.90 High 

10 10 

He makes modifications or diversifies 

school activities through the annual plan. 3.62 0.95 Moderate 

11 12 

The school principal makes changes in the 

organisational structure according to 

work requirements. 3.58 0.81 Moderate 

12 7 

The school principal addresses problems 

or difficulties in the workplace. 3.65 0.92 Moderate 

13 14 

The school principal helps teachers 

understand the objectives the school seeks 
to achieve. 3.53 0.71 Moderate 

14 9 

The principal develops alternative plans 

to face unexpected changes or problems. 3.63 0.88 Moderate 

  Total Score 3.67 0.81 High 

It is clear from Table 6 that the arithmetic means of the study sample estimates on 

items of the dimension of future vision for the school ranged between 3.55 and 3.83. The 

item "The school principal develops plans (annual and semester) that cover aspects of 

school activities" ranked first with an arithmetic mean of (3.83) at a high level, while the 

item "The school principal shares teachers in formulating the shared future vision of the 

school" came last with an arithmetic mean of (3.55) at a moderate level. The arithmetic 

mean for the total score of the dimension of future vision for the school was 3.67 at a high 

level. 
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Building Organizational Culture Supporting Change 

Table (7): Arithmetic Means, Standard Deviations, and Ranking of Items for Building Organizational Culture Supporting 

Change Arranged According to Arithmetic Means 

Item 

Number Rank Item 

Arithmetic 

Mean 

Standard 

Deviation Level 

1 2 

The school principal encourages employees 

to present new initiatives or ideas. 3.65 0.95 Moderate 

2 3 

The school principal clarifies the shared 

culture of the school to employees to work 

according to it. 3.64 0.91 Moderate 

3 1 
The school principal urges teachers to 
respect students' views or ideas. 3.70 0.80 High 

4 8 

The school principal delegates authority to 
employees to meet development or change 

requirements. 3.59 0.92 Moderate 

5 12 

The school principal prepares employees to 

accept change by convincing them of the 

need for it. 3.52 0.97 Moderate 

6 11 

The school principal focuses on new values 

that contribute to facilitating the change 
process. 3.54 1.03 Moderate 

7 4 

The school principal encourages positive 

behavior patterns that promote the change 

process. 3.64 0.94 Moderate 

8 5 

The school principal focuses on 

accomplishing work through teamwork or 
shared work among school employees. 3.63 1.04 Moderate 
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Item 

Number Rank Item 

Arithmetic 

Mean 

Standard 

Deviation Level 

9 6 

The school principal encourages teachers to 

benefit from experiences or experiments of 

other schools. 3.63 0.99 Moderate 

10 7 

The school principal provides teachers with 
opportunities to use technology in 

developing education. 3.60 0.83 Moderate 

11 10 

The school principal provides necessary 

training programs for teachers to develop 

the culture of required change in the school. 3.56 0.99 Moderate 

12 9 

The principal divides work for the purpose 

of distributing it according to teachers' 
qualifications (abilities, experiences, and 

specialisations) in accordance with 

readiness for change. 3.58 0.97 Moderate 

  Total Score 3.61 0.81 Moderate 

Table 7 shows the dimension of building organisational culture supporting change, 

the average scores ranged from 3.52 to 3.70. The highest-scoring item was "The school 

principal urges teachers to respect students' views or ideas" with an average of 3.70, which 

was rated as high. The lowest-scoring item was "The school principal prepares employees 

to accept change by convincing them of the need for it" with an average of 3.52, which was 

rated as moderate. 
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Encouraging Innovation and Creativity 

Table (8): Arithmetic Means, Standard Deviations, and Ranking of Items for Encouraging Innovation and 

Creativity Arranged According to Arithmetic Means 

Item 

Number Rank Item 

Arithmetic 

Mean 

Standard 

Deviation Level 

13 6 

The school principal continually 

emphasises developing students' 

independent thinking. 3.55 0.95 Moderate 

14 2 
The school principal directs teachers to the 
importance of displaying students' talents. 3.65 0.91 Moderate 

15 1 

The school principal encourages teachers 
to teach creative thinking (originality, 

fluency, and persistence) to students. 3.72 0.91 High 

16 5 

The school principal helps teachers 

innovate new methods or activities that 

help in teaching the curriculum. 3.59 0.95 Moderate 

17 4 

The school principal encourages teachers 

to use modern teaching methods. 3.61 0.93 Moderate 

18 3 

The school principal highlights the role of 
outstanding individuals by providing them 

with necessary support or encouragement. 3.63 1.03 Moderate 

19 10 

The school principal encourages teachers 

to develop professionally (professionally 

and scientifically). 3.53 1.08 Moderate 

20 7 

The school principal encourages teachers 

to participate in scientific activities to 
develop their abilities (seminars, 

workshops, conferences...). 3.55 1.06 Moderate 
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Item 

Number Rank Item 

Arithmetic 

Mean 

Standard 

Deviation Level 

21 8 

The school principal motivates teachers 

morally according to their responses or 

acceptance of the change process. 3.54 1.02 Moderate 

22 9 
The principal encourages critical thinking 
among teachers. 3.54 0.90 Moderate 

23 11 
The principal encourages reflective 
thinking among teachers. 3.47 0.95 Moderate 

  Total Score 3.58 0.85 Moderate 

It is clear from Table 8 that the arithmetic means of the study sample members' 

responses regarding the dimension of encouraging innovation and creativity ranged 

between 3.47 and 3.72. The item "The school principal encourages teachers to teach 

creative thinking (originality, fluency, and persistence) to students" ranked first with an 

arithmetic mean of 3.72 at a high level. In contrast, the item "The principal encourages 

reflective thinking among teachers" came last with an arithmetic mean of 3.47 at a 

moderate level. 

This moderate result for the total score of the change management scale among 

government school principals in the education directorates in the northern Palestinian 

governorates from the perspective of teachers indicates that teachers believe school 

principals fear change to some extent and therefore do not tend to implement this process. 

Perhaps this is due to fear of their position, or to a lack of awareness of the importance of 

change in school management and of achieving its objectives. Teachers think that the 

school principal has knowledge, but it is not sufficient from their perspective regarding the 

manifestations of change management, which concentrate on changes in the organisational 

structure which is linked to practical reality and reflects school needs with what is available 

and aligns with change (Warrick, 2022). From their perspective, change management 

requires the positive interaction that teachers display toward change, such that 

opportunities are provided for everyone to participate without bias toward a certain group 

of teachers while excluding others. Justice in distributing tasks among teachers according 

to their specialisations is considered part of the manifestations of change. Change 

management is also crystallised in transparency and integrity through repairing and 

changing what exists of defects in administrative practices in the school and addressing 

them by motivating teachers to participate in change and consulting them in decision-
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making related to educational issues in the school, and not for the school principal to 

monopolise these decisions. This requires the school principal to change the tasks assigned 

to teachers so that the duties they perform and activities they practice in implementing tasks 

change. These results are in line with Mthanti and Msiza (2023) who concluded that change 

includes clarity in work procedures, which reduces the complexity of implementing 

methods to complete work and ensures accuracy and speed in its completion. 

Results Related to the Second Question 

“Are there differences between the mean responses of teachers toward the degree 

of practice of change management by government school principals in the northern 

Palestinian governorates, attributed to variables: (gender, age, educational qualification, 

years of service, and directorate)?” The following null hypotheses emerged from it: There 

are no statistically significant differences at the level (α≤.05) in how teachers responded 

about principals' practice of change management in government schools across the 

northern Palestinian governorates based on gender, age, and educational qualification. To 

test this hypothesis, we calculated the average scores and standard deviations for the 

change management scale. These measured how teachers viewed principals' use of change 

management in government schools across the northern Palestinian governorates based on 

gender, age, and educational qualification (See Table 9). 

Table (9): Arithmetic Means for the Total Score and Dimensions of Change Management Scale  

Dimensions Level Number 

Arithmetic 

Mean 

Standard 

Deviation 

Future Vision for the School 

30 years or 

less 39 4.01 0.69 

 

From 31 to 40 

years 126 3.48 0.54 

 

From 41 to 50 

years 123 3.91 0.59 

 

51 years or 

more 80 3.43 1.01 

Building Organizational Culture 

Supporting Change 

30 years or 

less 39 4.02 0.75 
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Dimensions Level Number 

Arithmetic 

Mean 

Standard 

Deviation 

 

From 31 to 40 

years 126 3.33 0.67 

 

From 41 to 50 

years 123 3.84 0.63 

 

51 years or 

more 80 3.48 1.02 

Encouraging Innovation and 

Creativity 

30 years or 

less 39 4.06 0.74 

 

From 31 to 40 
years 126 3.32 0.70 

 

From 41 to 50 
years 123 3.77 0.66 

 

51 years or 
more 80 3.46 1.03 

Total Score 
30 years or 
less 39 4.03 0.71 

 

From 31 to 40 

years 126 3.38 0.57 

 

From 41 to 50 

years 123 3.84 0.59 

 

51 years or 

more 80 3.45 1.06 

Table 9 shows clear differences in the average scores across age groups. The 

significance level for the total score and all dimensions of the change management scale 

was lower than the study's set level (α<.05). This means we reject the null hypothesis. 

There were statistically significant differences at the level (α≤.05) in how teachers 
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responded about principals' practice of change management in government schools across 

the northern Palestinian governorates. These differences were based on age. The calculated 

significance level was 0.00, which is lower than the study's set level (α<.05). We calculated 

the average scores for the total change management scale and its dimensions. These scores 

measured how teachers viewed principals' use of change management in government 

schools across the northern Palestinian governorates (See Table 10). 

Table (10): Arithmetic Means for the Total Score and Dimensions of Change Management  

Dimensions 
Educational 

Qualification 
Number 

Arithmetic 

Mean 

Standard 

Deviation 

t-

value 

Significance 

Level 

Future Vision for 

the School 

Bachelor's 

degree or less 
286 3.68 0.75 0.47 0.64 

 Master's 

degree or 

higher 

82 3.63 0.67 
  

Building 

Organizational 

Culture 

Supporting 

Change 

Bachelor's 

degree or less 
286 3.58 0.84 -1.23 0.22 

 Master's 

degree or 

higher 

82 3.70 0.71 
  

Encouraging 

Innovation and 

Creativity 

Bachelor's 

degree or less 
286 3.54 0.88 -1.63 0.10 

 Master's 

degree or 

higher 

82 3.71 0.74 
  

Total Score 
Bachelor's 

degree or less 
286 3.60 0.79 -0.82 0.41 
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Dimensions 
Educational 

Qualification 
Number 

Arithmetic 

Mean 

Standard 

Deviation 

t-

value 

Significance 

Level 

 Master's 

degree or 

higher 

82 3.68 0.67 
  

Table 10 shows the total score and all dimensions of the change management scale. 

The significance level was higher than the study's set level (α<.05). This means we accept 

the null hypothesis. There were no statistically significant differences at the level (α≤.05) 

in how teachers responded about principals' practice of change management in government 

schools across the northern Palestinian governorates. The differences based on educational 

qualification were not significant. To examine the hypothesis and look for differences 

based on gender, we used the Independent Samples t-test. The results are shown in the 

following Table. 

Table (11): Results of t-test 

Dimensions Gender Number 

Arithmetic 

Mean 

Standard 

Deviation 

t-

value 

Significance 

Level 

Future Vision for the 

School Male 129 3.41 0.85 -4.97 0.00** 

 Female 239 3.80 0.63   

Building Organizational 

Culture Supporting 

Change Male 129 3.33 0.93 -4.87 0.00** 

 Female 239 3.75 0.70   

Encouraging Innovation 

and Creativity Male 129 3.28 1.00 -5.18 0.00** 

 Female 239 3.74 0.70   

Total Score Male 129 3.35 0.88 -5.24 0.00** 



Awad (2026) Dibon Journal of Education Vol 2, Issue 1 

471 
 

 

 

 

 

 

Dimensions Gender Number 

Arithmetic 

Mean 

Standard 

Deviation 

t-

value 

Significance 

Level 

 Female 239 3.77 0.65   

Statistically significant at the level of significance (p < .05) 

Table 11 shows the total score and all dimensions of the change management scale. 

The significance level was lower than the study's set level (α<.05). This means we reject 

the null hypothesis. There were statistically significant differences at the level (α≤.05) in 

how teachers responded about principals' practice of change management in government 

schools across the northern Palestinian governorates. These differences were based on 

gender, and female teachers gave higher ratings. The results show that gender affected how 

teachers answered about principals' use of change management. Teachers in government 

schools across the northern Palestinian governorates had different views based on whether 

they were male or female. Female teachers' responses were more favorable. 

This result is attributed to the fact that female teachers in government schools in 

the northern Palestinian governorates have higher orientations regarding the practice of 

change management by government school principals. They believe that one of the steps a 

school principal can take to promote an organisational culture supporting change is to 

demonstrate the importance of teamwork because it creates an atmosphere of familiarity 

and brotherhood among teachers, which leads to their acceptance of change and reduces 

their resistance to it. It encourages their interaction with school administration to achieve 

the objectives of change. Teamwork among teachers contributes to the diversity of 

experiences and the exchange of ideas among them and accomplishing work in creative 

ways. The exchange of ideas and experiences is part of spreading the culture of change 

among teachers. 

Results of the Second Hypothesis 

Teachers' responses about how principals in government schools practice change 

management did not show statistically significant differences at the level (α≤.05) based on 

the variable’s years of service and directorate. The researcher calculated the average scores 

for the total change management scale and its dimensions. These scores measured how 

teachers viewed principals' use of change management in government schools across the 

northern Palestinian governorates (See Table 12). 
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Table (12): Arithmetic Means for the Total Score 

Dimensions Level Number 

Arithmetic 

Mean 

Standard 

Deviation 

Future Vision for the School 5 years or less 59 3.71 0.67 

 

From 6 to 10 
years 78 3.68 0.62 

 

More than 10 
years 231 3.65 0.79 

Building Organizational Culture 

Supporting Change 5 years or less 59 3.63 0.70 

 

From 6 to 10 

years 78 3.53 0.81 

 

More than 10 

years 231 3.62 0.85 

Encouraging Innovation and 

Creativity 5 years or less 59 3.63 0.74 

 

From 6 to 10 

years 78 3.49 0.84 

 

More than 10 

years 231 3.60 0.88 

Total Score 5 years or less 59 3.66 0.65 

 

From 6 to 10 

years 78 3.57 0.71 

 

More than 10 

years 231 3.62 0.81 

Table 12 shows that there are differences in the average scores based on years of 

experience. To check if these differences were statistically significant, the researcher used 
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the One-Way ANOVA test for comparing more than two groups. The results are shown in 

Table 13. 

Table (13): Results of One-Way ANOVA Test  

Dimension 

Source of 

Variance 

Sum of 

Squares 

Degrees of 

Freedom 

Mean of 

Squares F 

Significance 

Level* 

Future Vision for the 

School 

Between 

Groups 0.21 2 0.10 0.19 0.83 

 

Within 

Groups 198.68 365 0.54   

 Total 198.89 367    

Building Organizational 

Culture Supporting 

Change 

Between 

Groups 0.58 2 0.29 0.43 0.65 

 

Within 

Groups 243.15 365 0.67   

 Total 243.73 367    

Encouraging Innovation 

and Creativity 

Between 

Groups 0.89 2 0.45 0.61 0.54 

 

Within 

Groups 264.56 365 0.73   

 Total 265.46 367    

Total Score 

Between 

Groups 0.28 2 0.14 0.24 0.79 

 

Within 

Groups 213.93 365 0.59   

 Total 214.21 367    
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Table 13 shows the dimensions of encouraging innovation and creativity, and for 

the total score, the calculated significance level was higher than the study's set level 

(α<.05). This means we accept the null hypothesis for these dimensions. In other words, 

there were no statistically significant differences at the level (α≤.05) between teachers' 

responses. Teachers in the northern Palestinian governorates did not differ in their views 

about how much principals in government schools practice change management based on 

how many years of experience they had. The results show that years of experience did not 

affect how teachers answered about principals' use of change management. This result is 

attributed to the fact that teachers with different levels of scientific experience believe that 

the school principal tries to discover the potential energy within teachers, and this can only 

be done by giving teachers more authority to perform work as also found in previous work 

by Graham et al. (2020). This leads to generating mutual trust between the principal and 

teachers, which strengthens teachers' participation in more tasks which ultimately 

contribute to implementing change in a way that aligns with the real need for change and 

the development of the educational process. This may be because long years of experience 

can be one year of experience repeated for the number of years in service. Rabaia's 2018 

study found similar results. In that study, educational qualification did not create any real 

statistical differences in how change management was put into practice. 

5. CONCLUSION 

This study examined how government school principals in the northern Palestinian 

governorates practice change management from teachers' perspectives. The research 

included 20 classes across different academic programs and collected data during the 2022-

2023 school year using a change management scale. The findings showed that principals 

practice change management at a moderate level overall. Among the dimensions studied, 

"Future Vision for the School" had the highest score, while "Encouraging Innovation and 

Creativity" had the lowest. This suggests that principals focus more on planning future 

directions but may need to develop teachers' creative thinking skills. The study also 

revealed important differences based on gender. Female teachers rated principals' change 

management practices higher than male teachers did. However, teachers' views did not 

differ significantly based on educational qualification, years of service, or directorate. This 

indicates that change management perception is mainly influenced by gender rather than 

professional experience or location. These results align with previous research showing 

moderate levels of change management in schools. However, they differ from studies in 

other contexts where change management was rated higher, suggesting that Palestinian 

schools may face unique challenges in implementing change effectively. 
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6. RECOMMENDATIONS 

1. The school principal should involve teachers in formulating the shared future vision 

of the school to help them utilise school plans when developing future programs 

for the school. 

2. The principal should divide work for the purpose of distributing it according to 

teachers' qualifications (abilities, experiences, and specialisations) in accordance 

with readiness for change, which encourages them to present new initiatives or 

ideas. 

3. Provide necessary training programs for teachers to develop the culture of required 

change in the school. 

4. It is necessary to clarify the school's future vision to the local community, including 

guardians, to support this vision and benefit the educational process. 

5. Future research may conduct a study on the application of change management 

strategies at the university level. 

7. LIMITATIONS 

The research is limited on teachers working in public schools across northern 

Palestinian areas. The schools were located in the Ramallah and Al-Bireh region (which is 

near Jerusalem), Jericho, and Hebron. The data was collected during the 2022-2023 school 

year. The study used a change management tool to gather information, so it was limited to 

the tools that were available for collecting data. 
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 Teaching in Transition: An Exploration of Teachers’ Perspectives 

on the MATATAG Curriculum 
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Abstract - In education, stagnation limits development; thus, a curriculum evolves. The 
MATATAG curriculum was implemented to enhance the Philippine education system, and 
while related studies highlight its positive features, most focus on broad perspectives rather than 
teachers’ in-depth experiences. Therefore, this study examined teachers’ perceptions during the 
early implementation of the curriculum, focusing on instructional implementation, training, and 
workload. Employing an embedded mixed-methods approach, the study revealed teachers’ 

positive views of the MATATAG curriculum, identifying major strengths such as reduced 
subject areas and age-appropriate content. However, there are still evident challenges, such as 
time constraints and a lack of resources. Teacher training proved beneficial; however, stronger 
institutional support and additional resources are still needed. Lastly, the workload was 
generally described as manageable. The teachers have an affirming outlook on MATATAG 
curriculum implementation because they understand its benefits and its difficulties. Overall, 
teachers are expected to demonstrate their readiness and flexibility, capacities that may 
encourage successful implementation of the curriculum. 

Keywords: Curriculum reform; educational transition; MATATAG curriculum; professional 

development; teachers’ perceptions. 
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1. INTRODUCTION 

In the field of education, nothing is worse than stagnancy. Social facets necessarily 

evolve over the years, and a curriculum is likely to turn outdated and become ineffective 

in the long run (Law, 2022). Thus, constantly modifying a curriculum is essential to adopt 

changes. Supporting curriculum reform does not necessarily require reinvention; rather, it 

ensures that the educational vehicle remains working in navigating the path of development 

(Estrellado, 2023). Hence, curriculum reforms ensure that the education system remains 

responsive to challenges and continues to meet society's needs. 

In accordance with this, the 2022 Program for International Student Assessment 

(PISA) report revealed that the Philippines ranked 77th among the 81 partner countries of 

the Organization for Economic Cooperation and Development (OECD) (Congressional 

Policy and Budget Research Department [CPBRD], 2024). This implies a lack in students’ 

science, reading, and mathematics competencies, causing the Department of Education 

(DepEd) to take an important step in education reform (Garma, 2024). Reconsidering the 

concerns under the previous curriculum, DepEd, alongside the Assessment Curriculum and 

Technology Research Centre (ACTRC), led the MATATAG Agenda in 2023 (Kilag et al., 

2024a).  The MATATAG curriculum features a more relevant educational system to 

integrate skills for the future while upholding the core values of Maka-Diyos, Makatao, 

Makakalikasan, and Makabansa within the teaching-learning process (Department of 

Education [DepEd], 2023). 

The new curriculum received a generally positive reception from parents, teachers, 

and students (Guzman et al., 2024), with pilot implementation across 35 schools yielding 

optimistic results and support from numerous stakeholders (Philippine Institute for 

Development Studies [PIDS], 2024). However, curriculum implementation may not be as 

smooth sailing as it seems on paper (Mathura, 2019). While findings accentuate favorable 

aspects of the MATATAG curriculum, these mostly come from preliminary observations 

rather than thorough explorations about the teachers’ perceptions, who are the primary 

curriculum implementers. Most studies highlight policy framework and student outcomes 

at a wider level, and despite the reported benefits, emerging challenges mentioned in other 

studies suggest otherwise – that curriculum implementation is more complex than how it 

appears in official reports. There is still a limited verifiable evaluation capturing teachers’ 

perspectives about the initial implementation of the MATATAG curriculum. This shows a 

real gap in which research findings must be proven (Miles, 2017), supporting Mathura's 

(2019) claim that if teachers' perceptions are not sufficiently considered, the complexity of 

new reforms may become more challenging.  

To address the existing research gap, this study aims to explore elementary teachers' 

perspectives on the implementation of the MATATAG curriculum. Hence, this study 

explored elementary teachers’ perspectives during the early phase of the MATATAG 

curriculum, investigating how they perceive the curriculum in terms of instruction 
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implementation, training, and workload. These insights were used to measure the various 

effectiveness, adequacy, and intensity of these components. Through this, an updated view 

of the curriculum has been provided, with qualitative and quantitative findings that show 

how certain factors shape teachers' perceptions during the curriculum reform. Furthermore, 

it addresses teachers' needs, which can guide the development of professional growth 

programs. Evidence-based suggestions were also presented to support future 

implementation efforts in the curriculum. Finally, this study supports future studies on 

curriculum implementation, providing significant insights for researchers in the Philippine 

education context. 

Specifically, the following research questions were answered: 

(1) How do grades 1 and 4 teachers perceive the initial implementation of the 

MATATAG curriculum? 

(2) How do the teachers describe their experiences in terms of instructional 

implementation, training, and workload; and 

(3) What are the levels of instructional implementation effectiveness, training 

adequacy, and workload manageability among the teachers during the initial 

implementation of the curriculum? 

2. LITERATURE REVIEW 

2.1. Curriculum Reform 

Curriculum reform may be defined as the altering of an existing curriculum through 

improvements towards developmental demands (Ishemo & Hamidu, 2024). It is considered 

vital to address both national and global needs (Diquito, 2024) by updating learning 

objectives. To ensure the effectiveness of curriculum changes, a theory of change, 

accompanied by scientific evidence or rigorous trials, is considered imperative (Gouëdard 

et al., 2020). The curriculum theory provides a framework for curriculum development, 

ensuring coherence and alignment with educational goals (Syomwene, 2020). Notable 

models include Tyler’s (1949) top-down approach and Taba’s (1962) grassroots model, 

both of which emphasize educators’ key role in developing the curriculum (Costa & 

Loveall, 2002, as cited in Bhuttah et al., 2019). While it has been traditionally viewed in a 

“top-down” angle, Gouëdard et al. (2020) explained that curriculum reform has since 

transitioned to a more “bottom-up” strategy, highlighting the important role of teachers in 

its process. Hence, teachers hold important responsibilities in enabling the implementation 

of a new curriculum, from being the guide to learning to the interpreter of the curriculum, 

helping learners understand what it entails and the expected results (Katshuna & Shikalepo, 

2023). Curriculum reforms help realize new changes by updating learning objectives and 

methods as educational goals shift. To ensure the success of these changes, reforms must 

be guided by a theory of change backed by scientific evidence or solid trials (Gouëdard et 

al., 2020). Mondal and Das (2021) further argued that the successful implementation of a 
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new curriculum hinges on a good understanding of the nature of change itself and a clear 

conception of the curriculum’s objectives. They asserted that educators, stakeholders, and 

education leaders must be well-informed about the curriculum changes for the changes to 

succeed.  Hence, a great understanding of the curriculum’s philosophy and its necessary 

structure is crucial for effective implementation. 

 

2.2. Curriculum Reform and the Instructional Practices, Training, and Work-Life 

Balance of Teachers 

The way educators effectively implement instructional strategies also plays a 

critical role in the successful adoption of an educational reform (Dizon et al. 2024). 

Following this, therefore, educators are called to develop their instructional strategies to 

enhance a smooth process for an effective learning experience (Bibon, 2022). In relation 

to this, the study of Sari et al. (2025) revealed that the teachers in Mahalona, East Luwu 

adopted different teaching strategies to ensure their instructional practices were aligned 

with the demands of the new curriculum. Accordingly, classroom instructional 

improvement in primary education is to be improved through strengthened teacher 

responsibility and dedication to professional learning (Geletu && Mihiretie, 2023). 

Unfortunately, teachers are usually not included when the curriculum is designed 

(Kusmawan et al., 2025), while inadequate teaching resources and infrastructures make 

curriculum implementation during transition difficult (Sari et al., 2025). 

The significance of training programs for teachers’ professional development has 

been well recognized (Asim, 2024). Researchers such as Ybnu et al. (2024) noted that the 

efficacy of teacher development programs for curriculum change is an essential component 

of educational improvement. Hence, insufficient professional training for teachers is 

considered a major obstacle to the successful implementation of the MATATAG 

curriculum (Saro et al., 2024). This is based on the assertion that inadequate training 

impedes teachers’ effective implementation of the curriculum (Ntumi et al., 2023). 

Therefore, teacher training for curriculum changes should be continuous for teachers to 

adapt their practices successfully (Govender, 2018). 

 Abdiraham et al. (2018) proposed that all organizations must make 

provisions that give employees adequate time to attend to their work and family 

obligations. Work-life balance entails a commitment to work roles; this commitment 

positively impacts the transfer of skills and values into life outside work (Sirgy & Lee, 

2017). These roles have now become significant in improving organizational performance 

and employee satisfaction. Following this line, there is growing recognition of the 

importance of teachers’ well-being and healthy work-life balance in education (Bayucot & 

Grana, 2024). Elaborating on this, professional and personal obligations affect DepEd 

teachers’ work-life balance (Aguilar & Dumaguin, 2022). Therefore, any concerns about 

work-life balance must be taken seriously and addressed immediately (Mercado, 2019). 
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2.3. The MATATAG Curriculum 

Launched on August 10, 2023, the MATATAG curriculum features a pivotal 

advancement in education (Estrellado, 2023).  Kilag et al. (2024c) stated that the change in 

the curriculum signifies an important step toward addressing persistent issues in the 

Philippine education system. Primarily, the MATATAG curriculum reduced the amount of 

content by 70% (Aquino, 2024). To provide a more concise display of learning outcomes, 

the number of competencies has been reduced from 11,000 to 3,600 (Alvarado, 2023). 

Following its policy guidelines in DepEd Order No. 010, s. 2024, the implementation will 

be done in phases, with the first phase of implementation for kindergarten, grade 1, grade 

4, and grade 7 in school year 2024-2025; grade 2, grade 3, grade 5, and grade 8 in school 

year 2025-2026; and grade 6, 9, and 10 in school year 2026-2027 (Department of Education 

[DepEd], 2024). For grades 11 and 12, an independent plan will be presented, and the 

curriculum will be fully implemented by the school year 2026-2027. This approach gives 

way for a smooth progression, permitting educators and stakeholders to grasp the 

developments of the curriculum. As Kilag et al. (2024b) detailed, the MATATAG 

curriculum could prepare students to succeed in an evolving world by developing their 

digital literacy, global citizenship, and critical thinking. 

 Among the observed advantages of the MATATAG curriculum 

implementation are experiential learning, strategic pedagogical approaches, and alignment 

with international learning standards (Kilag et al., 2024d). In their study, Gaudicos et al. 

(2024) also emphasized the curriculum’s effectiveness in preparing Filipino learners with 

21st-century skills. The authentic application of scientific competencies among students 

has also evolved with the curriculum's interdisciplinary approach (Ocampo, 2024). Being 

learner-centered, the MATATAG curriculum features “four instruction principles (4Is)— 

inclusive, ideational, integrative, and innovative” which support the efficiency of learning 

experiences (Uy et al., 2024). Furthermore, Loza (2024) identified reduced competencies 

that allow teachers to concentrate on instruction, as well as a holistic approach to teaching, 

as positive changes brought by the new curriculum. 

As promising as it appears, shifting into a new curriculum entails numerous 

challenges before its complete implementation (Garma, 2024). As stated by Mondal and 

Das (2021), challenges in implementing curriculum shifts include inadequate 

infrastructure, attitudinal concerns, teacher training, and financial constraints. In this 

context, the infancy of the MATATAG curriculum has been plagued with obstacles that 

overlap with the complexities of the reform efforts (Kilag et al., 2024c). Under the 

MATATAG curriculum, the 45 minutes allocated per subject have been deemed a 

challenge (Herrera, 2025). Considering the diverse needs of learners and, at times, 

insufficient materials, introducing a new topic and administering activities in such a short 

time can be extremely demanding for teachers (Lobitaña, 2024). The scarcity of 

infrastructure also appears to be a daunting concern for curriculum change (Kilag et al., 
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2024c). Aside from limited resources, refusal to adapt to change has also been recognized 

as a drawback (Lagbao, 2024). 

 

2.4. Teacher Insights on Curriculum Change 

Teachers’ perceptions about curriculum change are significant and should be taken 

into consideration (Aytaç, 2023). When introducing a new curriculum, teachers should be 

given sufficient time to make sense of the changes (Clasquin-Johnson, 2016). Macdonald 

et al. (2016) stated that a teacher’s “depth and breadth” of experience determines their 

motivation and ability to adjust to a shifting curriculum. Saro et al. (2024) revealed how 

teachers perceive the potential of the MATATAG curriculum to refine higher-order 

thinking skills and to accentuate authentic learning activities aligned with current academic 

and pedagogical trends. Bejasa (2025) also emphasized both positive and negative 

perceptions, including relevance, its student-centered approach, limited resources, and the 

insufficiency of the 10-day training program. Therefore, teachers perceive the transition to 

the new curriculum as a mix of opportunities and obstacles (Neri & Espinosa, 2024). 

While existing studies address policy frameworks, student outcomes, and 

stakeholder insights at a broader level, this study deepens the examination of the 

MATATAG curriculum by generating both qualitative insights and quantitative results 

through an embedded mixed-methods approach. By analyzing key aspects such as 

instructional implementation, teacher training, and workload, this study presents a more 

comprehensive view of curriculum change, thereby strengthening the evidence base on 

how large-scale educational transitions are experienced at the classroom level. 

3. THEORETICAL FRAMEWORK  

This study is based on Bandura’s Social Cognitive Theory (SCT). SCT provides a 

model involving triadic reciprocal determinism. In this model, what people do, think, and 

experience all influence each other (Bandura, 1989). In the context of education, a 

teacher’s beliefs, attitudes, and perceptions will always influence their experience with 

the curriculum. Furthermore, factors such as teaching methods, training adequacy, 

workload, and other environmental and behavioral factors also affect how teachers think 

about and how they engage with the curriculum. 

In line with this, SCT declares that people take an active role in their own lives. 

Teachers direct their own teaching using their beliefs, past experiences, and confidence. 

But too much working without enough training and a heavy workload might discourage 

them. These factors thus will influence their active engagement and response to curriculum 

changes. Hence, this study uses Albert Bandura’s Social Cognitive Theory to understand 

the teachers’ views on the MATATAG curriculum. This framework sheds light on how 

teachers both influence and are influenced by their perceptions and responses to curriculum 

changes. 
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4. METHOD 

4.1. Research Design 

 This study used an embedded mixed methods approach. As explained by Sharma 

et al. (2023), this intends to use a dominant method of inquiry, supported by a secondary 

methodology, to assess the overall inquiry. According to Almeida (2018), the research has 

two steps: a qualitative phase followed by a quantitative phase. Qualitative data were 

originally collected through interviews to examine teachers’ viewpoints on the 

MATATAG curriculum and to gain an overall understanding of their outlook. Then, 

quantitative data were collected to assess the extent of these themes across a larger sample 

of participants. The secondary outcomes helped strengthen the findings from the primary 

method (Sharma et al., 2023). 

4.2. Participants 

 Homogeneous purposive sampling was used to select respondents believed to share 

common attributes that are useful for providing insights for the study (Nyimbili & 

Nyimbili, 2024). Particularly, the participants were Grade 1 and Grade 4 teachers from 

public elementary schools in the San Simon District of Pampanga.  Ten elementary 

teachers took part in the qualitative phase. To prevent confirmatory bias (Berkovic, 2023), 

the quantitative respondents were selected from 12 of the 14 public schools in the district, 

excluding two schools involved in the qualitative phase. Additionally, for a population of 

53, a sample size of 47 was determined using the Raosoft application with a 95% 

confidence level, a 5% margin of error, and a normal distribution of 50%. 

Table 1: The Respondents of the Study 

Public Schools in the San Simon District Sample Allocated 

School 1 2 

School 2 4 

School 3 6 

School 4 3 

School 5 4 
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School 6 4 

School 7 2 

School 8 4 

School 9 6 

School 10 5 

School 11 3 

School 12 4 

TOTAL 47 

4.3. Data Collection 

The study collected data through a semi-structured Interview Protocol Guide (IPG) 

and a survey questionnaire to examine teachers’ perceptions on the MATATAG curriculum 

with its instructional implementation, training, and workload. The IPG was developed as 

per Creswell and Creswell’s (2018) guidelines and validated by experts in qualitative 

studies, curriculum development, and language. To ensure   reliability of the instrument, a 

practice interview with an eligible nonparticipant was conducted. 

To gather further quantitative data, a 4-point Likert scale was applied in the survey 

questionnaire. This is an effective tool for collecting research-related data (Dalati & 

Gomez, 2018) and was also expert-validated and pilot-tested with 14 qualified respondents 

outside the study sample. A measure of reliability attained a Cronbach’s Alpha result of 

0.962 which demonstrated excellent internal consistency. 

Table 2: Reliability Statistics 

Cronbach’s Alpha No.  of Items 

0.962 15   
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 Prior to data collection, the ethical standards were followed by obtaining the 

necessary approvals and consent from the relevant authorities and participants. Formal 

letters were addressed to the Schools Division Office of Pampanga, school principals, and 

possible participants to request their approval. Visits were made to the schools to discuss 

the study's objectives. After obtaining their consent, interviews were scheduled at the 

participants' convenience. The interviews were conducted either in person or online after a 

prior reminder. With their consent, the interviews were recorded and later transcribed for 

analysis. The same process was followed in the quantitative research. The survey 

questionnaires were administered via an online convenience sample, and all responses were 

securely stored in Google Sheets for analysis. 

4.4. Ethical Considerations 

The ethical principles were followed in line with the Data Privacy Act of 2012, the 

National Ethical Guidelines for Research Involving Human Participants of 2022, and the 

Belmont Report of 1979. Rigor was ensured through frequent communication with the 

involved institutions. The participants were aware of the aim of the study, what they would 

do, and how their response would be used. Data collection started after participants had 

completed the informed consent procedure. The researchers used aliases to protect 

participants’ privacy while preserving their research protection through limited data access 

to the research team.  

4.5 Data Analysis 

To examine and identify the prominent themes in the qualitative data, reflexive 

thematic analysis was used. Through this, researchers are not only aware of their views but 

are also certain that the analysis fits into theoretical constructs (Braun & Clarke, 2022), 

following Braun and Clarke’s (2020) six-step process: data familiarizations and writing 

familiarization notes; systematic coding of data; generation of initial themes from coded 

and collated data; checking and refinement of themes; defining and identification of 

themes; and report writing. Because this approach is flexible, it allows for meaning-

oriented interpretation of data (Terry & Hayfield, 2021). The validity of the study was 

ensured through member checking and triangulation (Morgan, 2024), which provided an 

in-depth analysis of teachers’ perceptions of the MATATAG curriculum. 

For the quantitative data collected from the survey questionnaires, descriptive 

statistics were applied to systematically identify relationships within the data (Kaur et al., 

2018). The data collected from Google Forms were entered and processed in Google 

Sheets, where SPSS was used to calculate means and standard deviations and to identify 

average responses related to instructional implementation effectiveness, training adequacy, 

and workload intensity, using appropriate verbal descriptors. 
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Table 3: The Statistical Ranges and Equivalent Verbal Descriptions of the Four-Point Likert Scale  

 

Point 

Statistical 

 Ranges 

Verbal Descriptions 

Level of  

Effectiveness 

Level of  

Adequacy 

Level of  

Manageability 

4 3.26 - 4.00 Highly Effective Highly Adequate Highly Manageable 

3 2.51 - 3.25 Effective Adequate Manageable 

2 1.76 - 2.50 Ineffective Inadequate Unmanageable 

1 1.00 - 1.75 

Highly  

 

Ineffective 

Highly  

 

Inadequate 

Highly  

 

Unmanageable 

4.6 Establishing Trustworthiness and Rigor 

 This study was guided by the four criteria for qualitative research trustworthiness 

proposed by Lincoln and Guba (1985): Credibility was established through participant 

engagement and member checking; transferability was achieved by providing clear and 

detailed information about the study context, including challenges, participant 

qualification, and organizational support in the  MATATAG  curriculum shift; 

dependability was ensured through careful documentation of the research process and 

analytical methods;  and confirmability was addressed as per the notion of limiting research 

bias through systematic documentation and participant validation of the results. 

5. RESULTS AND DISCUSSION 

From the interviews, four themes have emerged, which coincided with varied 

teacher perspectives on the first phase of MATATAG curriculum implementation, ranging 

from positive aspects such as adequate training, reduction of subject areas, and provision 

of exemplars to challenges, including readjustments to weekly lesson distributions, time 

constraints, and insufficient learning resources. 
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5.1. Satisfactory Curriculum Experience 

The initial implementation of the MATATAG curriculum yielded a range of 

insights among teachers. At first, a sense of curiosity engulfed them about what was new, 

whether their students could handle the corresponding changes, and whether they could 

adapt. These express a reflective resistance rooted not in the logistical challenge of 

“starting over” but in the awareness of the toll that the change can take on them, given their 

professional practices. As Harris and Graham (2019) explained, it depends on the type of 

change that teachers would adapt to curriculum reforms.  

The participants primarily felt uncertain upon learning about the change towards 

MATATAG, revealing an inner meaning-making process that curriculum reform induces 

among teachers. They analyzed the content and structure of the shift in light of their 

existing perceptions and experiences. As Desyatova (2020) observed, teachers view 

reforms as intrusions on their curriculum judgment. Even so, resistance does not 

necessarily equate to refusal of change, but rather to a phase of reflection to evaluate the 

implications of the reform for their well-established identity and pedagogical approach. 

Hence, teachers must have internal resonance with their own values and sense of agency 

to successfully implement a new curriculum (Hughes & Lewis, 2020). 

“My thought was: What’s new in the MATATAG curriculum that wasn’t in the 

previous one, the K to 12? And can we still handle it?” - P1 

Certain participants also expressed skepticism about implementing the MATATAG 

curriculum. They pondered the necessity of the shift, expressing doubts about their capacity 

to adapt. They justified that as seasoned teachers; they are concerned about their ability to 

coordinate their existing identities with the expectations of the new curriculum. Such 

occurrences happen because teachers view change as an obstruction in their lives (Konakli 

& Akdeniz, 2022). As Tajeddin et al. (2023) explained, curriculum change often leads to 

identity pressure among teachers as they navigate a space between their mastered 

professional ideals and skepticism toward change, especially when it disturbs their 

professional identities without adequate time for reflection. 

“When we heard about the MATATAG, all of us were wondering if we ourselves are 

strong. Of course, it’s something new, so we are not that open to adopt a new 

curriculum." - P8  

Despite the uncertainty and skepticism, the participants reported improvements in 

the MATATAG compared with the previous K to 12 curriculum after the first phase of 

implementation. The majority considered the reduction of subject areas as advantageous to 

both teachers and students. Unlike the previous curriculum’s packed learning 

competencies, MATATAG is centered on streamlining content and enhancing the 

important learning targets (Abaiz et al., 2025). In turn, the pressure on the teachers to cover 
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extreme topics was lessened and students were allowed to focus on foundational 

competencies. This corresponds with the findings of Gordon et al. (2022), whose review 

on teacher self-reliance and change features the direct effect of curriculum-based teaching 

on teachers’ confidence in their instructional execution.   

“This makes things efficient for teachers, because in the K to 12 curriculum there 

were too much learning competencies.” - P10 

Apart from the positive comparability over K to 12, most participants also 

perceived their experience as satisfactory, providing supportive input on the changes, such 

as the compression of the learning competencies and the reinforced focus on reading, 

writing, and mathematics. Another advantageous feature they identified was the provision 

of lesson exemplars, which reduced teachers' obligation to prepare daily lessons and 

assessments.  As Saro et al. (2024) described, the curriculum was appreciated because of 

its focus on foundational skills and structured lesson exemplars, which supported effective 

teaching. This corresponds to Villaver et al. (2024), who noted that MATATAG centered 

on fundamental skills, thereby improving teachers’ instructional clarity and student 

engagement. 

“In a way, it’s positive since it is way easier for me to teach now with the 

MATATAG because I’m guided.” - P2 

5.2. Dual Implications for Instructional Implementation 

The participants framed the reduction in subject areas as one of the phases that 

worked well during the curriculum's initial implementation. They accept the advantages 

that came with the modification to refine students' grasp, as they were handed over with 

focused instruction. As Kilag et al. (2024b) noted, the MATATAG curriculum aims to limit 

academic tension by highlighting the depth of competencies and reducing the number of 

subjects, thereby making an important contribution to learning outcomes. This approach, 

apart from lessening the cognitive burden on students, also helps them focus better on key 

learning areas, leading to improved learning and retention. 

 

         “What they gave is better, now that they shortened it. We teach fewer things to the 

students, so they can digest it better, they can understand it more. Unlike when there were 

too many subjects, the students were also bombarded.” - P7 

Participants were also generally appreciative of the MATATAG curriculum's 

alignment of content with the developmental levels of their students. As a result, this gives 

rise to the observation of greater student engagement during lessons and greater ability to 

understand and retain the content. This stands in contrast to other teachers describing the 

previous curriculum as exceedingly advanced or poorly correlated with the students' 
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developmental stages, leading to disengagement in the classroom. This corresponds to the 

study of Bucal and Pawilen (2025), which stated that subject matters and topics should be 

clearly defined with focus and depth for both effectiveness and efficiency.  

 

“Because the aim of the MATATAG curriculum is strong reading with 

comprehension. Students are able to perceive, analyze, process, apply, and formulate 

their own evaluative, critical thinking, and creativity skills.” - P10  

Although the reduction in subject areas was considered a benefit of the MATATAG 

curriculum, many participants noted the need to adjust their teaching progress due to the 

reduced number of periods allotted for instruction.  The 45-minute allotment per subject 

often limits teachers, causing them to rush or skip lessons.  As noted by Uy et al. (2024), 

time constraints pose a challenge for teachers, as they hinder student engagement and 

increase stress, ultimately reducing teaching effectiveness. Furthermore, while a real 

benefit was seen in the reduction of subject areas, the problem remained apparent, as so 

much content was stuffed into each subject. Along these lines, Brack (2024) argued that 

problems can arise when teachers are asked to cover a 45-minute class period; hence, the 

fast-paced environment and teacher burnout.  

 

“Usually, our time is limited. For example, sometimes we already run out of time 

just doing the activity.” - P6 

On the other hand, many participants reported difficulty adjusting lesson exemplar 

activities to match their learners’ levels. While exemplars provide useful guidance, some 

activities are not always suitable or time-efficient for classroom implementation. As Kilag 

et al. (2024d) emphasized, the success of a curriculum relies on the teacher’s quality of 

teaching. When learners struggle to complete the prescribed activities, teachers are often 

compelled to modify them to better match their learners' learning abilities. 

 

“You still need to simplify them based on the child’s ability. Sometimes, they give the 

activities that don’t really suit the child’s needs or are too difficult for them. So, you  

have  to simplify  them.” - P1 

Participants also considered the lack of instructional resources as a difficulty in the 

instructional implementation. With the emergence of a new curriculum, it is imperative to 

have new learning materials. Saro et al. (2024) highlighted that teachers need adequate 

teaching materials and support systems in order to teach effectively. However, the majority 

of participants experienced the late arrival of modules and worksheets, which became a 
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burden and eventually fell into the teachers' hands, further adding to their workload. Hence, 

teachers have to demonstrate resourcefulness and creativity in addressing the lack of 

learning materials (Garma, 2024). 

“Maybe the learning resources should just be increased. For example, the region 

could produce more meaningful materials.” – P10 

To adapt their teaching methods, participants put significant effort into innovating 

and creatively modifying them to meet the demands of the new curriculum. They reported 

using creative methods and teaching techniques to maintain student interest and 

engagement in the lesson through educational games and group work, and to motivate them 

specifically. Despite the challenges teachers faced in adapting their teaching methods, they 

showed resilience and harnessed their creativity amid looming resource scarcity that 

rendered their goals unattainable (Rojas, 2025).  

“The strategies suited for MATATAG, like gamification, make the learning 

experience fun for the kids.” - P2  

Another notion emphasized by the participants is the importance of flexibility and 

adaptability in teaching. Adaptability in teaching refers to altering approaches in 

accordance with the students’ progress to maintain engagement and enhance understanding 

(Abaiz et al., 2025). As such, the teachers’ approaches and strategies have been modified 

to create a more responsive learning environment. 

 

“It all depends on the teacher… how you will run your class. No matter what 

curriculum it is, it’s up to the teacher how they will guide the students toward where 

they want them to go.” - P8 

5.3. Sufficiency of the Training Received 

Regarding training, the respondents appreciated the value of the preparation 

undertaken before the implementation of the MATATAG curriculum. This is beneficial, 

as the implementation of educational reform is highly dependent on teachers' training and 

preparedness (Gutierrez, 2024). Even though some respondents raised concerns about the 

inadequate facilities, they still appreciated the value of the training, which provided them 

with enough knowledge to implement the curriculum effectively. Therefore, training 

before the implementation of a new curriculum is essential, in addition to a well-designed 

curriculum, and continuous support for teachers is also important for effective change 

(Link & Guskey, 2019). The participants also felt that the training was a gateway to 

comprehending the vision of the curriculum, its design, and key components, and it has 

reduced some of the uncertainty and fear of change that came with the implementation of 
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a new curriculum. Nonetheless, although the MATATAG curriculum is of great 

importance, its success still depends largely on the school’s ability to support teachers so 

they can be adequately equipped to implement the changes (Herrera, 2025). 

“So it’s like they gave us all the information-such as what the MATATAG Curriculum 

is, how it will be implemented, the strategies to use, and how to create your own 

lesson exemplar.” - P2 

 Despite being adequately trained, the participants requested further subject-specific 

training to effectively implement the curriculum. The participants identified the need for 

subject-specific training so that they could effectively implement the curriculum. The 

participants indicated that the training they received initially was only on one subject, 

which restricted their knowledge on other areas. This supports the sentiment of Kurniawan 

et al. (2024), who indicated that professional development is vital to improve teacher’s 

skills, flexibility and effectiveness in implementing curriculum changes.  

“Perhaps in training, we should focus on competencies to ensure teachers fully 

master what needs to be taught each quarter.” - P1 

5.4. Manageability of Workload 

 The participants mostly agreed that the current curriculum makes their workload 

manageable. They saw the shorter time allocations as opportunities to attend to other tasks, 

which helped reduce the burden typically experienced during teaching hours. Participants 

who were seasoned teachers stated that effective workload management involves 

flexibility, as it has an impact on performance and well-being. According to Manalo et al. 

(2025), a well-structured workload management may provide indirect benefits, including 

stress reduction and improved job satisfaction. 

“Yes, it’s manageable. Because, as I’ve said earlier, when you’re a teacher you have 

to be flexible.” -P7 

 Time management is an important aspect for dealing with the workload and 

demands of the MATATAG curriculum. Participants stressed that it is their responsibility 

to manage their time effectively. According to Sultoni (2024), teachers' time management 

improves teaching productivity and the quality of education. So, effective workload 

management has benefits for both the teacher and the learning process. As Garma (2024) 

noted, teachers who stay resilient during difficult situations perform at their best. 

“Ah, maybe proper time management is just needed. If you know how to balance 

your time, you can accomplish your work at school, and at the same time, your 

personal life or family life won't suffer.” – P1 
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 To confirm the findings from the qualitative phase, the researchers proceeded to the 

quantitative phase. The purpose of this phase was to measure the extent to which the 

identified perceptions were consistent among a broader group of respondents.  

Table 4:  Perceived Level of Instructional Implementation Effectiveness of Teachers under the 

MATATAG Curriculum 

Indicators Mean SD 
Verbal 

Description 

I effectively manage the time allotted for each subject. 3.36 0.61 Highly Effective 

I can complete the required classroom activities on 
schedule. 3.23 0.60 Effective 

I adjust my teaching strategies based on the new 
curriculum. 3.55 0.50 Highly Effective  

I have enough resources to teach under the MATATAG 
curriculum. 2.94 0.70 Effective 

The topics are appropriate for my students’ level. 3.38 0.53 Highly Effective 

Grand Mean 3.29 0.59 Highly Effective 

Table 4 indicates the teachers generally have a perception of the efficacy of their 

teaching practices to the framework of the MATATAG curriculum as highly effective, 

having a grand mean of 3.29 (SD=0.59). The top-rated item, “I adjust my teaching 

strategies based on the new curriculum”, (M=3.55, SD=0.50), reflects the teachers’ 

flexibility to take risks in their instruction. “The topics are appropriate for my students’ 

level” (M=3.38, SD=0.53) as well as “I effectively manage the time allotted for each 

subject” (M=3.36, SD=0.61) were also rated high, implying that the respondents were very 

confident in the planning and pacing of a lesson, corresponding with Rachmand (2022) 

who emphasized that time management must be balanced with teaching responsibilities. “I 

can complete the required classroom activities on schedule” scored a slightly lower mean 

of 3.23 (SD = 0.60), earning “Effective”, implying relative contentment yet a sense of time 

constraints. The lowest level was given to “I have enough resources to teach under the 

MATATAG curriculum”, with a mean of 2.94 (SD = 0.70). While still illustrated as 

“Effective,” it still hints at the need of limited resources, which might affect efficient 

teaching (Wabingga & Tomakin, 2025). 
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Table 5: Training Adequacy of the MATATAG Curriculum  

Indicators Mean SD Verbal 
Description 

The training provided prepared me well for 
implementation. 

3.30 0.62 Highly Adequate 

I gained useful strategies and knowledge from the 
training. 

3.47 0.55 Highly Adequate 

I feel confident teaching the MATATAG curriculum. 3.26 0.64 Highly Adequate 

The training activities were relevant and applicable. 3.47 0.58 Highly Adequate 

I received sufficient support and resources during 
training. 

3.13 0.71 Adequate 

Grand Mean 3.32 0.62 Highly Adequate 

Table 5 presents respondents’ views on the adequacy of training for implementing 

the MATATAG curriculum. The grand mean of 3.32, with a standard deviation of 0.62, is 

rated “Highly Adequate,” indicating that teachers felt adequately trained and ready for 

curriculum implementation. The highest mean scores stand for “I gained useful strategies 

and knowledge from the training” and “The training activities were relevant and 

applicable”, both with a mean of 3.47 and standard deviations of 0.55 and 0.58, 

respectively. This indicates that the teacher found the training useful for their classrooms. 

Confidence in teaching the curriculum is also high, as displayed by the item “I feel 

confident teaching the MATATAG curriculum” (M = 3. 26, SD = 0.64), and “The training 

prepared me well for implementation” (M = 3.30, SD = 0.62), equally receiving a “Highly 

Adequate” rating. This signifies that the competence and self-esteem of the teachers 

involved were highly improved by the training. Effective training provides teachers with 

useful strategies that help teaching and learning (Waseem et al., 2023). However, “I 

received sufficient support and resources during training” had the lowest mean (M = 3.13, 

SD = 0.71), unveiling that there was a need for support and materials, even though it was 

rated as “Adequate”.  
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Table 6: Workload Manageability of Teachers under the MATATAG Curriculum 

Indicators Mean SD Verbal  

Description 

I am able to prepare lessons efficiently under the 
new curriculum. 

3.49 0.55 Highly Manageable 

I can manage my workload effectively. 3.40 0.54 Highly Manageable 

I maintain a good balance between teaching and 
other tasks. 

3.38 0.57 Highly Manageable 

The time allotment helps me teach topics 
effectively. 

3.21 0.69 Manageable 

I use time management strategies to handle my 
teaching responsibilities. 

3.55 0.50 Highly Manageable 

Grand Mean 3.41 0.57 Highly Manageable 

Table 6 shows how respondents view the workload manageability under the 

MATATAG curriculum. The results reflect an overall grand mean of 3.41 with a standard 

deviation of 0.57, which falls under a “Highly Manageable” rating. The new curriculum 

requires teachers to manage their workload, which they were able to handle successfully. 

Among the indicators, the highest mean score was for “I use time management strategies 

to handle my teaching responsibilities,” with a mean of 3.55 (SD = 0. 55). This indicates 

that teachers make good use of time management. Following closely are “I am able to 

prepare lessons efficiently under the new curriculum” (M = 3.49, SD = 0.55), and “I can 

manage my workload effectively” (M = 3.40, SD = 0.54), both of which suggest that 

teachers feel confident in planning lessons and handling their teaching tasks. The rating for 

“I maintain a good balance between teaching and other tasks” (M = 3.38, SD = 0.57) 

indicates that teachers can handle multiple tasks efficiently. These results are aligned with 

Jaballa and Nening’s (2024) study, who noted that effective workload management 

improves teaching. The only item rated as “Manageable” was the “The time allotment helps 

me teach topics effectively” (M = 3.21, SD = 0.69), showing that managing time can still 

be difficult due to time constraints. 
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5.5. Synthesis of Interpretation 

 The findings indicate positive insights from teachers regarding the initial 

implementation of the MATATAG curriculum. The qualitative perception of perceived 

curriculum improvement and satisfactory teaching experience is held up by high grand 

mean scores in instructional implementation effectiveness, training adequacy, and 

workload manageability. Regarding instructional implementation, teachers describe the 

advantages of reducing subject areas, using developmentally appropriate content, and 

varying teaching strategies. These insights are strengthened by the quantitative data, 

especially in strategy adjustment and time management, which are notable for systematic 

teaching (Amalu & Ntamu, 2021). Regardless, time constraints and limited resources 

remain complications, underscoring the need to improve resource availability to support 

effective curriculum distribution (William et al., 2025). In terms of training, teachers 

considered it adequate and informative for implementation, as evidenced by high mean 

scores. This shows that the training was successful and well-structured, giving way to 

teacher readiness (Nabasa & Okee, 2024). However, further improvements could be made 

with additional resources and support. Lastly, the workload under the MATATAG 

curriculum was perceived as manageable, with quantitative outcomes indicating a positive 

insight of workload and time management. This aligns with the perspective that effective 

scheduling helps teachers fulfill their duties efficiently (Gul et al., 2021), although 

reviewing time allotments per subject may further enhance instruction. 

Table 7: Joint Display of Integrated Findings and Results 

Grouped 

Themes Qualitative Insights Quantitative Result Interpretation 

Teacher 
Perceptions on the 

MATATAG 

Curriculum 

Teachers expressed 
perceived improvement 

and overall satisfactory 

curriculum experience. 

   
“The MATATAG 

curriculum aims to give 

pupils a strong foundation 
by focusing on important 

skills and knowledge that 

the pupils need.” (P9) 

Strong Agreement on 

the effectiveness of 

instructional 

implementation (M = 
3.29, SD = 0.59), 

sufficiency of training 

(M = 3.32, SD = 0.62), 
and manageability of 

workload (M = 3.41, 

SD = 0.57) 

Teachers perceive 

the implementation 
of the MATATAG 

curriculum in a 

positive light. 
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Instructional 
Implementation 

Teachers commend the 

reduction of subjects and 

appropriateness of topics. 
  

“It's better now that they 

shortened it. We teach 

fewer things to the 
students, so they can digest 

it better.” (P7) 

  
Some showed adaptability 

and flexibility despite time 

constraints and limited 
resources. 

  

“No matter what 

curriculum it is, it’s up to 
the teacher how they will 

guide the students toward 

where they want them to 
go.” (P8) 

Strong agreement on 

adjusting strategies 

(M= 3.55, SD = 0.50) 

  
Topics are considered 

suitable for the level of 

the learners (M = 3.38, 
SD = 0.53) 

  

Time constraints are 
hinted (M = 3.23, SD = 

0.60) 

  

Instructional resources 
are inadequate (M= 

2.94, SD = 0.70) 

  
  

The findings show 
that teacher are 

responsive and 

flexible, but time 

constraints and 
limited resources 

hinder effective 

curriculum 
implementation. 

Training 

Adequacy 

The training was sufficient 

and informative but less 

departmentalization and 
more contextualized 

content is demanded. 

   

“When it comes to training, 
we should still focus on the 

competencies, so that the 

teachers can truly master 
what needs to be taught 

each quarter.” (P1) 

High agreement on the 

relevance and 

usefulness of the 

training (M = 3.47, SD 
= 0.58) 

  

Moderate rating on 
resource support (M = 

3.13, SD =0.71) 

The results show 
teachers viewed the 

training positively, 

with some areas 
needing 

improvement. 
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Workload and 

Time 

Management 

Teachers find the workload 

manageable and use 
effective time management 

strategies to handle their 

responsibilities. 
   

“Proper time management 

is just needed.” (P1) 

Strong agreement on 
workload management 

(M = 49, SD = 0.55) 

  
Time management 

strategies are applied 

(M = 3.55, SD = 0.55) 

The results shows 

that teacher find  

the workload 
manageable with 

effective time 

management. 

6. CONCLUSIONS 

 This study sought to examine elementary teachers’ perceptions of the initial 

implementation of the MATATAG curriculum on its instructional implementation, 

training, and workload. From the findings, the teachers view the curriculum positively, 

finding the instructional implementation effective, training sufficient, and workload 

manageable. Teachers commended the reduction in subject areas, the strengthened focus 

on essential competencies, and the suitability of the content for learners’ levels. Despite 

this, significant difficulties were also observed, namely the limited time allotment and 

insufficient instructional resources. Nonetheless, teachers kept being flexible, adjusting 

their strategies and catering to classroom demands. The training was considered significant, 

though additional support could further prepare teachers. Lastly, when asked about 

managing their workload and balancing lessons with personal issues, teachers remained 

positive, attributing this to effective time management. Evaluating the time allotment for 

each subject may promote better time management among teachers. To conclude, while 

challenges were apparent in implementing the MATATAG curriculum, it is still very 

valuable for teachers, highlighting the need for sufficient time allocation, resources, and 

support to ensure effective delivery and improved student outcomes.  

7.  LIMITATIONS 

 The study provided valuable insight into the initial implementation of the 

MATATAG curriculum, as reflected in the teachers’ viewpoints. Though some limitations 

must be cited to view the findings in the correct context. The research was restricted to 

Grade 1 and Grade 4 public elementary schools in one school division, which may limit 

the generalizability of the results. Since the study was completed in the early stage of the 

curriculum, the long-term results could not be evaluated. Moreover, restraints in teaching 

materials, delayed availability of lesson exemplars, and limited training may have 

influenced the teacher’s experiences. Individual, financial, or structural factors that may 

have affected the teachers' viewpoints were also not examined. Regardless of these 

limitations, the findings provide deep insights that can form the foundation for future 
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studies and policy statements on the MATATAG curriculum, with a focus on the need for 

broader research to fully understand its effectiveness. 

8. RECOMMENDATIONS 

Based on the results and discussion of this study, the researchers recommend 

various strategies to improve future research and support the continued implementation of 

the MATATAG curriculum. Initially, it would be beneficial for future studies to consider 

individual circumstances and the economic difficulties educators face. These can influence 

how teachers experience the curriculum, their training, and workload, so understanding 

them better can give a more complete picture. Moreover, policymakers and education 

leaders ought to continue improving support initiatives by strengthening professional 

development programs, establishing efficient, systematic distribution of resources, and 

providing assistance for teachers’ continuing studies and personal well-being through 

various forms of continuous training. These actions can enhance teachers’ confidence, 

ensure instructional quality, align with curriculum goals, and consistently elevate student 

learning outcomes. Finally, carrying out continuation studies or lengthening research 

periods to evaluate the long-term impact of the MATATAG curriculum might provide a 

deeper understanding of how the challenges and benefits of implementations evolve over 

time. Initiatives in these areas can lead to better implementation of the MATATAG 

curriculum by giving support, techniques, and training resources for educators. At the same 

time, students can receive a quality, relevant, and responsive education. 
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Abstract – This paper examines how gender shapes refugees’ educational experiences in 
Egypt and how it interacts with other structural factors influencing access to and continuity 

in education. The study addresses the following research question: How does gender 
influence refugees’ educational experiences in Egypt, and how do intersecting factors such 
as legal status, socio-economic conditions, and nationality shape these experiences? The 
study adopts a structured desk review, synthesizing academic literature, policy documents, 
and institutional reports published between 2012 and 2025. The analysis is guided by a 
theoretical framework that integrates gender analysis, educational equity, intersectionality, 
and the education-in-emergencies perspective to examine how educational opportunities are 
shaped in displacement contexts. The findings indicate that refugees’ educational trajectories 

in Egypt are strongly influenced by gendered social expectations and structural barriers. 
Refugee girls often encounter constraints related to safety concerns, domestic responsibilities, 
and risks of early marriage, while refugee boys frequently experience pressure to enter 
informal labor markets to support household income, leading to interrupted schooling. These 
dynamics are further shaped by intersecting factors such as legal status, race, nationality, and 
economic vulnerability. The study contributes to the literature by providing a gender-
sensitive and intersectional synthesis of refugee education in Egypt, highlighting the gap 
between formal equality in access to education and the need for equity-oriented and gender-

responsive educational policies. 

Keywords: Refugee education; gender; equity; intersectionality; education in emergencies. 

 
 
 
 
 
 

 
 
 
 
 
 

 

https://dibonjournals.com/index.php/dje
https://doi.org/10.64169/dje.185
https://doi.org/10.64169/dje.185
https://creativecommons.org/licenses/by/4.0/
https://creativecommons.org/licenses/by/4.0/
https://orcid.org/0009-0001-9256-9100


Hassan (2026) Dibon Journal of Education Vol 2, Issue 1 

512 
 

 

 

 

 

 

1. INTRODUCTION 

Education is a fundamental human right enshrined in international frameworks, 

including the Universal Declaration of Human Rights (1948), the International Covenant 

on Economic, Social and Cultural Rights (1966), the Convention on the Rights of the Child 

(1989), and the 1951 Refugee Convention, as well as Sustainable Development Goal 4 

(UNESCO, 2015). Despite these commitments, millions of refugee children worldwide 

face persistent challenges in accessing equitable education in terms of enrolment, retention, 

and quality (UNHCR, 2025a). These challenges extend beyond access to education itself, 

affecting broader processes of social stability and integration within host societies 

(UNESCO, 2023a). 

Within this global context, refugee education in Egypt presents a particularly 

significant case. Egypt hosts diverse refugee populations, including Syrians, Sudanese, 

Ethiopians, Eritreans, and Yemenis (UNHCR, 2025b; Soliman et al., 2024). Although 

policies have enabled certain groups, particularly Syrians, to access public education, 

structural barriers—such as overcrowding, limited resources, social discrimination, and 

curriculum and language differences—continue to constrain equitable educational 

opportunities (INP, 2024; UNICEF, 2021). 

Refugee educational experiences are not gender-neutral. Gender plays a central role 

in shaping access to, continuity of, and quality of education (IASC, 2018). Refugee girls 

often face constraints related to domestic responsibilities, social norms, and early marriage, 

limiting their educational progression (UNHCR, 2018). In contrast, refugee boys 

frequently experience economic pressures to enter informal labour markets, resulting in 

interrupted schooling (IASC, 2018). These dynamics are further shaped by cultural and 

institutional contexts in Egypt, where inequalities extend beyond access to include 

classroom experiences, language barriers, and representations of gender within educational 

content (UNESCO, 2023b; Hassan, 2025). 

Despite growing international attention to refugee education, limited research has 

examined the gender dimension within the Egyptian context. Existing studies often focus 

on binary comparisons between boys and girls without adopting a broader gendered 

analytical framework (Bahar, 2024), while international reports frequently lack gender-

disaggregated data (UNESCO, 2024). 

In response, this study provides a structured review of the literature on refugee 

education in Egypt, examining how gender shapes access, continuity, and experiences of 

education. It adopts an analytical framework integrating gender, equity, and 

intersectionality to better understand patterns of exclusion and inform more equitable 

policy responses. 
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2. THEORETICAL FRAMEWORK 

2.1 Gender, Culture, and Educational Inequality 

Gender analysis in education requires distinguishing between biological sex and 

gender. While sex refers to biological differences between males and females (Lips, 2020), 

gender is socially constructed, encompassing the roles, expectations, and norms assigned 

within specific cultural contexts (McCarthy et al., 2025). This distinction is critical, as 

educational experiences are shaped not only by biological differences but also by socially 

produced gender norms (Winterrowd et al., 2025). Interpreting educational inequalities as 

biologically determined risks obscuring the socio-cultural processes that generate them. 

These dynamics become particularly evident in the relationship between education 

and culture. Cultural perceptions of male and female roles significantly influence access to 

and experiences within education systems (Defrancisco et al., 2022). In many contexts, 

educating males is framed as a socio-economic investment, whereas females’ education is 

often deprioritised due to expectations related to marriage and caregiving (Fuller, 2021). 

Such perceptions contribute to structural inequalities affecting enrolment, institutional 

support, and educational outcomes. 

The influence of gender norms extends beyond access to include curriculum content 

and pedagogical practices. Educational materials and classroom interactions often 

reproduce traditional role divisions, portraying males as active participants in the public 

sphere and females as associated with domestic roles (Hassan, 2025). These representations 

shape students’ perceptions of socially acceptable identities and aspirations, reinforcing 

gender hierarchies within educational settings. From this perspective, education functions 

not only as a site of learning but also as a social institution that can reproduce gender 

inequalities embedded in broader cultural structures. 

2.2 Education as a Tool for Reproducing Gender Roles 

Critical educational scholarship argues that education operates as a social 

institution that can reproduce existing power relations and gender norms (Lindsey, 2015). 

Curricula frequently reinforce traditional stereotypes by presenting males as leaders in 

science, politics, and public life, while depicting females in domestic or caregiving roles 

(Siochru, 2018). In addition, unreflective pedagogical practices may reinforce cultural 

expectations by encouraging boys to assume leadership roles in the classroom while girls 

remain marginalised. Under such conditions, education risks reinforcing patterns of gender 

inequality rather than challenging them. 

However, education also holds transformative potential. Educational initiatives that 

integrate a gender-sensitive perspective into curricula and present diverse representations 

of women and men across social and professional domains can challenge stereotypes and 

promote equality (Hassan, 2024). Similarly, training teachers to adopt inclusive 

pedagogical approaches can create classroom environments in which both girls and boys 
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participate freely, without being constrained by rigid social expectations. In this sense, 

education can serve as a space for renegotiating gender roles and fostering empowerment. 

The debate between reproduction and resistance becomes particularly complex in 

contexts of displacement. Refugee communities often experience pressures to preserve 

traditional norms as a means of maintaining identity and social cohesion (Stelzig et al., 

2024). Within such settings, girls’ education may become a contested domain between 

families and host societies, functioning either as a mechanism for reinforcing traditional 

roles or as a pathway towards empowerment and integration. Incorporating gender analysis 

into the study of refugee education is therefore essential for understanding these tensions 

and the possibilities for transformative change. 

2.3 Distinguishing Between Equality and Equity 

Equality and equity are frequently used interchangeably in educational literature; 

however, they are conceptually distinct. Equality in education refers to providing all 

individuals with the same opportunities and resources, regardless of race, gender, or 

background, thereby ensuring identical treatment for all (Hader, 2018). Equity, by contrast, 

involves providing differentiated support based on individual needs and specific 

circumstances in order to enable all learners to achieve comparable educational outcomes 

(Chan et al., 2014). 

Educational equity is commonly associated with principles of distributive justice 

and is shaped by social, economic, cultural, and gendered power relations. While equal 

educational provision may appear to promote fairness, certain groups—such as refugee 

girls and young people living in fragile contexts—require additional support (for example, 

scholarships or literacy centres) to overcome structural barriers that limit their ability to 

benefit equally from education (Chan et al., 2014). 

The distinction between equality and equity is particularly significant in refugee 

education. Granting refugee students access to public schools may achieve formal equality; 

however, it does not necessarily ensure substantive equity. Refugees often face language 

barriers, psychological trauma, social discrimination, and economic pressures that may 

force early entry into the labour market, all of which hinder full participation in education 

(Grant, 2018). Equity therefore provides a more accurate framework for understanding 

educational justice, as it responds to differentiated needs rather than assuming uniform 

conditions. 

2.4 Equity as a Lens for Analysing Refugee Experiences 

An examination of refugee education demonstrates that providing access to 

schooling alone is insufficient to address structural inequalities. Equity requires 

recognising group differences, including gender-based disparities, and responding to their 

specific needs. Refugee girls often face risks such as early marriage, domestic 

responsibilities, and restricted mobility, which limit educational participation (UNESCO, 

2021). At the same time, refugee boys may experience pressures linked to expectations of 
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masculinity, particularly the need to contribute financially, leading to early entry into 

informal labour and increased risk of school dropout (Frones et al., 2021). 

From this perspective, equity serves as an analytical lens for designing gender-

responsive interventions. Efforts to reduce early marriage and support girls’ continued 

education can mitigate exclusion, while boys may benefit from flexible or vocational 

pathways that accommodate economic pressures (Cristobal et al., 2023). These dynamics 

highlight that educational vulnerability is shaped not only by access but also by gendered 

social expectations. 

In Egypt, where refugee populations include Syrians, Sudanese, Ethiopians, 

Eritreans, and Yemenis, displacement intersects with existing socio-cultural structures that 

may reinforce gender inequalities. Girls may face barriers related to language, cultural 

adjustment, and family expectations (UNHCR, 2025b), while boys are often pushed toward 

income-generating activities in economically constrained households. In this context, 

equity provides a critical framework for developing policies that address these 

differentiated experiences and promote inclusive educational outcomes. 

2.5 The Right to Education for Refugees 

Education is widely recognised as a fundamental human right in international law. 

Several global instruments establish the obligation of states to ensure access to education 

for all children, including refugees. Article 26 of the Universal Declaration of Human 

Rights (1948) affirms the right to education, while Article 13 of the International Covenant 

on Economic, Social and Cultural Rights (1966) emphasises the progressive realisation of 

accessible and equitable education systems. More specifically, the Convention on the 

Rights of the Child (1989) obliges states to guarantee access to primary education without 

discrimination, and Article 22 of the 1951 Refugee Convention requires signatory states to 

provide refugees with treatment comparable to that of nationals in elementary education. 

Egypt is a signatory to these international legal instruments and has formally 

committed to the protection of refugee rights within its territory. In principle, these 

commitments require the state to ensure that refugee children have access to basic 

education under conditions similar to those afforded to Egyptian nationals. In practice, this 

commitment has been partially implemented through administrative measures that allow 

certain refugee groups to enrol in public schools, often in coordination with international 

organisations such as UNHCR and UNICEF. 

However, the translation of international legal commitments into domestic 

educational policy remains uneven. Refugee education in Egypt is not governed by a 

comprehensive national legislative framework specifically addressing displaced learners. 

Instead, access is frequently mediated through ministerial decisions, administrative 

procedures, and institutional capacity constraints. As a result, while the right to education 

is formally recognised in international law, its practical realisation depends on the 

interaction between legal commitments, national policy frameworks, and everyday 

administrative practices. This gap between formal rights and institutional implementation 
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highlights the importance of analysing refugee education not only through a legal lens but 

also through governance structures and socio-economic constraints. 

2.6 The Concept of Intersectionality 

Intersectionality, developed within critical feminist scholarship, emphasises that 

social experiences are shaped by the interaction of multiple axes of identity—such as 

gender, race, class, and language—rather than by any single dimension in isolation 

(Lepinard & Evans, 2019). Accordingly, patterns of privilege and disadvantage must be 

analysed through these intersecting factors. 

This perspective is particularly relevant in refugee education, where gender 

intersects with displacement to produce differentiated experiences. Refugee girls may face 

overlapping challenges related to poverty, family expectations, and mobility restrictions, 

which can be further intensified by linguistic or socio-economic marginalisation (Hassan, 

2024a). Refugee boys, meanwhile, may encounter pressures related to early labour market 

entry and social expectations of masculinity. 

An intersectional lens highlights diversity within groups of refugee girls and boys, 

rather than treating them as homogeneous categories. Ayoub and Khallaf (2014) argue that 

educational experiences in Egypt must be understood at the intersection of gender, class, 

and language. For example, while Syrian girls may face linguistic and cultural adjustment 

barriers, Sudanese girls may encounter racial discrimination and class-based exclusion 

within school environments. 

An intersectional approach therefore moves beyond analysing gender as an isolated 

variable. Examining educational outcomes without considering the interaction of structural 

factors risks producing reductive explanations that overlook how inequalities are 

cumulatively experienced. 

A review of the literature suggests the need for a multi-layered theoretical 

framework to analyse refugee educational experiences. From a gender perspective, 

education may function either as a site for reproducing traditional roles or as a space for 

challenging and transforming them. The concept of educational equity further underscores 

that formal equality is insufficient and that policy interventions must account for 

differentiated needs arising from both displacement and gender. Intersectionality deepens 

this analysis by revealing how gender interacts with poverty, culture, and language to 

produce complex patterns of exclusion or empowerment. Finally, the framework of 

education in emergencies situates education as both a human right and a form of 

psychosocial protection, highlighting the ways in which gender compounds vulnerability 

in contexts of conflict and displacement. 
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3. PREVIOUS STUDIES 

The literature on refugee education in Egypt highlights the importance of gender-

sensitive and intersectional approaches in understanding educational inequalities. It 

consistently shows that formal access to schooling does not necessarily translate into 

equitable educational outcomes, as legal frameworks, socio-economic conditions, and 

community dynamics shape access, participation, and continuity (Mohamad, 2020; Abd 

El-Megid, 2024; Mayom, 2021; Kasmo, 2023). 

3.1 Intersectionality and the Limitations of Formal Equality 

Mohamad (2020) demonstrates how policies based on “equality for all” may 

reproduce inequality when intersecting identities are overlooked, particularly for 

marginalised groups such as Black African female refugees. Similarly, Abd El-Megid 

(2024) shows that gender intersects with ethnicity and political identity to produce layered 

forms of marginalisation affecting education and employment. These studies highlight the 

limits of formal equality and emphasise the need for intersectional frameworks 

incorporating gender, race, and class. However, the literature remains largely qualitative, 

with limited quantitative evidence on enrolment, retention, and achievement. 

3.2 Community-Based Education as an Interim Solution 

Mayom (2021) identifies community-based schools as a response to limited 

capacity in formal systems, though constrained by issues of access, quality, safety, and 

sustainability. Kasmo (2023) further highlights the role of community organisations in 

supporting education and resilience, particularly among women and youth, despite 

financial and institutional limitations. Gender disparities persist, with girls more affected 

by cost and safety barriers, while boys are more likely to enter the labour market early. The 

lack of standardised evaluation tools limits understanding of long-term outcomes. 

3.3 Legal Pathways and Educational Access 

Shahla (2023) links irregular migration routes and restrictive border policies to 

fragile legal and economic conditions that constrain educational access. Legal status 

emerges as a key determinant of educational continuity, particularly affecting girls through 

prolonged interruptions and boys through early labour market entry. However, longitudinal 

evidence on post-arrival educational trajectories remains limited. 

 

3.4 Education as Protection 

Chambure (2025) conceptualises education as a protective mechanism for 

unaccompanied children, highlighting gaps between formal protection systems and 

informal coping strategies. Gendered vulnerabilities are evident, with girls facing higher 
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risks of violence and boys expected to achieve economic independence. While providing 

rich qualitative insights, the study lacks broader quantitative validation. 

3.5 Access to Higher Education 

Using Bourdieu’s framework, Younes (2023) shows that access to tertiary 

education is shaped by unequal economic, social, and cultural capital. Structural and 

procedural barriers, alongside gendered expectations, limit participation. Further 

comparative and quantitative research is needed to assess outcomes across institutions and 

fields of study. 

3.6 Schools as Spaces of Identity 

Hearn (2024) highlights schools as sites of identity formation and cultural 

resistance, particularly within Yemeni communities in exile. These spaces reproduce both 

national and gendered identities, though their impact on measurable educational outcomes 

remains underexplored. 

3.7 Comparative Insights from Internal Migration 

Hamad (2025) illustrates how gendered economic precarity shapes educational 

discontinuity among internal migrants, particularly affecting girls. Although not focused 

on refugees, the study offers comparative insights into structural inequalities that extend 

across displacement contexts. 

Although this study does not focus on refugees, it provides comparative insights 

into the structural mechanisms—economic, temporal, and protective—that reproduce 

educational inequalities along gendered lines. Applying this lens highlights how gendered 

constraints extend beyond specific displacement contexts, offering a “comparative mirror” 

for understanding inequality in education. 

The studies reviewed reveal four key intersections shaping refugee educational 

experiences in Egypt: 

- Intersectionality as an analytical tool: Gender intersects with race, skin colour, and 

legal status to generate educational vulnerabilities (Mohamad, 2020; Abd El-

Megid, 2024). 

- Schools and community-based interventions as dual sites: Schools and community 

programmes provide education and protection, yet they remain vulnerable due to 

financial limitations and restricted access, serving as interim rather than permanent 

solutions (Mayom, 2021; Kasmo, 2023). 

- Legal status and protection as determinants of access: Irregular migration pathways 

and insufficient protection influence educational trajectories, with interruptions and 

early labour obligations disproportionately affecting girls and boys differently 

(Shahla, 2023; Chambure, 2025). 

- Higher education and unequal capital: Access to tertiary education reflects broader 

inequalities in economic, social, and cultural capital, reproducing gendered 
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pressures—males as family providers and females constrained by social 

expectations (Younes, 2023). 

Despite the qualitative richness of this literature, significant research gaps remain, 

including: (a) quantitative and longitudinal data on achievement and dropout rates; (b) 

detailed analysis of school policies, such as admissions, transfers, and psychosocial 

support; (c) investigation of neglected dimensions, including gender-based violence, 

inclusion of refugees with disabilities, and the role of language in shaping educational 

opportunities. 

4. EGYPTIAN NATIONAL EDUCATION POLICY CONTEXT 

4.1 Egypt Education Strategic Plan (ESP) 2014–2030 

The Egyptian Education Strategic Plan (ESP) 2014–2030 constitutes the principal 

national framework guiding educational reform and development in the country. Aligned 

with Egypt’s Vision 2030 and Sustainable Development Goal 4, the Plan emphasises 

universal access, quality improvement, and the reduction of educational disparities across 

socio-economic and geographic contexts (Ministry of Education and Technical Education 

(MoETE), 2014). The strategic framework prioritises expanding school infrastructure, 

improving teacher training, and addressing inequalities between rural and urban 

educational provision. However, while the Plan adopts the language of inclusive education, 

its policy orientation is primarily directed toward reforming the national education system 

for Egyptian citizens rather than developing targeted policy responses for displaced or 

refugee populations. 

Although Egypt is a signatory to major international instruments guaranteeing the 

right to education—including the 1951 Refugee Convention and the Convention on the 

Rights of the Child—the ESP does not explicitly recognise refugees as a distinct policy 

category within its strategic objectives. As a result, refugee inclusion in public education 

has largely been implemented through administrative arrangements and ministerial 

directives, often in coordination with international organisations such as UNHCR and 

UNICEF, rather than through an institutionalised national policy framework. This 

governance structure creates a gap between Egypt’s formal international commitments and 

the operational mechanisms through which refugee education is delivered in practice. 

From a gender perspective, the ESP emphasises reducing enrolment disparities and 

improving girls’ access to education, particularly in rural and economically marginalised 

regions. Nevertheless, the Plan does not explicitly address how gender intersects with 

displacement, legal status, or socio-economic vulnerability among refugee populations. In 

the absence of such targeted provisions, gender-sensitive educational interventions for 

refugee students remain largely dependent on international programmes and civil society 

initiatives. This omission highlights a broader tension within Egyptian education policy 
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between formal commitments to equality of access and the implementation of equity-

oriented strategies capable of responding to the differentiated needs of displaced learners. 

4.2 Syrian Access to Egyptian Public Education: Administrative Inclusion Without 

Structural Reform 

Following the outbreak of the Syrian conflict in 2011, the Egyptian government 

introduced executive measures in 2012–2013 granting Syrian children access to public 

schools under conditions formally equivalent to Egyptian nationals. These ministerial 

decrees enabled free enrolment at the pre-university level and access to national 

examinations, framing the policy as a humanitarian response aligned with international 

commitments (MoETE, 2014; Ayoub & Khallaf, 2014; UNICEF, 2021). 

This approach has often been viewed as a progressive model of refugee inclusion, 

as Egypt opted for administrative integration into its national education system rather than 

establishing parallel structures. However, this inclusion remains grounded in executive 

decisions rather than a comprehensive legislative framework, leaving access dependent on 

administrative procedures and institutional discretion. 

In practice, significant structural limitations persist. School enrolment is contingent 

on documentation requirements—such as valid residency permits and identity papers—

which many refugees struggle to obtain, particularly those arriving through irregular routes 

(Shahla, 2023; UNHCR, 2025b). Consequently, formal access does not necessarily 

translate into effective access. 

Implementation has also been uneven across refugee groups. While Syrian refugees 

have benefited from relatively clearer administrative pathways, other communities—such 

as Sudanese, Eritrean, Ethiopian, and Yemeni refugees—often face more complex barriers 

linked to documentation, socio-economic conditions, and social perceptions (Mohamad, 

2020; Abd El-Megid, 2024). 

From a gender perspective, the policy framework is formally neutral and lacks 

targeted mechanisms addressing gender-specific vulnerabilities. It does not account for 

risks such as early marriage, mobility restrictions, or gender-based violence affecting girls, 

nor the economic pressures pushing boys into early labour market participation. As a result, 

the policy reflects formal equality without incorporating equity-oriented measures (Hadar, 

2018; Grant, 2018). 

These limitations are further compounded by structural pressures within the 

Egyptian education system, including overcrowded classrooms, double-shift schooling, 

and limited resources in urban centres (INP, 2024). Integrating refugee students into such 

constrained environments without additional institutional support affects the quality of 

education for both refugees and host communities. 

Overall, while the Syrian enrolment decrees represent an important step toward 

inclusion, their reliance on administrative mechanisms highlights a persistent gap between 

formal commitments and the institutional conditions required for equitable and sustainable 

access. 
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4.3 The Position of Non-Syrian Refugees: Uneven Inclusion and Racialised Hierarchies 

While Syrian refugees have benefited from relatively clearer administrative 

inclusion in Egypt’s public education system, non-Syrian refugee populations experience 

more fragmented and uneven access. Communities such as Sudanese, Eritrean, Ethiopian, 

and Somali refugees frequently face documentation barriers and inconsistent 

administrative practices, leading to variations in enrolment across institutions and regions 

(Mohamad, 2020; Abd El-Megid, 2024; UNHCR, 2025b). 

Although public education is formally accessible, enrolment often depends on 

documentation requirements—including residency permits, UNHCR registration, and 

academic records—which many refugees struggle to obtain, particularly those arriving 

through irregular routes (Shahla, 2023; UNHCR, 2025b; UNICEF, 2021). As a result, 

formal access remains conditional and uneven in practice. 

Beyond administrative constraints, social dynamics further shape educational 

experiences. African refugee students may encounter racialisation, discrimination, and 

lowered teacher expectations, undermining participation and academic confidence even 

when enrolled (Mohamad, 2020; UNICEF, 2021). 

From an intersectional perspective, nationality interacts with gender to produce 

differentiated vulnerabilities. Girls often face mobility restrictions and safety concerns, 

while boys are pushed toward early labour market participation due to economic pressures, 

increasing dropout risks (Kasmo, 2023; Younes, 2023). 

Community-based schools partially address these gaps by providing culturally 

familiar learning environments, particularly for Sudanese communities. However, limited 

resources and lack of accreditation constrain students’ transition into formal education 

pathways (Mayom, 2021). 

These dynamics point to an implicit hierarchy of inclusion within the Egyptian 

education system. While Syrian refugees have been more visibly integrated, non-Syrian 

populations rely more heavily on humanitarian and community-based support. Despite 

formal commitments to inclusion, the absence of differentiated policy mechanisms results 

in unequal educational outcomes, reinforcing the need for equity-oriented interventions 

addressing documentation, discrimination, and gender-specific barriers. 

4.4 Administrative Constraints and Procedural Barriers 

Despite formal commitments to refugee inclusion, administrative procedures 

remain a central barrier shaping educational access in Egypt. While policy frameworks 

guarantee access in principle, implementation depends on documentation, legal status 

verification, and discretionary decision-making at the school level, effectively 

transforming education into a conditional entitlement. 

Documentation requirements represent a key constraint. Enrolment typically 

depends on residency permits, birth certificates, and prior academic records, which many 

refugee families are unable to provide due to forced displacement or irregular migration 
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(Shahla, 2023). As a result, children with incomplete documentation often face delays or 

are informally discouraged from enrolling. 

Residency regulations further complicate access, as enrolment is closely tied to 

legal status. Families with expired or uncertain residency may avoid engaging with public 

institutions, creating instability that undermines educational continuity. These challenges 

are unevenly experienced, with more marginalised groups facing cumulative disadvantage. 

Discretion at the school level also contributes to inconsistent implementation. In 

the absence of a comprehensive legal framework, administrators exercise flexibility in 

applying enrolment rules, including decisions related to documentation, grade placement, 

and transfers. This produces variation across schools and reinforces inequalities linked to 

social capital and access to informal support networks. 

Structural constraints such as overcrowding intensify these barriers. Capacity 

pressures in public schools, particularly in urban areas, may lead administrators to prioritise 

local students, resulting in implicit exclusion of refugees despite formal inclusion policies 

(INP, 2024). 

These administrative barriers intersect with gender in significant ways. Delays in 

enrolment may increase the likelihood of early marriage or domestic responsibilities for 

girls, while boys may be pushed toward early labour market participation due to economic 

pressures. In both cases, procedural obstacles contribute to higher dropout risks. 

Additional challenges arise from language and curriculum differences. While 

Arabic-speaking students may adapt more easily, dialect variation and curricular 

mismatches complicate placement. Non-Arabic-speaking students face greater difficulties 

due to the lack of structured language support, increasing the risk of academic 

marginalisation. 

Collectively, these administrative constraints reveal a structural tension between 

formal inclusion and operational accessibility. Egypt’s approach avoids segregating 

refugees into parallel camp-based systems; however, it relies on bureaucratic procedures 

that inadvertently reproduce inequality. Access is neither categorically denied nor fully 

secured; rather, it is filtered through documentation regimes, residency compliance, 

institutional discretion, and infrastructural capacity. From an equity perspective, this 

configuration exposes the limitations of equality-based policy models that equate non-

discrimination with justice. Without proactive flexibility mechanisms, documentation 

waivers, structured language support, and gender-responsive retention strategies, 

administrative processes risk rendering inclusion conditional and uneven. 

5. METHODOLOGY 

5.1 Research Design 

This study adopts a structured desk review methodology aimed at synthesising and 

critically analysing existing literature on refugee education in Egypt, with a particular focus 
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on gendered dimensions. Rather than generating primary empirical data, the research 

consolidates academic publications, policy documents, and institutional reports to identify 

patterns, gaps, and analytical tensions within the field. The review combines elements of 

systematic and narrative approaches: it applies explicit search and selection procedures 

while allowing for interpretive synthesis guided by the theoretical framework of gender, 

equity, intersectionality, and education in emergencies. 

5.2 Search Strategy 

The literature search was conducted between January and March 2026 using 

multiple academic and institutional databases to ensure comprehensive coverage. The 

primary academic databases consulted included ERIC, and Google Scholar. In addition, 

targeted searches were conducted on the websites of key international organisations and 

national institutions, including UNHCR, UNESCO, UNICEF, the Egyptian Ministry of 

Education and Technical Education, and the Institute of National Planning, in order to 

identify relevant national policy documents, strategic plans, and country reports related to 

refugee education in Egypt. 

Search terms were constructed using combinations of keywords related to the core 

themes of the study. These included: 

- "Refugee education" AND "Egypt" 

- "gender" AND "refugees" AND "education" 

- "Syrian refugees" AND "Egypt" AND "schools" 

- "Sudanese refugees" AND "education" AND "Egypt" 

- "intersectionality" AND "refugee education" 

- "Education policy" AND "refugees" AND "Egypt" 

- "Community-based schools" AND "refugees" AND "Cairo" 

Boolean operators (AND/OR) were used to refine results, and backward citation 

tracking was applied to identify additional relevant sources referenced within key 

publications. 

5.3 Inclusion and Exclusion Criteria 

Sources were included based on the following criteria: 

- Direct relevance to refugee education in Egypt, or to gendered dimensions of 

refugee education in comparable contexts. 

- Peer-reviewed journal articles, official institutional reports, or postgraduate theses 

from accredited universities. 

- Publications available in English or Arabic. 

- Studies published between 2012 and 2025, corresponding to the period following 

the major influx of Syrian refugees into Egypt. 

Sources were excluded if they: 

- Focused solely on refugee education in non-comparable regional contexts without 

analytical relevance. 
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- Addressed migration issues unrelated to education. 

- Lacked sufficient methodological transparency. 

- Were opinion pieces without empirical or analytical grounding. 

5.4 Screening Process and Source Selection 
The literature search initially generated a broad pool of academic publications, 

institutional reports, and postgraduate theses across the selected databases and 

organisational repositories. In total, approximately (120) records were identified through 

database searches and targeted institutional website reviews. After removing duplicate 

records, (98) sources remained for preliminary screening. 

The first stage of screening involved reviewing titles and abstracts in order to assess 

thematic relevance to refugee education in Egypt and to the gendered dimensions of 

educational experiences in displacement contexts. During this stage, (54) sources were 

excluded because they focused on migration issues unrelated to education, lacked sufficient 

methodological transparency, or addressed refugee education in non-comparable regional 

contexts. 

The remaining (44) publications were subsequently subjected to full-text review to 

determine their analytical relevance and methodological credibility. This stage evaluated 

whether the sources engaged directly with themes central to the study, including gendered 

educational barriers, intersectionality in refugee education, legal and policy frameworks 

affecting refugee access to education, and community-based or institutional educational 

responses. 

Following the full-text assessment, (31) sources were retained for the final analysis. 

These sources consisted of a combination of peer-reviewed journal articles, policy reports 

from international organisations, and postgraduate theses produced by accredited 

universities. The selected literature formed the empirical and conceptual basis for the 

thematic synthesis presented in this study. Although a formal PRISMA flow diagram was 

not applied due to the integrative nature of this desk review, the screening process followed 

structured stages of identification, screening, and full-text assessment in order to ensure 

transparency and replicability in the literature selection process. 

5.5 Quality Assessment 

Given the inclusion of postgraduate theses—particularly from the American 

University in Cairo—special attention was paid to methodological rigor and institutional 

credibility. Theses were selected only when: 

- They were supervised and approved by accredited academic institutions. 

- They included clear research designs and methodological transparency. 

- Their findings were triangulated with other scholarly or institutional sources. 

Institutional reports (e.g., UNHCR, UNESCO, UNICEF) were evaluated based on 

authorship transparency, data sourcing, and alignment with established monitoring 

frameworks. 
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Peer-reviewed articles were prioritised where available. The reliance on 

postgraduate theses reflects the relative scarcity of peer-reviewed publications specifically 

addressing refugee education in Egypt; however, cross-referencing and comparative 

reading were employed to minimise bias and ensure analytical robustness. 

6. DISCUSSION 

The critical review demonstrates that the educational experiences of refugees in 

Egypt cannot be summarised along a single dimension. Gender, while omnipresent, 

intersects with race, skin colour, legal status, economic conditions, and security factors. 

Schools—whether formal, community-based, tertiary, or non-formal—function as sites of 

knowledge transmission, protection, identity formation, and resistance. This layered 

perspective aligns with the theoretical view of education as both a site for reproducing and 

challenging gendered and cultural power structures, and highlights how educational equity 

can empower marginalised groups in contexts of displacement and crisis. 

Using the four guiding concepts of gender, equity, intersectionality, and education 

in emergencies as an analytical framework allows for an interpretation of how these 

principles manifest in daily educational practices and how refugees deploy them 

strategically for survival and resistance. This approach enables a deeper analysis of refugee 

educational experiences, foregrounding multi-dimensional vulnerability while recognising 

agency and the potential for action within educational spaces. 

6.1 Gender as a Structural Logic 

The findings indicate that gender functions as a structuring principle shaping 

refugees’ educational trajectories from the onset of displacement. Girls frequently 

encounter constraints related to safety, mobility, and social norms, while boys are often 

compelled to enter the labour market at early stages in order to support household survival. 

In economically precarious refugee households in Egypt, adolescent boys are frequently 

expected to assume breadwinning roles, reflecting gendered expectations that associate 

masculinity with financial responsibility. These pressures can accelerate boys’ withdrawal 

from schooling and their transition into informal labour sectors such as retail, small-scale 

repair work, or manual services. 

Existing research on refugee communities in Egypt supports this pattern. Mohamad 

(2020) argues that formal equality in educational policy frameworks often obscures 

substantial inequalities experienced by refugee populations, particularly Black African 

women whose gendered and racialised identities intersect to produce layered forms of 

marginalisation. Similarly, Abd El-Megid (2024) observes that Oromo refugee women in 

Cairo encounter compounded educational and occupational disadvantages shaped by both 

political stigmatisation and racial discrimination. 

These dynamics cannot be understood solely as outcomes of household decision-

making; rather, they are embedded within broader policy and institutional structures. The 
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Egyptian policy framework provides a clear illustration of this structural embedding. 

Although ministerial decrees issued in 2012–2013 granted Syrian refugees formal access 

to public education, these measures did not incorporate gender-responsive safeguards 

addressing the differentiated vulnerabilities faced by displaced students. Admission 

procedures remained dependent on standard documentation and residency requirements, 

while retention strategies did not account for risks such as early marriage, gender-based 

violence, or the economic pressures that encourage boys’ premature entry into labour 

markets. 

Within an already strained education system characterised by overcrowded 

classrooms and limited institutional resources, these structural constraints can intensify 

gendered disparities. Girls may face heightened safety concerns during long commutes to 

school or within overcrowded learning environments, while boys experiencing academic 

disengagement or economic pressure may prioritise income-generating activities over 

continued schooling. In this sense, administrative neutrality in policy implementation can 

inadvertently reproduce pre-existing inequalities when the specific conditions of 

displacement are not explicitly addressed. 

Taken together, these patterns demonstrate the importance of an intersectional 

analytical framework. Educational inequalities among refugees in Egypt emerge not from 

gender alone but from the interaction between gender, nationality, legal status, race, and 

socio-economic vulnerability. Analysing educational access solely through a single 

category therefore produces partial explanations that overlook the structural mechanisms 

through which inequalities are reproduced within both policy and practice. 

6.2 Equity versus Equality – Community-Based Education as an Intermediate Solution 

While formal policies may provide access to education, refugees do not necessarily 

attend or benefit from schooling on equal terms. Formal equality—“opening the doors for 

everyone”—collides with practical obstacles such as tuition costs, low-quality curricula, 

and unsafe learning environments. This aligns with Mayom’s (2021) findings on six factors 

limiting the effectiveness of community-based education in Greater Cairo: access, cost, 

quality, safety, system and partnership development, and good practice. Gendered 

dynamics are evident: girls are disproportionately at risk of dropout due to cost and safety 

concerns, while boys are often pushed into early labour in order to support household 

income. 

Similarly, Kasmo (2023) highlights the role of community-based organisations 

(CBOs) in reducing equity gaps, leveraging social capital to provide learning spaces, skills 

development, and psychosocial support for women and youth. Nevertheless, these 

interventions are often unsustainable due to funding constraints and bureaucratic 

limitations, functioning primarily as interim solutions. 

This evidence reinforces the distinction between equality and equity. The Egyptian 

enrolment decrees of 2012–2013 exemplify this distinction. Granting Syrian refugees 

access to public schools under the same conditions as nationals reflects a model of formal 
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equality. However, the persistence of documentation requirements, infrastructural 

overcrowding, and the absence of targeted retention mechanisms reveal the limits of 

uniform treatment. Equity would require differentiated support structures – such as 

documentation flexibility, language bridging programmes, and gender-sensitive dropout 

prevention strategies – recognising displacement as a structurally disruptive condition. 

Without such measures, equal access risks translating into unequal outcomes. 

Providing a school seat to all children does not ensure that every child can attend 

and remain in school. Equity requires gender-responsive policies that are financially and 

psychologically supportive and adaptable to the needs of the most vulnerable. The findings 

indicate that in the absence of such policies, schools may inadvertently reproduce 

inequality rather than mitigate it. 

6.3 Intersectionality as an Interpretive Lens: The Combined Impact of Legal/Security 

Status and Gender 

Legal and security status upon arrival in Egypt constitutes a key structural factor 

shaping refugees’ educational trajectories. Refugees entering through irregular routes often 

experience prolonged legal uncertainty while attempting to regularise residency or obtain 

UNHCR registration, leading to delays or interruptions in school enrolment due to 

documentation requirements (Shahla, 2023). 

These constraints interact with household vulnerabilities in gendered ways. For 

girls, legal insecurity may reinforce protection concerns, limiting mobility and delaying 

enrolment, while increasing risks of early marriage or withdrawal from education. For 

boys, economic precarity often generates pressure to assume breadwinning roles, 

encouraging early entry into informal labour markets and reducing the likelihood of 

continued schooling (Suerbaum, 2018; Suerbaum, 2020; Huizinga & van Hoven, 2021). 

These patterns reflect differentiated household strategies under conditions of 

insecurity, where families may restrict girls’ movement while relying on boys’ labour to 

cope with financial pressures. In both cases, educational continuity is disrupted through 

distinct but interconnected mechanisms. 

Empirical studies support this relationship between legal status and education. 

Shahla (2023) highlights how irregular migration routes produce fragile legal and 

economic conditions that undermine school participation, while Chambure (2025) shows 

how refugee adolescents navigate survival through informal networks, often at the expense 

of education. 

The Egyptian policy framework further illustrates these dynamics. Although Syrian 

refugees were granted formal access to public education, enrolment remains contingent on 

documentation and administrative approval, resulting in interruptions for families facing 

legal uncertainty (UNHCR, 2025b; UNICEF, 2021). Non-Syrian refugees often encounter 

more complex and inconsistent procedures, leading to unequal educational trajectories 

across groups (Mohamad, 2020; Abd El-Megid, 2024). 
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These differences highlight how nationality, legal status, and gender intersect to 

shape educational outcomes. While the specific forms of vulnerability may vary across 

refugee groups, the combined effects of legal insecurity and socio-economic pressure 

consistently contribute to disrupted educational pathways. 

Taken together, these findings demonstrate that educational inequalities among 

refugees cannot be understood through gender alone, but emerge from the interaction 

between gender norms, legal status, nationality, and economic conditions. An 

intersectional framework is therefore essential for informing equity-oriented education 

policies. 

6.4 Education in Emergencies as Protection – From School to University 

The findings indicate that refugee education functions as a form of social and 

psychological protection, providing spaces where identity can be reinforced in contexts of 

displacement. For girls in particular, schools may serve as protective environments that 

reduce exposure to early labour and social risks, while also enabling pathways to higher 

education and fostering agency. 

This aligns with Younes (2023), who conceptualises universities as sites for 

generating social and cultural capital that mitigate marginalisation despite persistent 

structural barriers. Similarly, Hearn (2024) shows that educational spaces in exile 

contribute not only to continuity of learning but also to the preservation of cultural identity, 

reflecting the intersection of gender and belonging. Hamad (2025) further highlights how 

gendered socio-economic vulnerability shapes educational opportunities, offering a 

comparative perspective on protection and exclusion. 

From this perspective, education in emergencies extends beyond a legal right to 

function as a mechanism of psychosocial protection, identity preservation, and symbolic 

resistance. However, this protective role is constrained by institutional limitations, 

including insufficient funding, limited psychosocial support, and procedural barriers. 

Importantly, the protective function of education remains contingent on 

administrative accessibility. Documentation requirements and legal uncertainty may delay 

enrolment, weakening schools’ capacity to operate as protective spaces. Such disruptions 

disproportionately affect girls facing mobility restrictions and boys exposed to early labour 

pressures, increasing the risk of long-term educational discontinuity. 

Despite the growing body of literature, key gaps remain, including limited 

quantitative data on enrolment and dropout, insufficient documentation of institutional 

practices, underexplored dimensions of gender-based violence, and the marginal attention 

given to language as a factor shaping educational integration and outcomes. 

7. CONCLUSION 

This study has examined refugee education in Egypt through an intersectional lens, 

highlighting how gender interacts with legal status, nationality, and socio-economic 
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conditions to shape educational access, retention, and mobility. The findings demonstrate 

that educational inequalities cannot be understood through gender alone but emerge from 

the interaction of multiple structural factors. 

The analysis reveals a central tension within Egypt’s refugee education governance 

framework. While administrative measures—particularly the 2012–2013 ministerial 

directives—have facilitated access to public education, refugee inclusion remains largely 

dependent on executive decisions rather than a comprehensive legislative framework. This 

reliance produces uneven implementation and exposes access to bureaucratic constraints, 

including documentation requirements and residency procedures (MoETE, 2013; UNHCR, 

2025b). 

The Egyptian case thus illustrates the limits of administrative inclusion as a long-

term strategy. Although access has expanded, the absence of institutionalised and equity-

oriented policies constrains the system’s ability to address displacement-related 

vulnerabilities. Gender-responsive measures remain limited, despite evidence that girls 

face risks related to mobility, safety, and early marriage, while boys are often pushed 

toward early labour market participation. 

Addressing these challenges requires a shift from formal equality to substantive 

educational equity. This includes developing clearer regulatory frameworks, ensuring 

documentation flexibility, strengthening psychosocial support, and implementing gender-

responsive strategies. Such strategies should support girls’ continued education and safe 

access to schooling, while providing boys with flexible and vocational pathways that 

mitigate economic pressures. 

Strengthening collaboration between state institutions, international organisations, 

and community-based initiatives is also essential. While community-based education plays 

a critical role, its sustainability is constrained by short-term funding, highlighting the need 

for more stable institutional support. 

Finally, improving data systems remains a key priority. Disaggregated data on 

enrolment, retention, and progression would enable more targeted and evidence-based 

policymaking, helping align Egypt’s commitments to inclusive education with the complex 

realities of refugee displacement. 
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