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This study focused on Muslim teachers or asatidz teaching the Arabic Language and Islamic 
Values Education (ALIVE) subjects under the Madrasah Education Program implemented in 
public schools in the Philippines. Considering the limited information on asatidz teaching 
experiences, the study explored asatidz teacher development, teaching and learning 
practices, and training and development, using a phenomenological framework. Twenty-
one key informants shared their lived experiences through interviews, and their responses 
were analysed using reflexive thematic analysis. Relevant themes were discussed to 
elucidate a plethora of influences that correspond to the asatidz belief system, behaviour, 
and teaching and learning practices. 

 
Introduction 
 
Inclusivity in education has been one of the foremost priorities in countries like the 
Philippines. Our diversity calls for an education system that is responsive to unique needs 
of learners. This requires a relevant and responsive curriculum, pedagogy, and support 
framework through contextualisation, localisation, and indigenisation while contributing to 
national development (Republic Act No. 10533, 2013; DepEd, 2015; 2019). Thus, learners 
can make sense of their lives within socio-cultural-religious contexts. Moreover, 
multiculturalism and pluralism are a reality in the country, and Filipinos embrace differences 
through “unity in diversity” (Nicelli, 2020; Morales & Morales, 2020; Philippine 
Constitution, Art. II, 1987; Raguindin et al., 2021). 
 
At the onset, part of the country’s history is the establishment of “madrasah” during the 
14th century alongside the coming of Makhdumin (Cajul, 1966). The madrasah became the 
“education arm” of the Islamic faith. Religious subjects are offered in these madaris (plural 
form of madrasah), like the Quran and Arabic, wherein the language is vital to be taught 
since the Quran is written in Arabic. While the Muslim education system has been in 
existence since long ago, the madrasah is mostly confined within Mindanao wherein there 
are 13 ethnolinguistic groups (Alonto-Naga, 2025; Reyes, et al., 2017) distinct from each 
other comprising the Bangsamoro Muslims. Muslim Filipinos are considered as a religious 
minority (Philippine Statistics Authority, 2023) in a predominantly Roman Catholic nation 
(Minority Report Group, 2023). 
 
For Muslims in Mindanao and other regions of the country, the general aspiration is to have 
access to Islamic education that is timely, appropriate and culturally sensitive to the 
Bangsamoro people. The madrasah is expected to prepare a generation of intellectuals, 
imbued with Islamic values and spiritually prepared to be part of the growing economy of 
the country (also in Helmiati, 2021). Concomitant to this, the role of Islamic education is 
intended to contribute to peace and development through education (DepEd, 2017a; Samid, 
2022). 
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The recognition, integration and institutionalisation of the madrasah system became a key 
agenda of the Moro liberation movement and the peace processes (Cagape, 2013). It has 
since been recognised under Autonomous Region for Muslim Mindanao (ARMM) Organic Act 
(Republic Act No. 6734, 1989) and ARMM Expanded Organic Act (Republic Act No. 9054, 
2001) and it was articulated in the Medium-Term Philippine Development Plan (2004-2010) 
(NEDA, 2004) under then President Gloria Mcapagal-Arroyo.  
 
Historically, the madrasah education is part of the 1996 peace agreement between the 
national government and Moro National Liberation Front or MNLF (Government of the 
Republic of the Philippines and Moro National Liberation Front, 1996), acknowledging 
madrasah education and offering of Arabic language and Islamic values education (ALIVE) 
in the public education system (DepEd, 2017a). ALIVE, which is under the umbrella 
Madrasah Education Program (MEP) of the Department of Education, has been considered 
as an equalising tool, and promotes peace and understanding between Muslims and non-
Muslims in the country. The Philippine government further strengthened madrasah 
education through legislative milestones: the establishment of the National Commission on 
Muslim Filipinos or NCMF (Republic Act No. 9997, 2009) and lastly, the BARMM Law 
(Republic Act No. 11054; 2018). 
 
For more than 20 years, DepEd has implemented MEP. In 2004 the Madrasah 
Development Coordination Committee lodged the MEP in DepEd (Republic of the 
Philippines, February 17, 2004; Republic of the Philippines October 5, 2004). The 
operational definition, policy for curriculum, and implementation guidelines on madrasah 
are matters administered by the Department of Education (DepEd, 2004, 2011, 2017, 2021). 
 
To understand the Philippine education setup, agencies like DepEd and NCMF cater to 
Muslim Filipino learners: DepEd offers the K to 12 Program (mainstream education); the 
NCMF focuses on traditional madrasah or madaris that offers Islamic religious education. 
The Commission on Higher Education (CHED) on the other hand provides the minimum 
requirements for the offering of higher education degree programs, namely Policies and 
standards for Bachelor of Arts in Islamic Studies (ABIS) Program (CHED, 2008). As mentioned, 
basic education in the country offers the mandatory K to 12 Curriculum whether public or 
private schools as per K to 12 Law (Republic Act No. 10533, 2013). For public schools, 
ALIVE subjects are offered to select schools with at least 15 Muslim learners, while private 
madrasah with DepEd permission to operate will offer Islamic religious education subjects 
on top of the K to 12 subjects. The madrasah system serves as an important social 
institution in the country; it transmits education, orienting, and indoctrinating people into 
the Islamic faith (E-Net Philippines, 2018). Most of the madaris are community-based and 
community-managed schools which have become an important part of the education 
system in Mindanao (IAG, 2017; Moulton, 2008) as a vehicle for transmitting tradition, 
culture and religion. Muhamat@Kawangit et al. (2019) put forward that madrasah in the 
Philippine context is not only as an institution of learning but also a symbol of Islam.  
 
As of date, education of Muslim learners can be accessed through (a) select public schools 
that offers ALIVE classes in all regions; (b) DepEd supervised schools, especially those with 
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financial assistance; and (c) traditional schools or madaris that offer religious instruction, 
including the tahderiyyah, which are under the NCMF (IAG, 2019; DepEd, 2017a). DepEd 
supervised schools under MEP look into improvement in participation rates of Muslim 
learners in basic education, and to ensure stability of program implementation, with the 
Philippine government guaranteeing annual budgets through the General Appropriations 
Act or GAA (Republic Act No. 9358, 2006).  
 
There is a dearth of literature regarding Muslim teachers or asatidz of ALIVE in public 
schools in the Philippines. Particularly, information on teacher development, career and 
training of asatidz is lacking, whether it is pre-service training, in-service training or post 
and/or additional education and training. Perusal of online resources, references, and 
research yield results focused mainly on ALIVE implementation.  
 
Given this context, my study explored the lives of 21 asatidz of ALIVE with the aim of 
acquiring the needed data on their teaching experiences, career growth and development, 
and professional identities. Through thematic analysis of their interviews, specific needs, 
program implications, and policy requirements were identified across all levels of 
governance. Ultimately, it examines how the asatidz navigate their lived experience, the 
process by which they integrate beliefs with professional standards, and the need for 
customised training from various government instrumentalities.  
 
Review of related literature 
 
Inclusive and multicultural education in pluralistic societies 
 
Inclusive and multicultural education is a strategy that seeks to promote access, equity and 
mobility by fostering learning environments conducive to learner diversity, including 
language and culture (Banks, 2015; Nieto, 2017; OECD, 2018). In the Philippine context, 
inclusive education highlights interrelated dimensions of “engaging, affirming, and 
nurturing” in school practices that support children with special needs (Raguindin et al., 
2021), and other learners such as Muslim and Indigenous learners (DepEd, 2019).  
 
The success of equity program requires strategic resource allocation, culturally responsive 
teacher training, and governance structures emphasizing language, culture, and diversity in 
teaching and learning (OECD, 2018, UNESCO, 2020). Notably, multicultural education 
demands changes in curriculum and teaching, and school climate (Banks, 2015; Tamang, 
2022), wherein teachers navigate their own identities and student diversity (Kumar, 2020; 
Olsen, 2008) since it impacts their practice. 
 
Regarding madrasah education in the Philippines, this study on asatidz necessitates 
examining developments affecting teacher preparation, training, and development. The 
Access to Quality Basic Education for Muslim Learners project (SEAMEO INNOTECH-USAID 
EQuALLS Project, 2007) reported poor teacher competence for ALIVE subjects, positing 
DepEd could not anticipate supplying the qualified teachers for ALIVE and mainstream 
curricula. This project (pp. vii-xxix) stressed professionalisation through pre-service 
education by higher education institutions, a need confirmed by Jamaluddin and Cadir 



Cortez 441 

(2017), Lamla (2018), Gomez et al. (2018), and El Yousif (2018). Other local studies 
confirmed inadequate preparation, training, and qualifications (Alag, 2016; Sapsapan, 2013; 
Solaiman, 2017), emphasising quality, efficient and effective teachers; echoed by Gomez 
(2019), who positioned asatidz as frontliners and implementers contributing to program 
success.  
 
Recognising the need for asatidz preparation and competence, DepEd (2012) started 
employing Madrasah Teacher I in public schools, followed by contract-of-service hires 
(DepEd, 2015, 2017a, 2024). 
 
Policy frameworks and madrasah education in contemporary contexts 
 
Islamic education is an amalgam of moral formation and knowledge acquisition based on 
the Quran and Prophetic traditions, stressing religious obligations and ethical-moral 
formation (akhlaq, adab, and prophetic character qualities) that promote holistic spiritual 
and rational development (Naqli and Aqli) among learners (Halstead, 2007; Tan, 2011).  
 
Existing studies underscore the Islamic pedagogy's foundations on spiritual, moral, ethical, 
and intellectual development for learners and teachers. Education in Islam extends beyond 
Quran, Sunnah, and religious studies to modern sciences, emphasising "acquisition of 
knowledge is obligatory" and adherence to Islamic morality in thinking and acting (Faryadi, 
2015; Misman et al., 2021). Islamic teaching requires Naqli or "revealed knowledge", e.g., 
recitation, memorisation, interpretation, Hadith, Sunnah, Tawhid, Islamic jurisprudence, 
Quranic Arabic and other related subjects (Zainuddin et al., 2016), and Aqli or 
"rational/conventional" knowledge, e.g., rational, dental, medical (Zahid et al., 2020). 
Ustadh/ustadhah transmit Quranic/ Sunnah knowledge, with "obligation" in teaching 
Islamic tenets rewarded or punished (Nazri et al., 2011). 
 
Educators are responsive to international reforms, both regional and international. For 
example, integrated Islamic education in Thailand and Malaysia faces challenges in terms of 
curriculum and teacher readiness (Aree & Rahman, 2016). In Singapore, madrasah 
education has undergone curricular and Islamic teacher reforms through Compulsory 
Education Act and Asatizah Recognition Scheme (Hassan & Shuhaimy, 2018; Helmiati, 2021). 
Their studies offer ASEAN comparisons with political and social environments with 
minority-Muslim contexts like the Philippines. 
 
Van Doorn-Harder (2005) pointed out that the madrasah system in Southeast Asia fulfills 
a religious function and encourages intellectual exchange, diversity, and adaptation between 
traditionalist and reformist, with Tan (2011) demonstrating that ideological totalism can be 
prevented through traditional education rooted in religious pluralism, rational inquiry, and 
learner autonomy, referring to Indonesia’s case. Furthermore, Sattar & Arriola (2020) 
concluded that madrasah education in the Philippines contributes to counter violent 
extremism as it provides a good venue for both the children and their parents in learning a 
correct conception of religious precepts and Islamic values which promotes co-existence 
with other ethnic or religious groups. The study by Zaenal et al. (2022) concluded that 
Islamic education is value-based, i.e., peace education grounded in wasatiyah or moderation. 
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Notably, Islamic education in the Philippines and Thailand adapts and responds to 
governmental prerequisites and the push for modernity while preserving Muslim identity 
(Al-Raschid-Arsad, 2022; Aree & Rahman, 2016, Hefner, 2008; Samid, 2022). In the 
Philippines and Indonesia, strategic national policies institutionalised madrasah education 
within the public education, though both countries reported implementation challenges in 
curriculum standardisation, quality assurance, and funding (Muslim, 2022; Samid, 2022; 
Sukmayadi & Yahya, 2020).  
 
Similarly, the integration of MEP in basic education is aligned with education reforms in 
the ASEAN region, particularly in countries like Singapore (Compulsory Education Act, 
2000), Malaysia (integrated curriculum in primary and secondary schools: Integrated 
Primary School Curriculum (KBSR) and Integrated Curriculum of Secondary School 
(KBSM) in 2015), and the 2003 Education Law of Indonesia. Marasigan (2019) also noted 
this type of integration of madrasah in the national curricula. The law of the land ensures 
the protection of freedom of religion, and this is guaranteed (Philippine Constitution, 1987, 
art. III, s. 5). In the context of basic education, DepEd (2013) protects the religious rights 
of learners, pursuant to the constitutional guarantee on the rights of citizens to freedom of 
religion and non-discrimination based on religion; while privately funded schools may teach 
religious education, and learners have the freedom to exercise religion.  
 
Teacher motivation, identity, and professionalisation 
 
Constructs regarding teacher motivation  (intrinsic, altruistic, values, and other personal 
qualities) are considered drivers of teaching career and commitment (Gu, 2014; Han & Yin, 
2016; Richardson & Watt, 2006) whereas professional identity is a context-driven and 
dynamic construct that integrates socio-psychological and cultural aspects affecting 
teachers’ career decision making and commitment (Beijaard et al., 2022; Olsen, 2008; 
Pishghadam et al., 2022; Suarez & McGarth, 2022). These studies suggest the need to 
include discussions on motivation and identity tensions, including dynamics between 
personal characteristics and learning environments in the pre-service, in-service, and other 
teacher policies that further support commitment and resiliency (Bongco & Abenes, 2019; 
Lau et al., 2022; Noel, 2021; Sebastian et al., 2022). Thus, studies posit that teacher 
motivation and identity development is complex and context-sensitive that affects 
engagement and commitment to the teaching practice. 
 
Identity studies and professional development support that teacher quality contributes to 
enhanced student outcomes (Avalos, 2011; Suarez & McGrath, 2022). Hence, customised 
training programs anchored on reflective practice, professional learning communities, and 
job-embedded professional development (Avalos, 2011; Kennedy, 2016) are imperative, 
and should consider a teacher’s career stage and varied school contexts (Gu, 2014; Lau et 
al., 2022).  
 
In relation to madrasah, Azmi et al. (2020) put forward that school environments 
significantly shape Islamic identity among students, with teachers acting as role models who 
shape Islamic character and personality (Biantoro, 2019; Lukman et al., 2021; Siregar, 2021). 
An Islamic perspective positions teachers as key knowledge bearers; Sali (2020) showed 
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Philippine Muslim teachers blending secular/non-secular, student-centred practices 
reflective of a unique religious-cultural identity in DepEd madrasah, viewing teaching as a 
profession and religious calling. Arabic language instruction strengthens learners' socio-
religio-cultural identity, and requires structured, evidence-based strategies for mastery (Abu 
Zahrin et al., 2021; Azmi, 2020). These findings present asatidz' dual roles in ALIVE as 
Arabic language and Islamic spiritual teachers. Qoyyimah et al. (2019) highlighted teacher 
agency in interpreting curricula within sociocultural contexts through professional 
judgments. 
 
Also, studies point to factors like collaborative inquiry and school leadership facilitating 
teachers’ adoption of new learning, resulting in instructional quality and improved learning 
outcomes (Cordingley et al., 2020; Guskey, 2020), while Kennedy (2016) reported that 
teacher training focuses on design features, e.g., duration, seminar, workshop, etc., with no 
reliable link to effectiveness. Policy analysis done by Dymock and Tyler (2018) advocated 
for a more structured, systemic design for professional development that enhances teacher 
competence in view of rapid developments; thus, teacher training and development should 
utilise evidenced-based frameworks from the sciences of learning and development that 
underscore practice-based learning, geared towards teacher effectiveness and wellbeing 
(Darling-Hammond et al., 2020).  
 
Altogether, the relationship between teacher motivation and identity constructs is evident, 
shaping pedagogical practices, professional and career development, advancement and 
retention. 
 
Technology integration and competence 
 
Studies demonstrate a relationship between ICT integration in education and variables like 
pedagogical beliefs, self-efficacy, digital competence, learning environment, resources, and 
gaps in teacher training programs and teacher educators, specifically attitudes, readiness, 
and institutional culture (Akram et al., 2022; Cuhadar, 2018; Ertmer & Ottenbreit-Leftwich, 
2010; Tondeur et al., 2012, 2016, 2021). These factors (teachers’ mindset, knowledge and 
observable behaviours) are essential to technological pedagogical content knowledge 
(TPACK), defined as “multigenerational process” involving content, pedagogy, and 
technology (Koehler, et al., 2007; Koehler & Mishra, 2013). 
 
In an evolving educational landscape, technology integration, barriers, and training needs 
are highlighted in some studies. The use of technology in madrasah education depends on 
teacher attitude, training, and resources availability (Akram et al., 2022). Studies consistently 
identify positive teacher attitudes toward ICT but highlight inadequate training, limited 
resources, and lack of confidence, especially among female and novice teachers; all of these 
requiring targeted professional training, investment in teacher development, and structured, 
systemic design for professional development to bridge traditional Islamic studies and 
modern ICT (Al Mulhim, 2013; Alsharidah, 2018; Gómez-Trigueros & Yáñez de Aldecoa, 
2021). 
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In relation to teacher competence and training, policy frameworks like European 
Commission’s DigCompEdu (European Commission, 2017) serve as reference for 
technology and innovation in education, stressing the need for educators to be equipped 
with digital competence; the crucial role of teacher educators is also mirrored in Falloon’s 
(2020) teacher digital competency (TDC) framework. Studies support the use of models like 
Substitution, Augmentation, Modification and Redefinition (SAMR) and Synthesis of 
Qualitative Evidence (SQD) which demonstrate compatibility with TPACK (Arantes, 2022; 
Puentedura, 2013; Savignano, 2017; Tondeur et al., 2017, 2021) thus these models are 
applicable frameworks for guiding professional development involving technology 
integration. Implementation-wise, adaptive model and systematic integration of technology 
in teacher education are perceived to be effective for both future teachers and teacher 
educators (Tondeur et al., 2017) while also considering the interplay of social, political, and 
economic dimensions relating to educational technology (Selwyn, 2016; Teräs, 2022).  
 
Largely, studies have shown that technology integration in education needs a holistic 
approach that factors in broader socio-psychological aspects, use of evidence-based models, 
and emerging demands and situations like the Covid-19 pandemic.  
 
Synthesis 
 
This literature review underscores that teachers' "voices" are imperative in grounding 
policies toward actual experiences in teaching and learning in schools. It places ALIVE 
asatidz at the center of program implementation and the integration of religious and secular 
knowledge, requiring institutional support in resources, training, and development. The 
literature also illuminates the intersectionality of teachers in terms of social-religious-cultural 
identities, technological competencies, and professionalism unique to the asatidz of 
Philippine madrasah education. 
 
Conceptual framework 
 
The model demonstrates interconnectedness of socio-religious and psychological factors 
where asatidz professional identity integrates faith with professional standards. Their lived 
experience shows how they merge the Islamic worldview with competency-based 
professional standards, e.g., PPST (DepEd, 2017b). This integration illustrates that religious 
beliefs do not contradict, or run contrary to the standards but rather, reflect alignment with 
the requirements set forth by government instrumentalities and reinforces the asatidz’ quest 
for quality and excellence in teaching and commitment to the professio. Also, the Philippine 
experience models minority-faith integration and professionalisation wherein asatidz 
articulate the interplay of religion and secular society within their professional identity, and 
such integration strengthens motivation, responsibility, and commitment to teaching 
excellence, resonates the findings of Cafferky (2007) and Lynn et al. (2010). 
 
The asatidz articulated the link between their profession and the influence of the higher 
power, and being a Muslim teacher conforms with the Islamic belief in “qadr” or 
“predestination”. The interplay of drivers such as "qadar", moral duty and service to the 
Muslim community (“ummah”), and altruistic and intrinsic factors parallels earlier findings 
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on these constructs (Clemente-Reyes, 2002; Ryan & Deci, 2000; Sali, 2020; SEAMEO 
INNOTECH, 2020; Tomšik & Ceresnick, 2017).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 1: Integrative model of asatidz identity 
 
The asatidz articulated the link between their profession and the influence of the higher 
power, and being a Muslim teacher conforms with the Islamic belief in “qadr” or 
“predestination”. The interplay of drivers such as "qadar", moral duty and service to the 
Muslim community (“ummah”), and altruistic and intrinsic factors parallels earlier findings 
on these constructs (Clemente-Reyes, 2002; Ryan & Deci, 2000; Sali, 2020; SEAMEO 
INNOTECH, 2020; Tomšik & Ceresnick, 2017). From this viewpoint, religious beliefs, 
institutional mandates, and professionalism do not fundamentally contradict, as exemplified 
by asatidz' lived experience. The Muslim Filipino teachers considered as an ethnic-religious 
minority represent a unique minority-faith integration. They are highly adaptive 
professionals who can thrive in a pluralistic, majority Catholic-Christian nation, which lends 
itself to regional and international discussions on multiculturalism and inclusion. Prioritising 
asatidz’ voices will improve ALIVE competencies and teacher quality, thereby enhancing 
education for Muslim Filipinos. 
 
Methodology, participants, and instruments 
 
This study is qualitative-exploratory in nature and thematic analysis after Braun and Clarke 
(2019) was used in data analysis wherein the researcher formulated the questions “What are 
the lived experiences of asatidz teaching ALIVE subjects?”; “What are the factors that 
influenced the asatidz to teach?”; “How do asatidz navigate their beliefs with their teaching?” 
and “What specific professional and training development do the asatidz need?” 
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To make sense of the data from the key informants, the study was guided by 
phenomenological framework which, according to Moustakas (1994), tries to understand 
human experience and a suitable tool in exploring and unfolding of these human 
experiences. Creswell (2013) put forward that phenomenological study describes the 
meaning of lived experiences for several individuals about a concept of the phenomenon. 
In addition, Chambers (2013) succinctly explained phenomenology as posited by Creswell 
as “an approach to qualitative research that focuses on the commonality of a lived 
experience within a particular group” (par.1) which is suitable for this study, further 
supported by Patton’s (2002) description of this approach as “capturing and describing how 
people experience some phenomenon: how they perceive it, describe it, feel about it, judge 
it, remember it, make sense of it, and talk about it with others” (p. 104). 
 
Through a phenomenological lens, this study adopted reflexive thematic analysis or RTA 
by Braun and Clarke (2019) in analysing the codes and arriving at themes. The RTA with 
an inductive-semantic-essentialist approach was used for identifying themes "within surface 
meanings of the data" (Braun & Clarke, 2006, p. 87; Braun et al., 2016). The essentialist 
view was adopted since it aimed at reporting experiences, meanings and reality of the 
participants. Therefore, the asatidz experiences were captured using their exact wordings 
and statements, or in other words, their "voices". Thus the researcher can "theorize 
motivations, experience, and meaning in a straightforward way" (Braun & Clarke, 2006). 
This is not simply coding and "theme-ing" the dataset, but interpreting and conceptualising 
it (Maguire & Delahunt, 2017). Using semi-structured interviews, it explored how their 
experiences expressed through their own narratives can be situated in the context of teacher 
preparation and development, based on existing education policies of DepEd and CHED. 
 
Moreover, the study adopted essentialist epistemology in data analysis within the RTA in 
which “coding and theme development are directed by the content of the data” (Braun & 
Clarke, 2019) which appears to lean towards the inductive-semantic-essentialist approach 
of analysis. According to Braun and Clarke (2019), the three approaches tend to cluster 
together. This was adopted by the researcher to capture “lived experiences” of the asatidz. 
Consistent with this data-driven strategy, it was deemed best to make descriptions of the 
interview texts, iterative review and analyses were done; with initial codes generated and 
examined, after which, themes were developed adhering to the RTA framework. This 
process is supported by Brule and Finnigan (2020) wherein after analysing the data or codes, 
“result of the analysis is a theme explaining people’s experiences, perceptions, views or 
representations of a given topic.” Moreover, the number of key informants which were 
purposively sought is similar to studies that used 21 participants and RTA to analyse data 
(Resch et al., 2023; Shrivastava et al., 2022). 
 
Approval of the St. Paul University Philippines (SPUP) Ethics Committee was sought for 
this study. Pertinent information of asatidz such as profiles in terms of gender, highest 
educational attainment, number of years in teaching ALIVE and license were considered in 
analysing the data. The demographic profile of the participants includes 62% of key 
informants were female asatidz, while 38% were male asatidz. The number of male and 
female teachers is an element to consider when crafting training programs and other related 
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activities since there are some considerations regarding cultural beliefs and practices in 
conducting activities in a mixed environment. As for education, there were 5 high school 
graduates, 1 graduate of technical-vocational and 15 college graduates, comprising 6 masters  
and 1 doctorate degree. 
 
Interview questions were prepared by the researcher, with the assistance of other DepEd 
supervisors/specialists in DepEd, and finalised with the research advisor who served as 
facilitator for interviewing asatidz. The interviews were transcribed verbatim in Microsoft 
Word by the researcher, and this was the start of data familiarisation as part of the RTA 
process described by Braun and Clarke (2006). Permission was requested from all 
participants through informed consent, and individual stories of key informants were 
collected via online recordable platform wherein they were engaged in sharing their voices 
in the context of teaching ALIVE subjects, including the challenges they have encountered 
while teaching in their respective locale. Aspects involving their teaching preparation were 
asked, i.e., instructional materials, class management, assessment, etc., and lastly, their 
perceived challenges teaching ALIVE subjects. These data were gathered through online, 
semi-structured interviews.  
 
The interview transcripts of the key informants were redacted, ensuring that personal details 
are deleted before submitting to the University’s data manager for initial analysis using 
NVIVO as part of data reduction; after which, manual coding was done to arrive at the 
codes. All recorded data, including transcripts, were destroyed after the analysis was 
completed. 
 
As Supervising Education Program Specialist of DepEd for 4 years and familiar with 
ALIVE implementation, I acknowledge that this could have influenced how I understood 
and approached the data sets. As part of quality assurance, 5 independent highly qualified 
experts holding doctorates in various fields, including senior DepEd officials, university 
research director, clinical psychologist, and English and Language specialist reviewed the 
initial codes, and percentage agreement were calculated before the final codes were 
identified. The entire coding processes were recorded in Microsoft Excel format, stored in 
separate files with designated folder. The major and sub-themes were determined by 
iterative and repeated review of the data. Memo writing was also part of the process (Flaim 
& Speckart, 2016). As part of quality assurance, particularly on the Islamic content, two 
ustadhs (who are also teachers and specialists in DepEd) were consulted. The transcripts 
and final draft of the study were also reviewed by a Muslim specialist from DepEd with 
doctoral degree in education, adept in the socio-cultural and linguistic diversity, and has 
first-hand experience in the operation of ALIVE in the country. Adding this methodological 
rigor ensures accuracy in content and validation of thematic analysis and religious 
translations. For reporting purposes, all key informants in this study were given pseudonyms 
to protect their identities. 
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Results 
 
Analysis identified five key themes, and quotes from the participants are provided to 
support each theme, while pseudonyms are used to protect the asatidz identities. Through 
an inductive-essentialist lens, the five themes are: “Teaching as a reflection of Islamic world 
view”; “Driving force to teach in the ALIVE: Teacher motivation”; “Teaching needs 
pedagogical and social competencies”; “Navigating the demands of ALIVE 
implementation"; and "Training needs as expressed by teachers”, and further analysis of 
data revealed interconnectedness of some sub-themes which will presented later in the 
Discussion section. 
 
Theme 1 
 
 
 
 
 
 
 
 
 
 

Major theme Sub-theme/s Representative codes 
Teaching as a 
reflection of 
Islamic world 
view 

Islamic faith, conviction, 
and predestination 

Predestination; beliefs and conviction; 
divine accountability; reward from Allah 

Teaching as moral and 
religious obligation 

Knowledge sharing as part of Islam (ibadah 
or worship); Obligation to teach; Islamic 
virtues; teaching as amanah (trust) 

 
Figure 2: Thematic map under Theme 1 

 
Under this theme, the researcher requested assistance from two Muslim colleagues in 
DepEd who are ustadhs and have a higher study in Islamic teachings to confirm and affirm 
the findings. The responses of asatidz that reflect Islamic perspective are illustrated as 
follows: 
 

It is actually my decree from Allah to become a teacher. (Teacher Rahma) 
 
For young Muslims aspiring to become teachers in the future, always remember that no 
matter what you do, keep in mind that everything has purpose… If you encounter 
difficult circumstances while pursuing your dreams, think of it as a challenge from Allah 
to test and strengthen your mind and faith. (Teacher Farhana) 
 
The thing that influences my decision to go into teaching is to follow the saying of our 
beloved Prophet Muhammad (SAW) ‘The best of you are those who learn Qur’an and 
teaches it. (Teacher Jalilah) 

Teaching as a 
reflection of 

Islamic world 
view 

Teaching as a 
moral and 
religious 
obligation 

Islamic faith, 
conviction, and 
predestination  
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Aside from the reward coming from above, I would say that the love of teaching has a 
lot of challenges, however; if you love being a teacher or the teaching profession, 
everything that you will encounter is nothing; Allah is watching. If not because of Allah 
and the love for the teaching profession, we could no longer be teaching in schools. 
Even if we are not promoted, the consideration is for the kids to learn. (Teacher Khalil) 

 
With the foregoing, asatidz’ reflect Islamic teaching guided by the Quranic verse (Quran: Al-
Ahzab) rightly applied, thus: 
 

(Then) He will make your deeds righteous for you and He will forgive you your guilt 
(deeds); and whoever obeys Allah and his Messenger, then he has already triumphed a 
magnificent triumph. (Surah Al-Ahzab, verse 71). 

 
The Quranic verse translation was provided for academic purposes to reach wider readers; 
and the quote used for this purpose was taken from http://Quran.com (2022). Noteworthy, 
knowledge is given importance in Islam and the role of ustadh or ustadhah as transmitters 
of knowledge is reflected in the following quotes from the key informants: 
 

Prior teaching in the public schools, I have already taught in the communities as a 
volunteer to share the knowledge that I have, particularly to the kids who are attending 
public schools, especially in Islamic Values since this is what Prophet Mohammad has 
taught us - to impart through knowledge. (Teacher Aminah) 
 
I decided to become an uztadhah because in Islam, we are obliged to share our 
knowledge, not just our knowledge but also our culture, our experiences.  It really 
matters to me because both my father and mother are religious people. I wanted to show 
people that I am a Muslim not just in name but also in attitude and behavior. (Teacher 
Ky) 

 
Analysis reveals that asatidz actions are guided by strong belief in Islam, subscribing to 
"ultimate surrender" to Islamic decrees hence teaching is both a decree and obligation. For 
a Muslim, to be a teacher is both a directive and obligation; asatidz are dictated by Islamic 
belief in "qadr" or "predestination" and yielding to the will of Allah, thus the meaning of 
Islam is "submissiveness and total surrender" (Husin et al., 2020). Heeding their call to teach 
and fulfill heavenly mandates will gain rewards in jannah or "paradise". The teachers bear 
responsibility in fulfilling their duties as beacons of knowledge and truth of the Islamic 
religion and they hold a privileged status in the community. Thus, the notion to “teach” or 
“to be a teacher” is a recurring aspiration especially for those who are learned in both Islamic 
studies and secular education. The asatidz’ narratives support minority-faith integration and 
professionalisation, fostering deeper commitment to the profession, a sense of 
responsibility for learners, school, and community, and persevering to attain personal and 
professional growth. Evident responses of asatidz reflect Islamic perspectives, hence this 
theme.  
 
Data suggest a trend that more and more Muslims would like to enter the teaching 
profession through ALIVE. In 2014, 2,814 Muslims took the QEALIS (the qualifying 
examination to be eligible to teach ALIVE subjects in public schools - the first stage in the 
hiring of madrasah teachers for DepEd ALIVE program), 2,813 takers in 2018; 2,511 in 
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2019; and in 2020, 3,327 takers (see DepEd, 2021, for the 2020 number; numbers for other 
years no longer online for public access). 
 
Theme 2 
 
 
 
 
 
 
 
 
 
 
 

Major theme Sub-theme/s Representative codes 
Driving force to 
teach in the ALIVE: 
Teacher motivation 

Altruistic and social 
motivation 

Learners as reason for teaching; community 
as reason for teaching; service orientation 

Professional and 
intrinsic 
motivation 

Teacher competencies and qualities; 
teaching experience in traditional 
madrasah; teaching as a profession; 
intrinsic fulfilment 

 
Figure 3: Thematic map under Theme 2 

 
Aside from beliefs and practices that reflect the Islamic worldview evident in their 
responses, elements of intrinsic and altruistic motivations are present among asatidz 
regarding the choice of profession. A compelling illustration is the intrinsic motivations that 
include love for the learners, personal qualities, commitment, and personal satisfaction; and 
their concern and perceived contributions to the “ummah” or Muslim community reflects 
altruistic motivations. 
 
Taking into consideration the intrinsic motivations, asatidz confidence in their personal 
qualities and competencies propelled them to engage in the teaching profession. As Teacher 
Sofi expressed: “My strength is my confidence in teaching ALIVE.” Aside from intrinsic 
motivation, asatidz engagement in teaching is influenced with personal beliefs and 
philosophy.  
 

Since I was a kid, I’ve always been thinking of teaching to be my profession. Because I 
love the feeling of seeing someone walking in the righteous path and you know you are 
one of the reasons behind it. (Teacher Arham) 
 
I always feel thankful and honored to have a privilege to teach people with what I have. 
(Teacher Ayra) 
 
Teaching has become my advocacy. (Teacher Hassan) 

Driving force 
to teach in 
the ALIVE: 

Teacher 
motivation 

Altruistic 
and social 
motivation 

Professional 
and intrinsic 
motivation 



Cortez 451 

Supporting the analysis on altruistic motivations are responses exemplified by these 
transcripts: 
 

Teaching is the noblest way to serve the country and do public service. (Teaching) also 
helps the community to become professional because I believe that teaching (beneficial 
knowledge) the young people’s mind to become professionals can change the whole 
world. (Teacher Rahma) 
 
I have many reasons why I am teaching Arabic language and Islamic Values Education 
Program. Many of our countrymen particularly in municipalities, especially the kids are 
not educated hence I used this as an inspiration or influence to teach. This is one reason 
and courage to enter teaching. (Teacher Jamal) 

 
On intrinsic motivation, the asatidz ' confidence in their personal qualities and competencies 
has driven them to engage in teaching, reflecting a high regard for the profession. Moreover, 
they expressed their desire to teach based on ambition, dreams, passion, commitment and 
other personal qualities as necessary qualities for being a teacher; while at the same time, 
engagement in teaching is influenced by personal beliefs and philosophy, further 
underscoring Tomšik and Čerešnik's (2017) findings that “Individuals are trying to realise 
personal values, hopes, dreams and desires through the profession” (p. 405). With an 
altruistic aspect, asatidz perceived the need to help the Muslim community or the “ummah” 
in raising the level of literacy, thus synthesising their belief that teaching is service to the 
community and nation.  
 
In brief, asatidz are motivated by intrinsic and altruistic motives regarding their choice of 
profession, besides from the influence of an Islamic worldview. Together with the emphasis 
on teacher competencies (i.e., background and prior knowledge in teaching and content), 
and qualities (i.e., confidence in teaching), their involvement in the teaching profession 
pushed their desire to serve the Muslim community in general, and the Muslim learners in 
particular. These motives validate Tomšik and Čerešnik's (2017) findings on motivation in 
choosing teaching as a profession.  
 
The codes “Learners as reason for teaching” and “Community as reason for teaching” 
support asatidz altruistic motivations; while asatidz profession-based motivations are 
congruent with intrinsic factors such as passion for teaching and dreaming of becoming a 
teacher, and their long standing commitment to improve their teaching skills that started 
from being a traditional madrasah teacher and then into a DepEd ALIVE teacher, 
supporting the codes “Teaching experience in traditional madrasah”; “Teacher competence 
and qualities”; and “Teaching as a profession”.  
 
Theme 3 
 
Aside from qualifications and competencies, asatidz have knowledge in the teaching and 
learning processes and their teaching practices encompass knowledge in different facets of 
the teaching profession. 
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I can teach the subject very well since I know the subject. Since I have the mastery of the 
subject, I consider that as my strength. Since I am familiar with the subject I can explore 
on (teaching) strategies; however, what I can see as a weakness is sustaining the active 
participation of the students, for them not to be absent during the class … Also, 
sometimes when they conduct seminars for asatidz … I was fortunate to be one of the 
trainers, as well as being a participant (in the training). (Teacher Faisal) 
 
For me, it is easy if the teacher has already the background on what he or she is going to 
teach to the learners. We can say that it is not easy or difficult if the teacher doesn’t know 
what he or she is going to teach to the learners. In other words, the teacher should 
already have the background and the knowledge about the subject matter or what he or 
she Is going to teach to the learners. (Teacher Rabiah) 

 
The asatidz shared their best strategies in teaching of the ALIVE subjects. These sample 
strategies were mentioned by Teacher Anisah and Teacher Arham: 
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communicate. 

 
Figure 4: Thematic map under Theme 3 

Teaching 
needs 

pedagogical 
and social 

competencies 

Teaching strategies 
for online/blended 

learning 

Teaching 
strategy for 

Islamic values 

Teaching strategy 
for Arabic 
language 

Teaching 
strategies 

Preparing 
instruction-
al materials 

Lesson 
planning 

Different assess-
ments employed 

Teaching and 
learning design 

and delivery 

Assessment 
Engaging with 

parents/ strategies 
to communicate 



Cortez 453 

Through teaching them the Arabic alphabet step by step especially the use of long 
vowels and short vowels. They can also master by reading words. ... It is easy to teach 
ALIVE lessons since I have mastered it in relation with my educational attainment. 
Hence, it is my passion to become an ALIVE teacher because I am also an Arabic 
teacher from madrasah. (Teacher Anisah) 
 
For the Arabic language, vocabulary building is needed. As for Islamic Values, you need 
to model since those are practices. (Teacher Arham) 

 
Asatidz cited instructional materials or IM preparation as part of their task as teachers of 
ALIVE subjects. They utilised books, meta cards or flash cards, charts, visual aids, and used 
audio and TV to aid their teaching, and as Teacher Rabiah stated: “make visuals to motivate 
learning”. Another excerpt on IM: 
 

In my actual teaching, I always have IMs and PowerPoint presentation relative to our 
discussions. I always share my knowledge, and I am not alone in monitoring the 
computer. I also let the pupils know how to use the computer. (Teacher Kyda) 

 
Assessment practices are evident in asatidz, spelled out under the Domain 5 of PPST, 
particularly Strands 1 and 5, “Assessment strategies" and "Communicating to key 
stakeholders” as exemplified by these excerpts:  
 

By means of evaluation or assessment, if they earned high grades means they are learning 
… By means of formative assessment either written or oral form. (Teacher Sofi) 
 
First, I give them assessment for me to identify if they are already learning or they are left 
behind. … In my face-to-face classroom before the pandemic, I have a pair and think 
strategies, and I also give them formative assessment since, not all pupils are the same. 
(Teacher Kyda) 

 
The asatidz are also cognisant of the need to engage with parents of their learners: 
 

By assessing them appropriately, especially the student … if they have some problem. I 
approach the parent to understand and solve the problem. (Teacher Anisah) 
 
I communicate with my ALIVE learners by calling the attention of those who are not 
attending the ALIVE classes regularly through their class advisers. As to the parents, I 
send letters for a meeting through my coordinator. I express the needs of our ALIVE 
learners so that it will be addressed immediately. (Teacher Ayah) 

 
The narratives of Teacher Anisah and Ayah demonstrate the important aspects of 
communication and collaboration regarding students’ learning problems, and engage with 
other school personnel, together with parents. The same was expressed by Teacher Rahma: 
“Ask the parents to monitor the learners”; Teacher Ayra “Talk to parents when there are 
problems”; and Teacher Arham “Cooperation of teachers and parents are important”. 
While there are challenges on parent participation in schools and their children’s learning, 
asatidz see positive opportunities to engage with parents to ensure participation and 
attendance of Muslim learners. These are indicative of asatidz competency under the PPST’s 
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Domain 6 Community linkages, under Strand 2 Engagement of parents and wider school 
community. 
 
The asatidz recognised and understood that lesson planning is an important competency 
they must have, supporting Straessle's (2014) assertion that planning for lessons is an 
essential part of a teacher’s job that influences the “what and how” the learner’s learn, and 
that decisions that teachers make are reflected in lesson plans. In the Philippines, lesson 
plans, or action/work is a vital activity (DepEd, 2008). All of these, together with their prior 
knowledge in terms of content and teaching skills attributed to previous teaching 
engagement in the traditional madaris or private Islamic religious schools being an ustadh 
and ustadhah sums up their competencies. 
 
Noteworthy, the asatidz pedagogical practices are shaped by standards and guidelines on 
teaching required by the State through its instrumentalities like CHED (2004), higher 
education institutions, teacher education institutions, Professional Regulation Commission 
(PRC), including DepEd that define the teachers’ roles and responsibility as education 
agents and professionals working in schools. From pre-service to in-service, asatidz “learn 
the trades” of the teaching profession, including its norms, standards, limitations, and 
outcomes. 
 
With such competencies, asatidz exhibited practices of outstanding teachers of Clemente-
Reyes (2002). Their practices correlate with the “Essentials” of “Filipino Model of Teaching 
Expertise”, in sub-domains of classroom management expertise and effective handling of 
routine activities and time management, instructional expertise and use of varied teaching 
strategies, the use of varied instructional equipment and materials to enhance instruction, 
high rapport with students, and learner-centred teaching. 
 
The findings under Theme 3: Teaching needs pedagogical and social competencies 
illuminate Sali’s (2020) findings on the pedagogical praxis of Muslim Filipinos. Lastly, 
DepEd provides for the welfare of public-school teachers, with a total number of 858,318 
as of 2023 (Lu, 2025), recognising their importance in nation building and that having good 
quality teachers in the education system is necessary to produce good outcomes for learners 
(DepEd, 2017a). 
 
Theme 4 
 
The asatidz face many challenges regarding implementation and operation of ALIVE in 
classroom settings. For one, asatidz shared concerns regarding classrooms, other teachers, 
and school heads: 
 

… plus let’s add up the challenge wherein some schools do not have designated ALIVE 
classroom, and the 45 minutes is short and the needed competencies to be met makes it 
difficult … Personally, I am not challenged with the content or the subject itself. I am 
more challenged with the situation of the program. (Teacher Faisal) 
Even with fellow teachers, since we are just using their classroom, your teaching time is 
reduced, especially if they have a meeting (in the classroom).” (Teacher Faisal) 
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… the subjects in the curriculum, no problem but the problem is within the institution. 
As ustadh, we engage in some [school] activities that we must not do - that is the most 
challenging: how to approach our superior and tell them that we cannot do it. (Teacher 
Hassan) 

 
Some asatidz, particularly voiced by Teacher Hassan, shared that some schools allow the 
conduct of activities incompatible with ALIVE. This concern often stems from school 
head’s implementation of activities that are incongruent with Islamic precepts, such as 
holding of Christmas parties; however, DepEd has been clear in supporting and protecting 
religious freedom in schools (DepEd, 2013), particularly for Muslim learners and teachers. 
Although DepEd has been firm in respecting religious freedom in school setting, asatidz 
sometimes face challenges brought by differences in culture, faith, customs, and practices, 
particularly for ALIVE implementing schools with a predominant Christian population.  
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Figure 5: Thematic map under Theme 4 
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The Islamic faith has haram or forbidden; alongside haram is mukruh or disapproved, musbah 
or acceptable, and halal or recommended or compulsory (Izsak, 2013). The haram concept 
forbids Muslims to do or engage in matters not aligned with the faith. In this context, a 
principal or school head must be sensitive to this issue especially if they are an MEP-ALIVE 
implementing school. Therefore, the role of implementers matters, echoing the findings of 
Gomez (2018) on the importance of school leadership in the success of a program. DepEd, 
on the other hand, provides capacity enhancement to instructional supervisors on Arabic 
Emergent Reading and Culture Awareness or AERCA (DepEd, 2017a), providing basic 
knowledge on language and culture, and promoting respect and understanding of Islam. 
 
The asatidz pointed out the difficulty in teaching the subjects in a multigrade set-up. This 
was exemplified by these ustadhahs: 
 

The most memorable and meaningful teaching experience in the ALIVE Program is the 
first time I handled a multigrade class. It is very difficult to be honest, and yes, I am not 
just a regular teacher, but I am also an uztadhah.” (Teacher Kyda) 
 
It is not hard to teach ALIVE classes, but the problem is handling multigrade. You really 
have to double time always to avoid gaps in your class ... It is a tiring job when you need 
to utilise your time handling different grade levels in one period every class. (Teacher 
Sofi) 

 
The “digital demand” has been a concern among the ALIVE asatidz; considering 21st 
century learners who are digital natives, they are forced to be “digital immigrants” to cope 
with their teaching: 
 

As someone who is not born in the year of millennials, I had hard time using technology 
to design my ideas and to make my materials. Thankfully, I have my family to help me in 
facing difficult times. (Teacher Ayra) 
 
I think it is about technology, I think only 25% (of our teachers) are engaging with 
technology and we have to remember that most of our kids are using technology ... Yes, 
probably in order to be effective in your teaching. We may observe that, sometimes the 
learner knows more than the teacher because learners can now access knowledge just by 
typing it (online) and they can get many examples from there, and this might be source 
of conflict between the teacher and the learner. (Teacher Khalil) 

 
Teachers Ayra and Khalil provide the asatidz’ view on ICT competencies as essential to their 
profession and religious duty as asatidz. They see technology as means to educate and 
upgrade their pedagogical skills, and through the teaching of Islamic values education, 
learners are properly guided in the use of modern educational tools while still being 
cognisant of Islamic tenets. 
 
The implementation of the ALIVE program requires a minimum of 15 Muslim students 
(DepEd, 2017a), although small cohorts may be highly diverse in language proficiency of 
Muslim learners. Asatidz narratives reveal that some students join classes with no foundation 
in Arabic language, while others have advanced knowledge, particularly those attending 
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weekend traditional madrasah. It can be argued then that ALIVE classes are naturally 
predisposed to a multigrade structure, making “leveling of knowledge” a primary concern. 
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Figure 6: Thematic map under Theme 5 
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in International Mathematics and Science Study (TIMMS) and South East Asia Primary 
Learning Metrics (SEA-PLM). 
 
Theme 5 
 
Analysis of asatidz need for training appears to be based on the necessity to adapt to 
digitalisation in view of the adoption of blended learning approaches due to the pandemic: 
 

I think everybody benefitted either the regular (teacher) or contractual (COS) when we 
have our workshop how to make instructional material and also how to use basic 
computer. It helped because especially to the contractual (COS) how to apply it in 
making instructional materials and they can now operate and make input to their own 
computer; they can now print individually. But the problem is that not all contractual 
teachers have a laptop so not all of them. At least they have the knowledge to use the 
laptop in printing their instructional materials. (Teacher Rahma) 
 
In order to improve the ALIVE teaching, I can recommend that it is a must to 
implement training program for the ALIVE teachers. ... A training where my teaching 
skills and knowledge will improve and where I can also apply it from teaching my 
student effectively. In today’s generation, it’s also important to have a training program 
about ICT. (Teacher Anisah) 

 
The asatidz points to the necessity of ICT and sees this as an essential part of their 
development beneficial for their teaching. In addition, asatidz shared that pedagogical 
training is crucial: 
 

For me, the asatidz really need training on teaching methodology, techniques how to 
teach. (Teacher Jamal) 
 
As a madaris teacher, as an ALIVE teacher we have to add a competence in teaching the 
subject. We have to do some research and update ourselves with the modern teaching 
strategies. (Teacher Faisal) 
 
I suggest people to host training programs and seminars regarding ways on effective 
teaching. In this way, we can enlighten and enlarge the knowledge of teachers or 
uztadhahs how to cope up with their difficulties. (Teacher Ayra) 

 
The statements reflect the asatidz' needs for training on effective teaching for ALIVE, 
particularly those hired under Contract of Service (COS). Although in previous years, 
professional development has been provided by DepEd, such as one held prior pandemic 
titled “Enhancement Training of Asatidz on Teaching the 21st Century Skills” (DepEd, 
2019b). However, analysis of asatidz' needs for training appears to be based on the necessity 
to adapt to digitalisation and ICT in view of the adoption of blended learning. Given their 
perceived deficiencies, asatidz look for other ways to enhance their competencies in the 
language. Aside from language, they have shared the need for upgrading teaching 
methodologies, techniques, and strategies. This particular concern was shared by an 
ustadhah: 
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Series of seminars, or seminars about effective teaching; and attend a program on 
professional growth and development. I propose or suggest more seminars especially for 
contractual teachers because they still have that traditional teaching from the madrasah; it 
is different if you attend a seminar about strategies on teaching, we can see the 
difference. (Teacher Rahma) 

 
Additionally, a closer look into the data reveals a nuance between gender when it comes to 
training needs. More female asatidz (ustadhah) voiced the need for ICT, educational 
technologies, and language enhancement (English and Arabic), suggesting a strong desire 
to learn more about technology. On the other hand, Islahi and Nasrin (2019) contended 
that all teachers, irrespective of gender, are expected to integrate technology effectively into 
their instructional practice; same with findings by Al-Gumaei et al. (2019) on positive 
perceptions by both genders on ICT integration in teaching and learning. As part of the 
country’s efforts in transforming the teaching profession, Executive Order 174 (Republic 
of the Philippines, 23 June, 2022) was enacted that established the expanded career 
progression system for public school teachers aimed to promote the Filipino teachers’ 
professional development and career advancements, defining the teachers’ career lines in 
public schools. In addition, the passage of the “Excellence in Teacher Education” Act 
(Republic Act No. 11713, 2022) ultimately focused on teacher quality with the hope of 
improving quality of education in the Philippines. 
 
Discussion 
 
Inclusive education in the Philippines covers learners with special needs, cultural-religious 
minorities, and indigenous peoples, targeting the marginalised, excluded, and vulnerable 
learners (Philippine Statistics Authority, 2025) through curricular integration (ALIVE) and 
contextualisation (IPED) (DepEd, 2016, 2017a, 2017b, 2019a. 2019b).  
 
Specifically, the findings demonstrate how faith-based motivation grounded in Islamic 
belief in qadar and service to the ummah is intertwined with motivation for the teaching 
profession, which revolves around knowledge, skills, competencies, and career 
development. Consequently, their view of the teaching profession based on qadar provides 
them the "will" to survive despite various challenges. The data affirms that Islam is a religion 
and a way of life for asatidz. Teachings regarding life on earth and the afterlife are to be 
heeded. Deepening this insight, the analysis suggests that education and teaching are seen 
as moral and religious obligations.  
 
Ryan and Deci (2000) explain that motivation can be intrinsic, driven by personal interest 
and satisfaction, or extrinsic, influenced by external rewards or pressures. Grounded in self-
determination theory, external motivations can gradually become internalised when people's 
needs for autonomy, competence, and relatedness are supported. Ryan and Deci's definition 
of intrinsic motivation (in Demir, 2011) posited that intrinsically motivated people act 
accordingly and without much prodding, even without reward, and cannot be deterred by 
problems. Clemente-Reyes' (2002) study  outlined the "Factors contributory to expert 
teaching" such as "desirable personal attributes of teachers", e.g. "personal characteristics, 
teach with love, joy in teaching, love for work, love and concern for youth" and the 
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"Influence of teacher models". She further identified key qualities of outstanding Filipino 
teachers, including strong commitment to students, subject matter mastery, creative 
teaching strategies, and dedication to ongoing professional growth. These findings 
emphasise how teacher expertise emerges from experience, reflection, and commitment to 
enhancing learning. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 7: Thematic map of 5 inter-related themes and sub-themes 
 
The data affirm that Islam is a religion and a way of life for asatidz; their faith-based 
motivation is tied with Islam, wherein teaching is viewed as a moral obligation to share 
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(Ryan & Deci, 2000), and personal attributes (Clemente-Reyes, 2002) are drivers that shaped 
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their view of teaching and sustain their commitment to quality and excellence and further 
illuminates the link between these drivers under DepEd’s (2017b) PPST. Moreover, these 
drivers, combined with their knowledge and skills facilitate their transition from teaching in 
the traditional madrasah to formal mainstream education through ALIVE.  
 
This study reveals that asatidz' religious convictions are aligned with state regulations and 
professional standards that strengthens their teaching excellence (Chow, 2020; Jarvis, 2021). 
Studies of Al-Raschid-Arsad (2022) and Samid (2022) forward that asatidz navigate tensions 
between religious identity and secular curricula mandated by government, although it may 
be influenced by other factors e.g., socio-political, career, etc., that affect retention, 
effectiveness, and openness to educational reforms (Beijaard et al., 2022; Lau et al., 2022; 
Noel, 2021). This is in contrast to Muslim-majority systems that support Islamic education 
such as Malaysia through National Education Philosophy, integrated curriculum, Hikmah 
Pedagogy, and the j-QAF program; and Indonesia through the 2003 Education Law and 
Learning Assistance Program for Islamic Schools (Abu Zahrin et al., 2021), wherein Islamic 
education is offered within a majority-faith society. 
 
Regarding professional standards, the notion to become a teacher strengthens asatidz  
commitment to the profession and striving for excellence, making their practice aligned 
with DepEd standards. Data show that asatidz’ competencies align with major domains and 
strands of DepEd’s PPST. Their practices and behaviours also reflect the PPST (DepEd, 
2017b), notably in Domain 1 (Strands 1 & 3), Doman 2 (Strand 1), Domain 3 (Strands 1 & 
2), particularly during the Covid-19 pandemic, Domain 4 (Strands 1, 4, and 5), and Domain 
5 (Strands 1 & 5), especially in assessment strategies and communication with key 
stakeholders. The asatidz demonstrate competencies in teaching practice of ALIVE subjects; 
knowledge and understanding of the curriculum; use of different learning modalities suited 
to different learner needs and circumstances; instructional materials preparation and 
adaptation of ICT for learning materials; assessment; and communicating with learners' 
parents and co-teachers. 
 
However, despite the alignment, asatidz face issues and concerns in the implementation of 
ALIVE. While there are existing guidelines (DepEd, 2017a), asatidz find nuances in relating 
with other school personnel, classroom set-up, and challenges brought by the Covid-19 
pandemic. The asatidz pointed out the lack of designated classrooms, multigrade set-ups, 
and scheduling problems as challenges, consistent with the earlier findings (Marasigan, 2019; 
Sali & Marasigan, 2020); hence, the school head is tasked with identifying classrooms where 
classes can be accommodated. Largely, studies show the development of madrasah 
education in the Philippines and how policies evolve to support its mainstreaming in public 
schools which ultimately benefits Muslim learners.  
 
To address the gaps, asatidz consistently echoed the need for professionalisation in 
curriculum development, classroom management, assessment, and enhancement training in 
English and Arabic. In the Philippines, the need for training of teachers "upskilling and 
reskilling of teachers" (DepEd, 2019a, 2019b) with Language Enhancement and Pedagogy 
(LEaP), Arabic Emergent Reading (AER), and other similar learning and development 
remains necessary, but needs to be revisited and rationalised. From broader policy context, 
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these findings are of particular interest to DepEd since these pertain to pedagogical training; 
although training programs are not limited to those conducted by DepEd Central Office 
since regional and division level conduct training for asatidz through MEP Funds (DepEd, 
2013; 2015; 2016; 2021). 
 
The need for customised training and reliance on technology became evident due to the 
Covid-19 pandemic. Notably, ustadhahs are more expressive in their need for ICT 
competency enhancement, which may suggest possible differences in terms of accessibility 
to learning and development opportunities, and availability of resources both in pre- and 
in-service trainings and not due to underlying limitations or differences in technological 
skills. While the data does not provide solid evidence to establish a nuanced difference in 
ICT competencies between ustadhs and ustadhahs, findings may suggest a closer inspection 
of the type of training to be provided for asatidz. Given that more female teachers are 
employed in DepEd, particularly in elementary levels (Sebastian et al., 2022) where ALIVE 
is offered, it is inferred that female asatidz may play a critical role in modernising ALIVE 
through application of modern technology to make the classes more appealing to young 
Muslim learners. It is therefore imperative to provide specialised and targeted training, 
including reskilling and upskilling to support further professionalisation through needs-
based and reflexive learning activities that are culturally and religiously sensitive and 
appropriate. 
 
The studies presented herein demonstrate how multicultural and inclusive education 
principles are applied in an education framework, particularly in the Philippines. 
Furthermore, studies on inclusive and multicultural education are seen as a mechanism for 
advancing human development in diverse societies, removing barriers and institutionalising 
equity in education, placing importance on teachers’ capacity to manage learners’ diversity 
particularly in inclusive education (OECD, 2018; Raguindin et al., 2021). Overall, the 
Philippines responsive action on the integration of MEP in basic education aligns with the 
regional and international efforts on inclusion through the offering of ALIVE in 3,408 
schools, with 380,444 enrolled learners (DepEd, 2024) nationwide.  
 
Conclusion 
 
The Philippines, through DepEd, expresses a strong commitment to multiculturalism and 
inclusion through the MEP, fulfilling its commitment to international agreements such as 
EFA. Within this framework, my study presents asatidz at the forefront in leading ALIVE 
implementation. Guided by the Islamic worldview, seeking knowledge is imbibed as a 
directive from Allah (Faryadi, 2015), with intrinsic and altruistic motivations driving their 
practice of the profession (Tomšik & Čerešnik, 2017). The religious motivation also aligns 
with the findings of Sali and Ancho (2021). 
 
The asatidz’ identity is exemplified by a dynamic integration of faith-moral purpose and 
professional aspirations, aligning with studies from Southern Thailand and Northern 
Malaysia (Aree & Rahman, 2016), Indonesia (Qoyyimah et al., 2019), Singapore (Hassan & 
Shuhaimy, 2018; Helmiati, 2021), and Malaysia (Azmi et al., 2020). To this end, future 
development should focus on curriculum, classroom management, and 21st-century skills. 
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Training should be inclusive and gender-sensitive, adhering to Islamic principles of 
wasatiyah, e.g., moderation and balance and adab, e.g., modesty in attire, speech, and 
interaction (Zaenal et al., 2022).  
 
Key implications 
 
Since the results of the study point to teacher preparation and training, government 
instrumentalities such as CHED and DepEd should ensure that policies, standards, and 
guidelines for pre-service and in-service are adequate, relevant, and competency-based for 
asatidz to teach ALIVE subjects in public schools. The licensing of teachers through the 
PRC must be part of the planning to ensure a steady number of qualified Muslim teachers 
who can be absorbed in the public school system. Since the background and context of 
ALIVE and asatidz are unique, existing policies on teacher preparation, development, and 
training must be revisited. 
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